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RESEARCH ABSTRACT 

This study discusses the provision of vocational skills in Adult Basic Education and 

Training (ABET) centres in the North West Province (NWP) of South Africa. 

Currently, South Africa is engulfed with challenges of high unemployment rate, 

skills shortages and poverty amongst the adult population. The standardisation of 

the ABET system and the colonialism ideologies ·can be blamed for the current 

poor state of ABET centres. A qualitative research method was used. The 

qualitative research design was the best choice because it was concerned with 

how the research respondents create meaning based on their understanding and 

experiences about the provision of skills in the ABET centres. Two case studies 

were used as the methodology to carry the research. Triangulation was used to 

collect data. Structured interviews, focus group interviews, observations and 

visuals were utilized to collect detailed data about vocational skills in the ABET 

centres in the NWP. lnterpretivism research paradigm was used as an 

epistemological position, to position me in the study. Critical theory was used to 

frame the study. The use of critical theory enabled me to investigate the different 

types of skills that were offered in the two ABET centres and the impact they have 

in the socio economic development of the ABET learners. The use of critical 

theory in this study enabled me to come up with alternatives of improving the 

current programmes that are being offered in the ABET centres faced by ABET 

learners need collective efforts from all the stake holders that are involved in the 

designing of the ABET curriculum and learning programmes. ABET is 

dysfunctional and it needs to be urgently overhauled. ABET learners depend on 

the grants offered by the government. Facilitators are under prepared and 

unprepared to teach the school subjects that they were currently responsible to 

teach. ABET centres do not have physical building structures that belong to them, 

this causes or poses a serious challenge in teaching and learning. 

Key terms 

Adult learners, Adult Basic Education and Training, Critical theory, learnership 

interpritivism, training and vocational skills 
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CHAPTER ONE 

INTRODUCTION AND BACKGROUND TO THE STUDY 

1.1 INTRODUCTION 

The fact that South Africa is a democracy is generally considered to be an 

excellent political prerequisite for promoting civil, political and property rights, 

information flows which are not censored and, critically, the rule of law. Such a 

situation in a country is a pre-condition for economic development. However, there 

is no statement by government in its policies which links "skills shortages" with 

lack of productivity (Daniels, 2007). Nevertheless, civil rights, among them being 

the right to education, are assumed to be cherished in a country with a history of 

colonial occupation. The assumption that education and economic growth are 

intimately related is well documented as a tenet of the neoclassical economics 

theory of growth (Bharat, Cassim & Tseng, 2014:1). But, the understanding of how 

the provision of education and its impact on skills shortages and productivity are 

linked is something which is not taken up. For instance, in 2012, an open letter 

was sent to the Minister of Basic Education calling for an urgent discussion about 

"a sustainable strategic plan which moves beyond litigation to address the 

immediate and long term systemic failures in the provision of the right to 

education" in South Africa (Press Release, 2012). The systemic failures in the 

provision of education are compounded by the systemic failures of the Sectoral 

Education and Training Authorities (SETAs). It appears paradoxical that bodies 

have to litigate for their rights in education in a democracy which states publicly 

that education is closely associated with the desirable goal of the country's 

economic growth (White Paper 2013; Department of Labour, n.d; Skills 

Development Act, 1998, Chapter 3 n.d; ABET 2000 ACT). 

This study about adult basic education in the NWP in South Africa contributes to 

the growing body of research which questions the neoclassical assumption about 

the connection between education and economic growth as a given, when other 

factors are not present to support that connection. This appears to be the case in 
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the North West Province (NWP), the so-called "Platinum Province" (Pule 2010:9) 

in which basic education has not led to economic growth in the households of 

adult learners at two Adult Basic Education and Training (ABET) centres. 

1.1.1 Current situation and brief history of North West Province 

During the apartheid era the NWP was an independent state known as 

Bophuthatswana homela nd. The NWP is divided into four districts: Modiri Molema 

(where this study was conducted), Bojanala, (Rustenburg), Dr Ruth Mompati 

(Vryburg) and Dr Kenneth Kaunda, (Potchefstroom) (Masigo & Matshego, 

2008:18). It has an area of 116 320 km2 (Economic-and-Investment-Overview, 

n.d.). NWP is geographically located on the west side of South Africa bordering 

Botswana and has borders with Limpopo, Gauteng, Free State and the Northern 

Cape Provinces (Zerumaga-Zakes & Arnab 2012:58). The population is 3.5 

million, 65% of which live in rural areas (Pule, 2010:9). Two thirds of North West 

population speaks Setswana as their mother tongue. In the 19th century after the 

defeat of Mzilikazi (the Boers from the Transvaal Boer Republic and the Setswana 

speaking chiefs united against him), land purchases were conducted by the 

Bafokeng from the colonisers (Ramoroka, 2009). Large swathes of land are 

owned now by the royalty of the Bafokeng. Farms in the area around Rustenburg 

had enabled the cultivation of citrus, fruit, tobacco, groundnuts, sunflower seeds, 

maize and wheat. Other areas were not so fertile, especially Modiri Molema, which 

borders the Kalahari Desert on it's the eastern side. Modiri Molema is arid with a 

rainfall of 300mm a year (Pule, 2010:9). However, from being an agrarian and 

pastoral country in the period up till the late 19th century, the province throve 

when resource rich seams of exploitable minerals were discovered. Platinum was 

discovered in 1929 in the Merensky Reef (Cawthorn, 2010:57). With the mining of 

exploitable resources came the gradual destruction of the countryside because 

there were no legally binding requirements on the mines to care for the 

environment. That, together with the migration and aggregation of job seekers and 

their families from rural areas to the mines, laid a pattern which was to last for the 

rest of the century and into the 21st century as well. 
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According to Zerumaga-Zake & Arnab (2012:61), people in the 21st century in the 

Mafikeng area migrate in search of work from rural to urban areas. Generally 

across the country there is a higher rate of intra-provincial migration than inter

provincial migration (HSRC, 2002:44; Zerumaga-Zake & Arnab, 2012:61 ). 

Patterns of migration like these are disruptive of community life, educational 

upliftment and sustainable use of the resources in the province (Turok, 2010). 

Until very recently the old pattern of cheap unskilled mine labour, established 

throughout South Africa from the late 19th century, was taken as the order of the 

day (Pogue & Hilsenrath, 2014) and the people in mine settlements were not 

treated fairly by the mining companies, much less those who might be left behind 

in areas such as Modiri Molema. 

Although the provincial economy is based on minerals, agriculture and tourism 

play a part in the contribution to the country's Gross Domestic Product (GDP) after 

Gauteng, Kwa Zulu-Natal and the Western Cape provinces (Pule, 2010:9; Butler, 

2009:49). The mining areas are located in the vicinity of Rustenburg. Platinum and 

chrome are the major minerals being mined in Rustenburg (Masigo & Matshego, 

2002). In 2012 the NWP mining industry contributed 33.1 % of the value of goods 

and services towards the labour market (Statistics South Africa, 2015:6). Platinum 

mining accounts for 84% of minerals mined, 46% of granite and 25% of gold (Pu;b 

Pule 2010:9). Other minerals that are found in the NWP are diamonds, chrome, 

vanadium, slate, limestone, dimension stone, nickel, silica, manganese, 

phosphate, fluorspar, zinc, copper, phosphate and andulasite.(Economy, sector 

and investment overview of the North West Province of South Africa, n.d.). 

According to the Economy, sector and investment overview of the North West 

Province of South Africa, n.d., the NWP also produces cement. The Southern 

region of the province contributes 83.3% of the Gross Domestic Product of the 

entire province (DIACO, n.d.). Mining, agriculture and tourism happen mainly in 

Potchefstroom, Rustenburg and Vryburg (Saayman, Saayman & Rhodes, 

2001 :446; Pule, 2010:9). The northern and western parts of the NWP are well 

known for sheep and cattle and there are numerous game ranches. The eastern 

and southern parts of the province grow crops such as maize, sunflowers, 

tobacco, cotton and citrus fruits (Butler, 2009:49; Pule, 2010:9). 
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In the NWP unemployment is rife, despite the mines, farms and tourist trade. 

According to statistics (Stats South Africa, 2015:7), the percentage of unemployed 

youth in the NWP between 2008 and 2015 respectively is as follows: 30.9%; 

38.2%; 37.3%; 38.2; 41.1%; 38.0%; 38.4% and 39.4%). Unemployment rate of 

adult population in the NWP from 2008 to 2015 was as follows: 13.2%; 15.2%; 

15.4%; 13.1%; 13.6%; 16.2%, 18.5% and 17.7%. (Stats South Africa, 2015:7). In 

the NWP poverty rate is double in female headed households (60%) as compared 

with male headed households (Zerumaga-Zakes & Arnab, 2012:58). 

1.1.2 The shaping of education from the 17th century to the present 

The past history of South Africa played a pivotal role in the establishment and the 

shaping of vocational education and training systems as they exist currently. 

South Africa's geopolitical circumstances are significant to contextualise the 

background to the passing of the fateful Skills Act in 191 O (Daniels, 2007; 

Southall, 2014) which institutionalised a vicious repressive system of education for 

the majority of people in the country. As early as the 1650s South Africa had been 

a useful stopover for ships of the VOC ( Vereenigde Oost-lndische Compagnie, the 

Dutch chartered company from 1602-1800) in their spice trade journeys. A 

standard practice of Europeans (British, Spanish, Dutch, Portuguese) in relation to 

countries they believed they had a right to colonise was to ensure that the 

colonisers received letters of patent and then through rituals specific to their 

understanding of taking the country on behalf of the king or queen, to erect a 

symbolic sign, declare that the territory belonged to the European country, and 

then promulgate laws (Mudimbe, 1994). Settlers in the country set up systems of 

education as was possible in the small societies they formed on a European 

model, with reading, writing and arithmetic as the basis, as did Jan van Riebeeck 

of the VOC for slave children in 1658 (SAHO, n.d.). Others set up madrassas for 

learning the Koran and in the 1800s the missionary schools were instituted for 

blacks and non-European children. Vocational skills were [needed and] mastered 

in an Ad hoc way to keep necessary enterprises running. 

In the geopolitical larger picture, the gradual predominance of Britain over the 

Dutch in South Africa was a result of the French and British going to war with the 
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Dutch over the spice trade routes, among other things (Ricklefs, 1994). Dutch 

commerce waned, the French began to be powerful and Britain's Indian Empire 

started to flourish after 1759 (Mclynn, 2008). They followed a struggle between 

Britain and France and by 1806 the British had gained control of the colony of 

South Africa but they met with opposition. The opposition disagreed with the 

British anti-slavery policies among others things and soon started their treks (1806 

onwards). 

Meanwhile education amongst the San and Khoikhoi people who predated the 

Bantu pastoral settlers in South Africa was a traditional matter with a long oral 

history and exclusive of any writing (12th to 16th centuries). Small chiefdoms were 

the main political units. There was a great deal of warmongering and subsequent 

migrations which happened on a monumental scale between 1825-1935, when 

two and half million black starving, homeless people wandered about southern 

Africa looking for respite from drought, war and uncertainty (Mfecane "the 

crushing" in Nguni, Difaqane "the scattering of tribes" in Sotho-Tswana, "Wars of 

Calamity" in English). Repeated clashes over resources allowed the Zulu, Shaka 

(1787-1828) finally, in 1819, to consolidate his kingdom and exercise his rule of 

military force. His assassination in 1828 led to more turbulence in black society 

(Peires, 1981). Shaka's successor, Dingiswayo, monopolised trade as he valued 

its political importance in the face of the colonisation of South Africa. As early as 

the mid-eighteenth century, trade through Delagoa Bay with the Portuguese had 

been established. The slave traders had also used that route. After Shaka and 

Dingiswayo, the gradual transformation of the chiefdoms into a state did not 

happen, only through black military conquests as before; there was also a social 

transformation, from militarism to a less militaristic rule (Maylam, 1986). 

The single-mindedness of the British colonisers to retain the colony for their 

Empire meant that the turbulence in society amongst blacks who were themselves 

engaged in a dynamic interaction with their environment (Maylam, 1986), was 

exploited. Whereas for years Africa has been a source for slaves for traders 

around the world, by the third decade of the nineteenth century slavery was 

ending (1833 in Britain) (Drescher, 2009). The mineral resources of South Africa 

were well known to blacks and had been used and smelted from the first 
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millennium, but with limited goals and to no scale. South Africa remained a 

valuable colony for the British Empire even after slavery was abolished. 

However, a labour force was needed after gold and diamonds became significant 

in the colony, a cheap labour force was a matter of urgency. In terms of South 

African historiography there is a debate about the perspective of the British state 

and later the Republic of South Africa and its black labour policies (Duncan, 

1995). Essentially, however, after the second Anglo-Boer War (1899-1902) laws 

were promulgated by the British to ensure that a cheap labour force could allow 

them to enjoy the wealth that came from the discovery of diamonds (1866) and the 

Witwatersrand Gold Reef (1884). The political and economic affairs of the colony 

gradually became racialised and the state was no longer simply pandering to class 

needs (Greenberg, 1980). Industrialisation of South Africa because of its minerals 

meant that there was a need for an industrial working class and labourers. The 

Skills Act of 1910 (when South Africa declared itself a Union) ensured that the 

white capitalist class was in charge of the minerals energy complex (MEC) (Fine & 

Rustomjee, 1996). Although a black middle class emerged it was small and 

centred around the missions. Education was in English and with a Christian 

emphasis. The Union of South Africa in 1910 enabled British capital to be used 

and the white settler minority had political rights not granted the indigenous black 

majority (Southall, n.d.). It was in 1912 that the South African Native National 

Congress (SANNC) was formed in response to the disastrous land loss amongst 

blacks in the nineteenth century and the segregation politics of the Prime Minister 

of the Union, General Louis Botha (1910-1919). 

By the time the political party of the Nationalists (the Reunited National Party) won 

the parliamentary elections in May 1948, the ground was laid for the Bantu 

Education Act of 1953 which was designed to relegate blacks to a position of 

perpetual servitude to whites (Mandela, 1957; McGregory, 2008) in line with the 

ruling party's ideology. Apartheid was to be practised in schools and teachers 

would be trained to deliver under-quality education to blacks. It was not only in 

education that the country had an uneven society. In terms of wealth and poverty 

there were two nations and this remains the case in the twenty first century after 

21 years of democracy (Mbeki, 1998; Akoojee, Gewer & McGrath, 2005; 
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McGregory, 2008). South Africa Statistics (2008-2009:22) show that the Gauteng 

province has the highest proportion of poor households living in informal dwellings 

(43%), followed by the Western Cape (33.8%), the NWP follows (24,6%) the last is 

the Free State (23.8%). Vocational skills which could uplift the poor and literacy 

and numeracy (ABET) education are still in a parlous state in the country. A case 

study of how the the provision of vocational skills in two ABET centres in the NWP 

is the core of this research. 

The current democratic government of South Africa according to their policy 

statements, is engaged in changing the unequal opportunities for education and 

the access to fundamental rights which were created during the 19th and 20th 

centuries, as the ruling parties struggled to keep control of the resources which 

would ensure wealth and privilege for themselves, provided they had a cheap 

labour force. Policies and plans have been put in place (the White Paper of 1995, 

the South African Qualifications Act of 1995, the Green Paper on Skills 

Development 1997, the Skills Act of 1998, the ABET Act, No.52 of 2000, 

Education for All (EFA) of 2009; Green Paper 2011; Policy on Professional 

Qualifications for Further Education and Training College Lectures of 2012; the 

Millennium Goals of 2013; Post School Education and Training Act ; Chapter 2 of 

the Constitution of the Republic of South Africa and the Budget Speech by 

Minister of Higher Education Dr Blade Nzimande of 2013). None of these has any 

force if they are not managed, implemented, operationalised, administered and 

financed properly, and without using the opportunities for personal development 

and gain; an example is the 2012 textbooks crisis in Limpopo scandal (Veriava, 

2013). 

In the early 20th century, British ideals, as understood by Sir Alfred Milner an 

English colonial administrator, who encouraged hundreds of teachers to come out 

to the colony and help, laid the foundation for modern education in South Africa 

(Worsfold, 1923-2003). Milner set an education process in train at the end of the 

Boer War (1902) which, although it reinforced imperialist ideologies, was seized 

upon by parents and children alike at the time because they were desperate for 

education. The curricula were designed with these facts in mind. The curricula 

designed for schools as early as 1658 did not have a significant impact on the 
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20th and 21st century education (SAHO, n.d.) . A more important strand in the 

development of education was the missionary schools which were conceived 

according to enlightenment principles in Europe based on rationalism. According 

to these principles, it was possible to separate subject and object from each other 

and that enabled philosophers to develop a "subject-object scheme" (Bosch, 

1991 :264). When the subject-object scheme is applied to "indigenous populations 

of potentially conquerable and conquered territories" education reflects those 

ideas (Lewis & Steyn 2003: 102). 

1.1.3 Colonisation, curriculum and education before 1994 

Apartheid educational principles from 1948 held up the system but with the extra 

burden of building an Afrikaans nation added to educational curricula in Afrikaans 

schools (Giliomee, 2009). Christian National Education was the main object of the 

education system but with punishing supremacist objectives for blacks (Crossley, 

Chisholm & Holmes, 2005). South Africa continues to grapple with the colonial 

bureaucratic "matrices of power" (Gatsheni, 2012:37). The current government 

has inadequate bureaucratic systems to replace the old ones, although they are 

attempting to address the results of inequality (Akoojee, Gewer & McGrath, 2005). 

In South Africa from 1948-1994 political influence played a major role in destroying 

education as Bantu education was controlled and systematically reinforced by 

decades of racial and geographical segregation; schools for the Blacks were 

financially neglected (Watson & Stead, 2001 :178; Chisholm, 2005:203). Learners 

in public schools were taught by teachers who were underqualified to teach 

(Chisholm, 2005:211- 212). These teachers lacked proper training qualifications, 

and training expertise and knowledge (Chilsom, 2005:212; Balfour, 2015: xiii). As 

argued by Giliomee (2009: 190) the Bantu Education Act (Union of South Africa, 

1958) was based on the assumption that African minds had inferior potential. The 

Bantu Education Act prepared blacks for an inferior place in the society. ABET is 

preparing learners for similar places - cleaning and gardening jobs, in government 

departments, for instance: low skills are provided by a democratic government led 

by blacks. The Bantu Education Act (Union of South Africa, 1958), Land Act 

(Union of South Africa, 1913) and the Skills Act (Union of South Africa, 1910), 

were used as a tool to prevent blacks from receiving education on a par with 

8 



whites, possessing land in the best positions and acquiring skills other than those 

for industrial or agricultural labour (Postlethwaite, 2004). The black population was 

denied the opportunity to accumulate human and physical capital (Woorlands, 

2002:6). 

The deliberate act of financially neglecting schools other than white ones by the 

Apartheid government resulted in gross inequalities and huge backlogs in 

provision of skills. "The quality of our education holds back our route to 

development' (President Zuma in the Millennium Development Report of South 

Africa, 2010:4)". 

1.1.4 Curriculum education after 1994 

Post 1994 was characterised by dramatic changes in education and curriculum in 

South Africa. The aim of the new education curriculum was to redress the ills of 

the past and provide equal access and quality of education (Jansen & Tailor 2003; 

De Wet & Wolhuter, 2009). "An intensive process of syllabus revision started 

throughout the country in the late August 1994 (Jansen, 1999(a):61)". Outcome 

Based Education was the first curriculum to be introduced after 1994 (Janssen 

1999(b)). Curriculum 2005 (C2005), came into place in (Jansen & Tailor 2003) it 

was later replaced by the National Senior Certificate (NSC). 

1.2 STATEMENT OF THE PROBLEM 

The problem investigated in this study has four important areas for discussion. For 

the fact that ABET policy-makers and practitioners in adult literacy and numeracy 

programmes are failing their learners seems clear (Press Release, 2012). Sondlo 

and Subotsky (2010: 1) state that, "[ d]espite the good intentions and sustained 

efforts of progressive policy makers, researchers and practitioners, the 

performance and quality of South Africa's primary and secondary schools, into 

which band ABET falls according to SAQA'S standards, remain substantially-sub

standard". The General Education and Training (GET) band is dysfunctional in 

many areas. According to the Annual National Assessments reports (ANA) 

(Spaull, 2013) conducted amongst countries South of the Sahara (SSA), South 
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Africa comes last despite the fact that a substantial amount of money is 

channelled towards the improvement of education. Having learners who are 

unable to perform according to the requirements of their class/standard level in 

their schools creates problems for ABET centres. What happens is that learners 

who drop out of formal education join the ABET centres to complete their formal 

education which leaves little time or interest for the illiterate and innumerate's 

needs. 

A second problem is that the way of offering vocational skills at ABET centres is 

not successful. There is a distinct gap between policy and what happens on the 

ground. In the context of a population which is predominantly poor, grand policy 

has to be implemented with foresight and consideration of the facts. The facts are 

not encouraging. It is estimated that between 45% and 55% of the South African 

population are poor and between 20% and 25% are in extreme poverty, especially 

in rural areas (Evaratt, 2003; Gelb, 2003; Landman, 2003; van der Berg & Louw, 

2003; Frye, Farred & Mojekwa, 2011; Bhorat, Oosthuizen & Lundall, 2003). 

Unemployment in South Africa has figures as high as 25% (Bhorat, n.d.). 

According to Holborn, (2009:1), unemployment rates in the first quarter of 2010 

were 25% and highest amongst blacks. In 2009 there were 408 988 people living 

on less than $1 a day in South Africa (Statistics South Africa, 2012). The number 

of unemployed women has increased by 65 000. From the first quarter of 2008 the 

unemployment rate for people without matric was 66.6% (Statistics South Africa, 

2012: xvi). 

The National Skills Development Strategy (Republic of South Africa, SDA, 1998) is 

responsible for improving the effectiveness and efficiency of the skills 

development system. Daniels (2007:5) says, "successful in establishing a single 

national regulatory framework consisting of a National Skills Authority (NSA) and 

25 Sectoral Education and Training Authorities (SETA)". Through this link between 

training programmes at the national level with those at the sectoral level, as well 

as the Workplace Skills Plans (WSPs) are a prerequisite for all firms to submit to 

the SETAs, "a highly coherent framework for (firm-level) data collection that 

facilitates both the analysis and implementation of policy (Daniels, 2007:5)". This 

is not exactly what has happened as SETA proves to be maladministered and 
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even put under sequestration (Bezuidenhout, n.d, Accessed 22 December 2015). 

Not much is offered at ABET centres from the SETA point of view. The SET As are 

tasked to uphold the policy and sectoral objectives of government and to focus on 

"financial viability, community-based participation and planning, leadership and 

management, and Adult Basic Education and Training (ABET) which is 

undoubtedly the fundamental area of priority" "financial viability; community-based 

participation and planning; leadership and management, and Adult Basic 

Education and Training: and the latter is undoubtedly the fundamentaJ area of 

priority" (iEducation SETA South Africa, n.d.:n.p.). 

The division of the working and training world into discrete economic sectors 

under the authority of SETAs makes sense for policy makers but less sense to 

people in a country where thousands of people are unemployed, unmotivated to 

keep learning their whole lives as it apparently does not ensure work, a wage, the 

possibility to support themselves and families, among multiple other stressors 

(Kraak, 2005; Drimie & Casale, 2009). The three pathways offered by the state to 

ABET learners, are, "choose ~ vocational route through completion of the National 

Certificate: Vocational Qualifications at Levels 2, 3 and 4 which contain vocational 

specialisations; ... access academic learning at NQF Level 2 and above; ... access 

Occupational specific qualifications at NQF Level 2, which consist of knowledge, 

skills and workplace experience and learning" (SAQA, n.d.). 

The concept that the provision of vocational skills in ABET programmes could 

alleviate poverty is considered sound (Akoojee & McGrath, 2004:7). The provision 

of vocational skills in ABET centres should play a crucial role in equipping 

individuals with relevant skills and knowledge for the job market (Badroodien, 

2004). The provision of vocational and technical skills in ABET centres should also 

enable the individual ABET learners to participate in social, economic and 

technological innovation processes (Bunning & Zhao, 2006:17) . 

... 

The challenge of ABET provision has to do with the so-called "skills shortage" 

(Kraak, 2004). There are scarce skills, critical skills and occupational skills and 

Daniels (2007:3) suggests that they should be understood "as comprising 

everything from the most advanced qualifications to the most elementary, and 

11 



'skills development' as something that may be needed for different people at 

different stages of their life cycle, or over the business cycle, or both". Government 

has not linked any of these skills issues to productivity. A fact that compounds the 

discussion of skills is that, after 1994 when trade with South Africa was liberalised 

(Bell, 1997), there was a coincidental development in technology and 

mechanisation to assist productivity, which had the effect of job loss for unskilled 

and semi-skilled labour in South Africa (Bharat, 2000). So, where for decades a 

low skilled labour pool was desirable for the mines and agriculture (the primary 

sector in the country), after 1994 those same people had to look for work in the 

tertiary sector (retail) for which they were unskilled (if they were illiterate and 

innumerate). This is referred to as 'structural unemployment' (Daniels, 2007:4). A 

mismatch between labour demand and labour supply makes the world of any kind 

of work for ABET learners, young or old, complex. 

1.2.1 The main purpose of the study 

The main purpose of the stud:y was to investigate the extent to which the ABET 

curriculum is designed to equip adult learners with requisite vocational skills that 

prepare them for the world of work, or entrepreneurial skills that can result in 

ABET graduates creating employment for themselves and others. I endeavored to 

discover how the current ABET education system is operating in the two ABET 

centres in the urban and rural areas of the NWP respectively. 

1.2.2 The main research questions 

The central questions of this study were based on an exploration of the central 

phenomenon: the provision of vocational skills in ABET Centres in the NWP. The 

following are the main research questions guiding this study: 

• What is the relevance of the ABET programmes in the provision of 

knowledge, skills and competencies to the adult learners needs? 

• What is the significance of the ABET programmes in assisting adult 

learners to generate their own employment? and 

• What are the training models which are used in ABET centres? 

12 



1.2.3 The objectives of the study 

The objectives of the study were to: 

• Determine the range of vocational occupational skills that ABET adult 

learners acquired in order to empower themselves; 

• Analyse how vocational occupational skills acquired empower learners to 

create employment for themselves or make them employable in the NWP; 

• Explore ABET programme implementation processes to understand how 

they empower and contribute towards the learners' self-reliance in terms of 

vocational and technical skills; and 

• Determine the appropriateness of vocational competency skills offered by 

the two selected ABET centres in the North West through the kind of 

projects and/or empioyment opportunities created from them. 

1.2.4 The significance of the study 

The study is a small contribution towards understanding the sources of the three 

problems that are faced by South Africa, namely the high unemployment rate, 

shortages of skills and poverty amongst its adult population. This study could 

contribute to the improvement of ABET curricula and working conditions for 

facilitators and centre managers. It is important to examine how ABET 

programmes can assist in equipping people, especially adults with vocational skills 

(Christie, Butler & Patteron, 2007:8; Van der Berg, 2007:850-851). 

1.3 GAP IN KNOWLEDGE TO BE ADDRESSED 

It is crucial to explain that vocational skills and ABET are not synonymous. 

However, the adult education policies promise to train ABET learners in a range of 
... 

skills which will enable the learners to participate in economic development. King 

(2009:6) defines vocational skills as skills that "cover a range from basic levels of 

craft, design and technology to higher knowledge-based skills, and they span from 

commercial, industrial, agricultural and service occupations". 

13 



Vocational education, according to the Technical and Vocational Education and 

Training for the Twenty-First Century Report, (2001 :7), can be explained as "a 

comprehensive term referring to those aspects of the educational process 

involving, in addition to general education, the study of technologies and related 

sciences, and the acquisition of practical skills, attitudes, understanding and 

knowledge relating to occupations in various sectors of economic and social life". 

This study aimed to understand the vocational skills that were provided to the 

ABET learners in both ABET centres that participated in this study. 

The field of vocational training is neglected (McGrath, 2004:10). Vocational 

education was previously preserved for the academically challenged in the white 

dominated schools system of the apartheid and segregation eras (Job 

Reservation Act 1926). The Mines and Works Act (Act Number 12, of 1911, 

amended in 1926) gave legal force to the prohibitiqn of any person of colour 

obtaining a certificate for their skills. Effectively black and coloured people became 

unskilled labour for the white capitalist Mining Energy Complex (MEC) in South 

Africa (Alexander & Simons, 1959). The relegation of the black and coloured 

labour force to uncertified skills training, together with the continuous hardships 

imposed by the apartheid system left the largest number of people unable to 

improve their education quality (McFadden 2010). However, despite the current 

government's policy support for education for adults, its statements about ABET 

and the need for upskilled labour, there are apparently circumstances which 

militate against the desired goal - educated work force which supports productivity. 

Prominent economists such as Hausmann, Hidalgo and Barabasi suggest that 

education is not a sufficient condition for economic growth. There has to be a 

positive link between education and productivity. Yet as Hausmann says, "A 

country's income is the sum of the output produced by each worker'' (Hausmann 

2015:n.p.). The conditions which should support the education-productivity link do 

not seem to be in place yet in South Africa or the NWP . .. 

The curricula of ABET puts emphasis on the learning of numeracy, literacy and 

school subjects. ABET staff work under poor conditions, perhaps because they 

are underprepared and un-prepared to teach. The ABET policies look good on 
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paper. Implementation of ABET policies in the ABET centres is not aligned. The 

emphasis in ABET programmes is not on how adult education promotes 

vocational skills to provide adults with capabilities, so that they are enabled to find 

jobs, create their own employment or become entrepreneurs. Furthermore, such a 

critique of current practices of ABET programmes has to be based on a theoretical 

framework such as critical theory that focuses on the relationship between power, 

knowledge, race, gender, class and the practice in ABET centres. Fairhurst 

(2007:196) suggests we have to accentuate the material and institutional 

discourse of ABET to fully grasp the contributions of the ABET institutions to the 

development of vocational skills in our society. 

1.4 RESEARCH DESIGN AND METHODOLOGY 

This study was designed to elicit information and data about ABET learners in the 

NWP in terms of their needs, what they were learning, how they interpreted what 

their experiences were and whether the provision of learning met their needs. This 

data were framed within the r~view of literature which was conducted to discover 

what was conceived as important in the ABET area so as to fulfil the policy 

statements made by government to address the needs of adult learners, of whom 

there are approximately 3.3 million countrywide (Western Cape government (n.d) 

and 29 311 learners were enrolled in the NWP, in 2007 (The North West Province: 

cluster analyses reports, 2010:3). The methodology was qualitative and a case 

study was chosen as the best way to conduct and interpret the research. In the 

following sections, a synopsis of the research design is discussed. Details of the 

research design are found in Chapter Three. 

1.4.1 Methodology 

This study adopted a qualitative research methodology or paradigm because I 

was concerned with current beliefs and .practices about what constitutes 

acceptable knowledge as far as the provision of ABET programmes offered in 

NWP of South Africa is concerned (Bryman, 2008:399-404 & 712). The qualitative 

research methodology was appropriate for the study because qualitative studies 

have four distinctive features namely, seeing through the eyes of the people being 
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studied; describing and emphasising context; emphasising process flexibility; and 

allowing concepts and theory to be grounded in data (Bryman, 2008:399-404). 

Simultaneously with the collection of data and the reiterative processes of reading 

the data, I conducted a review of pertinent literature. Through the use of an 

interpretivist paradigm, qualitative researchers are able to understand the world of 

the participants, how they receive it and how they make meaning out of their own 

experiences. lnterpretivism as an epistemological position enabled me to 

understand the subjective meanings of social action in the provision of ABET 

programmes in the NWP. ABET learners and facilitators as well as centre 

managers in the NWP were able to explain their challenges and the shortcomings 

of the current ABET programmes they were receiving in their ABET centres, to 

me. This qualitative research started from the unknown when conceptualising the 

study of the provision of vocational skills in ABET centres in the NWP and moved 

to the known, inductively. 

1.4.2 Case study 

Two ABET centres in the NWP were used as aconvenience criteria to sample 

research participants in this study. The two ABET centres were easily accessible 

and well-known to me. The use of a case study allowed me to concentrate on the 

data gained from the participants, although the number of participants was not 

extensive, the data was rich and thick (Denzin & Lincoln, 2008:445). To obtain in

depth and multifaceted understandings of complex ABET implementation 

dynamics in the real life context, a case study design was within the limits of 

length and time for the study. A qualitative study does not generalise its findings or 

results, because each case is treated as relevant to a specific area or problem; it 

is context sensitive and content specific (Schram, 2003:8; William, 2007:67). 

However, a qualitative case study is characterised by researchers spending longer 

time on site, in contact with activities and operations of the case, reflecting, and 

revising descriptions and meanings of what is going on (Denzin & Lincoln, 

2005:450). 
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1.4.3 Theoretical framework 

This research study is reliant on critical theory, which was developed by German 

neo-Marxist scholars at the Frankfourt School (Mc Lughlin, 1999). It has its roots 

in the work of Karl Marx (1818-1883), on the production of capitalism. Critical 

theory "draws on Marxist scholarship to illuminate the ways in which people 

accept as normal a world characterised by massive inequalities and the 

systematic exploitation of many by few", says Brookfield (2005:2). Themes studied 

from a critical theory perspective may include the scientific study of social 

institutions and their transformation through interpreting the social life, the 

historical problems of domination, alienation and social struggles and a critique of 

society and the envisioning of other possibilities (Fay, 1987; Morrow & Brown, 

1994; Gall, Gall & Borg, 2005). A theory is critical to the extent that it seeks human 

emancipation, ''to liberate human beings from the circumstances that enslave 

them" (Horkheimer, 1982:244). 

1.4.3.1 lnterpretivism as research paradigm 

The interpretivist paradigm was the best choice for this study. According to 

Creswell (2014:8), constructivism or social constructionism is often combined with 

interpretivism. lnterprevitism is commonly known as social constructivism 

(Creswell, 2013:24, 6) . Creswell, (2014:8) further explains that social 

constructivists seek to understand the world in which they live and work. Crotty 

(1998:58) suggest that constructivism should be used as an epistemology with a 

focus on the meaning-making activity of the individual and collective minds. 

One of John Dewey's (1859-1952) important contributions to education was his 

idea of education's relevance to a democratic context, in which each citizen has 

the opportunity to contribute to altering the structure of society through the 

democratic process (Dewey, 1916- 1956). Other constructivists who contributed .. 
towards the constructivism paradigm include Counts, (1889-1974), Brameld, 

(1904-1987), Paulo Freire, (1921-1997) Ivan Illich, (1926-2002). Their fundamental 

philosophy is called 'Co nstructionism'. It "contains two major premises, namely 

that, "society is in need of constant reconstruction or change"; and that such 
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"social change involves both a reconstruction of education and the use of 

education in reconstructing society" (Ozmon & Craver, 1986:133). 

1.4.3.2 Ontological concerns 

The nature of reality whether it exists in and of itself, or whether it is constructed, 

co-constructed and is different for each person, is what must be decided on in 

designing the research as the selection of a topic, design and methodology are all 

tied to the ontological perspective chosen (Hesse-Biber & Leavy, 2011 :4). 

1.4.3.3 Epistemological concerns 

Epistemology concerns what constitutes acceptable knowledge in a field of study 

(Bryman, 2012:27). According to Creswell, (2013:21) epistemology constitutes 

what counts as knowledge. An epistemology is a phil~sophical belief system about 

who can be a knower (Hesse-Biber & leavy 2004:4). 

1.4.3.4 Sampling methods and procedures 

Purposeful sampling was used in this study to sample ABET centres and 

participants who were rich with information in respect of the aims of this particular 

study. Bryman, (2012:418) defines purposeful sampling as "a non-probability form 

of sampling". The units sampled in this research study were selected on the basis 

of my judgement about which ones would be the most useful or representative 

(Babbie, 2007:184-185) in the study. Sampling in research was generally 

conducted in order to use a small sub-set of the population to represent the larger 

group under investigation (Babbie, 2007:184-185; Denzin & Lincoln, 2005:446). I 

opted for a small sample in this research study because the main purpose of a 

purposeful sample as stated by Bryman, (2013:418) "is to sample 

cases/participants in a strategic way, so that those sampled are relevant to the 

research questions that are being posed." 
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1.4.4 Data collection instruments 

This study used primary methods of data collection. The instruments included: 

observations, semi-structured interviews, photographs and focus groups 

interviews. I used data collection instruments which enabled the collection of text 

or words from the participants (Williams, 2007:65). 

1.4.4.1 Semi-structured interviews 

Semi-structured interviews were conducted with the ABET centre managers and 

the facilitators. The reason for using semi-structured interviews was that having 

guidelines which were the same for each centre ensured that I did not go off the 

topic, but was able to ask probing questions. The participants, once they felt 

comfortable with my presence, were able to go on speaking at some length. As 

they did so in mother-tongue which was Setswan~, it was hoped they would 

provide in depth data. The centre managers were asked to explain about the 

programmes and skills that were offered in their different centres. Centre mangers . 
explained how ABET programmes were designed and their relevance for the 

learners' needs. 

1.4.4.2 Focus group interviews 

Focus group interviews were conducted with ABET learners. Focus group 

interviews were used to investigate whether the programmes offered in the adult 

centres were considered by them to be relevant to the adult learners' needs. 

Focus group research generated large quantities of data from a large number of 

people in a short space of time (Denzin & Lincoln, 2005:447). Focus groups have 

flexibility, high speed results and are cost-effective (Babbie, 2007:309). In a focus 

group I lead the discussion and I encouraged the participants to exchange ideas 

and discuss issues among themselves (Buckingham & Saunders, 2004:44). 

1.4.4.3 Observations .. 
Marshall & Rossman, {1989:79) explain that observation is the "systematic 

description of events, behaviours and artifacts in a social setting chosen for study". 

Mason says that observation (2002:84), especially participant observation, usually 

refers to a method of generating data, which entails that as a research~r I 
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immersed myself in a research setting, so that I can experience and acquire first

hand information and observe the dimensions of the settings. A qualitative 

observer may be engaged in different roles in the field as either a non-participant 

or a complete participant (Creswell, 2003:189). I attended different classes in 

order to observe the different types of skills and training that were offered in the 

ABET centres. When making observations, I took field-notes on the behaviour and 

activities of individuals at the research site. In the process, I recorded data using 

some prior questions that an inquirer might want to know about the phenomenon 

under study (Creswell, 2003: 185,189). 

1.4.4.4 Photographs 

Taking photographs as visible data at the two centres helped to enrich the data. 

According to Wagner, (2006:55), "[the] term [visible] refers to physical-optical 

attributes of phenomena or materials, regardless of how interesting or meaningful 

they are to researchers' research [participants]". Denzin & Lincoln, (2013: 177) 

describe visual research as a research that focuses on what can be seen. Denzin 

& Lincoln, (2013:177) explain that "[visual] researchers use the term visible 

ontologically in referring to imagery and naturally occurring phenomena that can 

be seen, emphasizing the physiological dimension and disregarding their meaning 

or significance". Therefore, Denzin & Lincoln, (2013:177) define the terms to 

"visualise and visualisation [to] refer to researcher's sense-making attributes that 

are epistemologically grounded and include [the] concept formation, analytical 

process, and modes of representation". Hall, (1966:31) has suggested that the 

photograph conveys little new information but, instead, triggers meanings that are 

already in the view. I used some photographic or visuals to illustrate some of the 

learning conditions ABET learners found themselves under. 

In this research I used visuals of photographs together with other data collection 

instruments. This was done in order to strengthen the validity of the research data 

collected. 
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1.4.5 Approach to analysing, interpreting and reporting the case study 

Data analysis was mainly focused on text or words. The data was divided into 

groups of sentences or segments; each word was used to determine the meaning 

of each group of sentences (Creswell, 2008:56). The advantage of using 

qualitative data analysis is that it tends to be an on-going and non-linear process, 

implying that data collection processing, analysing and reporting are intertwined 

and not merely a number of successive steps. In this qualitative study, I often 

found that it was advisable and necessary to go back to the original field-notes to 

verify conclusions (Maree, 2007:99). Repeated reviewing and sorting of the 

voluminous detail - rich data - was integral to the process of analysis. There was a 

need to pay attention to variations within each set of data at the two centres and, 

where relevant, the relationship between different causes, effects and outcomes 

was pondered. Data were organised and coded to allow the key issues, both 

derived from the literature and emerging from the dataset, to be easily retrieved at 

a later stage. An initial coding frame helped to capture those issues applied 

systematically to the whole dataset (Table 4.10; Appendix 0-T). 

1.4.6 Delineation of the study 

After I have selected a general location for the study area, I then determined the 

study area's exact geographic boundaries in this case in the North West Province, 

South Africa. Identifying and negotiating access to sites and participants was next. 

Identifying good sites and "subjects" (e.g. organizations, groups, individuals) and 

securing their participation in the research, once an initial sampling frame was 

developed, was important. 

1.4.6.1 Target population 

The total population of this study comprises all the centre managers, learners and 

facilitators in two ABET centres. Therefore, the total population targeted by this 

study was 192 people. 125 people from Centre 1 (1 centre manager, 6 facilitators 

and 118 learners) and 67 people in Centre 2: (1 centre manager, 5 facilitators and 

61 learners. 
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Two ABET centres from the central region also known as Modiri Molema in the 

NWP participated in this study; Centre 1 centre is classified as an urban centre in 

this study since it is located at a radius of 5.2 km away from the Mafikeng town. 

Centre 2 is located in in a rural area which is about 42, 2 km away from the 

Mafikeng town. This centre is classified as a rural centre in this study. The main 

aim of this study was not to compare and construct the research findings in the 

two centres. However, I wished to gain more understanding and in-depth 

perspectives about the provision of vocational skills that were currently being 

offered in the ABET centres as explained by the research participants. 

1.4.6.2 Sample of the study 

Two groups of learners in each centre respectively were chosen for focus group 

interviews. Each group was comprised: four learners chosen from level 1 and four 

learners chosen from level 4 from each centre, which brings the sample to eight 

(8) learners in each centre respectively. However, in Centre 2 during the data 

collection period only three (3) learners were available in level 1 and four (4) in 

level 4 were sampled. Therefore, fifteen (15) learners in total contributed in this 

study. Eight (8) facilitators partook in this study: four (4) from each centre. Two (2) 

Centre managers participated in this study: one (1) from each centre. Therefore, 

the total number of participants was twenty-five (25). 

1.5 LIMITATIONS OF THE STUDY 

This study is limited to two ABET centres in the North West Province. Only 

learners at ABET level 1 and level 4 were sampled. The size of the sample used 

was purposely of a limited scale because qualitative research is not aimed in 

quantifying a large number of research participants, research sites and variables. 

The qualitative research design is characterized by having a small research 

sample that can yield an enormous and informative amount of data. I also 

encountered limitations during the study period as it became difficult to reach 

some participants, who were employed as ·seasonal workers on nearby grape 

farms. The findings of this study therefore may not reflect the kind of ABET offered 

in the country as whole as socio-economic and spatial conditions differ from region 

to region. The results of this study cannot be generalized; they are case relevant 

and specific to the two ABET centres that participated in the study. 
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1.6 TRUSTWORTHINESS AND ETHICAL CONSIDERATIONS 

Lincoln & Guba, (1999:398) note that the basic issue in relation to trustworthiness 

has to do with whether an inquirer can persuade his or her audiences (including 

self) that the findings of an inquiry are worth paying attention to, worth taking 

account of. They ask about the arguments that can be used to persuade and what 

the criteria are for trustworthiness. Kvale & Brinkmann, (2009:48), explain that, 

"validity is a process whereby I earned the confidence of the reader ... ". Integrity of 

the conclusions is important for trustworthiness (Bryman, 2012:47). A way of trying 

to rid oneself of bias and so achieve trustworthiness is through triangulation. 

Creswell, (2003:196) defines triangulation as using different data sources of 

information and using them to build a coherent justification for themes. Qualitative 

inquirers triangulate among different data sources to enhance the accuracy of a 

study (Denzin, 1978; 291; Creswell, 2008:266). 

1.6.1 Ethical considerations 

Another significant way of building coherent justifications for conducting a 

qualitative research is to be able to address ethical issues which contribute 

towards building trustworthiness in the study. Creswell (2013:174) argues that 

" ... a qualitative researcher faces many ethical issues that surface during data 

collection in the field and in analysis and dissemination of qualitative reports." I 

was granted permission to conduct the study by the University of South Africa's 

ethical clearance committee in the College of Education (see Appendix M). 

Further, approval for conducting the research was obtained from the Department 

of Education in NWP and the cooperation of the local Adult Education department 

and senior officials was sought (Appendix G). No names of the respondents were 

revealed. All information provided was treated as confidential. Participants in this 

study were fully informed about the nature of the research in which they were .. 
participating and were treated with respect and dignity. All research participants 

signed the consent forms as a way of giving consent. The research procedures did 

not cause any psychological harm to the participants. Privacy, confidentiality and 

anonymity were maintained throughout the study. As a researcher, there was an 
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obligation to respect the rights, needs, values and desires of the informants 

(Creswell, 2003:201 ). 

1.7 DEFINITION OF CONCEPTS 

The key concepts used in the study are Adult Basic Education and Training, ABET 

learner, critical theory, critical constructionism, empowerment, case study, training 

and vocational skills. 

• Adult Basic Education and Training (ABET) 

In this study adult Basic Education and Training refers to all forms of education 

and training that meet the basic needs of adults; learning that promotes the 

acquisition of vocational skills, which will enable the adults to take full charge of 

their lives and roles at home and in the community at large (ABET Act No 52 of . 
2000). The public and private adult learning centres are referred to as ABET 

centres in this study. 

• Critical theory 

Critical theory in this study is concerned with transformation of ABET learners as 

individual beings which leads to emancipation and consciousness of the world, 

power, politics and knowledge around them (Freire, 1970; Nyerere, 1968; 

Creswell, 2013). 

• Social constructionism 

Social constructionism is a philosophy that emphasizes the addressing of social 

questions and a quest to create a better society and worldwide democracy. 

Reconstructionist educators focus on a curriculum that highlights social reform as 

the aim of education (Brameld, 1904· 1987). In this study social reconstruction 

refers to community·based ABET learning curriculum that focuses on student 

experiences and taking social action on real problems, such as violence and 

hunger. 
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• Empowerment 

Empowerment means changing an individual ABET learner, so that those who are 

affected by the inequality, the injustice of the system and the current politics can 

determine what is important/necessary for them to change, and then determine 

the type of skills/training they need to acquire and act accordingly, for them to 

accomplish their needs and change their lives for the better (Alsop; 2004; Tijdens 

& van Klaveren, (2012). 

• Training 

Training means the act of teaching a practical skill (Tobias, 2013) to the ABET 

learners, which in the near future will enable them (ABET learners) to become 

employable or be able to create jobs for themselves and others. 

• Vocational skills/ vocational education 

Vocational skill refers to practical skills, attitudes, understanding and knowledge 

relating to occupations in various sectors of economic and social life (Lauglo & 

Maclean, 2005). It refers to provision of practical skills that can prepare the ABET 

learners for work (UNESCO (2006) and enable them to be responsible citizens, as 

opposed to depending on the state and tax payers for grants and survival 

• Case study 

A case study is defined as a research method to conduct a qualitative study with 

the aim of investigating the phenomenon within its real life context (Yin, 1994; Yin, 

2009). 

1.8 ORGANISATION OF THE STUDY 

Chapter One serves as an orientation and background to the study noting in 

summary what is to follow in the subsequent chapters. 

Chapter Two is a literature review of scholarly and policy documents pertinent to 

the study. 

Chapter Three contains a description of the research design and methodology. 
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Chapter Four provides presentation of findings from data collected and analysis of 

findings. 

Chapter Five is the conclusion including recommendations for further study. 

1.9 CONCLUSION 

This chapter contextualised the NWP which has its unique characteristics arising 

from a pastoral and agrarian history through the time of the Difeqane and the push 

by the Boers for farmland, into the period of the discovery and exploitation by 

British colonists of the mineral resources. Education history from English colonial 

times through Apartheid to the present was covered in general terms, but included 

the vocational skills training policy environment since 1994. ABET learners do not 

only have the disadvantage of an inherited education system which serves other's 

needs rather than theirs, but the poverty that afflicts ! Ural areas, together with the 

prospects of no employment paint a poor picture for NWP. The research questions 

was presented for this study and the design and methodology introduced. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.1 INTRODUCTION 

Chapter One outlined, among others, the purpose of the study which is to 

investigate the provision of vocational skills to unemployed adult learners of two 

ABET centres in the NWP. That provision is assumed to be not only about 

educating people who are illiterate or innumerate but also about providing 

vocational skills so that they can work, set up entrepreneurial operations and 

move in a positive direction to earn money for themselves and their families. Also 

the scholarly literature which underpins this study ranges over a necessarily broad 

area as many factors impinge on ABET in South Africa. The primary interface is 

"between individuals and households ... and the niacroeconomy" (Oosthuizen, 

2006: 1) into which the adult learners under investigation wish to go. 

Chapter Two provides the broader context for ABET in South Africa which informs 

the qualitative study. This chapter is organised as follows. Firstly, different global 

frameworks used in adult education in selected countries are discussed and 

reference is made to the often fragmented nature of adult education programmes. 

Thereafter, the relationship between vocational skills and Adult Basic Education 

and Training in South Africa and the impact of skills shortages on the country's 

economic growth are discussed. A brief overview is given of ABET from colonial 

times to emerging trends, training in the curriculum of Adult Basic Education, 

education provision and ABET, the consequences of the National Qualification 

Framework for ABET, general versus specific training and education for vocations 

and occupations in South Africa. Finally, ABET as an instrument for post-apartheid 

provision for workers and the funding thereof of is dealt with. 
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2.2 DIFFERENT GLOBAL FRAMEWORKS USED IN ADULT EDUCATION 

Adult education in countries other than South Africa is comparable only generally 

to current provision as geographical, political, historical, social and economic 

circumstances are profoundly different. In this section reference is made to adult 

education as it is provided for in selected countries. 

Adult education in China is based on an instrumental rationalism framework (Luo, 

2013). In the Adult education and learning in China: development and present 

situation report (2008:8) it is stated that the Chinese government has made the 

nine year compulsory education requirement for all its citizens a law. A large part 

of the focus is spent on education and rates of illiteracy are descending. But, 

significantly, apart from waiving rural students' fees and other important reforms, 

"the national total number of students enrolled in secondary vocational schools 

and higher vocational schools in 2007 reached 20 million and 8.61 million 

respectively". China has experienced economic growth. As early as 1987 the 

State Council of China approved and transferred the State Education 

Commission's Decision on the Reform and Development of Adult Education. 

Twenty five years later there is a vigorous and active development of vocational 

education and adult education with the intention to produce competent labourers 

in great numbers with primary and secondary talents so that education also serves 

rural areas and agriculture. China is centrally governed and so the system is not 

easily comparable with South Africa's system. 

Adult education in Nicaragua is associated with the ideas of popular education 

(Rove & Torres, 1995:311, 312 & 314). Popular education as practised in 

Nicaragua is distinguished by both its pedagogy and political dimensions, and 

proposed methodology for learning which is participatory and egalitarian: it builds 

upon communal knowledge and adds needed skills while attempting to develop 

among low-income sectors a critical conscio.usness and understanding of how 

society functions as far as adult education is concerned. Popular education is 

about social change by orientation. It emerged in Latin America in the 1960s 

under the influence of the philosophy of Paulo Freire. It is directly related to the 

concept of [populism] a political philosophy related to the needs of the common 
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people and advocating a more equitable distribution of wealth and power'' 

(Hamilton 1992:19). Canavan and Doherety (2007:291) explain that ''technical 

education is often described in vocational terms, where pupils are provided with a 

platform of knowledge and skills as preparation for focused career choices." This 

is the focus in Britain's adult education system. Adult education started as a 

response to social and technological changes in the country, the influence of 

industry and competition in the manufacturing and commerce industries played a 

major role in the development of adult education (Merh-Ashraf, 2004:72). Citizens 

are prepared for occupational training and re-training. Drodge and Shiroma 

(2004:192) report that British policies in lifelong education follow the European 

pattern closely stressing the economic role of skills and the importance of 

employability. They also put emphasis on the development of individuals; and the 

individual responsibility in taking advantage of the available opportunities to 

increase his or her skills and employability. In Scotland (Cuddy & Leney, 2005:31) 
' several local authorities are using flexibility within the curriculum to deliver work-

based vocational learning programmes through the strategy for enterprise in 

education. Employers, colleges and universities are working with others, to 

develop core skills such as problem solving, communication, numeracy and ITC 

Cuddy and Leney (2005; 31) explain that the Learning and Skills Councils (LSC) 

have been responsible for promoting government-funded VET-related 

programmes with a high profile national campaign. Such campaigns use 

advertising that include TV and media, promotional CDRoms and branding 

materials, with the aim of attracting more learners and employers. Britain remains 

in the forefront of first world countries along with the USA and although ideas from 

the VET system are valuable they are not easily emulated in emerging economies 

such as South Africa's or Tanzania's (Rosengren, 2013). 

Adult education in Tanzania in theory goes beyond literacy and numeracy 

(Fasokun, 2000:25 &29), aiming to uncover people's abilities and uniqueness by 

providing them with skills to improve their technical or professional qualifications 

and change their attitudes or behaviours. According to the Development Vision 

plan of 2025, Tanzania should be a nation whose people have an ingrained 

developmental mindset and competitive spirit. These attributes are driven by 

education and knowledge (UNESCO-IBE, 2013). Maghembe, (2010/1-2014/15:12) 
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reports that the Ministry of Education has organised the educational process and 

Adult Education/Non-Formal Education especially to reduce the illiteracy rate from 

27 .5% in 2009 to 5% by 2015. Policies and strategies are in place but the real test 

is in the implementation (Shabaya & Konadu-Agyemang, 2004:396). 

Jayeola-Omoyeni & Ajayi (2011 :243) noted that mass literacy in Nigeria was never 

a success. It was re-launched in 1982, 1993, 1999, and 2003 nationally without 

success. In 1990, Nigeria established a National Commission for mass literacy, 

adult and non- formal education. Nigeria's focus in adult education is based on 

formal education. Adult education and non-formal education consists of functional 

literacy, remedial, continuing, vocational, aesthetic, cultural and civic education for 

youths and adults outside the formal school system (Fasokun, 2000:2). The mass 

literacy campaign met numerous setbacks such as inadequate funding, lack of 

political will to back up the campaign. No serious attempts were made on adult 

literacy education, until the Federal government became a member of UNESCO 

and began to send deleg_ates to international conferences (Omoyeni, 2003). Adult 

literacy although not strictly within the formal system has a great influence on the 

quantity and quality of education in the formal system. The government of Nigeria 

emphasises school education and seems to ignore the fact that knowledge and 

skills have become means for individuals and nations to be competitive (Nnazor, 

2005:531, 533, 535). Adult education programmes are not integrated to ensure a 

relationship among the programmes; and to ensure that each programme 

addresses the needs of adult participants and that of the society. Ewuzie, (2013) 

reports that the plan for the provision of adult education is currently focused on the 

establishment of a Centre for Adult Education that will be used to conduct 

research into various aspects of adult and non-formal education and run 

corresponding courses on adult education geared towards national development. 

Basic education in Nigeria receives funding from differences sources some of the 

sources include; the International Development partners(IDPs), Federal budgetary 

allocation, Non-Governmental Organisations (~GO's), other ministries such as the 

Nigeria, Local government Councils. It should be noted that there is an increase in 

the funding of adult basic education in Nigeria, however the country still need 

more funding since 17 out of the 37 states are lagging behind with a high number 

of illiterates. Facilities exist at the National centre for Mass Literacy, Adult and 
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Non-Formal Education in Kano the Bauchi State Adult education and non-Formal 

education Training institute including the centre for literacy training and 

development for West Africa, (CL TDWA) reported by the Nigeria Action plan in 

adult education, conducted by (UNESCO, 2012 :9). 

In summary, this discussion indicates that adult education has to be 

conceptualised and implemented very specifically for a country's circumstances to 

be successful. The indigenisation and localisation of curricula, methods of 

teaching and desired outcomes must take account of the labour market. 

2.2.1 Fragmented nature of adult education programmes 

The Global Report on adult learning and education in South Africa, (2009:28) 

explains that a "key issue for understanding adult education policy, provision and 

governance is the acknowledgement of a learning ,continuum between formal, 

non-formal and informal education and its implications for life-wide and lifelong 

learning. Rogers, (2007:3) noted that the field of adult literacy overlaps with the 

field of adult education. He explains that there is a tendency towards locating 

literacy learning within a wider context of basic or non-formal education for adults. 

Literacy is defined according to UNESCO (UNESCO, 2012:10) as ''the ability to 

read and write, with understanding, a short, statement about one's everyday life." 

literacy is also basic to enable active participation in the country as a citizen. 

Vocational skills in an emerging economy are as vital as political participation. 

Maruotona, (2008:745) agrees with Aitchison & Alidou, (2009:19) that adult 

education in Africa south of the Sahara has often been focused on providing 

reading, writing, basic numeracy and occasionally functional skills. Skills in the 

above context have usually been restricted to mastering learning and reading 

skills, excluding vocational education and technical education. Since the middle of 

the 1990s the concept of literacy in Africa South of the Sahara has come to be 

seen as encompassing a range of more • complex and diverse skills and 

understandings and also bringing a wider range of benefits than purely functional 

ones (Lonsdale & Mccurry, 2004:50). 
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The failure of ABET in the Sub-Saharan African countries to match the standards 

of developed countries may be attributed mainly to lack of development, poverty, 

declining public services and the collapse of socio political infrastructure. African 

societies have remained behind in adopting a broader and more encompassing 

view of adult education and adult learning (lndaba & Mpofu, 2006:5). According to 

Fafunwa, (1974 and 1991 ); Jayeola- Omoyeni & Ajayi, (2011 :239), the delay to 

implement effective adult education is the cause of the poor condition in adult 

education today. 

Provision of adult education in Africa is engulfed with a lot of challenges when 

compared to the developed or European counterparts. The following features are 

affecting the provision of adult education in Africa: colonisation, fragmented adult 

education programmes and high illiteracy, unemployment and skills shortages 

among the large masses of the poor communities. Another crucial point to be 

noted is that the education systems inherited from former colonisers have a 

negative impact in the countries of SSA. "Curriculum reforms in SSA require 

comprehensive approaches directed at the complexity of the educational system 

at large" (World Bank working document, 2012; xix). 

Countries found along the Africa South of the Sahara continue to ignore their 

indigenous and distinctive of socio-economic and cultural contexts that uniquely 

defines them (Carnoy, 1974; Altbach & Kelly, 1978; Watson, 1982; Watson, 1994). 

2.3 THE RELATIONSHIP BETWEEN VOCATIONAL SKILLS AND ADULT 

BASIC EDUCATION AND TRAINING IN SOUTH AFRICA 

According to Adult Basic Education Policy document of (1997:8-9), Adult basic 

education and training is defined as the general conceptual foundation towards 

lifelong learning and development, comprising of knowledge, skills attitudes 

required for social, economic and political participation and transformations 

applicable to a range of contexts. It is crucial to note that in this study I 

investigated the different vocational skills which ABET learners are currently 

learning in the two ABET centres. According to the Adult Basic Education Policy 
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document, ABET centres are expected to contribute in the acquisition of 

vocational skills. 

Ideally, any vocational education and training offered in a country adds value to 

the labour force with "a range of mid-level trade, technical, professional and 

management skills" (OECD, 2014:19). However, as van Reenen, (2005:17) points 

out any kind of schooling has to be "correlated with many other growth enhancing 

factors (e.g. political and legal stability, technology, trade openness, etc)" for the 

successful productivity of the country; the correlation is not a simple one. 

However, the value of training a worker extends beyond economics to take in an 

optimisation of many other less tangible relationships Heckman, (1999); Heckman, 

Lalonde & Smith, (1999); Bassanini & Ok, (2005). In South Africa there is 

recognition of the complexity of the circumstances in which vocational provision is 

made. In their Strategic Plan for Higher Education (RSA, 2015:17) Government 

sums up the situation: 

The growing complexity of the workplace, accelerated by the dynamic impact 
of globalisation on national economies, production and trade, requires 
greater flexibility and capacity in the workforce, in order to adjust speedily to 
the rapid changes in technology, production, trade and work organisation. 
South Africa needs to develop as a 21st century economy, but we have gaps 
in critical skills visuals required for a range of social and economic 
development strategies currently being implemented by all spheres of 
government. 

Agnew, (2001 :133) explain that globalization refers to the process of time-space 

compression of the world driven by market expansion, a global production pattern, 

technology, cultural compression, and functional logic. 

Government (RSA, 2015: 17) is clear in policy statements that policies are really in 

place to resolve the difficulty, explaining that such plans are: 

... the National Industrial Policy Framework (NIPF); the Industrial Policy 
Action Plan (/PAP); the Anti-Poverty Strategy; the Rural Development 
Strategy; and the Technology and Innovation Plan. 

As is usual in policy statements the ideal situation is the basis for what is 

suggested as the cure for the problem. The workplace is "complex" so "flexibility", 

"capacity" and "speed" are to be recommended to cope with the complexity. In the 
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Strategic Plan (RSA, 2015:17) the lack of "critical skills" is emphasised, but other 

skills that support the critical ones are not mentioned: 

2.3.1 Impact of skills shortages to the economic growth of South Africa 

Skills shortages in a number of occupations and economic sectors inhibit 
growth and investment. These include skills shortages in SET fields with 
regard to sectors such as energy, medium and high-technology 
manufactured goods, and agricultural biotechnology. 

Samson M. Muthethwa: In response to the persistent skills shortage, the Government made 

education and skills development a major pillar of Accelerated Shared Growth Investment for 

South Africa (AsgiSA) by introducing several measures intended to halve unemployment and 

poverty by 2020 and implementing of the Joint Initiative for Priority Skill Acquisitions (JIPSA) which 

aims to address priority skills shortages through a variety of means including: organising special 

training programmes and exchange programmes with other countries, bringing back South African 

retirees and other skilled Africans working outside Africa where necessary. 

Nevertheless there are lacunae everywhere on important matters such as the 

measurement of productivity. ~owever, there is a more glaring omission. Daniels 

(2007: Abstract) critiques government policy for not tying "productivity to skills 

shortages" in their documents, and adds that there is "also a complex and 

frequently overlapping institutional architecture that undermines the effective 

administration of skills development". The fact that "productivity", the measure of 

efficiency or output of anything including a system, such as the policy environment 

in relation the institutional architecture as is, has in no way been addressed in 

government literature. This fact calls into question the seriousness of 

government's efforts. Economics researchers link productivity and skills (Gambin, 

Green & Hogarth, 2009; van Reenen, 2005). Skills are acquired in numerous 

ways, not only on the job, but also through education. Nevertheless Sianesi & van 

Reenen (2003:157) suggest that scholars are divided about the GDP returns on a 

macro-economic scale resulting from education of individuals, although a "one 

year increase in average education is found to raise the level of output per capita 

by between three and six percent". 

Although in general the determinants of Vocational education and ABET costs and 

benefits is significant to understand they must be embedded in a grasp of "labour 
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market regulations, influence of trade unions, nature of demand for skills, industry 

sector or occupation, types of Vocational Education and Training (VET) provision, 

general versus specific training" (Haeckel, 2008:3). Haeckel (2008:3-4) suggests 

that a comparison of how parties benefit from vocational training can be clarified at 

an individual, employer and societal level. These benefits are short term, for 

instance for the individual there are "employment chances, earning levels and 

work satisfaction" and in the long term, "flexibility and mobility, lifelong learning 

(more likely to receive training and upgrade skills later in life)." These benefits 

translate for an employer into "higher productivity from well trained workforce, 

saved costs from recruiting external skilled workers (incl. time for integration and 

risk of hiring a person not known to the company) in the short term. In the long 

term the employer enjoys supply benefits (as for example in terms of e.g. image 

enhancement and there is less turnover because there is a lower need to retrain 

new workers). For society there are short and long term benefits in accomplishing 

vocational training. In the short term they are expens.es saved in relation to social 

benefits; in the long term they are that there is a gain in externalities from 

productivity because of better ~ducation and then there is a increase in tax income 

from higher earnings of better paid citizens. 

ABET is flexible, developmental and targeted at the specific needs of a particular 

audiences and, ideally provides access to nationally recognized certificates. 

According to Section 8(1) of SAQA Regulations in Government Gazattee 

No.18787 of March 1998, ABET is expected to provide benefits to society and the 

economy of South Africa Secondary education. 

The skills shortage is serious in South Africa (DPRU, 2007) despite the fact that it 

is a resource rich country which is democratic (Muchena & Jauch, 2011; Allais, 

201 O; IMF, 2010). Socio-economic development is of necessity uneven and differs 

from region to region. This is true worldwide and in South Africa. Economic 

activities tend to be concentrated in a natiQ.nal economy (Harmse, Blaauw & 

Schenck, 2008) and although the NWP has resource rich areas the central area is 

characterised by unemployment and poverty. Unbalanced patterns of economic 

activity arise from many causes, not only political ones - geographical causes are 

as important. Harmse et al, (2008:5-6) say "Unemployment rates tend to be low in 
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the rich core regions where population, production and income are agglomerated 

and high unemployment rates are found in small and economically peripheral 

regions". Festus, Kasongo, Moses & Yu (2015:20) in their paper looked at the 

South African labour market trends for the past 18 years (1995-2013). "It found 

that the labour force and LFPR increased since the end of apartheid in 1994. This 

partly played a role in the persistent and high levels of unemployment still seen 

today as some of these workers will remain forever unemployable due to various 

reasons (e.g. skills mismatch). On top of this, the TGR far exceeded the AGR for 

most demographic categories, which suggests that the extent of employment 

growth was not rapid enough to absorb the net entrants into the labour force. This 

fact in conjunction with barriers to entry in the informal sector and an overall shift 

towards relatively more skilled occupations and slow economic growth contributed 

to the unemployment figures seen currently (Festus, et al, 2015:20)". 

Deindustrialization has not helped the country over the past 30 years. 

2.3.2 Unemployment 

South Africa has more than 45% people living in extreme poverty (Allais, 2010:33) 

and has high levels of income inequality (Coleman, 2015; Daily Maverick, 

2015:np). South Africa has an unemployment rate of 26.4% of the total population 

(Statistics South Africa Report, 2015: v). According to Holborn (2009:1 ), the 

unemployment rate in the first quarter of 201 O was 25% and the unemployment 

rate was highest among the African population. In 201 O about 107 000 people 

were unemployed (Statistics, 2012: xvi). In 2011 there were 46 000 job losses in 

the community and social services job sector and 20 000 in the manufacturing 

industries services job sector (Statistics South Africa, Quarterly Labour Force 

Survey, Quarter 4, 2011: ix). An annual report released by the Department of 

Labour in (2012-2013:5) shows a decrease in semi-skilled and less skilled 

occupations. There was a decrease in craft and related trade category by 87 0000 

jobs from 1 660 000 to 1 573 000, sales and services by 45 0000 jobs from 1 996 

000 to 1 951 000 and elementary by 30 000 jobs from 3 043 000 to 3 004 000 as 

well as clerical by 8 000 jobs from 1443 00 to 1435 00. Between Quarter 2: 2013 

and Quarter 3: 2013 there was an increase of 114 000 in the number of 
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unemployed people in the informal job sector and agriculture sector. This resulted 

in a decline in employment in the informal sector, already a sector which has the 

grimmest levels of well-being (Winkelmann, 2009; Blaauw, Botha, Schenck & 

Schoeman, 2013). As a result 39 000 jobs were lost in the informal job sector and 

6 000 jobs were lost in the agriculture sector (Statistics South Africa, Quarter 3, 

2013: iv). 

According to the Statistics South Africa Quarterly Labour Force survey (Statistics 

South Africa, Quarter 3, 2013:xii), "approximately 3.3 million of youth aged 15-24 

years were not in employment, education or training". Statistics South Africa 

Quarterly Labour Force Survey (Statistics South Africa, Quarter 1 , 2014:v) 

reported that between Quarter 4:2013 and Quarter1 :2014 employment decreased 

by 122 000 and this was caused by the decrease of 110 000 jobs in the informal 

sector. The private sector and the agriculture industries scaled down 14 000 and 5 

000 jobs respectively (Department of Labour in (2012-2013:14 "Poorly located and 

inadequate infrastructure limits the country's capability to create employment for 

more people and to provide effective employment facilitation and support 

economic activity to millions of job seekers"). According to a report by Statistics 

South Africa, (2012: 6-13), out of a total sample of 12 482, only 7 208 black men 

were unemployed. Out of 13 238 females, 6 141 were not working. Out of a total 

of 1 523 white males, 64 males were not working. Of a total of 1 550 white 

females, 64 females were not working. Statistics South Africa, (2015: 6) describes 

the situation: 

The unemployment rate among youth is more than twice that of adults each 
year while the absorption rate for youth is substantially lower than that of 
adults. The contribution that each province makes to national output varies 
from as little as 2, 2% in Northern Cape to as much as 34, 7% in Gauteng. 
Provincial differences in employment reflect the employment intensity of 
various industries and differences in the economic structure of the provinces. 
The industrial base varies hugely across the nine provinces. In 2012, value 
added by the Agriculture industry accounted for 6, 2% of the goods and 
services produced in Northern Cape, /Jut less than 1 % in Gauteng. And 
whereas the Mining industry accounted for 33, 1 % of the value of goods and 
services produced in North West and 24, 0-29, 0% in Northern Cape, 
Mpumalanga and Limpopo, in other provinces such as Western Cape and 
Eastern Cape there was little such industrial activity. Manufacturing 
accounted for 11,0-15,0% of output in Eastern Cape, Western Cape, 
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KwaZulu-Natal, Gauteng and Mpumalanga, but less than 5% in provinces 
such as North West, Limpopo and Northern Cape. 

A table (2.1) gives a graphic overview of the problem in NW Province 

Table 2.1: Employment rate of youth (%) (Years) and adults (35-64 years) in 

the NW Province and South Africa from 2008-2015 

1th between the ages of 15-34 

Year % Year % year % year % year % year % Year % 

p 33,0 31,5 26.9 25,5 22,7 2013 25,0 26,3 

2008 2009 2010 2011 2012 2014 
-

35.5 34,2 31,1 30,3 30,8 30,3 30,8 

1lt's between the ages of 35-64 

p 
-

Year % Year % year % year % year % Year % Year % 

13.2 15.2 15.4 13.1 13.6 16.2 18.5 

2008 2009 2010 2011 2012 2013 2014 

13.4 12.4 14.9 14.4 -15.1 15.0 15.6 

Table adapted from Statistic~ South Africa (2015: 7) 

According to table 2.1, the number of unemployed youth in the NWP was high in 

2008 and 2009 by 33.0 and 33, 5 % respectively. The NWP recorded the highest 

number of unemployment amongst the adults in 2014 and 2015 by 18, 5% and 17, 

5%. In Figure 2.1 the red colour indicate unemployment according to the 2001 

population census (Statistics South Africa, 2001 b) in NWP, west of Johannesburg 

gives a graphic sense of the direness of the problem. 
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Figure 2.1 Spatial pattern of unemployment in South Africa, 2001 (Harmse et 

al, 2008:15) 

The Department of Labour (Department of Labour, 2013-2014: 124) is well aware 

of the problem but offering no solutions, 

South Africa's labour market has generally struggled to reduce the 
unemployment rate at an average of 25% over the financial year under 
review. Despite the various direct interventions by Government to support 
employment growth as highlighted by the National Treasury Budget Review 
2014:15, the triple challenge of unemployment, inequality and poverty is still 
predominant amongst South African citizens. 

Holborn, (2009:1) states the case that as much as we have people who can afford 

life in South Africa there is still a large population that is battling to live a normal .. 
life. 

According to the Department of Labour, the economy of South Africa is faced with 

structural barriers which come about as a result of large population growth, 
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globalisation and the new technology advancement (Department of Labour 2013-

2014:2). The national Development Plan (NOP) launched in 2012 (following the 

failure of the Accelerated and Shared Growth Initiative of South Africa - AsgiSA -

2006 and the New Growth Path - NGP- 2010/11 ), the latest policy has not seen 

great success. 

No mention is made of the policy environment, massive mismanagement in every 

sector or glaring evidence of continued looting of government coffers. The current 

policies of the government to favour old patterns of investment through 

transnationals have not helped Martin, (2013). The failure to link educational 

policies to productivity is nowhere mentioned. Edgren, (2005:42) has suggested 

that "demand growth is not yet strong enough in critical sectors and occupations to 

increase the rate of employment growth and labour market participation". 

2.3.3 Deindustrialization 

An important factor in the circumstances in which massive unemployment and little 

growth exist is that the country is in the process of becoming deindustrialized 

(Verhoef, 1998:13; Department of Trade, nd:6). As Rodrik, (2015:1) points out 

industrialization is important. 

Industrialization shaped the modern world in ways beyond economic. It 
fostered urbanization and the creation of new social categories and habits. It 
created a working class and a capitalist class, trade unions, and political 
movements that challenged the dominance of traditional agrarian elites. 

Conversely deindustrialization can be hazardous. Rodrik, (2015:24) says: 

In Africa, urban migrants are crowding into petty services instead of 
manufacturing, and despite growing Chinese investment there are as yet few 
signs of a real resurgence in industry. Where growth occurs, it is driven 
largely by capital inflows, transfers, or commodity booms, raising questions 
about its sustainability . ... In the absence of sizable manufacturing industries, 
these economies will need to discover new growth models. One possibility is 
services-led growth . ... these service industries are typically highly ski/1-
intensive, and do not have the capacity to absorb - as manufacturing did -
the type of labor that low- and middle-income economies have in abundance. 
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Skills are what the unemployed in South Africa lack (Seekings & Natrass, 2015). 

What has proliferated is a non formal economy despite the overarching claim that 

the democracy has given power to the non-elite, the non-elite are hard pressed to 

bargain with government about many things including education and jobs. This 

situation comes about in a democracy when as Acemoglu & Robinson, (2009) say, 

an elite offers the nonoelite in a country political rights for the promise by the non

elite not to revolt, but does not follow through with support for economic growth 

through industrialization. This is plainly not the case in South Africa where crime 

and disregard for the rule of law amongst a growing criminal class hold sway. 

What has happened says Rodrik, (2015:25) is that, 

Politics looks very different when urban production is organized largely 
around informality, a diffuse set of small enterprises and petty services. 
Common interests among the non-elite are harder to define, political 
organization faces greater obstacles, and personalistic or ethnic identities 
dominate over class solidarity. Elites do not face political actors that can 
claim to represent the non-elites and make binding commitments on their 
behalf. 

Deindustrialization whether premature or a fact has wide-ranging effects when the 

largest number of labourers is unable to be absorbed into manufacturing 

processes which assist economic growth (Vowles & Xezonakis, 2015). 

As an emerging economy, policies are in place to foster economic growth (RSA, 

1995) and the Government's intention is a prosperous economy (Growth 

Employment and Redistribution Policy - GEAR - 1996). Yet, the reforms in 

education over 20 years have left the people who might have been in its workforce 

disgruntled, not provided for, and training, not only in vocational skills, gives 

evidence of dysfunction (Treu, ,Olivier, Bean & Van der Walt, 2010). 

The paradoxes encapsulated in the education system 21 years after the end of 

Apartheid are emblematic of many other ironies in South Africa. ABET provision 

itself is a mixture of repressive measures replaced by high-minded policies over 

50 years in the NWP, for instance. 
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2.3.4 Informal economy 

South Africa can be defined as two nations in one country; developed and 

undeveloped. "The extreme inequality evident in South Africa means that one 

sees destitution, hunger and overcrowding side-by side with affluence" (Woorland, 

2002:1 ). As for Walther, Filipiak, Uhder & Roberts, (2006:x) they define South 

Africa as a dynamic emerging nation rather than a developing country. They argue 

that on one hand, it is similar to developed countries; their economies are in good 

shape to meet the technological, organisational and industrial challenges of the 

most competitive international markets. On the other hand, South Africa can be 

classified along with the other African countries such as; Benin, Cameroon, 

Senegal, their informal economy has a large impact on the labour market. This 

dichotomy in defining the characteristics of South Africa as a country is 

emphasised by the fact that certain parties in South Africa can afford life, yet the 

rest of the population depend entirely on government for shelter, disability grants 

or pension funds and early retirement grants (Walters, 2004:x ) Under-educated 

and illiterate adults in South Africa, face multiple forms of oppression, such as 

unemployment, diseases, poverty, homelessness and many more (Mathe & 

Baartjies, 2005:397). The information above indicates that not all the South 

Africans can afford to live a good and decent life; only the minority have this 

privileged. Majority of the population especially the under-educated citizens are 

unable to find work/ employment. Hence a large population of the country is 

depending on grants for survival. As a consequence of the difficulties in the formal 

market many people drift into the informal market (Schenck & Louw, 2005; 

Blaauw, 2010). From a study by Blaauw, (2010) he found that in 2005/2006 about 

45 000 people, almost all male and black gathered at more than a 1 000 places in 

South Africa to look for casual employment. 

2.3.5 Labour market regulations 

The market regulations around labour have encouraged great changes since pre

democratic days. The Basic Conditions of Employment Act of 1997 (RSA, 1997) 

legislated on the minimum wages payable in certain sectors and at the same time 

set rigorous parameters for minimum working conditions, especially for labourers. 
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Labourers' rights were also given prominence. The Labour Relations Act of 1995 

clarifies collective bargaining for the labour, how disputes are to be resolved. The 

Employment Equity Act of 1998 emphasises Affirmative Action, the process of 

employing more non-white workers (redress actions). These new laws have had 

an impact on the labour market, and because that market income is still the main 

income source for poverty reduction, its reform is critical to overcome past 

inequalities. However, the education system in the country produces insufficiently 

educated new work seekers who cannot be employed for lack of experience, but 

employers are hampered in the ways they can accommodate their labour 

consumption and change it. The market cannot work efficiently, unemployment 

has been on the rise and legislated minimum wages make for wage rigidity 

because minimum wages are above market clearing levels, which limits the ability 

of employers adjust their (Kingdon & Knight, 1999; Bhorat, Kanbur & Mayet, 

2012). Of course there are persons in the labour market who have unrealistic 

wage expectations and so are unemployable. The grave mismatch in skills is an 

enormous factor contributing to unemployment. 

2.3.5.1 Influence of trade unions 

In the pre-democratic dispensation the Industrial Councils excluded Black Trade 

Unions from bargaining. This changed radically in the last decades of the 

twentieth century (Godfrey, Maree, Du Toit & Theron, 2010). 

An example is the Congress of South African Trade Unions (COSATU} which was 

founded in 1985 following four years of unity talks between those unions in the 

country which were opposed to apartheid and committed to a non-racial, non

sexist and democratic South Africa. In 1985 there were fewer than half a million 

workers in 33 unions. Currently COSATU has more than two million workers 

(about 1.8 million are paid up). The unions try to improve the material conditions of 

members and of the working people as a whole, to fight against racialism and 

racism, to uphold peace and democracy workers and remain in control of the 

structures and committees of the federation. Programmes for developing worker 

leadership are offered. The unions are grouped into industries. Multinational 

companies are countered through the idea of worker solidarity and there is an 

active outreach to newly industrialised countries. 
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COSA TU acts as a political ally to government and big business so it has 

economic and political importance. As Bhorat, Naidoo & Yu, (2014:17) say, its 

"participation in the National Economic Development and Labour Council 

(NEDLAC) with business and a community chamber, which was established in 

1995 to provide an institutional forum for policy negotiation between organized 

business, government, and organized labour" is most significant. Strikes are the 

most public manifestation of the unions' power. However, the three players in the 

alliance of government, business and unions shape the growth of big business 

and their paths. Without a balance in the power of the three allies, foreign 

investment is unsteady in the country and the disastrous effects of South Africa 

suffering a downgrading of its credit ratings and outlook on investment become 

possible. 

The significance of the trade unions' power to affect the labour market cannot be 

underestimated as the example of Amplats showed, (Greve, 2013). 

2.3.6 Nature of demand for skills 

The mismatch between labour and the market is a further complication despite 

policies being in place (DPRU, 2007). Multi-skill capabilities for a labour force, 

although required by the market, are not possible amongst people who do not 

have high levels of general education and training, even more so for those who 

are illiterate and innumerate. Capital intensive technological solutions to previously 

labour intensive industries is a worldwide phenomenon and means loss of work for 

thousands of unskilled or semi-skilled people. Graduates emerge with skills from 

tertiary education which do not match the demands of employers (Bhorat, 2004; 

Pauw et al, 2006). In the NWP the labour market demands skills in both urban and 

rural areas. But, illiteracy, numeracy and little technological skill militates against 

employment in the retail industry, for instance. 
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2.3.7 Lack industry sector or related occupation 

In the NWP in the area studied there are no heavy industries and occupations are 

limited in rural areas. According to the Integrated Development Plan (IDP) of 

2007-2011 , the central district of the NWP is characterised by low skill and 

education levels; in 2006 the unemployment rate in the Central District 

Municipality was at 42%; 488 244 people (IDP, 2007-2011 :32). This significantly 

affects employment opportunities as well as a sector to aim for in terms of 

completing ABET paths. 

2.4 DISCUSSION OF EDUCATION FROM COLONIAL TIMES AND THE 

EMERGING TRENDS OF ADULT EDUCATION IN SOUTH AFRICA 

The discussion of education from colonial times till post democracy provides an 

overview of how adult education came into existence in South Africa. In South 

Africa "adult education became significant in the 20th century. Prior to the 

beginning of the 20th century the main focus of adult education was limited to the 

westernisation of black adult learners through the use of Christian religious 

education (Aitchison, 2003: 126)". 

Popular education in the Freire model was advocated in South Africa before 

democracy however, it was necessarily not provided by the state and was an effort 

by the NGOs primarily. According to (Baatjes & Mathe, 2003:393) non-formal 

education that was provided by NGOs in the early 1970s and 1980s was 

embedded in radical traditions which viewed "civil society as a privileged domain 

of radical learning, political struggle, social movements and social change". 

The SANLI campaign offered by the ABET Institute at UNISA, though not as 

overtly political as Freire's thinking, sought by means of teaching literacy and 

numeracy to thousands of South Africans "hardly produced any results (Baatjies & 

Mathe, 2004:406) to create social change. 

After the democratic elections of 1994 literacy and Adult Basic Education (ABE) 

was not a major concern of the new government of National Unity, nor of the 
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National Ministry of education. An experienced national Task team was destroyed 

and replaced by provincial education department representatives who knew very 

little about ABET policy or Practice no legislation relating to adult education was 

tabled. This, resulted in formalisation of ABET (Aitchison, 2003). 

The initial inclusion of the instrumentalist approach in the conceptualization of 

adult education became prevalent around the transition to democracy, within 

business and labour groupings involved in the reform of training policy (Bolton & 

Allias, 2008:5). 

The instrumentalist approach emphasizes the role of adult education in improving 

productivity and leading to employment opportunities for adults (Bolton & Allias, 

2008:5). 

I can therefore argue that adult education in South Africa is rooted in the 'Human 

capital' theory. The term 'Human capital' refers to knowledge, skills and attitudes 

that are developed and valued primarily for their economically productive potential 

(Baptiste, 2001 ). For Bartjies & Mathe (2003:395), human capital "refers to the 

productive capacities of human beings as income-producing agents in an 

economy and to the present value of past investment in the skills of people". 

Developing countries have a tendency of prioritizing high spending in education as 

a form of investment in human resources with the hope that it will yield positive 

outputs in the creation of employment opportunities and development of skilled 

labour which will in turn contribute towards the development of their economy 

(Psacharopoulos & Woodhall, 1985; Psacharopoulos, 1994). 

2.5 ADULT BASIC EDUCATION IN SOUTH' AFRICA 

In this section attention is given to the provision of ABET in South Africa post 

1994. 
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2.5.1 The debate about training in the curriculum 

The "T" in ABET connotes more than just numeracy and literacy. ABET is intended 

to seNe a range of social, economic, and developmental needs. This has been 

critically spelled out in the constitution of South Africa, in which ABET is enshrined 

as a basic right of all citizens and a "legal entitlement to which every person has a 

claim." (Aitchison & Alidou, 2009:5). The training of skills component in ABET is 

being ignored by the curriculum designers. As a result ABET learners are not 

learning any vocational skills. The reality of ABET in South Africa is that it is 

classified under the formal stream of learning. The formalisation of ABET in South 

Africa can be described as providing conventional approaches to adult education: 

limiting and narrowing the adult education scope so that it can focus on formal 

qualifications/ certification of learners that will allow for progression towards formal 

skills development and to fit into the mainstream economy (Hunters, 2010:85). 

Carney & Levin, (1985:20; 52; 53 and 264) explains that, [formal] schooling is a 

mechanism that is part of the education process. In many cases, it reduces the 

options for adults in those cases where the State limits education proposals 

without taking into account the needs and interests of that population. This is true 

in the case of adult learners who exit ABET level 4. They complete their education 

without acquiring skills that can assist them in finding employment. Formal 

education follows a rigid curriculum organized around a set of objectives, content, 

methodology, norms, and follows, a systematic and structured education model 

which is administered according to a given set of laws and norms (Dib, 1988:300). 

2.5.2 ABET and the National Qualifications Framework 

In an attempt to move away from the notorious policies of Bantu Education, with 

the change of government in the early 1990s in South Africa, a range of 

educational think tanks advised on best practice and helped develop new 

education policies for the country. The South African Qualifications Authority 

(SAQA) Act (Act No.58 of 1995) in October 1995 resulted in the development of 

the National Qualifications Framework (NQF). 'Models from Australia, England, 

and New Zealand were influential in the design of the South African NQF Allias 
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(2010.34)".The NQF can be defined as a framework outlining lifelong learning 

opportunities for everyone against nationally recognised levels (DoE, 1996: 15). 

South Africa was one of the earliest countries to adopt an NQF (Allais, Raffe, 

Strathdee, Wheelahan & Young, 2009a). According to Allais, Raffe and Young 

(2009b:1), the establishment of NQFs in a country show a "change in how 

qualifications are thought about" and the decision to adopt the framework is 

usually the result of numerous factors. One of those factors is summed up by 

Musson, (2006:90), "At the heart of the resistance to apartheid education and its 

constraints were alternative views of the nature, sources and limits of education 

and of knowledge itself". The radical discourse about education for liberation 

which crystallised in COSATU's ideas about education (Bird, 1990), has led to the 

dominating idea of Mode 2 knowledge as an ideal for education even at 

universities (Musson, 2006) according to which education serves an economic 

need in the country (Subotzky, 1998). 

According to Musson (2006:80), " ... the NQF differentiates between essential and 

specific outcomes, the former being broad, cross-curricular outcomes and the 

latter being the contextually demonstrated knowledge, skills and values within a 

specific learning area (subject)". In the South African case the emphasis on 

outcomes as the end aim of education is exemplified in the unit standards (DoE, 

2008). Allais et al, (2009b) suggest that a contributing factor to changed 

approaches to the concept of how knowledge is produced is that public 

expenditure control is optimised and education and training policies can be 

concentrated on the role of the economic market in relation to education. The 

ideas from the economic market have made it possible to use systems like the 

NQF "to limit the autonomy of providing institutions such as colleges and 

universities and make them more efficient and effective by having to compete with 

each other" (Allais et al, 2009a:7). There are many factors militating against the 

successful implementation of the ideals embodied in the NQF (Samson & Vally, 

2001; Allais, 2007). Allais et al, (2009:168) say it bluntly, 

But I would argue that until the daily realities of people's lives improve; until 
the quality of educational institutions improves; and until the economy starts 
to significantly create jobs ( and obviously these things are linked to each 
other); putting energy and effort into a framework of qualifications does not 
seem to be an important priority. 
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The key assumption of the NQF in respect of an adult learner is that she can move 

through an integrated system from non-literacy to accessing general, further and 

higher education, despite age, experience and capability. However, the South 

African NQF is "more a product of policy borrowing than a locally-designed policy 

to respond to local conditions" (Allais, Ratte & Young, 2009:14b). The borrowing 

was from the frameworks in England, Wales and New Zealand - places with a very 

different social and economic situation to that of South Africa. 

The NQF distinguishes three broad bands of education, termed General 

Education and Training (GET: NQF levels 1 ), Further Education and Training 

(FET: NQF levels 2 to 4 and Higher Education and Training (HET: NQF levels 5-

10). A schoolgoer can enter the system in grade O (grade R or "reception year") 

and ideally matriculate in grade 12. GET is considered to be from grade O to grade 

9. In terms of the South African Schools Act of 1996 (RSA, 1996) education is 

compulsory from 7years old (grade 1) to 15, or the completion of grade 9. Formal 

schooling is described as consisting of a pre-school phase, foundation (grades 1 

to 3), an intermediate phase (grades 4 to 6) and a senior phase (grades 7 to 9). 

GET also included ABET, but it has now moved to HET (Government Gazette/ 

RSA, 2015). ABET level 1 is the same as level 1 of the NQF. ABET level 4 is 

equivalent to nine years of schooling and leads to the first qualification on the 

NQF, the GET certificate (GETC). FET begins in grade 10 to grade 12. This is not 

only provided by schools but also by FET institutions, such as community or 

private colleges and technical colleges. Adult learners need to complete and pass 

all the subjects/ learning areas offered from ABET level 1 to ABET level 4 in the 

GET band before they can be accepted into the FET band. According to the 

Education For All country report (EFA, South Africa, 2013), 

ABET is available to adults who want to finish their basic education. As an 
outcomes-based programme, ABET aims to provide basic learning tools, 
knowledge and skills, and it provides participants with nationally recognised 
qualifications. 

So, although adult learners can move, it is documented in policy documents, from 

the GET to FET or even further to the HET band, it is difficult (Baatjes & Mathe, 

2005: 406-407). The Centre for Development and Enterprise, (2012:1) argues that 
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the system of moving from formal school subjects to vocational ones in formal 

schools is flawed and results in high dropout rates. The fact that the ABET 

education system duplicates the formal school curriculum and is dysfunctional in 

providing appropriate and adequate pathways to successful vocational training 

comes as no surprise. Even at formal schools, there is a lack of diversity and 

socially accepted pathways to vocational skills (Centre for Development and 

Enterprise, 2012). Adults in the ABET system have to learn school subjects which 

are offered in the private and government formal school system. The subjects 

include learning areas such as, numeracy, literacy, life skills, languages, 

mathematics, health auxiliary, vocational education and physical science (The 

RSA Government Notice, 2010. No 33805 3). These regulations are barriers 

because: the introduction of "examinations in 2001 has resulted in few ABET 

learners acquiring the NQF level 1 in one sitting, majoring achieve it by acquiring 

credits (EFA, RSA,2010:24). ABET learners especially older persons (above 21 

years), they want learning that is "grounded in everyday life experiences and 

engagements with informal spaces of learning and also provide a vision of 

learning and developing self that is incomplete and constantly changing (Sandlin, 

Wright & Clark,2013:19). ABET learners who do not finish the ABET levels (1 to 4) 

on time they repeat grades (EFA, RSA, 2010:24). "Most adults rely less on 

memory and rote learning to retain what has been learned (Rogers, Horrocks: 

2010 146)". All this time it is hard to find work and be paid. This has resulted in 

high drop-out rates in the ABET centres (Mpyiya & Prinsloo, 1996:177; Aitchison 

2003; Bolton & Allais, 2008: 6). Vocational skills are offered only in the FET band, 

which is slightly higher than ABET according to the classification of education in 

South Africa (Bolton & Allais, 2008: 11-17). 

2.5.2.1 Consequences of National Qualification Framework to ABET 

Despite the reform the introduction of the NQF and its outcomes-based learning 

offered, the reality is that for older learners (above 50 years) it is very difficult to 

master the cognitive skills and also memorise the subject contents for passing 

examinations such as required by the current ABET provision (As a result there is 

a high failure rate and high dropout rates in ABET centres (EFA, RSA, 201 O; 

Sandlin, Wright & Clark, 2013). Fasokun, Katohoire & Oduran (2004: 39) point out 

that adult learning should serve different needs and interests of the adult learners. 
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Some adults participate in learning for specific purposes: others participate 

because they want to acquire new qualifications, or improve their existing 

qualifications. ABET learners come to the learning centres because of different 

reasons and they have different expectations that need to be taken into 

consideration when designing their learning programmes. One of the reasons that 

make adults to come to the ABET centres is because they are not coping with 

their current life. 

2.5.3 General versus specific training 

At schools the gross unpreparedness of learners is a serious consideration for 

enabling a workforce to be educated enough to undertake vocational training 

(Sondlo & Subotzky, 2010). The programmes offered by government are aimed at 

illiteracy and numeracy at ABET centres. The SET As are tasked with providing 

sector specific training. In the minds of facilitators, learners and centre managers 

there seems to be only a vague grasp of what this can mean for learners who 

want skills training .. 

2.5.4 Education for vocations and occupations 

Before the advent of the type of globalisation experienced in the last decades of 

the twentieth century and the first of the twenty first century, education and training 

for vocations and upskilling were part of a largely ad hoc development in 

education worldwide (Allais, 2010; Allais, Ratte, & Young, 2009b; Allais, Ratte, 

Strathdee, Wheelahan & Young, 2009a}. Achtenhagen & Grubb, (2001) reported 

that internationally vocational training is poor. In South Africa it is also poor. 

In South Africa, where ethnic separatism was employed in the education system 

until 1994, there was a move to redress the inequalities of the past; it was 

believed that in relation to education the standardisation of qualifications would 

help to do that. There had been a match between vocational education and the job 

market during Apartheid for whites at the expense of the black population 

(Southall, 2014:2). Whether this is a sound argument or a mitigation of previous 

policies has been the subject of debate. An excellent example of the changes from 
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about 1986 to the present can be seen in the history of the Building Industries 

Federation of South Africa (BIFSA) which had training colleges in Belhar, Cape 

Town, Marienhill, Port Elizabeth and Springs. All of these were closed down by the 

1990s. The first sign of deterioration came in the 1980s when the bargaining 

council system was threatened leading to the permanent closure by 1995 of two of 

the large training centres.1 Whereas in its heyday BIFSA trained about 100 

recruits annually in Belhar alone, by the middle 1990s 120 were trained country 

wide. The Skills Development Act was introduced in 1998 (RSA, 1998). As 

Hofmeyer (2009:2-3) explains about its shortcomings: 

The Skills Development Act and the Levy Grant system, being designed to 
be employer based, were hopelessly ill conceived for the building industry. 
For instance, a small company employing 20 persons that complies with all 
the onerous legislative requirements can expect to receive a grant that is 
less than the cost of training one learner for two weeks in a year. As a result, 
the vast majority of small companies have seen the SOL as just another tax, 
·and have not bothered to fill in all the paperwork- it simply wasn't worth their 
while. Small companies in South Africa employ more than two thirds of all the 
workers in construction in the country, and all of these workers are excluded 
from benefiting from the levy grant system. 

For other industries than building the system has been a failure. Government 

cannot dictate to firms who and how they should train and they will not undertake 

such an enterprise unless there is full cost recovery. Archer (2010:24) in his 

thorough critique on the Setas explains their failure: 

... policy makers and the skills training industry operate with an implicit model 
which appears faulty. They project decisions as taken fully or adequately 
informed about the relevant costs, benefits and knowledge of the productive 
significance of the skill that results from their investment. This does not 
appear to be true in practice. 

All that would be needed if the system were not at fault would be the improvement 

of the efficiency of the administration of the SETAs and their grant levies and an 

improvement in the way the on-the-job training was integrated with various 

institutions for skills and certification. Archer (2010:24) criticizes the time wasted 

on plans by SET As rather than concentrating on where the bottlenecks in skills are 

1 Bargaining councils were Industrial councils, used by the government to ensure that Black labour 

was excluded from certain whites-only jobs and as early as 1924 the councils were legalised 

(Industrial Conciliation Act of 1924) (Festus, Kasongo, Moses & Yu, 2015). 
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in countries similar to South Africa which have skills shortages. I suggest that 

government institutes should enquire about the success of vocational training and 

the market. 

2.5.5 ABET as an instrument for post-apartheid provision for workers 

Ideally, any vocational education and training offered in a country adds value to 

the labour force with "a range of mid-level trade, technical, professional and 

management skills" (OECD, 2014:19). However, as van Reenen (2005:17) points 

out any kind of schooling has to be "correlated with many other growth enhancing 

factors (e.g. political and legal stability, technology, trade openness, etc)" for the 

successful productivity of the country; the correlation is not a simple one. 

However, the value of training a worker extends beyond economics to take in an 

optimisation of many other less tangible relationships (Heckman, 1999; Heckman, 

Lalonde & Smith, 1999; Bassanini & Ok, 2005). In South Africa there is recognition 

of the complexity of the circumstances in which vocational provision is made. In 

their Strategic Plan for Higher Education (RSA, 2015:17) Government sums up the 

situation: 

The growing complexity of the workplace, accelerated by the dynamic impact 
of globalisation on national economies, production and trade, requires 
greater flexibility and capacity in the workforce, in order to adjust speedily to 
the rapid changes in technology, production, trade and work organisation. 
South Africa needs to develop as a 21st century economy, but we have gaps 
in critical skills required for a range of social and economic development 
strategies currently being implemented by all spheres of government. 

Soderbaum, (2005:8) globalization refers to the process of time-space 

compression of the world driven by market expansion, a global production pattern, 

technology, cultural compression, and functional logic. 

Government (RSA, 2015:17) is clear in policy statements that policies are really in 

place to resolve the difficulty, explaining that such plans are: 

... the National Industrial Policy Framework (NIPF); the Industrial Policy 
Action Plan (/PAP); the Anti-Poverty Strategy; the Rural Development 
Strategy; and the Technology and Innovation Plan. 
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As is usual in policy statements the ideal situation is the basis for what is 

suggested as the cure for the problem. The workplace is "complex" so "flexibility", 

"capacity" and "speed" are to be recommended to cope with the complexity. In the 

Strategic Plan (RSA, 2015:17) the lack of "critical skills" is emphasised, but other 

skills that support the critical ones are not mentioned: 

Skills shortages in a number of occupations and economic sectors inhibit 
growth and investment. These include skills shortages in SET fields with 
regard to sectors such as energy, medium and high-technology 
manufactured goods, and agricultural biotechnology. 

Samson M. Muthethwa: In response to the persistent skills shortage, the Government made 
education and skills development a major pillar of Accelerated Shared Growth Investment for 
South Africa (AsgiSA) by introducing several measures intended to halve unemployment and 
poverty by 2020 and implementing of the Joint Initiative for Priority Skill Acquisitions (JIPSA) which 
aims to address priority skills shortages through a variety of means including: organising special 
training programmes and exchange programmes with other countries, bringing back South African 
retirees and other skilled Africans working outside Africa where necessary. 

Nevertheless there are lacunae everywhere on important matters such as the 

measurement of productivity. However, there is a more glaring omission. Daniels, 

(2007: Abstract) critiques government policy for not tying "productivity to skills 

shortages" in their documents, and adds that there is "also a complex and 

frequently overlapping institutional architecture that undermines the effective 

administration of skills development". The fact that "productivity", the measure of 

efficiency or output of anything including a system, such as the policy environment 

in relation the institutional architecture as is, has in no way been addressed in 

government literature. This fact calls into question the seriousness of 

government's efforts. Economics researchers link productivity and skills (Gambin, 

Green & Hogarth, 2009; van Reenen, 2005). Skills are acquired in numerous 

ways, not only on the job, but also through education. Nevertheless Sianesi & van 

Reenen, (2003:157) suggest that scholars are divided about the GDP returns on a 

macro-economic scale resulting from education of individuals, although a "one 

year increase in average education is found to raise the level of output per capita 

by between three and six percent". 

Although in general the determinants of Vocational education and ABET costs and 

benefits is significant to understand they must be embedded in a grasp of "labour 

market regulations, influence of trade unions, nature of demand for skills, industry 
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sector or occupation, types of Vocational Education and Training (VET) provision, 

general versus specific training" (Hoeckel, 2008:3). Hoeckel, (2008:3-4) suggests 

that a comparison of how parties benefit from vocational training can be clarified at 

an individual, employer and societal level. These benefits are short term, for 

instance for the individual there are "employment chances, earning levels and 

work satisfaction" and in the long term, "flexibility and mobility, lifelong learning 

(more likely to receive training and upgrade skills later in life)." These benefits 

translate for an employer into "higher productivity from well trained workforce, 

saved costs from recruiting external skilled workers (incl. time for integration and 

risk of hiring a person not known to the company) in the short term. In the long 

term the employer enjoys supply benefits (as for example in terms of e.g. image 

enhancement and there is less turnover because there is a lower need to retrain 

new workers). For society there are short and long term benefits in accomplishing 

vocational training. In the short term they are expenses saved in relation to social 

benefits; in the long term they are that there is a gain in externalities from 

productivity because of better education and then there is an increase in tax 

income from higher earnings of better paid citizens. 

2.5.6 Funding of ABET 

Governments all over the world have recognised that education has a central role 

to play in building nations and in sustaining countries economic, social and cultural 

development (Postlethwaite, 2004:7). "Adult[ ... ] education today is largely guided 

by political and economic interests ... " 

In South Africa education has been a priority of government for over many years. 

As a result it enjoys the largest single slice of government spending in the budget. 

In his State of the Nation Address to Parliament in 2009, the President of South 

Africa, Mr Jacob Zuma, re-affirmed government's commitment to education and 

placed education and skills development at the centre of government's policies. I 

noted with concern that in South Africa Government spending on education 

depends on the priorities' that are placed towards a particular type of education. It 

seems, that those in charge in the prioritisation of the different types of education 

are not aware or they under-estimate the role that ABET can play in economic 

55 



growth, which can contribute towards changing the rate of unempioyment while 

contributing towards skills development, reduction of poverty and finally increasing 

the number literates of in the country. 

In the past 10 years the government has played an active role in policy making but 

not in funding (Miller, 2005). The education of adults in South Africa has been 

given a scant attention, receiving around 1 % of the education budget despite the 

number of illiterates functionally illiterate adults pegged at about 75% of the 

number of children in schools. (Srisawang, 201 O; Hunter, 2010). Nonetheless, 

from 2008-2011 there was an increase of 1 % towards ABET's budget. The ABET 

budget received 2% of the education budget (North West Province budget speech 

2010-2011 ). Brenda, 2001 argue that ABET in South Africa is in crisis: Donors that 

were actively contributing financial to ABET programme have shifted their interests 

to other countries. This has resulted in limited funding for ABET. 

Between 2005/06 and 2008/09, government spending on education as a 

percentage of total government expenditure averaged was 17.7%. By 2011/12, 

spending on education was projected to make up 18.2% of total government 

expenditure" (Department of basic education and training, 2010:11&12). In 2013, 

more than 23 billion was spent in upgrading school infrastructure and in increasing 

the number of no-fees schools in South Africa (SAnews.gov.za, 2013). However, 

nothing much has changed in the high unemployment rate and high skills 

shortages in South Africa. Education in South Africa does not receive the same 

preferences and treatment from government (EFA, RSA, 2010:23). However, 

government prioritise other types of education over others. ABET was officially 

funded for the first time in the North West Province in 2008 this was announced 

during the budget speech. ABET receives a lower budget compared to the other 

types of education such as Early childhood development, Further education and 

Training and Public special school and inclusive education. However, it should be 

noted that ABET was given a budget of R102.071 Million for the first time in 

2006/2007. In South Africa ABET centres do not have physical structures that 

belong to them. As a result ABET centres are operating in other institutions that 

they are either owned by the government, private or the public sectors of the 

community. The centres where this study was conducted are operating in schools 

56 



i.e, a primary school and a high school. ABET staff are still working under 

appalling conditions. ABET facilitators are working on contracts; they do not have 

permanent jobs. "Low pay, poor working conditions and unattractive career 

structure can quickly make teaching unattractive (UNESCO 2014:187)". 

Where inequalities are promoted, they are disparities favouring those who need 

additional educational resources the most to compensate for some "undersaved" 

educational deficiency (Rawls, i 971: 100-101; Carnoy & Levin 1976:33). 

2.6 CONCLUSION 

Attempts to provide a sound adult education system that is relevant to the socio

economic needs of the learners and the country has contributed in is the cause of 

the high shortages of skills and unemployment rate amongst the adult population. 

South Africa and other countries in Africa South of the Sahara are still battling with 

high illiteracy rate, poverty and skill shortages. Adult education in South Africa is 

reduced to literacy and formal education. There is no clear link between the 

current ABET that is offered in South Africa with work and productivity. It was 

evident from the literature that forces of globalisation, global competition, skilling of 

people for different employment opportunities, social inclusion and economy 

development, social development amongst the poor groups, economic growth, 

human resource development discoveries on different technologies, technical 

vocational education and training (TVET) and skills development are the driving 

force of adult education in Europe, Asia and Latin America and the Caribbean. 

The provision of education and its impact on skills shortages and productivity are 

closely linked to the extremely slow growth of economy in South Africa 
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CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

3.1 INTRODUCTION 

In this chapter a description and the rationale for the research design and 

methodology are presented. The methods of research are explained in detail. The 

research centred on the attempt to understand the extent to which ABET 

programmes were able to assist in alleviating skills' shortages amongst adult 

learners in the NWP. At the same time the vocational skills the learners had 

acquired as a result of their enrolment with the ABET centres were investigated. 

With this in mind, I sought to determine the appropriateness of vocational 

competency skills offered by ABET centres in relationship to the kind of projects 

and employment opportunities generated. This was done in the context of 

understanding the capacity of South Africa's economic sector. The facilities in 

place in two ABET centres were examined as the context in which the learning 

took place. 
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Table 3.1 : Research framework, research design, methods and theory used 

in this qualiative research 

Reality is co-constructed between the researcher 
researched and shaped by individual experiences 

Table adapted from Creswell, (2013:36 & 183). 
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.1 Research paradigm 

A worldview or perspective on how to understand the world is not arbitrary but 

deliberate, to make sense of experience. For each person their experience and 

understanding is different. In deciding on the research paradigm best suited to the 

topic I adopted two worldviews which are complementary in the particular case of 

the study. After reviewing the literature on the ABET provision it became clear that 

Government policies stated that certain positions were to be adopted in ABET 

centres: namely that through ABET education economic growth would be 

supported. However, the geopolitical situation of the ABET centres and the 

economic plight of the country caused big business to adopt a very different 

approach to that advocated in policies. 

The construction of reality or one's ontological position is crucial in qualitative 

studies (Guba, 1990; Creswell, 2013). The realities for ABET learners when 

compared with government policy makers, business people, economists and so on 

is so profoundly different because circumstances of different people involved in 

the phenomenon suggested that a constructivist or interpretivist paradigm would 

best support this research. Constructivism or social constructionism is often used 

with interpretivism (Creswell, 2014:8). As social constructivists are concerned with 

the power structures that shape a society and acknowledge that experience of the 

world requires a complexity of views, that paradigm is the lens through which the 

findings of the research were interpreted. This enabled a broadening of 

interpretation of the data rather than narrowing the meanings into a few categories 

or ideas. Subjective meanings are understood to be negotiated socially and 

historically (Creswell, 2013:24-25). 

The interpretive framework for this study meant that the ontological beliefs which 

were adopted were those which favour multiple realities derived from subjective 

experience as a way of knowing (Hesse-Biber & Leavy, 2011 ). Reality is socially 

constructed by social actors and my position was that of grasping the subjective 

meanings of social interaction in ABET centres in the North West Province 

(Creswell, 2013). lnterpretivism is the epistemology that undergirds the research 

as I strove to understand reality through an interpretation of the multiple meanings 
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all participants gave to their experience, including myself. I tried to control my 

biases and at the same time to be consciously aware of the roles that I was 

playing in the field. The roles included being a researcher and an instrument of 

collecting data, while hoping through initiation of dialogue to start participants 

reflecting on their circumstances. 

3.1.2 Critical theory 

In terms of my own ideological framework, critical theory was adopted as I believe 

that through research, publication, discussion and reflection the situation as it 

stands can be changed (Warner, 2000; Reeves, Albert, Kuper & Hodges, 2008). 

Through dialogue with as many persons as possible about the ABET centres and 

by encouraging people to reflect on what is happening in the country, the modest 

beginnings of change are possible so that what is considered to be the "natural" 

order of things can be questioned (Denzin & Lincoln, 2008; Flyvbjerg, 2011 ). 

Dialogue should have enough "bandwidth" to accommodate differences and 

misunderstandings as well as a variety of positions adopted by different people 

and differing positions within themselves (Hermans & Hermans-Konopka, 

2010:10-11). In describing what was seen at first hand in the ABET centres and 

hearing what participants thought about circumstances was the first step in a 

process. This study reports on that first step in the data relating to the 

participants. However, the reflection on those circumstances has to a large extent 

been outlined in the Literature Review of the study. From discussion arising out of 

publications from this study it is hoped that conflict and tension about why things 

should change will arise. By challenging the guiding assumptions which are laid 

out in policy documents and mouthed by those in charge of ABET centres, 

conflict and tension can arise and be used as the energy for change (Seale, 

Gumbo, Gurrium, & Silverman 2004; MacNaghten & Myers, 2004). 

3.2 RESEARCH METHODOLOGY 

The methodology refers to a broad strategy for doing the research (Mason, 2002: 

30; Denscombe, 2007:325) and the methods within that strategy refer to the 

various means by which data is collected and analysed (Hussey & Hussey, 1997; 
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Bryman, 2004; Denzil & Lincoln, 2011; Creswell, 2013). A qualitative research 

methodology suited the collection of first hand experiences of ABET learners so 

that the how and why of the reality of the learners could be examined (Winberg, 

1997:40). The central feature of a qualitative researcher is to understand the 

experience in reality of how/what others experience in their natural settings 

(Flyvbjerg, 2011 ). The other reason for choosing a qualitative study research 

methodology was that the subjects under investigation/study could not be 

understood by using experimental methods (Flick, 1987:22). 

Denzin & Lincoln (2011 :3) state that "[qualitative] research consists of a set of 

interpretive material that makes the world visible ... they turn the world into a 

series of representations, including field notes, interviews, conversation, 

photographs, recordings, and memos to the self". In that way reality is made 

visible, but, unlike research in scientific disciplines the opposite is true. It was 

possible for me to collect data through field notes, interviews, conversations, 

visuals/photographs and recordings. The advantage of using a qualitative 

research methodology in this study was that "[the] researcher works with 

particulars [details] ... describes in detail the context of the study, and continually 

revises questions from experiences in the field" (Creswell, 2013:21 ). The other 

advantage of using qualitative research is that it is usually not used to generalize. 

Results are seen as case and content/context specific. 

3.2.1 Research design: a case study 

A case study research design is highly attuned to the production of contextualised 

knowledge (McLeod, 2011 :239). A research design involves three steps, collection 

of data, analysis of data and reporting on the data (Willis, 2007:65). A research 

design helped me to "focus on the logic of research" (Mouton, 2001 :56). The use 

of a research design played a major role in the collection of data, analysis of data 

and reporting on the data (Willis, 2007; Mouton, 2001 ). In terms of McLeod's, 

(2011 :229) ideas about case studies it was possible to examine how research 

participants "talk about themselves and about things that happen to them". Denzin 

& Lincoln, (2011 :243) say a research design "situates the investigator in the world 

of experience". For the purposes of this study that world of "experience" refers to a 
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hermeneutic process in which participants, including me, interact to co-construct 

meanings about their reality in relation to the two ABET centres. For this study to 

be meaningful it needed to be contextualised (Willis, 2007:104) and that context 

was understood as both historical and current and in several dimensions. Those 

dimensions are educational, demographic (rural versus urban), economic 

(personal to the participants, the province and the country), institutional (schools, 

centres), informational (who informs whom and is the information available?), 

ideological (those in power from Government downwards to the facilitator in the 

class in relation to the powerless, the unskilled learners). The boundedness of the 

case studies method (Miles & Huberman, 1994:25) was accepted but the research 

was broadened by placing the case studies in a multi-dimensional context. This 

study cannot be used to generalise what is happening in all the ABET centres in 

South Africa. Each of the case studies used in this study has to be treated as a 

single case of analysis and entity. 

3.2 2 Location of the study 

The study was located in the North West Province. The two ABET centres were 

also selected because of their uniqueness in terms of geographical location, 

challenges and socio-economic activities in or around their location. The two 

ABET centres conversely; have similarities with each other in as far as the 

provision of vocational skills to ABET learners is concerned. The research sites 

were convenient, relevant and it was easier for me to access the research sites 

than anywhere else. The research participants in both centres provided rich and 

in-depth information about the provision of vocational skills in their centres. 

The two cases used in this study were selected from the Modiri Molema District. 

According to Creswell, (2013:99), "the inquirer purposefully selects multiple cases 

to show different perspectives on [one] issue [that is under investigation]". The 

selected cases revealed different viewpoints about the provision of vocational 

skills in the ABET centres. 
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Figure 3.1 Research sites in the North West Province 

A profile of the two centres, Centre 1 and Centre 2 is offered. The arrow points to 

the region where the study was conducted (Central), under the Modiri-Molema 

circuit. The Modiri Molema District has light industries such as a meat company, 

car garages (BP, Caltex, Engen, Sasol and Total), engineering and mechanical 

services, cement factory, a university, nursing college, one FET college, 

construction industry, restaurants, shops, government offices, one airport and 

agricultural activities such as small and large scale farming and three game 

reserves: Botsalano, Mafikeng and Manyane game reserves. Most of the heavy 

industries, mines and economic activities are located in Rustenburg. 

3.2.2.1 Centre 1 

ABET Centre 1 is located in the periphery of an urban area of the North West 

Province surrounded by schools and shops. Transport is easily available in this 

area. Centre 1 is found very close to administration offices, banking institutions, 

commerce and education. Urban settlements, towns, cities or conurbations, were 

developed because of the need for people to live together, security and trade 

(Bunnet, 2003:342). 
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3.2.2.2 Centre 2 

ABET Centre 2 is located in a rural village of the North-West Province, Disaneng. 

There are no buildings around this centre as one would expect in rural areas 

where the settlements are dispersed and not built up as in any urban environment 

(Burnet, 2003:34). There are approximately 34 people per square kilometre in the 

rural areas as compared to "the national population density of 43 people" per 

square kilometre (North West Development Corporation, 2015). 

3.2.3 Sampling 

I used convenience and purposive sampling in this qualitative study. According to 

Babbie (2007: 184), purposive sampling is "a type of non-probability sampling in 

which the units to be observed are selected on the basis of my judgment about 

which ones will be most useful or representative". According to Creswell, 

(2013:156), "the inquirer [researcher] selects individuals and sites for study 

because they can purposefully inform an understanding of the research problem 

and central phenomenon in the study." The sites chosen are representative of 

ABET centres across South Africa, by and large, as are the learners (Denzin & 

Lincoln, 2005; Barbie, 2007). 

The study targeted a total of 25 people in two ABET centres. There were 8 ABET 

learners in each centre and in two levels (16) before one withdrew (15), 4 

facilitators in each centre (8) and 2 ABET centre coordinators, one in each centre. 

I did not use a large population because the qualitative research method is not 

concerned with quantifying large numbers. However, according to the descriptions 

of qualitative research methods, a small unit of analysis with detailed data can be 

useful. Participants were chosen for the knowledge, experience and 

understanding of the epistemologies of the phenomenon. Sampling in this 

research was conducted to use a small sub-set of the population to represent the 

larger group under investigation (Babbie, 2007:184-185; Denzin & Lincoln, 

2005:446). The units sampled were selected on the basis of my judgment about 

which unit of analysis will be the most useful or representative (Cohen & Manion, 

1994; Babbie, 2007). 
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3.2.4 Data gathering 

Individual semi-structured interviews, focus group interviews, observation and 

visuals or photographs were used as the research instruments or strategies to 

collect data in this study. 

3.2.4.1 Structured interviews 

According to Cohen & Manion, (1994:272-273), interviews may serve three 

purposes. First they may be used as the principal means of gathering data 

Second they may be used to test a hypothesis or to suggest new ones or as an 

explanatory device to help identify variables and relationships. Finally interviews 

may be used in conjuction with other methods in research undertaking to validate 

other methods or to go deeper into the motivations of respondents and their 

reasons for responding as they do. 

The possibility of paricipants respondents giving extended narratives allows for the 

collection of rich data. Where there are problems with status and power or conflict, 

the chances are that one-on-one interviews enable respondents to speak more 

openly (Seale, Gobo & Silverman, 2004). 

In the participants in individual interviews answered the same questions in the 

same order. The advantage of using this approach is that it reduces the 

interviewer's effect and bias. Using the individual and focus group interviews 

allowed me to probe the interviewees until a point of saturation was reached. The 

disadvantages of one-on-one interviews are that participants in the study can 

deliberately withhold some information from the interviewer, discussing misleading 

information (Cohen & Manion, 1997:281 ). In most cases participants give 

researchers information which they regard as important. For example, the ABET 

facilitators and centre managers in both ABET centres deliberately withheld 

information about the other group of learners who were learning vocational skills. 

This was later revealed by the learners in both centres. The learners who 

participated in this study explained that these learners were not ABET learners 

and yet they were sharing the same physical space with them. 

66 



Structured interviews were conducted with ABET facilitators and ABET centre 

managers. I recorded the voices of the participants in a recording device. 

Structured interviews and the focus group interviews provided me with an 

opportunity to generate new data with the participants of the study (LeCompte, 

Millroy, & Preissle, 1992:513). The questions were open ended by nature. This 

strategy enabled both me and the participants to ask for clarity based on the 

information provided. The interviews were held in both English and Setswana 

since most of the participants were not able to express themselves in English. 

3.2.4.2 Focus group interviews 

Learnes in ABET level one and ABET level four in both centres participated in 

the focus group interviews. Focus group interviews can be defined as group 

discussions or group interviews (Stewart & Shamdasani, 1990. Focus groups: 

theory and practice. London. Focus group interviews were conducted with the 

ABET learners from the entry level (ABET level 1) and exit level (ABET level 4). In 

this research study, focus group interviews were used mainly for two purposes, to 

collect data relating to certain feelings and behaviours of a group in a specific 

setting and to discuss and explore a specific set of issues (Denzin & Lincoln, 

2005:703; Cohen et al., 2004:288). MacNaghten & Myers (2004:67) explain that 

"focus group interviews take place in a context of several layers of argument, 

where people have conflicting beliefs, and where social researchers present 

different framings of those beliefs". Another reason for using the focus group 

interviews was that they often produced data that is seldom produced through 

individual interviewing and observation. The data yielded particular powerful 

knowledge and insights about the phenomenon under study (Kamberelis & 

Dimitriadis, 2008:512). In this study, focus group interviews were seen as "the key 

site where pedagogy, politics and inquiry intersect each other'' (Kamberelis & 

Dimitriadis, 2008:512). The use of focus group interviews enabled me to generate 

large quantities of data in a short space of time (Denzin & Lincoln, 2005:447). The 

other advantage of using focus group interviews was that they are cheap to 

maintain and to conduct. The other key factor that I observed was that in a focus 
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group interview participants were able to remind each other about how events 

unfolded (Denscombe, 2007:177). 

I chose to use focus group interviews because it allowed for understanding of the 

views and experiences of the participants. The participants framed the 

phenomena according to the way they saw, experienced, understood and 

received them in accordance with their world view. 

3.2.4.3 Observations 

Observation is a primary source of data collection in a qualitative research process 

(Angroise & Rosenberg, 2013:151). I collected data through observing the 

activities that were taking place inside and outside the research sites. (Appendices 

C, D, E and F). Participant observation refers to methods of generating data which 

entail that I immersed myself in a research setting, so that I can experience and 

observe first-hand information and the dimensions of the settings (Mason, 

2002:84; Chilisa & Preece, 2005:156). Creswell (2008:643) defines participant 

observation as an "observational role adopted by researchers in which they take 

part in activities in the setting they observe. I participated in this study by being a 

learner and an observer inside and outside the classes. I also recorded field notes 

of all the activities that unfolded in my eyes inside and outside the classrooms. I 

asked the participants opinions where clarity was needed. A good example was 

when I saw an old learner moving in the ABET premises in Centre 2. And the 

centre manager told me that he was 71 year old and the oldest learner in the 

centre. 

Data collected using this strategy offer different viewpoints and explanations that 

incorporate relationships between various factors (Denscombe, 2007:214) about 

the phenomenon and the unit of analysis used in this study. There are 

disadvantages however to this style of observation. Participant studies are usually 

criticised. The accounts of data that emerge from this approach are often 

described as "subjective, biased, impressionistic, idiosyncratic" (Cohen & Manion, 

1994: 110). However, I adopted the critical theorists' view that subjectivity and 

objectivity are difficult to attain (Teddlie & Tashakkori, 2013:148). It is very difficult, 
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if not impossible, to totally divorce one's self from the accumulations of knowledge 

and experience which temper understanding of the phenomenon under 

investigation (Hettinga, 1998; Charmaz, 2003). "Disclosure does two things. 

Firstly, it informs the reader of areas where objectivity may be at risk of not being 

absolute. More importantly though, it communicates that I was aware of these 

potential biases and endeavoured to account for them (Jones & Aleny, 2011)". 

Nevertheless, I used multiple strategies of data collection in this study to tone 

down bias. Yin, (1994:8-9) alludes that in qualitative approach, subjectivity of the 

inquiry leads to difficulties in establishing the reliability and validity of the 

approaches and information. 

In some instances, I played the role of a non-participant observer inside and 

outside the classrooms. Creswell, (2008:643) explains that a non-participant 

observer; "is an observational role adopted by researchers when they visit, sit and 

record notes without becoming involved in the activities of the participants". This 

can be advantageous as being aloof from the group activities they are 

investigating; they can be less subjective (Cohen & Manion, 1994:107-108). I 

experienced less influence from the participants. The use of critical theory in this 

study enabled me to understand how individuals (ABET learners, centre managers 

and facilitators) view themselves and the world around them (Kincheloe & 

McLaren, 2009:303). 

3.2.4.4 Visual method 

Visual method was also used to collect data through photographs. I took photos 

mainly inside the classroom of the ABET centres. I had permission to take photos 

in the research sites. The permission was granted by both the Department of Adult 

Education and Training in the NWP and the College of Education at the University 

of South Africa. I used both realist and reflective approaches in conceptualizing 

visual images, trying to be sensitive to the images in terms of the narrative they 

had to tell. The advantage of using photographs or pictures enabled me to 

visualize other meaning-creating aspects than those formulated consciously in 

speech during interviews (Skareus, 2009:170). The power of photographs as a 
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communication tool was particularly useful for reflection or confirmation of findings 

(Carlsson, 2001 :126). The use of photographs helped me to strengthen the 

evidence from the other data collection methods used in the study. The careful 

use and examination of the photographs assisted in revealing several meanings to 

the spoken word and contextualising the site. In the next chapter are the following 

photographs: Furniture inside the classrooms (chairs and desks) (photo1 ); ABET 

learners and facilitators standing waiting for the learners in the formal school to 

come out of their classes (photo 2); Garden project (photo 3 and 4); Classrooms 

for teaching skills (photo 5); Arrangements of the desks and chairs inside the 

classrooms (photo 6). Themes not immediately apparent emerged from the 

photographs. Such themes include the challenges posed by sharing buildings with 

other people; the positive/negative learning environment, the interior and exterior 

of the classroom and the gardening project and its challenges. It should be noted 

that photographs represent multifarious interpretations, as the "complex 

expression of the photographer's relation to the world" (Carlson, 2001 :124). 

Insights based on spatial and compositional arrangements can convey moods and 

emotions in a way that is not always obvious in speech (Sebald, 2007). See photo: 

4.A to photo 4.G in Chapter Four for more detail. 

Images were also used to collect data and to strengthen the evidence from the 

other data collection methods used in the study, such as reinforcing the textual 

narratives (Margolis & Rowe, 2004:199). 

3.2.5 Data analysis 

Qualitative researchers work in a reiterative way during the data collection period. 

They "build their patterns, categories, and themes from the bottom up, by 

organizing the data inductively into increasing more abstract units of information 

This inductive process involves researchers working back and forth between the 

themes and the data base until they establish a comprehensive set of themes" 

(Creswell, 2013:45). Silverman, (2005:157) noted that working in a reiterative way 

allowed me to "return to the data in its original form as often as they wish". The 

qualitative methods of data collection were used to add rigour, breadth, 

complexity, depth and richness to the inquiry (Denzin & Lincoln, 2003:4). The 
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process of analysing data in this qualitative study involved many steps: collection 

of data, preparing data for analysis, reading through data, coding the data and 

selecting themes from the coded data. 

Figure 3.2 visually describes the different processes involved in data analysis of 

this qualitative study. 

•Field notes from 
observations and 
interviews 

•Researcher 
transcribes field 
notes 

•Researcher 
obtains a general 
sense of ABET 
provision 

•Text segments 
located & coded 

•Texts are labeled 

•Text is coded for 
themes to be 
used in the 
report 

Figure 3.2 Data collection and analysis adapted from Creswell, (2013:183) 

The analysis of data in qualitative research enabled me to communicate faithfully 

to others who are interested in the data. As Wills (2007:86) explains, "the purpose 

of data analysis and reflection is to critique or make transparent the false 

consciousness and ideological distortion" which might exist without rigorous 

analysis. An example of ideological distortion in this study is the provision of skills 

in both ABET centres that participated in this research study. Critical theory as a 

human activity takes society as its object and attempts to transcend the tensions 

between individual spontaneity and the work-process relations on which society is 

based" (Warner, 2000:25- 26). The use of a critical theory in this study enabled the 

critical researcher to understand how individuals in the ABET centres (ABET 

learners, centre managers and facilitators) view themselves and the world around 

them (Kincheloe & McLaren, 2009:303). The data in this study, text/words and 

pictures were divided into groups of sentences/segments/themes. Each 

word/picture was used to determine the meaning of each group of sentences 
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(Creswell, 2008:56). The use of text in this study enabled me to identify the 

differences between the participants, ABET centre managers, facilitators and 

learners in their view of the situation. The discursive analysis also revealed the 

power dynamic existing amongst the participants. According to Mass (1984:18), 

the method of reading a text may be described as a "concrete hermeneutics 

approach. This process involves five steps: statement of the self-declared content 

of the text; description of the staging of the content; analysis of the sense and 

meaning of the staging; and finally the provisional conclusion of the analysis and 

development of competing forms of reading". By competing forms of reading I 

referred to thought-provoking findings from the raw data. 

The use of text for data assisted me to identify the discourses that emerged. "In 

qualitative research, small numbers of texts and documents may be analysed ... 

to understand the participants' categories and to see how these are used in 

concrete activities like telling stories ... " (Silverman, 2005:160). Seale, Gumbo, 

Gurrium and Silverman (2004: 198) describe discourse as "a social practice 

describing a dialectical relationship between a particular discursive event and the 

situation (s) which frames it". The use of text in this study enabled me to identify 

the discursive differences that were negotiated by the participants, ABET centre 

managers, facilitators and learners. The discursive analysis also revealed the 

powers amongst the unit of analysis under investigation. Focus group interviews in 

this qualitative research express "social facts because they are produced, shared 

and used in socially organised ways" (Atkinson & Coffey, 2004:58). 

Qualitative data analysis tends to be an on-going and non-linear process, implying 

that data collection, processing, analyzing and reporting are inter-twined and not 

merely a number of successive steps (Creswell, 2013: 182). In qualitative studies 

researchers often find it advisable and necessary to go back to the original field 

notes and verify conclusions (Maree, 2007:99). 

3.3 TRUSTWORTHINESS 

In a qualitative research, trustworthiness of the research findings depends on ''the 

combination of multiple methodological practices, empirical materials, 
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perspectives and observers in a single study that can be best understood as a 

strategy that adds rigor, breadth complexity, richness, and depth to any inquiry" 

(Denzin & Lincoln, 2011 :5). Through triangulation of data, reliability and credibility 

of this research were sought (Creswell, 2008:266). 

3.3.1 Validity 

Validation is the term used to suggest whether the results or findings are accurate 

from my standpoint, participant, or the readers of an account (Creswell, 2003: 195-

196). According to Silverman, (2005:380), "researchers respond to validity 

concerns by describing the warrant to their inferences" I ensured validity by using 

the proper instruments for the data collection. Where there was no clear clarity in 

the answers and explanations provided by the respondents I used a probing 

strategy to get more answers and clarity to the questions until a point of saturation 

was reached. The research participants were asked similar questions as indicated 

in Appendix C, D, E and F about the phenomenon under investigation: how they 

receive and experience it. 

3.3.2 Reliability 

In qualitative research reliability is the "consistency with which instances are 

assigned to the same category by different observers or by the same observer on 

different occasions" (Hammersley, 1992:67). Reliability in this study was observed 

in the raw data that was collected from the different participants in this study. 

3.3.3 Triangulation 

According to Bryman, (2012:717), "triangulation is the use of more than one 

method or source of data in the study of social phenomenon so that findings may 

be cross-checked". Triangulation is a powerful strategy for strengthening the 

quality of a research study (Krefting, 1994:20; Bryman, 2004:275). Qualitative 

inquirers triangulate among different data sources to enhance the accuracy of a 

study (Denzin, 1978:291; Creswell, 2008:266). I used four different research 

strategies to collect data. In the focus group and one-on-one interviews research 
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participants answered similar questions in similar order. Participants were given 

enough time to respond to the questions. I verified the answers given by the 

participants before moving to the next question. This allowed the participants to 

clarify their answers and refute or agree with what I have captured during the data 

analysis. This worked well because the use of different data collection instruments 

compensated for shortcomings of any one data collection instrument. 

3.4 ETHICAL CONSIDERATIONS 

Approval for conducting the research was obtained from the Director of the ABET 

Department and the Department of Education in the North West Province (see 

Appendix H). I was also granted permission to conduct the study by the University 

of South Africa's ethical clearance committee in the College of Education (see 

Appendix M). Names of the respondents were not revealed in the study. All 

information provided was treated as confidential. Participants in this study were 

fully informed about the nature of the research in which they were participating. 

Participants were treated with respect and their dignity was considered to be very 

important. The research procedures did not cause any psychological harm to the 

participants, nor invade any privacy. Confidentiality and anonymity were 

maintained throughout the study. Participants were also informed of their right to 

withdraw should they so wish during the study. All data was stored in a safe place 

and will be retained for a period of four years before being destroyed. I will 

communicate the results by sending the summary of the research findings to both 

ABET centres that participated in this study. 

3.5 CONCLUSION 

This chapter, in presenting the research design and methodology, the methods of 

research and the means by which data were collected, served as an argument to 

support the choice of the two case studies used in this research study.The 

limitations that the small sample imposed have to be offset by the breadth of the 

Literature Review in Chapter 3. The discussion in the chapter about the data 

analysis and ethical considerations support what follows in Chapter 4, namely the 

findings of the research. 
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CHAPTER FOUR 

PRESENTATION OF FINDINGS FROM DATA COLLECTED AND 

ANAL VSIS OF FINDINGS 

4.1 INTRODUCTION 

This chapter presents the discussions of research findings which were collected in 

pursuit of answering the questions guiding the research study, namely, 'What is 

the relevance of the ABET programmes in the provision of knowledge, skills and 

competencies to the adult learners' needs?"; "What is the significance of the ABET 

programmes in assisting adult learnersto generate their own employment? and 

what are the training models which are used in ABET centres?". 

In this chapter the data are presented and shown to have been analysed through 

qualitative examination and interpretation of semi-structured interviews with centre 

managers and facilitators; focus group interviews with learners, observations, and 

interpretations of photos/visuals. The analysis of the documents resulting from the 

transcripts as well as the teaching and learning materials at the centres and the 

visual images was done to discover underlying meanings provided by "social 

actors and patterns of relationships" (Babbie, 2007:378). 

4.2 QUALITATIVE DATA PRESENTATION 

During the preparation of the tools for data collection for this research, namely the 

photos, the interview protocols and the observations, I was guided by two 

overarching ideas. Firstly in the context of the economy of the North West 

Province and its educational system, what would the needs of adult learners be in 

terms of vocational skills to obtain worthwhile employment? The second idea, 

which was important to keep in mind, was the status quo of the South African 

economy, its unemployment figures and the continuing disinvestment by 
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transnational companies which have exploited the Province's mineral resources 

for the last eighty years. 

4.2.1 Interviews 

The next method of collecting data was from interviews which were planned in 

advance and performed on site. I conducted semi-structured interviews with the 

ABET centre managers, individual interviews with the ABET facilitators and focus 

group interviews with learners in ABET Level One and Level Four. The use of 

interviews enabled I gained a deeper understanding about the phenomenon under 

study. It also assisted me to construct and re-construct meanings about the 

phenomenon under investigation with the help of the research participants. 

4.2.2 Individual interviews with centre managers 

As was explained to the centre managers in two separate interviews, the aim of 

these questions was to examine the relevance of ABET programmes to ABET 

learners' needs, in urban and in rural areas; to investigate the skills which are 

offered in ABET centres and to explain what informs the selection of programmes/ 

subjects/ skills studied at the ABET centres. 

MC 1 is the manager for Centre 1 and MC 2 the manager for Centre 2. For ease of 

reference the Table shows answers to the first set of questions. 
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Table 4.1 Introductory questions with centre managers 

MC1 MC2 

Gender Female Male 

Job in the ABET Centre manager Centre manager 
centre 
Highest qualification "Bachelor of Arts in "Diploma in ABET 

Education, majors: English Advanced Certificate in 
& Mathematics. Education (ACE)". 
Currently I am studying 
Honours degree in Laws 
and System" 

Is qualification "Yes, it's effective for me" "Just managing the 
enabling centre now'. 

Length of time "I Started 2011. "I started as a facilitator 
working at Centre I'm still new in the centre". in 2002 and centre 

manager since 2008'~ 
Number of facilitators "6". "5. One died in 2011, the 
working at centre DoE has not 

him since then". 
replaced 

Commencement of "16h00 Monday-Friday'. "14h30". 

classes 
Time classes end "18h00'~ "16h30". 

No. of learners "118". "75". 
enrolled 
Place in which centre "High school". "Primary school". 
operates 

Questions about the educational requirements for teaching in ABET and what the 

managers were teaching had this sort of reply: 

"People who possess any teaching qualifications in ABET are eligible to teach". 

"They used my Matric (Senior certificate) results to decide on the learning 

areas that I was supposed to teach".F5C1 

"They must have a qualification".MC1 

"They must have a qualification in adult education or any qualification in 

education". MC2". 

The response given by MC2 about the requirements of teaching in ABET centres, 

indicate that specialization is adult education or any learning areas that are 

currently on offer are not emphasized in the hiring of qualified ABET facilitators. 
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4.2.2.1 Analysis of preliminary responses /introductory responses 

The centre manager for centre 1 had academic qualifications and was continuing 

to study for an Honours degree, was teaching English, but did not have an ABET 

qualification. Nevertheless, her Bachelor of Arts degree in Education would have 

given her the theoretical background to teaching, even if it had not prepared her to 

teach adults at an ABET level. Her teaching experience in the classroom would be 

valuable as teacher training, whether for children, youngsters or adult learners. 

The manager for centre 2 had qualifications which were relevant for teaching 

ABET, but of a lower standard (diploma and certificate) than those of the first 

facilitator in terms of academic qualifications. However, although he did not have 

an educational background with its emphasis on theories about how learning 

happens, he had worked as a facilitator in the ABET centre before becoming a 

centre manager. One could say his prior learning had prepared him for some 

aspects of teaching. Whether that was a useful preparation for the position as 

manager of his centre was not discussed. Learning time was extremely short, 

being only two hours a day. That would mean a facilitator would need to know "all 

the tricks of the trade" of teaching to get enough learning done in so short a time. 

One of the facilitators had a diploma in business but was teaching English and 

Life-Orientation (LO) without formal knowledge of the subjects. 

Categories related to the qualifications held by the staff and their relevance to 

teaching ABET, gave rise to a theme 11having teaching experience in 

pedagogy". 

"I have a diploma in ABET .. . I am teaching HSS (Human Social Sciences), EMS 

(Economic Management Science) and English". (F1 C1: Facilitator 1 at Centre 1 ). 

"My highest qualification is higher diploma in ABET.. . I am teaching LO". (Life 

Orientation (F2C1: Facilitator 2 at centre 1) 

".. . highest qualification is Higher diploma in ABET. . . I am teaching maths 

literacy, LO and EMS ". (F3C2: facilitator 3 in centre 2). 

Linked to the preliminary questions were those which dealt with the subjects and 

skills on offer at the ABET centres at the four ABET levels (Table 4.2). 
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Table 4.2 Subjects taught at ABET centres 

CENTRE1 CENTRE2 

Level1 

Life orientation (LO) Life orientation (LO) 
Literacy in English Literacy in English 
Literacy in SeTswana Literacy in SeTswana 
Numeracy Numeracy 

Level2 

Life orientation (LO) Life orientation (LO) 
Literacy in English Literacy in English 
Literacy in SeTswana Literacy in SeTswana 
Numeracy Numeracy 
Level3 

Human and Social Sciences Human and Social Sciences 
English English 
Travelling and Tourism Travelling and Tourism 

Level4 

Human and Social Sciences Human and Social Sciences 
English English 
Travelling and Tourism Travelling and Tourism 
Ancillary nursing Ancillary nursing 

The subjects are those laid down by the Department of Education (DoE) for 

ABET learners. 

The facilitators and learners all spoke of "skills" when they meant "subjects", 

leading to a great deal of confusion. The reality of what was being taught as 

subjects and skills was different as it emerged from the interviews. In relation to 

Centre 1, on offer currently was Language, Literacy and Communications (LLC1 & 

2). In terms of skills, she (MC1) said, "Construction and Building are not offered 

yet but the facilities are there"; "Cooking is currently being offered in the centre". 

When I asked the centre manager about her understanding of skills development, 

she seemed unsure. What this centre manager at Centre 1 was doing was 

purposefully evading the truth about what the ABET learners were learning with 

what the SETA group in the nearby primary school were learning. This manager 

was also in charge of the SETA group. She had the running of both the ABET 

learners' education and the skills development of the failed Matriculants. The only 
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person who knew about this situation was someone who served on the ABET 

school board. 

At Centre 2, many different kinds of learning were offered. The centre manager 

explained that the subject currently on offer was Human Social Sciences (HSS). 

The skills theoretically taught were Ancillary Health Care, Travel and Tourism and 

Crop Production. However, only Crop Production was currently being offered in 

the centre, but from the AgriSeta. One must admire the principal for setting this up. 

The centre manager spoke of the terrible circumstances in which his learners 

lived: "In this village there is a high rate of poverty and HIV, most of the people 

here are unemployed. The population from this area survive through the grants 

that are provided by the State. Some of the grants include child welfare grants and 

pension funds". However, this centre manager obscured the truth of the learning 

on offer. The adult learners were not able to join Crop Production classes as these 

were given to the Seta group (using the same facilities as the ABET learners). It 

took a protest over 2/3 months by the adult learners to be permitted to join the 

Crop Production course. 

The centres are also responsible for the "old Matric certificate programmes" which 

means there are three programmes (ABET learning centre, Matric and the 

AgriSeta) being run in the centres concurrently. The manager of Centre 2 said in 

the North West Province they were not allowed to teach the old Matric learners. 

Their focus was only on ABET Level 1 to ABET Level 4. The reason they assist 

the old Matric learners was because the Department of Education expected the 

centre manager to help during the June examinations. 

The centre manager from Centre 2 explained that, "here in the NWP we are not 

expected to teach these learners, they are expected to read on their own, and 

then come to sit for their examinations. In other provinces these learners are being 

taught, just like the other learners in Levels 1 to Level 4'. The pity of this 

arrangement is that coming out of an ABET learning situation and writing matric as 

the next step requires as much teaching as before. It seems wrong that these 

learners are abandoned. The centre manager explained, "Learners in Level 4 

when they complete their level they receive a General Education and Training 
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Certificate (GETC) which is equivalent to NQF1, which enables them to study in 

Further Education and Training (FET) institutions. Only those who have money 

and those who are paid by their employers continue to study." He explained that 

others because of financial constraints were forced to apply for jobs such as 

cleaning, gardening, ancillary nursing, game rangers and cooking in restaurants or 

hotels. Yet others were forced to stay at home because they could not find 

employment. 

The question about what informs the selection of programmes / subjects / skills 

offered in the ABET centres had these replies: 

"They look at the demands in the market and the number of learners and the 

challenges of the village and the learners' needs'. 

However, one reply showed that there were other things which could affect the 

selection of programmes: 

"The learners in this area need to be trained in skills. I have ten sewing machines 

in this centre. The lady who used to teach the ABET learners at a very low rate of 

pay started to demand more money and I was no longer able to meet her 

demands so she has dumped us. We have the machines but there is no one that 

can teach them sewing. My plan was to open a company where the ABET 

learners could sew uniforms and tracksuits for the local schools. I am stressed 

because there is nothing much that I can do for my community. We do not 

empower the learners accordingly in the ABET centres" (MC2). 

Questions about relevance of programmes to learners' socio-economic needs, 

and the link between programmes or skills offered and the employment market 

yielded these answers: 

"The programmes are relevant. Two of our students who completed Grade 12 in 
our centre are now studying in the Eastern Cape. One is studying law, the other is 
studying medicine. Also one of our students who worked in the police force has 
been promoted at work. Another that was working in agriculture has been 
promoted". 

"There is relevancy to what I can learn and what I want to do in future". 

"I am not sure yet". 

"Yes, I will say there is relevance, because we are doing what the curriculum 
requires such as teaching LO (Life orientation), EMS (Economic Management 
Systems). 
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Mathematics, you know .... " (MC 1 J 
"I am learning, but I have not mastered English". (P3C1: Participant 3 in centre 1 J. 
"Indeed they are relevant. After completing their ABET classes the learners are 
encouraged to open co-operatives". (MC1). 

" .. . can read and speak Setswana but I have not mastered English". (P2C1: 
participant 2 in centre1 ). 

Questions about whether centre managers were happy or not with their jobs and 

what the challenges were in their work including whether there were challenges 

obtaining books/print media had these answers: 

"I am happy with my job. I see myself as contributing to the development of our country". 

(MC1) 

"No I am not happy". (MC2} 

The centre managers gave different views about their job satisfaction. MC1 was 

happy with her job while CM2 was not. 

Questions about challenges faced by learners at the centres in the North-West 

Province yielded these answers: 

"We have exercise books that we use for writing, but we don't have books for 
English and Setswana". (P1C2: Participant 1 in centre 2). 

"We don't have books and a school of our own." (P1 C1: Participant 1 in centre 1 ). 

"We have exercise books that we use for writing, but we don't have books for 
English and Setswana". (P3C1) 

The response given by P3C1 when asked about availability of materials in their 

learning centre indicate that ABET centres are faced with lack of resources which 

are crucial in their learning and creation of new knowledge. 

Questions about challenges faced by facilitators at the centres in the North-West 

Province yielded these answers: 

"If we can have resources like our own facilities . . . Our learners come late 

because they attend after lunch. If they can come early like in the other school say 

at 08h00 it can be better". (MC1 ). 
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"Sometimes the department can provide us with_ 20 books, and then who are you 

going to give to and who will be left out? . . . Last year I was teaching Arts and 

Culture. I struggled. I had to find my own books". (F1C1: Facilitator 1 in centre 1) 

"In this centre learners drop out in winter because of the harvesting of grapes in 

Kakamas. Some learners attend funerals, for example: for two weeks in 

Klerksdorp... because of traditions and culture after the funeral they still remain 

with the bereaved family, then when the process is over that's when they come 

back to attend classes... its problematic, you have to go back as a teacher to 

teach them what they have missed. Also you have to prepare for the group of 

learners who have been coming to class. So you find yourself teaching in reverse". 

(F7C2: Facilitator centre 2). 

"Eish, the learners don't come to school, they absent themselves. They can be 

absent for a week. They don't do their homework and they will give you excuses 

that they have done the homework but have forgotten their books at home". 

(F1C2) 

In response to the query about the government budget being lean for ABET, and 

the plans of the DoE for including/ providing skills to ABET learners were: 

''ABET is not taken seriously as the other factors of education". (MC 1). 

ABET is not taken seriously". (MC2) 

In response to the other questions tabulated in the Appendix, the answers given 

by the two centre managers are summarised. However, the full transcripts can be 

read in Appendix M. There is an accompanying CD; one contains the verbatim 

responses. 

Analysis of responses about qualifications, subjects and who is using the facilities. 

In both centres there are 4 groups of learners using the same facilities (Table 4.3). 
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Table 4.3 Different groups of learners found in ABET centres 

Centre 1 Centre2 
Hiqh school pupils (formal) Primary school pupils (formal) 
ABET learners Levels 1-4 (formal) ABET learners Levels 1-4 (formal 
Matric learners from ABET level 4 Matric learners from ABET level 4 
SET A learners (learning vocational skills & SET A learners (learning vocational skills & 
earning stipend) earning stipend) 

1 . There are learners from Level 1 to Level 4 who come to learn and then write 

examinations at the end of the year. These learners are being taught by the 

facilitators. At least some of the facilitators had qualifications no matter how 

inadequate to their tasks. 

2. There are learners who did not complete their studies during the apartheid 

era (as old as 67 and 71 ). 

These two centres are responsible for assisting with the smooth operation of the 

June examinations. These learners, however, are not being taught by the 

facilitators in the centres. 

4.2.3 Individual interviews with the ABET facilitators 

In total eight facilitators were interviewed in this study. Four facilitators were from 

Centre 1, the other four were from Centre 2. 

Of the eight facilitators interviewed in Centre 1 and two, four facilitators were from 

ABET level 2, (F1C1and F2C1 ,) and two from ABET level 4 (F3 C1 and F4C1). 

Similarly in ABET Centre 2 two facilitators were from ABET level 1 (F1 C2 and 

F2C2) and two from ABET level 4 (F3C2 and F4C2). 

In 3.3.5 the details of the facilitators' gender, ages, qualifications and 

responsibilities are listed. None of the facilitators and centre managers in both 

Centre 1 and 2 had qualifications for the learning areas for which they were 

responsible. Qualifications are not a necessary predictor of good 

teaching/facilitation of learning materials. 
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In response to the set of questions about skills in which they themselves were 

trained, ( questions 7-10 in Appendix F) and able to offer at the centre, some 

verbatim responses recorded: "No"meant no skills expertise. 

"I was only trained to teach ABET". 

Although Centre 1 in theory offered Hospitality, Electricity, Plumbing, Construction 

and Gardening, one facilitator said, 

"Hospitality was offered from ... November 2011 till March 2012'. 

Another facilitator said, 

"The skills are often changed within 3 months". 

At Centre 2, the facilitator reported, 

"We have been offering Carpentry, Bricklaying, Agriculture, Electricity and 

Beads. 

Further, 'We don't train learners, somebody from outside come to train the 

learners". 

The set of questions relating to the numbers of learners and success rates are 

offered in Tables 4.3 and 4.4: 

85 



Table 4.4 Centre 1: Numbers of learners and success rates 

Question F1C1 F2C1 F3C1 F4C1 
Learners that [Unable to answer] [Unable to 
have answer] "10 out of "6 out of 13 
successful 20·: have passed 

finished the well in 2011 ". 

previous 
level that he 
was teaching 
Number of [Unable to answer] "In Level 3, I I have 39 45 
learners in have about 45 learners in 

your class learners and my class". 
50-60 
learners in 
level 4". 

Do you keep [Unable to answer] "Yes': [Unable [Unable to 
progress to answer] 
reports for answer] 
learners 

Table 4.5 Centre 2: Numbers of learners and success rates 

Question F1C2 F21C2 F3C2 F4C2 
Learners that [Unable to "9 learners "There were [Unable to 
have successful answer] out of 15 20 learners. answer] 
finished the passed': 4 dropped -
previous level out and 16 

that he was wrote 

teaching examination, 
6 failed". 

Number of 3 15. 10 25 
learners in your 
class. 
(Some of the 
statistics were 
gathered during 
observations by 
me) 
Do you keep "No". No the "Progress "Yes we have 
progress reports principal records are lockers in the 

for learners keeps the kept in the classroom, 

records". files we where we put 
have in our things". 
lockers". 
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In response to questions about programmes offered in their ABET centres, in 

terms of whether they were relevant to equip ABET learners for employment, and 

what sort of employment it would be after completing all the ABET levels/ training, 

the responses are tabulated in Tables 4.5 and 4.6: 

Table 4.6 Centre 1, ABET Level one in relation to employment 

Questions F1 C1 

Relevance of "40% of the 
ABET learners 
programmes 
in providing might find 

learners with jobs ... ". 
employment 
skills/ skills 
that they can 
use to find 
employment? 

Types of jobs 
that they can 
get? 

"Some might 
be employed 
in white 
collar jobs. 
Others might 
be self 
employed. 
This will 
depend on 
their 
seriousness 
with their 
school work'. 

F2 C1 

"Yes and no, 
yes one of our 
former 
learners is 
working at a 
clinic nearby 
our ABET 
centre, but 
others are 
hired as 
auxiliary 
nurses". 

"Others end up 
in level 4". This 
though depend 
s on the 
availability of 
funds. 
Learners who 
are sent by 
their 
employees 
usually go a 
long mile". 
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F3 C1 F4 C1 

"Those who "I normally 
dropout in highlight the 
high school boundaries 
they come to where they 
complete come from and 
their where they are 
education going to. But 
here and the thing is 
then get a that, not always 
certificate". it can take 

"Some were 
able to train 
in axillary 
nursing". 

them there. 
. .. most of our 
learners end 
here because 
they can- not 
afford to enrol 
with any FET 
college." 

The facilitator 
was referring 
to the ABET 
education 
"They may be 
self-employed". 



Table 4.7 Centre 2, ABET Level one in relation to employment 

Questions F1C1 

Relevance 
ABET 

of "When they 
complete Level 4, 

programmes 
providing 

in there are posts that 

learners with 
employment 
skills/ skills 
that they can 
use to find 
employment? 

Types of jobs 
that they can 
get? 

are normally 
advertised by the 
Department of 
Labou~ Public 
Works and Finance. 
Others get stuck 
because of financial 
constraints'. 

"Working as cleaners 
and gardeners or in 
self- employment". 
"One learner has 
opened a tuck-shop 
business; in 201 O we 
didn't have skills in 
the centre. I think 
studying EMS has 
assisted this learner 
to start his own 
business. EMS deals 
with business skills'. 

F2C1 

"There are 
government 
posts for 
Level 4; the 
Public Works 
and 
Provincial 
hospitals hire 
the learners 
as cleaners: 
males are 
hired as 
gardeners'. 
"One learner 
has been 
hired as a 
cleaner in the 
Department 
of Justice". 

F3C1 

"There is 
relevancy". 

"Cleaning". 

F4C1 

"Learners 
get 
cleaning 
jobs". 

Males get 
gardening 
jobs, the 
female 
learners 
get 
cleaning 
jobs". 

Questions about the need for ABET classes and their impact were positive: 

"ABET classes are crucial because most of our learners are disadvantaged. 
They come from the following types of background, namely child-headed 
families". 

"They cannot read and write, maybe because they have never been to school 
because of lack of funds in the family". 

"Yes, the ABET classes help the youngsters and the adults to complete school. 
Most of the adults who come to this centre don't have writing, reading and 
numeracy skills. When they start they are unable to sign their names and 
withdraw money from the ATM's". 

There were responses about being able to read the Bible and Setswana 

newspapers. 

" ... Yes, ABET gives them light. Some women told me that, they can now read 

Bible newspapers written in Setswana. (F2C 1 ) . 
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"I like coming to the centre. It has opened up my brains. When I go to Fruits and 

Vegetable shop, I can read the road and board signs". (P2C2). 

Questions about challenges at the centre drew these responses; 

"The villagers don't like school, they only want to come to the centre when there 

are skills offered; if we can offer skills we can have more learners in the centre". 

"When we offer skills learners get a stipend, for the skill such as gardening (crop 

production) some learners received R1000, others got R500". 

"Learners that were not involved in the gardening skill did not receive any 

money". 

"I have a problem with learners who do not come to school, at times they don't 

come to school for the whole week. They don't do their homework and they will 

make all sorts of excuses for not submitting in time". 

"When the learners come back to school you are forced to go back in-order to 

cater for them; in the process this delays your progress. Now it's April I am not 

pleased about my progress as a facilitator". 

"Salary scale is not the same for people with the same qualifications". 

"Most of the learners are not motivated to learn. They are forced by their 

parents to come to school". 

"Absenteeism is high in winter. When you ask them why they are not coming to 

school, they will tell you, 'It is cold". 

"I am working with a contract; the information that is in the contracts is not the 

same. In the first contract that I signed, the salaries were adjusted and increased. 

After that we were called and told that we had signed the wrong forms. In the 

second form the salaries were reduced and the information was not the same as 

the first form. Every time when we renew a contract we should get an increment 

but instead the opposite is happening." 

"The DoE has promised to introduce skills in my centre but they have never 

introduced them. The crop- production is the principal's initiative". 

Inquiries about what should be done in future in order to improve the current 

situation of ABET centres had these responses: 
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"The government must include the 'training' component of ABET and include a 

stipend, then learners will be motivated to come to the centres because they will 

be getting some money". 

"Facilitators must be paid according to their qualifications". 

"I work as temporary staff; my job does not have a guarantee; I can't even apply 

for a loan". 

4.2.3.1 Analysis of interviews with facilitators 

The facilitators view their jobs as full of challenges, from their positions as 

temporary, underpaid staff to the problems of a lack of support in terms of 

materials supplied by government ( "Books and printing are serious problems in this 

centre':· " We have books only in the higher level, L3 and 4. There is a shortage of Maths, 

Setswana, and Life Orientation books'). The learners were often problematic in terms 

of absenteeism (" Drop-outs during winter, because of grape harvests in Kakamas. 

Learners drop-out if they get piece jobs then after the piece jobs they come back to class. 

Others drop-out because of funerals; during funerals they are expected to stay two 

weeks; after that they wait for the cleansing ceremony, before they can go back to class'). 

The facilitators are focused on their immediate needs and their interaction with the 

learners. Their suggestions for improvements for ABET by government reflect the 

idea that government should provide the skills component of the training and they 

do not ( "We don't train learners, somebody from outside comes to train the learners"; 

'The Sewing skills have been put off, because the women who were teaching the learners 

sewing wanted to be paid and the centre does not have money'; "The DoE has promised 

to introduce skills in my centre but they have never introduced them':· "The crop

production is the principa/'s initiative".) 

There is general ignorance amongst the facilitators about the National 

Qualification Framework level of ABET compared to the normal formal schooling 

system. One facilitator reported that her learners receive a certificate equivalent to 

Grade 12 if they have passed all their subjects. The fact is that once the learners 

have completed the ABET level 4 requirements they receive a certificate that is 

equivalent to Grade 9 in formal schooling. Those who want to continue learning up 

to grade 12 have to read and study on their own or pay tutors from the normal 
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school to teach them privately, and then sit for the Matric/ Senior certificate June 

examination. 

There was no understanding among the facilitators that the economic recession 

and the steady deindustrialisation in the country, coupled with the massive job 

losses could mean that learners would not be employable (" Some might be 

employed in white collar jobs. Others might be self employed. This will depend on 

their seriousness with their school work'). The assumption that there are jobs after 

ABET, even with a Matric, is not supported by the facts in the country. The other 

assumption about the relevance of ABET is that government should and does 

provide the jobs (" When they complete Level 4, there are post s that are normally 

advertised by the Department of Labour, Public works and Finance. Others get 

stuck because of financial constraints"; "There are government posts for Level 4, 

in the Public Works" and "Provincial hospitals hire the learners as cleaners, males 

are hired as gardeners'). 

At Centre 2 learners and facilitators decided on the skills to be taught, the choice 

or decision for selecting the skills being based on the needs of the community 

rather than directed by the facilitators. This centre is using a bottoms up approach 

when it comes to selecting the learners' programmes. However, at Centre 1 

learners learn what the centre manager and the facilitators have chosen; learners 

are not involved in this process. 

4.2.4 Focus interviews with learners 

The group interviews with the learners had them record introductory answers to 

the questions set out in Table 4.8. There were a total of 118 ABET learners in 

Centre 1, subdivided into 30 on Level 1 , 30 on Level 2, 33 on Level 3 and 25 on 

Level 4. In Centre 2 there were 75 ABET learners in total and the numbers can be 

subdivided into 3 on Level 1, 15 on Level 2, 25 on Level 3 and 32 on Level 4. 
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Table 4.8 Introductory questions for ABET learners in focus interviews 

Introductory questions Centre 1 Centre 2 

Name of learner & level P1 C1 (Learner 1, centre P1 C2:, (Learner 1, centre 2 level 1) 
1, level 1) 

P2 C1, (Learner 2, P2C2, (Learner 2, centre 2 level 1) 
centre 1 , level 1) 

P3C1, (Learner 1, P3C2, (Learner 3, centre 2 level 1) 
centre 1 , level 1 ) 

P4C1, (Learner 1, 
centre 1, level 1) 

Gender P1C1: Male P1C2 Male 

P2C1: Male P2C2Female 
P3C1: Female P3C2:Female 
P4c1: Female 

Age P1C1: 21 Learners were born in: 

P1C2: "1944". 

P2C1: 24 P2C2: "1957". 

P3C1: 32 P3C2: "1961". 
P4C1: 19 

Highest education qualification P1C1: P1C2: "I started school here, in ABET'. 
before joining centre no education 

P2C1 P2C2: "I never went to school". 
no education 
P3C1 P3C2: "I started school here". 
no education 
P4C1: 
orade 6 

Are you trained to do any P1C1:No P1 C2: "There is nothina." 
practical skills in your ABET P2C1:No P2C2: "No". 
centre P3C1:No P3C2: "Here there are no skills". 

P4C1:No 
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Table 4.9: Introductory questions with the second focus group interviews 

with Level 4 learners 

Introductory questions Centres 1 Centres 2 

Name of learner & level P5C1, (Learner 1, P4C2, (Learner 4, centre 2 level 4) 
centre 1 , level 4) 

P6C1, (Learner 2, P5C2, (Learners, centre 2 level 4) 
centre 1, level 4) 

P7C1, (Learner 1, P6C24, (Learner 6, centre 2 level 4) 
centre 1 , level 4) 

P8C1 , (Learner 1, P7C2, (Learner 7, centre 2 level 4) 
centre 1 , level 4) 

Gender P5C1: Male P4C2: Female 

L6C1: Male P5C2: Female 
L7C1 :Female P6C2: Female 
P8C1 : Female P7C2: Female 

Age Learners fall under the age group of: 

P5C1: "19-20". P4C2: 

P6C1 : "19-20". P5C2: 

P7C1: "40-50". P6C2: 
P8C1 :"10-19". P7C2: 

Highest education qualification P5C1: "Grade 9 P4C2: "Grade 9" 
before joining centre and a Computer 

certificate'. 
P6C1 : "Grade 6" P5C2: "Grade 9' 
P7C1 :"Nothing" P6C2: "Grade g• 
P8C1 : "Grade 6" P7C2: "Grade 9" 

Are you trained to do any P5P1:no P4C2: 
practical skills in your ABET P6C1: P5C2: 
centre "Yes, cooking. 

In another 
place, but it falls 
under this 
centre. Here we 
are not given 
any skills ... ". 

P7C1: "Here P6C2: 
nothing': 
Pac1 :" Nothina" P7C2: 
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In response to the questions about skills offered in the centre and when asked to 

list all the types of skills, the replies were: 

"Setswana, English and Maths only"; at another centre, "They don't offer us skills 

that we do with our own hands'. 

"Setswana". (P3C1) 

"Maths, Setswana, and English". (P2C1) 

Questions relating to skills mastered after completing ABET studies, whether they 

were relevant enough for employment and what they would qualify learners to do, 

resulted in these replies: 

"Read English and do Maths". 

"I can read and speak Setswana but I have not mastered English." (P2C1) 

"I am trying to learn Setswana and English but I have not mastered them." 
(P4C1) 

Questions about what the learners aspired to: 

"Radio DJ"; "I want to clean in the government offices; I just hope the 
government can give me that kind of a job". "After completing ABET I want to 
study engineering in music marketing at Wits University". "I want to study 
broadcasting"." Cleaning". 

P 1 C 1 "I want to go to Wits and study music marketing engineering". 

P3C1 "I want to work as a cleaner''. 

P4C1 "/ want to work in the offices". 

P2C 1 "If I can just work in the rad id'. 

The question about what learners would do after completing ABET level 4, in 

respect of proceeding to the next band (Training and education) was difficult for 

learners. They were unable to explain the connection between ABET, FET 

(Further Education and Training: Taletso in Mafikeng) and HET (Higher Education 

and Training referring to colleges, technikons and universities), but they were 

aware that they can use ABET as a stepping stone for the great things they want 

to achieve in life. 

P1 C1 "With my maths I will be able to go to Wits". 
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In response to questions about challenges faced at the centre and asked to 

describe them, there was reference to the shortage of books. When asked what 

should be done in future to improve the current situation of ABET centres and 

what should be done to meet learners' needs there was constant reference to this 

need. 

PSC1 "We only have one problem, because we only have one teacher for 

Setswana. We don't have a teacher for English. The principal (referring to the 

school manager) is too busy, she is supposed to teach us, but she is not able to 

do so because she is busy running the centre". 

P7C1 "There is a function at school on Thursday, after the function she will 

come back." (This learner thinks the principal/centre manager is not 

teaching them because she is busy with preparations of a function that will 

be held on Thursday in their school). 

4.2.4.1 Analysis of learners' interviews 

The learners have high expectations of the things that they want to do after 

completing ABET modules such as studying engineering, etc. but it is still a long 

road to travel after ABET Level 4. Even to achieve a Matric certificate learners 

must resort to night school or private tuition to obtain the senior certificate which is 

the entry point to tertiary education. Money constraints and the inability to find 

employment after completion of Level 4 militate against continuing study. There 

are some instances of a correlation between completion of Level 4 and a job 

commensurate with the qualification, such as cleaning or crop production (" I want 

to be a social worker, my neighbour has motivated me a lot, but because of my old age I 

want to open a creche, and also go to FET to study catering'), but it is not the case in 

general. 

ABET learners receive learning experiences which do not necessarily promote 

self-empowerment, entrepreneurship skills, self-reliance and developmental skills 

(Frere, 1972; Nyerere, 1968). Instead, the learners are taught school subjects 

contrary to their expectations that they would learn vocational and technical skills. 

Findings also revealed that learners cannot proceed to the next ABET level until 
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they have mastered or satisfied the requirement standards as set by South African 

Quality Assurance board (SAQA). 

4.2.5 Visual data, photos 

As explained in Chapter Three, one of the tools used to collect and analyse data 

was photographs. The use of pictures enabled me to visualize meaning-creating 

aspects other than those consciously formulated in speech during interviews or 

writing (Schwartz, 1989:120). There are different ways of conceptualizing visual 

images: realist and reflective approaches are the two primary ones (Wiles, 

Prosser, Bagnoli, Clack, Davies, Holland & Renold, 2008; Hurworth, 2003). 

Conceptually a "realistic" approach belongs to the traditional framework - a 

photograph captures an event or setting which became a fact for me to interpret. 

Conceptually a "reflective approach" as far as visual images are concerned, 

entails an awareness of, and sensitivity to, the ways in which I as a person has an 

impact on what a photograph reveals. This sensitivity requires a grasp of the way 

that one's age, culture, gender, class, ideology, philosophy, epistemological 

position, value system, background and academic proclivities influence what is 

being photographed, how it is composed, and the role those informants and others 

may play in influencing the resulting image. 

A reflective approach enabled me to sympathise with the learners' difficulties as 

they waited, in Photo 4 A. Some of the important visual images are presented 

below. Following each photo is a realistic description and the reflective results of 

making meaning of the photo are discussed more fully in the analysis of the 

findings (4.2.1.1) 
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Photo 4.A 

Outside the Classroom 

This photo (4.A) shows ABET learners, facilitators and their centre managers 

standing outside their ''borrowed school" premises, waiting for the main users of 

the buildings to finish their daily business. The photo shows the problems of 

inadequate space and lack of facilities which ABET learners are faced with. The 

ABET learners are standing outside in the sun on the right hand side of the picture 

and are ranged along the wall. They are not provided with a waiting room with 

seats. On the left the facilitators have their backs turned away from the learners. In 

the centre are the pupils, the ones who count at the school which has been largely 

conceptualised as a formal school not as an ABET centre. This "realistic" picture 

shows that the ABET centres are not conducive for teaching and learning for the 

ABET learners. 
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Photo 4.B 

Inside one classroom 

This visual image (4.B) depicts the inside of a classroom with many seats not 

occupied. The three learners who were present were on the other side of the 

classroom; the rest were absent working on the farms as seasonal workers 

(harvesting grapes). The seats are very small and the desks very low as they are 

made for primary school children. The photo was taken from above, from where 

the teacher stands daily in the classroom, and also the facilitator. Paint was 

peeling from the walls and there were no charts or learning materials. The majority 

of the learners in this centre, (Centre 2), do not attend classes regularly and this 

has a negative impact on their education. 
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Photo 4.C 

Outside learning environment 

The visual image depicted in photo 4.C above was taken from the verandah just 

outside one of the ABET classes. The edge of the verandah cuts into the scene 

and acts as a barrier between the rubbish and the space which the adults have to 

use for their learning. The photo shows papers and plastic, which have been 

carelessly dropped by the pupils right beside the bin, on the dusty ground within 

the environment of the school. The reality captured by me in this visual image is 

that ABET learners are forced to learn in a dirty and unhealthy setting which is the 

result of the young pupils' lack of concern for their surroundings. The visual image 

also reveals that the managers, teachers, facilitators, parents and government 

take no responsibility to teach the children to respect their learning environment 

and enforce cleanliness. 
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Photo 4.D 

Litter and dirty papers inside a classroom 

Photo 4.0 above was taken inside one of the ABET centre classrooms from the 

position of a learner who would be sitting at a desk with the teacher's desk to the 

right of the photo. The photo is from an adult learner's perspective. There is litter 

right next to the bin all over the cement floor giving the impression that the floor is 

rarely swept. The walls are dirty where the duster has been banged to rid it of 

chalk dust. The walls are not plastered. The sense of hopelessness and 

powerlessness is displayed in the graphic representation of the emptiness of the 

front of the classroom. It is a classroom which is not designed to encourage 

learning, give hope or motivate learning and in no way promises that learning can 

be enriching for the spirit. 
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Photo 4.E 

State of Furniture in a Classroom 

Photo 4.E shows how small the chairs are for use by adults and all the desks are 

joined together. The desks are regimented so that the teachers can move easily 

and control the learners. Adult learners cannot form groups, to share knowledge 

and to sit comfortably. This photo is from the facilitator's perspective. He/she is in 

charge of the learning and the learners cannot respond easily due to the 

restriction of the furniture, except as receivers of knowledge. The picture also 

shows that there is litter on the floor. What this particular portion of the visual 

image shows is that the upkeep of the classes is very poor and almost non

existent. 
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Photo 4.F 

Furniture used by ABET learners 

Photo 4. F depicts an old seat of a wooden desk that has been used for many 

years and has not been replaced or repaired. The seat shows some violent graffiti. 

The seat is small, dilapidated and unsafe for an adult. The close-up photo was 

taken to make the graffiti plain. The fact that at a school for the young there are 

depictions of such violence and hopelessness must be sad for adult learners who 

might have invested great hopes in the future of the "Born Frees" (Times Live, 

2015:1). 
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Photo 4.G 

Entrance to the garden 

Photo 4.G was taken at the entrance of the garden. This photo shows the poor 

condition of the gate, old fence and garden beds without any vegetables. This may 

be because of the birds that eat the plant seeds or lack of water. The garden is not 

being cultivated. There is a huge tree inside the garden providing shade. 
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Photo 4.H 

Inside the garden 

_________ .. -

Photo 4H was taken inside the garden. This section of the garden doesn't have 

spinach or any other vegetables growing. There are papers littering the ground. 

The fence of the garden is in disrepair and as a result livestock in the area graze 

in the garden. The condition of the fence reflects the poverty of the ABET learners 

in the village. It is overrun with weeds indicating that there is no proper upkeep of 

the garden. 

4.2.5.1 Analysis of photos 

I used both realist and reflective approaches in conceptualizing visual images 

taken in the research sites. I was sensitive to the images that were captured in the 

research site because they were able to tell a much bigger story regarding 

disparities in the provision of ABET programmes in the NWP. However, using a 

visual methodology has its own weaknesses. Pink (2001) argues that ''there is 

recognition of the fluidity of the meaning of images", implying that they can never 

be fixed and will always be viewed by different people in different ways. I took 
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cognisance of this weakness by allowing the objectives of the study and the 

research problem to guide me into identifying the challenges that the phenomenon 

under study poses to the unit of analysis/ research participants. 

Photo A reveals the sensitive and salient challenges that education previously 

designed for Black and poor citizens of the country experienced. The unfortunate 

part is that this picture also tells a much larger story which is to do with the lack of 

service delivery in education in a post-apartheid state. Therefore the picture 

silently reveals that the inequalities in the provision of ABET facilities continue 

despite the rhetoric of educational reform and equality in the current 

developmental state. More poignantly, the report shows that inequalities still 

persist in the education system on the basis of race, as more Black people have to 

scramble for very few ABET resources especially in townships and peri - urban 

areas in South Africa. The photo also reports on the time that is wasted by ABET 

learners and facilitators while waiting for the building facilities to be free. 

Photo B shows that the ABET programmes/ curriculum are irrelevant to the 

learners' needs. Learners have to prioritise and attending ABET classes is not as 

urgent as earning money to eat and feed a family. They need to be seasonal 

workers to earn something immediately. Another message that comes through this 

picture is about the political economy of the country: the majority of people in such 

poor neighbourhoods will need to work on the farms to earn a living. In the 

process, they are not able to attend ABET classes that are not essential in 

equipping them with critical skills that enable them to be employed or to create 

their own employment. There are no tools in the classroom for gaining practical 

skills, let alone learning charts about vocational and technical skills that are 

essential in their socio-economic development. The Education Department does 

little to improve the condition of the space in which learning takes place, either for 

pupils or adult learners. 

Photo C shows that the two ABET centres are located in poor neighbourhoods 

and characterised by dirty and unhealthy environments which hinder learning and 

also cause diseases to the facilitators and learners which can in tum affect 

influence their performances (Manaf, 2015). There is no pride in keeping the 
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environment clean. There is perhaps no concept for the teachers and learners of 

aesthetics assisting in learning. As cognition and emotion are intertwined and 

positive emotions assist in learning and especially solving problems and enabling 

adaptive and flexible thinking (lsen, 2002; Malamed, 2015), the aesthetics of the 

classroom and school are vital (DCUM, 2003). The failure to link positive emotions 

with learning in an environment which is at least clean might be attributable to the 

historical inequalities between black and white education provision but it also 

points to an attitude that it is always someone else's responsibility. 

Photo D suggests that the ABET learners are not able to clean their learning 

environment before they can embark with their learning because they only have 

two hours of learning (they also walk long distances to get to the centre). 

Reflectively, we can argue that the presence of papers on the floor also shows 

that both the facilitator and learners really do not care about their teaching and 

learning environment. At a much deeper level, the visual image shows that the 

users of this classroom including the facilitators have no real sense of ownership 

of these facilities, hence the lack of care. They are actually alienated from their 

classroom and its environment. In the end, very little effective and even 

transformative learning can take place in such an environment. There appear to 

be few positive emotions associated with the cognitive processes of learning in 

such a classroom. 

Photo E shows the crowded nature of the classroom and the way the chairs are 

arranged makes it very difficult for a facilitator to use teaching methodologies other 

than the teacher-down-to-the-learner ones - the teacher centred approach for 

teaching. Therefore, we can easily conclude that there is very little effective or 

even emancipatory or transformative learning (Freeire, 1972; Mezirow, 1981; Hart, 

1990; Cafferella & Merriam, 1999) that is taking place in these classes. Further the 

seating of adults on children's seats at school reinforces the old apartheid claim 

that Blacks were "perpetual children in need of parental supervision by whites" 

(Hartshorne, 1992:41 ). 

Photo F reveals the same theme of "lack of resources in the ABET centres". 

This particular picture shows that furniture in such a centre has not been replaced 
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for years. Additionally there is a lack of care from the government and the Centre 

1 authorities as well as the adult learners. Educationally, it also shows that no 

effective learning can take place in an environment in which furniture is unsafe. 

We can also surmise that the photo shows that the Government and the ABET 

Directorate are paying little attention to the running of the ABET centres in terms 

of resources. This particular visual image also indicates that the government does 

not take care of the furniture in the schools. The schools are also reluctant to take 

care of their furniture themselves. 

4.2.6 Observations in Centre 1 in terms of observation protocol 

I gathered additional data by using observations tools. I observed the different 

types of skills and training schedules on offer in both ABET centres. Using the 

observation method enabled me to experience and also acquire first-hand 

information from the different dimensions which were offered by the research sites 

and participants. 

While observing the research sites and the participants in their neutral settings, I 

played three different roles; I was: (1) a complete non-participant, and a (2) 

complete observer. Also I became a (3) complete participant (Creswell (2013:166-

167). 

4.2.6.1 As a non-participant and a complete observer 

As a non-participant observer, I was the only outsider amongst the ABET 

community in both centres. As a complete observer I 980did not interact with the 

participants, I observed and wrote memos to myself/ field notes and took photos 

about what I found to be informative in answering the research questions of this 

study. For example: The observations made according to the table in appendix B 

were that the classrooms were dirty, paint was peeling from the walls, and the 

chairs were small for adult use and had graffiti. The inside and the outside/ 

veranda of the ABET classes were also filthy and not conducive for learning. 
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Inside the classroom 

There is a mixture of young and very old learners in one class. 

Lessons were offered in SeTswana and English. 

There are some learners in the centre older than 50 years. 

There is rubbish on the veranda and inside the classrooms. (See photo 4 C and 4 

D.) 

The benches are joined. (See Photo 4 E and Photo 4 F.) 

Drawings on the benches. (See Photo 4 F.) 

Learners did not have books. 

There were no books on the facilitator's desks. 

The facilitator's desks are placed on front facing their learners. 

No vocational skills were taught. 

They don't have facilities for vocational skills. 

There was no library for the learners. 

There was no staff room for the facilitators. 

Learning is strictly 2 hours despite the fact that learning started late. (See photo 4 

A). 

Outside the classroom 

I also observed that Centre 1 is located in the peri - urban area of the Mafikeng 

town. 

I discovered that a lot of teaching time is wasted while waiting tor the authentic 

formal learners I day scholars to vacate the classrooms which the ABET learners 

use as their own after hours. (Facilitators and learners, waiting outside for the day 

scholars to finish with their duties). 

Facilitators are standing on one side. They did not mingle with the learners. 

Some of the day scholars were moving up and down in between the ABET 

learners and facilitators while waiting for their other friends who were still in class. 
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Young boys coming late to class. 

After each and every period the young boys left the class at a high speed moving 

towards the toilets. 

4.2.6.2 Complete participant 

As a complete participant I attended the ABET learning classes and I engaged 

both the facilitators and the learners about what I observed inside and outside the 

classroom. 

For example: inside the classroom: I discovered that ABET learners were not 

trained or equipped to learn any vocational skills. All the ABET leaners were 

learning school subjects. 

Learners seem to know what they want after completing their ABET Level 4. 

Some learners are not happy to learn school subjects; they want to become 

clearners in the government offices. ("/ want to work as a cleaner.'? 

Some learners are happy to learn the school subjects as they see them as their 

stepping stones for enrolling at the university. ("With maths I will be able to go to Wits.'? 

There are secrets that the centre manager and some facilitators are keeping away 

from the learners. (" We were never told about skills here,,,".) 

4.2.7 Observations in centre 2 in terms of the observation protocol 

4.2.7.1 As a non-participant 

Inside the classroom 

Paint on the wall is peeling. (See Photo 4 8). 

The orange chairs are too small for adults to sit comfortably; they are designed for 

primary school learners. (See photo 4 B). 

Teaching was strictly two hours. 
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Outside the classroom 

This centre is located in a rural area 

There is a garden in this centre. (See Photo 4 G) 

There are few learners in this centre. Most of the learners in the lower level are 

older than 50 years. 

Majority of the learners are women. 

There was no staffroom for facilitators. 

One learner came an hour late while I was interviewing the centre manager. 

The plots in the garden were full of weeds. I was then told by the centre 

managers, facilitators and learners that the birds in the area eat the seeds that 

were planted by the learners. 

4.2.7.2 Participatory observation 

The oldest learner was in Level 4 and he was 71 years old. In level 4 most of the 

female learners were young dropouts from formal school. 

Learners were not taught any vocational skills. 

People here still believe and practice their culture. This is displayed by the 

absence from classes during bereavements periods. 

There is a scarcity of job opportunities in this area. Most of the male learners were 

absent from school because they were working as seasonal workers, picking 

grapes in the Kakamas fields. 

The female leaners also abandon classes especially when they get a 2 week jobs 

in the urban areas. 

There were no books for either teachers or learners. 

In this centre ABET learners respect learning time. 

The facilitator's table is in front of the learners' desks. 

Absence in class affects the numbers so learners in level 1 were combined with 

learners in level 2. During the interviews only 3 learners were present. 
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Misrepresentation of facts: facilitators are not well informed about the impact of 

the ABET level 4 certificate. Learners thought they would get an ABET Matric after 

completing their ABET level 4. Learners were angry when I told them that level 4 

is not equivalent to Matric but it is equivalent to Grade 9. 

Secrets by the centre managers: 

Learners were not told about the gardening skill on offer and had to riot in order to 

be included. 

Learners were angry when narrating their story of how they came to be included in 

the garden skill. It took unrest for the Centre Manager and the Department of 

Education to adhere to the learners' needs. 

There were excited to think that they will work as cleaners in government offices. 

Photo 4.1 (a) 

Handwritten observation notes for Centre 1 
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Photo 4. I (b) 

Handwritten observation notes for Centre 1 

Photo 4. I (c) 

Handwritten observation notes for Centre 1 
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Photo 4.J (a) 

Handwritten observation notes for Centre 2 

Photo 4.J (b) 

Handwritten observation notes for Centre 2 
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Photo 4.J (c) 

Handwritten observation notes for Centre 2 

4.3 EMERGENT THEMES OF THE LEARNERS 

The following 13 themes emerged from the data: relationship of learners with 

facilitators, lack of pedagogy, lack of localisation and indigenisation strategies -

literature review, relationship of learners with centre managers, relationship of 

policy statements to reality of practices in the ABET Centre, economic needs of 

country to have a skilled workforce, relationship of space & curriculum to needs of 

learners, relationship of policy documents to curriculum of ABET materials, 

Provision of materials to centres as the means by which learners and facilitators 

could study ABET subjects, Lack of provision by SET As (government) of skills 

experts to ABET learners, Initiatives to fill the gap caused by incompetence of DoE 

administration, Literacy and numeracy provision is only an incomplete intervention 

to the massive need for skilled labour in South Africa and Uneven provision of 

skills to selected learners 

The themes which emerged from the data were derived from a clustering of 

responses from interviews and questionnaires, observations and photographic 
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evidence, all of which seemed to have similar themes. The themes were then 

identified (table 4.10) and Appendix 0-T in CD Two shows the process of working 

back and forth/ reiterative process during the data collection, analysis of raw data 

and the creation of comprehensive set of themes in detail (Creswell 2013). 
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Table 4.10 Example of themes in relation to categories and raw data 

1 

2 

Themes 

Relationship of 
learners with 
facilitators 

Lack of 
pedagogy 

Categories Raw data 

Secrets kept from Not all learners were aware of the fact 
learners about the 
provision of skills 
training in their centres 

"We are not provided with skills in this centre; however the people in the 
primary school that is also run by this centre manager learn practical skills. I 
know about this information because I am in the school governing body ... " 

"... It's not every registered ABET learner that participates in the above 
mentioned skills, people who have to participate are chosen ... ".(F5C1) 

"I know that the hospitality skill is active. I know so because sometimes we 
go with my boss to monitor" F6C 1 . 

Relationships between " We are treated as adults" 
facilitators and learners 

"We are adults, they know that and they treat us as adults" 

Respectful of learners/ "These learners from high school who have just joined the ABET centre 
Disrespect of facilitators came with bad behaviour and disrespect of the facilitators but we were able 
for high school dropouts to channel them to the right direction now there is order. P3 Ct 

Facilitators are "/ am not trained to do practical skills".F1C2 
underprepared to teach 
the school subjects that "They use my matric results to decide on the subjects that I can teach here". 
they are currently 
offering in the ABET 
centres. 
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3 

4 

Lack of 
localisation and 
indigenisation 
strategies -
literature review 

Relationship of 
learners with 
centre 
managers 

Facilitators lack 
pedagogical knowledge 
and grounding of the 
subjects they are 
teaching in their centres 

Programmes offered to 
ABET learners are 
irrelevant to their socio
economic needs 

"They use my Matric results to decide on what I can teach in this centre" F 

"I was not trained to teach the subjects I am offering. I am teaching LO in 
this centre". F2C2. 

The vast knowledge base that ABET learners come with into the 
centre is not utilised in the ABET curriculum. Instead they are taught 
new information that requires sound cognitive skills and recalling, i.e, 
memorising skills during the evaluation periods; tests or examination 
periods. 

The school subjects prepare learners to join the formal stream of 
learning similar to that which is being offered in public and private 
schools of the country. 

The positioning of the facilitators in the ABET centres therefore permit 
them to teach using teacher- centred approaches. 

Secrets: crucial inform- "We were never told about skills in this centre. I know because I am serving 

ation about skills in the School Governing Board (SGB) of the school". 

offered in the centre is " ... we had to toy-toyi and seek answers from the Department of Education 

kept from the learners. about the provision of the gardening skill in the centre ... ". 

P6C2. 

" ... we were not even told about the toy-toying;, we heard about it from other 

learners." P2C2. 
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5 Relationship of 
policy 
statements to 
reality of 
practices in the 
ABET Centre. 

6 Economic 
needs of 
country to have 
a skilled 
workforce 

The element of power Photo 4.A 

was obvious in the Photo 4 E 

Centre, shown by the Photo 4 F 

physical metaphors 

captured in the 

images in this study. 

There is a disjuncture 

between the ABET 

Policies and the 

Practices in the ABET 

centres. 

The ''T' that stands for 

training in skills is 

ignored in the ABET 

centres. 

The White paper of 1994 was the planning document of how 

education was going to be transformed from the apartheid ideologies 

to an education system that was equal and assessable to all races. 

The white paper of 1995 states that ''the right to basic education 

applies to all persons", that is, all children, youths and adults. 

The White paper of 1995 made basic education available to all citizen 

of South Africa. This policy therefore made basic education a legal 

entitlement to which every person has a claim. Department of basic 

education and training (2010:10) also assert the above information. 

In Chapter Two of the White Paper document of 1995: the Policy 

explains that training is a vital part of any learning. 

Facilitators lack training in skills so instead people outside the centre 

are responsible for the offering of skills. 

Proper training of ABET learners in skills can lessen the burden of the 

government and tax payers of supporting people who are needy and 
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unemployed. 
In 1997 Labour 

Minister Tito Mboweni " ... during grant pay-out days, attendance is low because they all go there". 

explained that in a MC2. 

world competitiveness 

survey in 1996, South 
" ... I survive by the government grants ... " 

Africa was ranked last 'There is a high dropout in winter because of the harvest in Kakamas ... " 

out of 46 developing F5C2. 

countries in terms of 

human resources "Others if they get a piece job for two weeks, abandon classes ... " F5C2 

development and other Currently there is a mismatch between education provided to ABET 

labour market skills. learners and the real needs of the leaners. 

In winter learners in Centre 2 work as seasonal workers in Kakamas 

grape fields. 

According to Minister Mboweni, the following problems contributed to 

the poor record: of South Africa in the survey: 

• Mismatch between education and training decisions and the 

real needs of the economy and society - i.e. there is too little 

training in skills that are needed ... 

• The level of industry training is much lower than that of our 

major trading partners, leaving South Africa with major 
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7 Relationship of 
space & 
curriculum to 
needs of 
learners 

competitive disadvantages. 

• The sectors in which most growth and employment 

opportunities are likely to occur spend less on skills 

development than the national average. 

This is still relevant in the discourse on provision of skills training in 

South Africa 

The lack of physical ABET centres do not have their own physical facilities. They use 

belong public government schools that are available in their areas. 
buildings that 

only to the ABET 

centres has resulted in 

a restricted "two hours" 

of teaching time in a 

day. 

There is a disjuncture 

between the learners 

needs and what they 

are learning in the 

centre 

There is a disjuncture 
with what is envisaged 
in the policies, 

"I came here to learn a skill... you see something that I can do to sell and 
buy a bag of mealie-meal. But here we are not offered skills': P2C2 

There are a number of policies that look good on paper that deliberate 

on the provision of skills to adult learners. These policies include the: 
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implementation, 
monitoring and the 
reality that is faced by 
the ABET centres. 

Adult education Gazette March 2015, 

Draft on Adult Education released in March, 2015 

The White Paper document on Post school (2014) 

The ABET Act 54 of 2000. 

Green Paper on Adult education and training system for South Africa, 

2011 

• Green Paper 2011; For Post School Education and Training 
• The South African Qualifications Act of 1995 
• 1997 Green paper on skills development 
• The White Paper of 1995 
• The skills Act of 1998 
• The millennium goals 2013 document 
• Education for all (EFA), 2009 Country Report: South Africa. 
• Policy on Professional Qualification for further Education and 

training college lectures (2012). 
8 Relationship of There is a scarcity of The ABET policies look good on paper, however there is a disjuncture 

policy 
documents to teaching materials and between the policies and the implementation of the system. 

9 

curriculum of books for the ABET 
ABET materials 

learners. 

Provision of 
materials to 
centres as the 
means by 
which learners 
and facilitators 
could study 
ABET subjects 

There is a serious " ... we have no materials ... ". MC1 

shortages of teaching 

and learning materials 

in the ABET centres. 

"I wish we could have our own facilities so we can study and do our work". 

" ... we do have books in Level 3. Others learners such as Level 2 they don't 

have ... ".F2C2. 

'We were given one exercise book each. .. " P2C2. 

"When we started in the centre we didn't have books" P3C2. 

121 



"Sometimes the department can provide us with 20 books, and then who 

are you going to give and who will be left out? . . . Last year I was teaching 

Arts and culture, I struggled. I had to find my own books" (F1C1) 

10 Lack of Many learning "The people in learnership are not ABET learners ... ". P2C2. 
provision by 

programmes are "There was a woman from the village who used to assist with the sewing 
SETAs 
(government) of offered in ABET centres skill ... ". MC2. 

skills experts to 
ABET learners 

11 Initiatives to fill There are no funds to "We have opened a bank account for the centre. All the teachers donate 
the gap caused run the centre R20. We use the money to buy toilet paper ... "MC2. 
by 
incompetence "I have asked someone to come and provide the garden skill ... " MC2. 

of DoE 
administration 

12 Literacy and There is still a minority "I started learning in this centre" P2C2. 
numeracy 

of people in the society provision is 
only an that are illiterate and 
incomplete 

lack numeracy skills intervention to 
the massive 
need for skilled 
labour in SA 
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13 Uneven At certain centres skills 'We are not provided with skills in this centre; however the people in the 
provision of are provided primary school that is also run by this centre manager learn practical skills. I 

skills to know about this information because I am on the school governing board 

selected 
learners . "Here we are not allowed to participate in doing practical/ vocational skills. 

Certain people were chosen, but the criteria used to choose the participants 
is not clear". 

"We need to offer skills not just maths literacy". F5C1 

" .. I came here to learn a skill ... ". P2 C2 
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4.4 CONCLUSION 

The data collected from all the participants shows a daunting lack of understanding of 

what is happening in education generally and ABET in particular. There are 

assumptions about what training the facilitators or managers were to offer ABET 

learners, but could not for lack of government support from the the SET As and lack 

of money to pay independent skills' trainers. The fact that facilitators themselves have 

skills in teaching literacy, numeracy and other subjects, but not in vocational and 

technical skills, was not appreciated by the participants at all. 

124 



CHAPTER FIVE 

RESEARCH FINDINGS, MAIN CONCLUSIONS AND 

RECOMMENDATIONS 

5.1 INTRODUCTION 

This chapter is structured as follows: an introduction, summary of research findings, 

conclusions, recommendations, and suggestions for further research, limitations and 

concluding remarks. This research was aimed at investigating the problems faced by 

Adult Basic Education and Training learners in the NWP. Adult learners in this study 

referred to learners over 21 years who have never been through any formal school 

system. The data was obtained by using four different instruments: photos, focus 

groups and individual interviews, participatory and non-participatory observations. 

The key question which guided the recommendations of the research and conclusion 

was: _"Can the vocational skills deficit in this country be addressed through Adult 

Basic Education and Training (ABET)". This study investigated the extent to which the 

curriculum design of Adult Basic Education and Training programmes equip adult 

learners with requisite skills to participate in the development of the South African 

economy. In addition, the study also researched the type of vocational and technical 

skills that were offered in the ABET centres to gain an understanding of how the 

ABET learners were being prepared for employment or entrepreneurialship 

endeavours. 

Using critical theory the researcher was able to locate the NWP within a historical 

structural model and to understand how capitalism is currently affecting the citizens of 

the NWP and South Africa in general. Investigating the history of South Africa, 

knowing and understanding what happened in the past made it easier for me to 

discuss the current and the present situation which originated as a result of the 

policies passed during the colonization, industralization/capitalism in the apartheid 

eras and the last 22 years of so called democracy. 
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The interpretivism paradigm commonly known as social constructivism enabled the 

research participants namely; ABET leaners, facilitators and centre managers to tell 

how they understood the provision of vocational skills offered to them at the ABET 

centres. In addition, critical theory assisted me in unveiling the injustices faced by 

ABET learners in the NWP and exposing the forces that prevent individuals from 

making crucial decisions which could lead to personal and community development, 

emancipation of their minds and change in their society. Constructivism as a critical 

epistemology enabled me to analyse and interpret data that was collected using the 

four instruments mentioned above. The interpretation and analysis of data enabled 

me to make meaning of the stories told and to generate and identify themes which 

appeared to reinforce each other. Major themes were extracted from the data. 

5.2 SUMMARIES OF RESEARCH FINDINGS 

The inductive process used during the data collection, interpretation and analysis led 

to the discovery of multiple social inequalities in existence in the NWP and probably 

other societies in South Africa. The findings also revealed that there is lack of 

indigenization and localization of ABET curriculum. The unintended consequence of 

the ABET curriculum, is that there no link between the ABET curriculum and 

production, ABET learners that come to the ABET learning centres are from poor 

communities; there are different adult learner groups with different needs inside the 

ABET learning centres and there is a serious shortages of resources in ABET 

centres. 

5.2.1 Lack of indigenization and localization of ABET curriculum 

The findings revealed that ABET learners aspire to work as cleaners and gardeners 

in government offices. The current ABET policy makers have failed to design a local, 

indigenous education curriculum and relevant learning programmes that are 

appropriate in addressing the social ills that adult learners face on a daily basis. The 
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current ABET curriculum is entrenched in the instrumentalist approach which is driven 

by the human capital approach. The human capital approach promotes capitalist 

ideologies (Baatjies, 2003). Human beings are seen as agents of income generation 

(Baptiste 2001; Bolton & Allais, 2008). According to The Human Development 

Strategy Document of South Africa (2009), human resource development (HAD) is 

critically important in South Africa's development agenda. The skills that South 

African citizens possess are used as a commodity to get better jobs and better 

salaries. Those without skills remain unemployed, unemployable and trapped in the 

poverty circle (Baatjies, 2003:179). The aim of formal education is to have a highly 

skilled and competitive labour force (Baatjies & Mathe, 2003). However, formal 

education can be blamed for not catering for the learning needs of adult learners 

(Rule, 2006:6). The formalization of ABET was not a mistake; it is one of the 

mechanisms the current government is using to control, create social classes, social 

mobility, power and knowledge and self-respect for some (Carnoy & Levin, 1985:52). 

5.2.2 Unintended consequences of the ABET curriculum 

The redress of the education curricula in South Africa during the post- apartheid era 

led to unintended consequences in the ABET curriculum. The curriculum makers are 

currently failing to credit adult learners with enormous amount of knowledge, skills 

and expertise which they bring into their learning classrooms. The curriculum makers 

have failed to include the plethora of epistemologies, paradigms and philosophies 

that are fundamental in the teaching of adult learners and favour the 'banking' system 

of learning. ABET learners are expected to deposit knowledge which they get from 

their facilitators in 'their empty heads', record it, store it and be able to retrieve and 

recall it during examination purposes (Freire, 1972). Memorisation and recall of 

information is promoted as opposed to transferability and applicability of knowledge 

and skills. Research has shown that adult learners have difficulty in recalling 

information for examination purposes (Johnson & Rivera, 1965; Brookfield, 1995; 

EFA, RSA, 201 O; Sandlin, Wright & Clark, 2013). The failure of the current ABET 

curriculum to conform to the learning principles of adult learners, as explained by 
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Freire, (1972); Merizow (1975, 1991 ); Knowles, (1980), can be considered to be a 

major cause of the high failure rates and absenteeism in the ABET learning centres 

(South Africa Technical Reports for 2009). 

5.2.3 Link between the ABET curriculum, employment and production 

Findings in this study revealed that there is a disjuncture between the transcripts of 

ABET policies and the socio - economic needs of ABET learners and the needs of 

future employers (Baatjees & Mathe 2004:414; Mathe & Baartjies, 2005:393-394; 

Aitchison & Alidou, 2009:19; Bolton & Allais, 2008:3). The ABET curriculum is failing 

to link training and acquisition of vocational skills with production, SETA'S, 

Department of Labour and the world of work (Edgren, 2005:42). Experienced policy 

makers and planners have been replaced by provincial education department 

representatives who know very little about ABET policy and practice (Aitchison, 

2003:151 ), which exacerbated the challenges of ABET policy making, designing of 

ABET programmes, implementing, running and measuring production in the ABET 

centres. The quantifying and breaking down of knowledge into small fragments of 

learning, focused on learning outcomes as opposed to capabilities and production, 

disadvantages the way adult learners learn. ABET centres are unlikely to yield good 

productivity because the performance of centre managers' and facilitators is not 

linked to their productivity. Human resource management at regional offices is 

problematic and there are many loopholes in the education of adult learners due to 

mismanagement and maladministration. There is inappropriate appointment of centre 

managers and facilitators. Those with connections in strategically powerful positions 

of power are usually considered. Facilitators in this study revealed that they were not 

qualified to teach the subjects/ learning areas that they were currently offering in the 

ABET centre. Good management is a good driver of productivity in any given 

production (Bloom, Dorgan, Dowdy & Van Reenen, 2007). 
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5.2.4 ABET learners that come to the ABET learning centres are from poor 

communities 

The findings of this study revealed that ABET learners come from the poor 

communities and the majority of them survive on the different social grants that are 

paid out by the current government (Walters 2004: Millennium Development Goals 

Report of South Africa, 2010). The two ABET centres and the settlements in Mafikeng 

and Modiri Molema in the NWP are located very far from the industrial and mining 

areas where most of the economic activities are taking place (Pule, 2010). People 

have to spend a lot of money on transport to reach the market places where 

productivity is happening (The Economist, 2013). Deindustrialization and the dying of 

the mining sector and the associated businesses together with the unclear trade and 

markets in South Africa, make it difficult for people to find job opportunities (Creamer, 

2016:9) and thus take care of their families. The deindustrialization processes hinder 

economic growth and development activities from taking place, making it difficult to 

even locate or identify local markets, firms, economic networks and agents that 

participate in the exchange of sales, goods and services. As a result, ABET learners 

cannot find employment. 

5.2.5 Different adult learners groups with different needs are found in ABET 

learning centres 

The findings in this study revealed that there are five different groups of adult learners 

with different learning needs and aspirations which are found in the ABET centres. 

Group A: Learners who drop out from the formal schooling at grade 9 and later enroll 

in the ABET learning centres with the aim of completing their formal education. This 

group of learners use ABET centres as their vehicle to complete their formal 

education. 
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Group B: Learners who have come to learn literacy and numeracy in the ABET 

centres for the first time in their lives. This is the group of learners that was initially 

targeted by this study. 

Group C: Learners not succeeding in formal school. One of the learners in this study 

indicated that she was failing a lot and learning very slowly compared to the other 

learners in class and her teachers advised her to attend a ABET centre near her. One 

male ABET learner indicated that he was troublesome in school and he was also 

advised by his teachers to attend ABET classes. 

Group D: Learners who did not pass matric in the formal school system but want to 

get a matric certificate, or those who have just achieved their ABET level 4 

qualification. Facilitators and the centre manager in ABET centre 2 explained that the 

ABET Directorate in Mmabatho gave them a mandate not to teach this group of 

leaners but merely to assist with administration activities during the June 

examination. 

Group E: Learners enrolled for internship programmes provided by the SETA's. This 

group was learning vocational skills such as cooking (in Centre 1) and agriculture (in 

Centre 2). This group received a stipend for participating in the learnership 

programmes. 

The other ABET group of learners did not receive any stipend despite the fact that 

some were from the same poverty-stricken communities, older and with more 

responsibilities compared to the learners enrolled in the SET A learnership 

programmes (Group E). 
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School going age 

Never been to school 

Internships 

High school drop-outs 

Grade 12 learners 

Diagram 5.1: Different Categories of learners found in ABET centres 

5.2.6 Lack of resources in ABET centres 

The findings of this study revealed that there is lack of human resources, buildings, 

equipment and funding in the ABET centres. 

5.2.6.1 Human resources 

The findings of this study revealed that facilitators in both ABET centres lacked the 

pedagogical knowledge and teaching theories of the subjects or learning areas that 

they were currently teaching. The lack of competent professionals to perform different 

tasks can be seen as a contributing factor in the high failure rates and high dropout 

rates in both ABET centres. 
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Neither centre managers had the skills to manage the learning centres. This problem 

can reflect the lack of accountability from the government at provincial, local and 

national level. 

The replacement of experienced policy makers by provincial representatives has 

destroyed the professional quality and integrity of adult education. The use of under 

qualified teaching staff has resulted in a poor standard of teaching and learning 

programmes that are irrelevant for adult learners are being taught. 

5.2.6.2 Buildings 

ABET centres do not have buildings of their own. Both centres were operating in 

public government schools. These schools were built for the blacks during the 

apartheid era, when historically black schools were characterized by shortages of 

classrooms which were poorly fitted out and lacked, teaching materials, and had poor 

teaching and learning cultures. 

ABET learners do not have access to computers or libraries in their learning centres. 

Learners in centre 2 have to travel for 37, 4 km to access the nearest library. 

5.2.6.3 Lack of machines and tools 

The two ABET centres lack equipment and tools that can be used in the teaching and 

learning of vocational skills. There were no computers for the use of teachers or 

facilitators in both centres. In Centre 1 there was a computer and it belonged to the 

centre manager. Lack of equipment to assist in teaching can also be a contributing 

factor to the poor quality of teaching and learning in the centre, and the high degree 

of absenteeism. 
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5.2.7 Lack of funding 

The findings in this study revealed that ABET in the NWP does not get proper funding 

when compared to other provinces such as the Free State and the Northern Cape. 

Facilitators were working as contract workers and working under appalling working 

conditions. ABET facilitators were not getting benefits like medical aid and housing as 

other civil servants. A review of the literature revealed that ABET was funded for the 

first time in 2008 in the NWP. 

The Member of the Executive Committee of Education, Honorable Louisa Mabe in 

her parliamentary speech for 2012/2013 announced that more than 100 youths from 

poverty-stricken rural areas that had completed learnerships were going to be 

employed at Adult Education and Training Centres as qualified tutors and earn a 

monthly stipend of R2400. 

This statement by Honorable Mabe, reinforced the findings that emerged in this study 

about the low salaries that are given to ABET facilitators in the NWP. Mabe's speech 

confirmed that the condition ABET is currently in is not a mistake, and that people 

who are trapped in the poverty circle will continue to be trapped for a very longtime 

until learning programmes directed to the emancipation of their minds and skills 

development are made available to them. The government is saving a lot of money 

by using underqualified and temporary/ contract teaching staff in the ABET centres. 

5.3 CONCLUSIONS 

The failure of ABET policies can be linked to the lack of understanding and concern 

of policy makers, government and other stakeholders 'about what adult education is' 

and the failure to realize that adult education is a specialized field with its own 

theories, philosophies and paradigms. Poverty in the NWP can be reduced only if the 

poor masses can be given opportunitie to develop employable and entrepreneurial 

skills which are key in developing individual and collective growth of the economy. 
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The use of critical theory in this study was able to expose the tensions that were 

observed between the ABET learners in centre 2, ABET officials and their centre 

manager. The power structures, class and gender issues that exists in both the ABET 

centres sampled in this study were exposed in the fragmented learning that is offered 

in the ABET centres. Rogers (2007:38) argue that in order to have effective and 

successful learning programmes for adults, the learning programmes offered to them 

should be effective and relevant in solving their problems. In other word's learning 

should be geared towards problem solving. Paul Freire, (1972:178) warned adult 

educators to refrain from using the banking teaching method and the bottom down 

approach that is currently used in the two ABET centres because because it 

contributes in creation of more problems in the communities. I argue that Adult 

education in the NWP has to be conceptualised and implemented specifically 

according to the needs and circumstances of the Province and the country at large in 

order for it to be successful. The indigenisation and localisation of ABET curricula, 

teaching methods, adult education theories and philosophies must lead to 

transformative learning outcomesthat also take into account the needs of the labour 

market and the future employer. 

5.4 RECOMMENDATIONS 

There is an urgent need to professionalize ABET. The minimum requirement for 

teaching in ABET centres should be a five year degree with majors of specialization 

in the field of study that will be offered in the learning centres. 

The current ABET programmes need to be overhauled and be replaced by 

programmes that address the socio-economic needs of adult learners, critical 

thinking, reflective thinking and emancipation of the mind. There is a need to link 

programmes that will promote the acquisition of vocational skills, productivity and 

marketing and trade strategies. There is an urgent need to provide adult education 

programmes that will be focused on addressing the different needs of learners. All the 
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programmes should include the following common skills: critical thinking, reflective 

thinking skills, transformational learning programmes, experiential learning 

programmes and emancipation of the mind. For more details see the diagram 5.2 

below. 
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•School going age 
learners 

• High school 
drop-outs and 

•Grade 12 
learners 

•Leaners that 
have never been 
to school 

learnerships & 
internsip 

Diagram 5.2 New proposed ABET learning programmes 

5.5 NEW PROPOSED ABET LEARNING PROGRAMMES 

• There is a need to provide permanent building structures that will belong to 

ABET centres which should be well resourced and equipped for training of 

vocational skills. 

• All adult learners should be provided with loans in form of a stipend. These 

loans should be paid back after the learners have been placed in work. 

Providing learners with the stipend will reduce the high dropout rates and the 

dependency on social grants and inculcate the culture of independency and 

responsibility amongst the learners. 

• There should be partnerships between ABET centres and the following 

government departments: department of education, labour, agriculture and 

health. Also with, SETA's, tourism and industries both light and heavy: the 

private and public sectors and other future employers of the ABET learners. 
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There should be clear links and demarcation of skills to be provided by each 

entity. For more details see diagram 5.3. 

Labour 

Tou rism 

Agri culture 

Education 
Industries 

Light and heavy 

Firms 

Firms 

SET A's 

Diagram 5.3 Different government departments and future employers of ABET 

learners 

5.6 SUGGESTIONS FOR FURTHER RESEARCH 

The following future research studies are proposed: 

There is an urgent need to develop a radical and transformative model of teaching in 

adult education. The learning programmes to be discussed in the model should 

address the learning needs of adult learners. The new model should also explain how 

the teaching and learning needs will be achieved. 

There is a need to conduct research that will quantify the subject knowledge gap that 

is in existence in the ABET facilitators. 
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5.7 CONCLUDING REMARKS OF THE STUDY 

This study has established that poverty cannot be solved by one entity or 

organisation such as the ABET centres or even a coalition of government 

departments on their own. The private sector, public sector, and other sectors that 

are in existence in the society need to work together to promote growth and trade. 

Politics is the driver of policy making. Lack of political and legal stability promotes lack 

of production and maladministration. Spatial agglomeration has not happened in the 

Modiri Molema district in the NWP where this study was conducted. The 

neoliberalism and instrumentalism philosophies that are promoted through the formal 

education system are to be blamed for the capitalist state, social ills and inequalities 

that the ABET learners are subjected to in their daily living. The ABET learners iri 

South Africa are seen as commodities for building the economy of the country but 

without essential vocational skills and tools. The model of teaching currently in use in 

the ABET centres prepares learners for examination purposes only. Education in 

South Africa is a tool to promote the hegemony of the ruling government and to 

create class in the society. Policy makers and the government of South Africa are 

failing to realise that international bodies such as ILO, World Bank, United Nations 

Development Programme and UNESCO have an agenda of developing, promoting 

and controlling what they regard as "the knowledge". This knowledge benefits them in 

terms of profit making and creation of their global and civilised world. 
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APPENDICES 

Appendix A: PLANNING SCHEDULE 

CENTRE I DATES PLEASE INDICATE WHAT DAY SUITS YOU 

Centre manager 1 2 April 2012 April 2012 

Facilitator 1 C1 April 2012 April 2012 

Facilitator 2C1 April 2012 April 2012 

Facilitator 3C1 April 2012 April 2012 

Facilitator 4C1 April 2012 April 2012 

Facilitator 5C1 April 2012 April 2012 

Facilitator 6C1 April 2012 April 2012 

Facilitator 7C1 April 2012 April 2012 

Facilitator 8C1 April 2012 April 2012 

Focus group with April 2012 April 2012 

learners in level 1 

Focus group with April 2012 April 2012 

learners in level 4 

CENTRE 2 DATES PLEASE INDICATE WHAT DAY SUITS 

YOU 

Centre manager 2 April 2012 April 2012 

Facilitator 1 C2 April 2012 April 2012 

Facilitator 2C2 April 2012 April 2012 

Facilitator 3C2 April 2012 April 2012 
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Facilitator 4C2 April 2012 April 2012 

Facilitator 5C2 April 2012 April 2012 

Facilitator 6C2 April 2012 April 2012 

Facilitator 7C2 April 2012 April 2012 

Facilitator 8C2 April 2012 April 2012 

Focus group with April 2012 April 2012 

learners in level 1 

Focus group with April 2012 April 2012 

learners in level 4 
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r 
Appendix B: Observations schedule 

TO BE OBSERVED 

Location of a centre 

Is the centre using an ABET building? 

Learners and facilitators arrival to 

school. 

Learners behaviour/ inside and 

outside the classroom. 

Furniture 

Skills that are offered in the centre. 

Facilities /computers/fax machine/ 

telephone 

Age of learners/ youngest and the 

oldest in the centre. 

Noise during lessons. 

Starting time and end of classes & 

frequency of classes in a week. 

Availability of books 

Physical environment 

Obstacles posed by the centre to the 

ABET learners. 

141 



Appendix C: Focus group interview schedule with ABET learners, Level 1 

Thank you for participating in this research . You are selected to be part of this study 

because you are level 1 participant in this centre. 

Re leboga go tsea karo/o ga gago mo dipatlisisong tsena. 0 tlhophilwe go nna 

motseakaro/o wa bosikasiki bona goba o le moithuti boemong ba 1 wa ABET 

setheong sena. 

You have a right to withdraw anytime during the interview without being 

punished or penalised. 

0 na le ditoke/o tsa go igogela kwa morago mo nakong ya dipoisano go sena dikgato 

dipe tse tlang go tsewa kgahlanong le wena ga o igogetse morago. 

This is a group interview to gather information about the relevance of the ABET 

programmes to your socio-and economic needs as a learner and as an adult. 

Dipoisano tseno tsa mogusu di tlhamilwe go gobakanya tshediimosetso e ma/eba ka 

lenane la ABET go ditlhoko tsa kagisano le khumo tsa gago jaaka moithuti le 

motsadi. 

This interview will inquire about the ABET centre and the programmes offered in your 

centre. 

Dipuisano tseno di tla seka seka go tswa mo go wena ka ga setheo sa ABET le 

mananeo a fumanegang setheong seo. 

The aim of these questions is to find out: 

Maikaelelo a dipotso ke go batlisisa ka ga: 

• If you are trained to do any practical skills in your ABET centre. 

Gore a o katisitswe le go neelwa bokgoni bo sebetsang setsi sa ABET eo o 

Ieng go yone. 

• What types of skills are offered in your centre? 

Ke mefuta e feng ya. bokgoni e neelwang ke setsi sa gago? 

The programmes that you are studying: 

Manane ao o ithutang oone: 
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• Do you find the programmes relevant to equip you for employment purposes 

such as self-employment, white collar jobs / or any other type of 

employment). 

A o fit/he/la manane a dithuto a le maleba go ka o hlomella ho ka fit/he/a 

mmereko jaaka go ka itirela, dikantorong I mofuta mongwe le mongwe wa 

tiro. 

• What are you studying? Describe your program/ curriculum. 

Ke eng seo o ithutang sone? Tlhalosa lenane I lenane thuto. 

• Do you see any need for participating in the ABET classes 

A o bona go na le tokelo go ka tsea karolo dithutong tsa ABET 

• Do you see any relevance of the ABET programmes compared to what you 

aspire to be in the near future? 

A o bona manane a ABET a le maleba ga o bapisana le ditsholofelo tsa gago 

ka bokamoso bo bo gautshwane? 

The group interview will be tape recorded and then transcribed. I give you my 

assurance that the information you give me is confidential and anonymous. I will not 

tell other people about the personal details of our discussion. I can however use your 

information and those of others in a way that is not recognized as information of one 

particular person. 

Kindly answer the question as honestly as possible as, your answers will assist this 

study to get more information on the ABET programmes and development of skills in 

the North-West Province. 

Dipuisano tsa mogusu di tla gatiswa di ntano ngwalwa. Keo fa tiisetso yame gore 

tshedimosetso eo o tlang go fana ka yona e tla ba lekunutu la mohlokaina. 

INTRODUCTORY QUESTIONS ANSWERS 

Name of learner & level 

Gender 

Age 

Highest education qualification before joining centre 

Are you trained to do any practical skills in your 
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I ABET centre 

• What highest education qualification/ s did you hold before joining the centre? 

0 ne o le maemong ate a dithuto pele o ka simolla ka dithuto setheong sa 

ABET? 

• Are you trained to do any practical skills in your ABET centre? 

A o katisitswe le go neelwa bokgoni bo sebetsang setsi sa ABET eo o Ieng go 

yone. 

• What types of skills are offered in your centre? 

Ke mefuta e feng ya bokgoni e neelwang ke setsi sa gago? 

• List all the types of skills, which are offered in your centre. 

Fana ka lenane la mefuta ya bogoni e nee/wang ke setsi sag ago. 

• After completing your studies with your ABET centre, which skills do you think 

you would have acquired and mastered? 

Fa o fetsa ka dithuto tsa gago mo setsing sa ABET, ke mefuta efe ya bogoni 

eo o tlabeng o iponetse yone mme o na le boiphihlello bo tseneletseng? 

• How many learners completed the previous level? 

Ke baithuto ba ba kae ba gonneng go falola boema ba go feta? 

• Do you find the ABET programmes relevant enough to equip you for 

employment purposes? 

A o fit/he/a mananeo a ABET a ka go thusa le go bana maleba bakeng sa go 

batlana le ditiro? 

• If yes what type of job/ employment will you qualify to do after completing all 

your ABET levels? 

Fa go le jaalo ke mefuta e feng ya ditiro eo o tshwanelang fa o fetsa maemo a 

ABET? 

• What are you studying/ learning at your centre? Describe the programme / 

curriculum. 

0 ithuta eng setsing sa gago? Tlhalosa lenaneo I lenaneo la thuto. 

• Do you see any need to participating in the ABET classes? 

A o bona go hlokaga/a go tsea karolo mo ditlhopheng tsa ABET? 
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• Do you see any relevance of the ABET programmes in connection with what 

you aspire to be in the near future? 

A o bona matshwanedi a manane a ABET mabapi le seo o se labalabeleng ka 

bokamoso? 

• Is there any progression between the ABET levels and the other education 

bands? 

A o bona go na le gatelopele fa o bapisa ABET le mephato ya thuto? 

• After completing the ABET level 4, are you going to proceed to the next band: 

Training and education band? 

Fa o fetsa boemo ba 4 ba ABET, a o tla ntshetsa dithuto ho ya mephatong e 

latelang: 

• Are there any challenges that are paused by your centre? 

A gona le dikgwetlo tse lebaneng le setsi sa gago sa ABET? 

• What do you think should be done in future in-order to improve the current 

state I situation of ABET centres? 

Ke eng seo o akanyang gore se dirwe isago go ka tokafatsa maemo setsing 

sag ago sa ABET? 

• What do you think about the ABET centre? Does it meet your needs? 

Ke eng seo o se akanyang ka setsi sa ABET? A se fit/he/la ditabatabelo tsa 

gago? 

THANK YOU FOR PARTICIPATING IN THIS RESEARCH. 
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Appendix D: Focus group interview schedule with ABET learners level 4 

Thank you for participating in this research. You are selected to be part of this study 

because you are a learner in this centre 

Re leboga go tsea karolo ga gago mo dipatlisisong tsena. 0 tlhophilwe go nna 

motseakarolo wa bosikasiki bona goba o le moithuti wa ABET setheong sena 

You have a right to withdraw anytime during the interview without being 

punished or panellised. 

0 na le ditokelo tsa go igogela kwa morago mo nakong ya dipoisano go sena 

dikgato dipe tse tlang go tsewa kgahlanong le wena ga o igogetse morago. 

This is a group interview to gather information about the relevance of the ABET 

programmes to your socio-and economic needs as a learner and as an adult. 

Dipoisano tseno tsa mogusu di tlhamilwe go gobakanya tshediimosetso e maleba ka 

lenane la ABET go ditlhoko tsa kagisano le khumo tsa gago jaaka moithuti le 

motsadi. 

This interview will inquire about the ABET centre and the programmes offered in your 

centre. 

Dipuisano tseno di tla seka seka go tswa mo go wena ka ga setheo sa ABET le 

mananeo a fumanegang setheong seo. 

The aim of these questions is to find out 

Maikaelelo a dipotso ke go batlisisa ka ga 

• If you are trained to do any practical skills in your ABET centre. 

Gore a o katisitswe le go neelwa bokgoni bo sebetsang setsi sa ABET eo o 

Ieng go yone. 

• What types of skills are offered in your centre? 

Ke mefuta e feng ya bokgoni e neelwang ke setsi sa gago? 

The programmes that you are studying 

Manane ao o ithutang oone 
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Introductory questions Answers 

Name of learner & level 

Gender 

Age 

Highest education qualification before joining centre 

Are you trained to do any practical skills in your 

ABET centre 

• Do you find the programmes relevant to equip you for employment purposes 

such as self-employment, white collar jobs / or any other type of 

employment). 

A o fit/he/la manane a dithuto a le maleba go ka o hlomella ho ka fit/he/a 

mmereko jaaka go ka itirela, dikantorong I mofuta mongwe le mongwe wa 

tiro. 

• What are you studying? Describe your program/ curriculum. 

Ke eng seo o ithutang sone? Tlhalosa lenane I lenane thuto. 

• Do you see any need for participating in the ABET classes 

A o bona go na le tokelo go ka tsea karolo dithutong tsa ABET 

• Do you see any relevance of the ABET programmes compared to what you 

aspire to be in the near future? 

A o bona manane a ABET a le maleba ga o bapisana le ditsholofelo tsa gago 

ka bokamoso bo bo gautshwane? 

• What highest education qualification/ s did you hold before joining the centre? 

0 ne o le maemong ate a dithuto pele o ka simolla ka dithuto setheong sa 

ABET? 

• Are you trained to do any practical skills in your ABET centre? 

A o katisitswe le go neelwa bokgoni bo sebetsang setsi sa ABET eo o Ieng go 

yone. 

• What types of skills are offered in your centre? 

mefuta e feng ya bokgoni e nee/wang ke setsi sa gago? 
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Fa o fetsa boemo ba 4 ba ABET, a o tla ntshetsa dithuto ho ya mephatong e 

latelang: Training and education band? 

• What challenges are you faced with in your centre? 

Dikgwetlo dife tse tobaneng le setsi sa gago sa ABET? 

• What do you think should be done in future in order to improve the current 

state I situation of ABET centres? 

Ke eng seo o akanyang gore se dirwe isago go ka tokafatsa maemo setsing 

sag ago sa ABET? 

• What do you think about the ABET centre? Does it meet your needs? 

Ke eng seo o se akanyang ka setsi sa ABET? A se fit/he/la ditabatabelo tsa 

gago? 

THANK YOU FOR PARTICIPATING IN THIS RESEARCH. 

RE LEBOGA FA O NKILE KAROLO THUTONG TSENA. 
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Appendix E: Individual (one-on-one) interview questions for Centre Managers 

Thank you for participating in this research. You are selected to be part of this study 

because you are responsible for managing an ABET centre. 

Re leboga go tsea karolo ga gago mo dipatlisisong tsena. 0 tlhophilwe go nna 

motseakarolo wa bosikasiki bona goba o le moithuti boemong ba 4 wa ABET 

setheong sena 

This is an individual interview to gather information about the programmes offered in 

your ABET centre. 

Sena ke puisano ya ka bonosi goka gobokanya tshedimosetso ka ga mananethuto a 

fumanegang mo setsing sa ABET. 

You have a right to withdraw anytime during the interview without being 

punished or penalised. 

0 na le ditokelo tsa go igogela kwa morago mo nakong ya dipoisano go sena 

dikgato dipe tse tlang go tsewa kgahlanong le wens ga o igogetse morago. 

The aim of these questions is to examine the relevance of ABET programmes 

to ABET learners needs. 

Maikaelelo a dipotso ke goka sekaseka se se maleba ka manane thuto a ABET 

go ditlhoko tsa baithuti ba ABET. 

• Establish the skills which are offered in ABET centre. 

Go batlisisa bogoni bo teng ditheong tsa ABET 

• Explain what informs the selection of programmes / subjects / skills to be 

studied at the ABET centres. 

Tlhalosa se se susumetsang tlhopho ya manane I dithuto I bogoni jo 

boithutelwang ditsing tsa ABET. 

The individual interviews are tape- recorded and then transcribed. 

Dipuisano le motseakarolo di gatiswa mme pheletsong di ngolwe. 

I give you my assurance that the information you give me is confidential and 

anonymous. I can however use your information and those of others in a way 

that it is not recognized as information of one particular person. 
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Ke gofa tiisetso ya gore tshedimosetso eo o tlang go neelana ka yone ga go ne go 

itsagala gore e tlhagisitswe ke mang. Nka dirisa tshedimosetso ya gago le ya ba 

bangwe ka tsela e senang e bontsha mang gotsa mang gore e kabe e ntshetswe ke 

mang. 

Kindly answer the question as honestly as possible. Your answers will assist this 

study to get more information on the relevance of ABET Programmes to the needs of 

the ABET learners in the North West centres. 

Araba dipotso ka botshepegi. Dikarabo tsa gago di tla thusa patlisiso ena go iponela 

tshedimosetso e maleba ya manane thuto a ABET go ditlhoko tsa baithuti ba ABET 

ditsing tsa Bokone Bophirima. 

Please remember that you are free to withdraw at any time from participating in 

this study. 

Gopola gore o ka itokol/a ka nako nngwe le nngwe mo go tseeng karolo 

dithutong tsena. 

INTRODUCTORY QUESTIONS ANSWERS 

Name of the ABET centre 

Leina la Setsi 

For how long have you been working in this centre? 

Ke nako e kae o dira mo setsing seno? 

Gender 

Bong 

Age 

Dingwaaga 

What is your job in this centre? 

Mmereko wa gago ke eng mo setsing seno? 

What is your highest education qualification? 

Makwalo a gago a dithuto akwa godimodimo ke ate? 

How many learners do you have in your centre? 
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0 na le baithuti b aba kae setsing sag ago? 

Discuss the educational requirements for teaching in 

ABET? 

Tlhalosa maitemogelo a thuto a tlhokagalang go ka ruta 

setsing sa ABET? 

Are you trained to do any practical skills in your ABET 

centre? 

A kwetlisitswe go neelana ka dithuto tsa bogoni seting 

sa ABET? 

When does the ABET centre start to operate? (Teaching 

schedule/commencement and ending of classes on 

daily basis) 

Setsi sa ABET se simolla ka nako mang go dira? 

(Lenane la dithuto / tshimollo le bokgutlo ka letsatsi le 

letsatsi) 

Are you trained to teach any practical skills? 

A o katiseditswe go ka ruta bogoni bo sebetsang? 

What types of skills are offered in your centre? 

Ke bogoni ba mefuta efe e teng setsing sa gago? 

List all the types of skills which are offered in your centre. 

Fana ka lenane la mefuta ya bogoni e teng setsing sa hao. 

How many learners have successfully completed the previous level? 

Ke baithuti ba ba kae ba gonneng go falola maemo a thuto ya go feta. 

Explain if the programmes that are offered in the ABET centres are relevant to equip 

ABET learners for employment purposes? 

Fana ka tlhaloso fa manane thuto a ditsi tsa ABET a le maleba matlafatsa baithuti ba 

ABET go ka iponela diphatla tiro 
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What type of job/ employment will the ABET learners qualify to do after 

completing all the ABET levels / training? Is it Self-employment, white collar 

jobs, any other type of employment? 

Go ipulela diphatlatiro, Mesebetsi ya dikantoro, Mesebetsi e mengwe, Fa go le 

yalo ke mofuta/mefuta efe ya mmerekoeo baithuti ba ABET e ba tshwanela fa 

ba fetsa boikatiso ba ABET? 

What are you teaching in this centre? Describe your program/ curriculum. 

Ke dithuto dife tseo o di rutang mo setsing? Tlhalosa lenane la gago 

Do you see any need for conducting ABET classes? 

A o bona mosola wa go tsweleletsa dithuto tsa ABET? 

Do you see any impact of the ABET classes? 

A o bona tshusumetso e tlisiiwang ke dithuto tsa ABET? 

Do you see any relevance of the ABET programmes in connection with what the 

ABET learners aspire to be in the near future? 

A o bona go na le seo o ka se bapisang le manane thuto a ABET le ditabatabelo 

tsa baithuti ba ABET? 

Is there any progression between the ABET levels and the other education 

bands? 

Ao bona go na le gatelopele fa o bapisa ABET le mephato ya thuto? 

Can you explain if ABET learners are able to complete proceed to the next 

education band after completing their ABET level 4? 

Tlhalosa gore a baithuti ba ABET fa ba feditse ka mophato wa 4, a ba ka gona 

go ntshetsa dithuto pele? 
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Are there any challenges that are caused by your centre? 

A gona le dikgwetlo tse tobaneng le setsi sa gago?. 

What do you think should be done in future in-order to improve the current state 

/ situation of ABET centres? 

Ke eng eo o akanyang gore se ka dirwa isago go ka tokafatsa maemo a ditsi tsa 

ABET? 

THANK YOU FOR PARTICIPATING IN THIS STUDY. 

RE LEBOGA FA O NKILE KAROLO THUTONG TSENA. 
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Appendix F: Interview questions for ABET Facilitators 

Thank you for participating in this research. You are selected to be part of this study 

because you are working in the ABET centre. 

Ke leboga fa o tsea karolo dipatlisisong tsena. 0 tlhophilwe go tsea karolo thutong 

ena gonne o dira setsing sa ABET. 

This is an individual interview to gather information about the programmes offered in 

your ABET centre. 

Sena ke puisano ya ka bonosi goka gobokanya tshedimosetso ka ga mananethuto a 

fumanegang mo setsing sa ABET. 

I would like to ask you to respond to the questions with honestly and give only the 

true and correct answers. 

Ke kopa gore o arabe dipotso ka botshepegi le boammaruri mme o fane ka dikarabo 

tse matshwanedi. 

The aim of these questions is to examine the relevance of ABET programmes 

to ABET learners needs. 

Maikae/elo a dipotso ke goka sekaseka se se maleba ka manane thuto a ABET go 

ditlhoko tsa baithuti ba ABET. 

• Establish the skills which are offered in ABET centre's 

Go batlisisa bogoni bo teng ditheong tsa ABET 

• Explain what informs the selection of programmes / subjects / skills to be 

studied at the ABET centres. 

Tlha/osa se se susumetsang tlhopho ya manane I dithuto I bogoni jo 

boithutelwang ditsing tsa ABET. 

The individual interviews are tape- recorded and then transcribed. 

Dipuisano le motseakarolo di gatiswa mme pheletsong di ngolwe. 
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I give you my assurance that the information you give me is confidential and 

anonymous. I can however use your information and those of others in a way 

that it is not recognized as information of one particular person. 

Ke gofa tiisetso ya gore tshedimosetso eo o tlang go neelana ka yone ga go ne go 

itsagala gore e ntshetswe ke mang. Nka dirisa tshedimosetso ya gago le ya ba 

bangwe ka tsela e senang e bontsha mang gotsa mang gore e kabe e ntshetswe ke 

mang. 

Kindly answer the question as honestly as possible. Your answers will assist this 

study to get more information on the relevance of ABET Programmes to the needs of 

the ABET learners in the North West centres. 

Araba dipotso ka botshepegi. Dikarabo tsa gago di tla thusa patlisiso ena go iponela 

tshedimosetso e maleba ya manane thuto a ABET go ditlhoko tsa baithuti ba ABET 

ditsing tsa Bokone Bophirima. 

Please remember that you are free to withdraw at any time from participating in 

this study. 

Gopola gore o ka itokolla ka nako nngwe le nngwe mo go tseeng karolo 

dithutong tsena. 

INTRODUCTORY QUESTIONS ANSWERS 

Name of the ABET centre 

Leina la Setsi 

For how long have you been working in this centre? 

Ke nako e kae o dira mo setsing seno? 

Gender 

Bong 

Age 

Dingwaaga 

What is your job in this centre? 

Mmereko wa gago ke eng mo setsing seno? 
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What is your highest education qualification? 

Makwalo a gago a dithuto akwa godimodimo ke ate? 

Discuss the educational requirements for teaching in 

ABET? 

Tlhalosa maitemogelo a thuto a tlhokagalang go ka 

ruta setsing sa ABET? 

Are you trained to do any practical skills in your ABET 

centre? 

A kwetlisitswe go neelana ka dithuto tsa bogoni seting 

saABET? 

When does the ABET centre start to operate? 

(Teaching schedule/commencement and ending of 

classes on daily basis) 

Setsi sa ABET se simolla ka nako mang go dira? 

(Lenane la dithuto I tshimollo le bokgutlo ka letsatsi le 

letsatsi) 

Are you trained to teach any practical skills? 

A o katiseditswe go ka ruta bogoni bo sebetsang? 

What types of skills are offered in your centre? 

Ke bogoni ba mefuta efe e teng setsing sa gago? 

List all the types of skills which are offered in your centre. 

Fana ka lenane la mefuta ya bogoni e teng setsing sa hao. 

How many learners have successfully completed the previous level? 

Ke baithuti ba ba kae ba gonneng go falola maemo a thuto ya go feta. 

Explain if the programmes that are offered in the ABET centres are relevant to 

equip ABET learners for employment purposes? 

Fana ka tlhaloso fa manane thuto a ditsi tsa ABET a le maleba matlafatsa baithuti 

ba ABET go ka iponela diphatla tiro 
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What type of job/ employment will the ABET learners qualify to do after completing 

all the ABET levels / training? Is it Self-employment, white collar jobs, any other 

type of employment? 

Go ipulela diphatlatiro, Mesebetsi ya dikantoro, Mesebetsi e mengwe, Fa go le 

yalo ke mofutalmefuta efe ya mmerekoeo baithuti ba ABET e ba tshwanela fa ba 

fetsa boikatiso ba ABET? 

What are you teaching? Describe your program/ curriculum. 

Ke dithuto dif e tseo o di rutang? Tlhalosa lenane la gago 

Do you see any need for conducting ABET classes? 

A o bona mosola wa go tsweleletsa dithuto tsa ABET? 

Do you see any impact of the ABET classes? 

A o bona tshusumetso e tlisiiwang ke dithuto tsa ABET? 

Do you see any relevance of the ABET programmes in connection with what the 

ABET learners aspire to be in the near future? 

A o bona go na le seo o ka se bapisang le manane thuto a ABET le ditabatabelo 

tsa baithuti ba ABET? 

Is there any progression between the ABET levels and the other education 

bands? 

A o bona go na le gatelopele fa o bapisa ABET le mephato ya thuto? 

Can you explain if ABET learners are able to complete proceed to the next 

education band after completing their ABET level 4? 

Tlhalosa gore a baithuti ba ABET fa ba feditse ka mophato wa 4, a ba ka gona go 

ntshetsa dithuto pele? 

Are there any challenges that are caused by your centre? 

A gona le dikgwetlo tse tobaneng le setsi sa gago? 

What do you think should be done in future in-order to improve the current state/ 

situation of ABET centres? 

Ke eng eo o akanyang gore se ka dirwa isago go ka tokafatsa maemo a ditsi tsa 

ABET? 

THANK YOU FOR PARTICIPATING IN THIS STUDY. 

RE LEBOGA FA O NKILE KAROLO THUTONG TSENA. 
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Appendix G: Letter seeking permission to conduct research from the 

ABET directorate of the North West Province 

9th March 2012 

Mrs J. Mekgoe, Director 

The Department of Adult Basic Education and Training 

The Provincial Department of Education 

The North West Province 

Private Bag X 2044 

Mmabatho 

2735 

Dear Mrs Mekgoe, 

· UNlS) 

REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN Tm 
PROVINCE - Mrs. Sizakele M. Matlabe (Student Number 4729568 

I am writing to seek permission on behalf of one of our doctoral students Mrs. 
who intends to conduct research in Adult Basic Education and Training (ABET 
the NW Province. Mrs. Matlabe would like to focus on one urban and one rural l 
in the NW Province. Her study is on: A case study of ABET programs in the de, 
vocational skills in the NW Province. 

I wiU be most grateful if you could assist her in this regard. Unisa has strict rules 
research and data collection that she will fol1ow in her research study. 

We hop.e that her study will contribute knew knowledge to our understanding of J 

NW Province and the country as a whole. 

Yours sincerely, 

~~ 
. . - ..,._ ... - .. 
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Appendix H: Letter from the ABET Directorate of the North West Province 
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Appendix I: Letter requesting permission from learners tot record interviews 

UNlSA 
TO: ABET learners 

7 February 2012 

Dear prospective participant 

RE: REQUEST FOR CONSENT TO RECORD INTERVIEWS 

My name is Mrs Sizakele M. Matlabe from the Department of Adult Basic Edt 
Training, at the College of Education at the University of South Africa (UI\ 
currently registered for a PhD at the University mentioned above. My student 
4 7295686. I am collecting data on the provision of Adult Basic Education a1 
in South Africa using the North-West Province as my case study. 

This research will be conducted in two adult centres in the North- West Pm 
study will use Focus group interviews with the ABET learners. Further, obse, 
be conducted in your centre by the researcher. 

Responses from all the participating groups will be treated with confide 
pseudonyms will be used instead of actual names. You will be contacted 
interviews. Participation will always remain voluntary which means that you 
choice to withdraw from the study at anytime if you so wish without any penal 

In the light, strength and urgency of the above infonnation, I humbly reqt 
allow me to use a tape recorder for recording the interviews. I give you my 
that the infonnation given to me will be treated with confidentiality and anony, 

Should you encounter any problems during this research project, please 
contact me using the following contact details: Mrs Sizakele M. Matlabe 
8808 or 0729312547 or Email: matlasm@unisa.ac.za. In addition, please 
contact my Supervisor, the Executive Dean of the College of Education 
following details: Professor K. P. Dzvimbo at: 012 4294568 or 0124294067. 

Should you agree to the tape recording of the interviews, please com 
the declaration form attached and send it back to me. 
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Appendix J: Letter requesting permission from facilitators to record interviews 

UNlS) 
TO: ABET Facilitators 

7 February 2012 

Dear Sir / Madam 

RE: REQUEST FOR CONSENT TO RECORD INTERVIEWS 

My name is Mrs Sizakele M. Matlabe from the Department of Adult Basic E, 
Training, at the College of Education at the University of South Africa (L 
currently registered for a PhD at the University mentioned above. My studer 
47295686. I am collecting data on the provision of Adult Basic Education 
in South Africa using the North-West Province as my case study. 

This research will be conducted in two adult centres in the North- West Pr 
study will use one- on-one interviews; with the ABET facilitators. 

Responses from all the participating groups will be treated with confic 
pseudonyms will be used instead of actual names. You will be contacte 
interviews. Participation will always remain voluntary which means that yo 
choice to withdraw from the study at anytime if you so wish without any pen 

In the light, strength and urgency of the above infonnation, I humbly re1 
allow me to tape the interviews. I give you my assurance that the informa 
me will be treated with confidentiality and anonymity. 

Should you encounter any problems during this research project, please 
contact me using the following contact details: Mrs Sizakele M. Matlabe 
8808 or 0729312547 or Email: matlasm@unisa.ac.za In addition, please 
contact my Supervisor, the Executive Dean of the College of Educatio 
following details: Professor K. P. Dzvimbo at: 012 4294568 or 0124294067. 

Should you agree to the taping of the interviews, please complet 
return the declaration form attached and send it back to me. 

Thanking you in advance 
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Appendix K: Letter requesting permission from centre managers to record 

interviews 

UNlSA 

To: ABET Centre Managers 

7 February 2012 

RE: REQUEST FOR CONSENT TO RECORD INTERVIEWS 

My name is Mrs Sizakele M. Matlabe from the Department of Adult Basic Educ 
Training, at the College of Education, at the University of South Africa (Un 
currently registered for a PhD at the University mentioned above. My student r 
47295686. I am collecting data on the provision of adult education in the N 
Province as my case study. 

This research will be conducted in two adult centres in the North- West Pro, 
study will use the one- on-one interviews; with the ABETcentre Managers. I 
reviews will be used to collect more empirical data about the phenomena un 
Observations will be used as another strategy to collect more information 
ABET centres. 

Responses from all the participating groups will be treated with confiden 
pseudonyms will be used instead of the actual names. You will be contacted 
interviews. Participation will always remain voluntary which means that you v 
choice to withdraw from the study for any reason, anytime if you so wish w 
penalties. · 

In the light, strength and urgency of the above information, I humbly ask you tc 
to tape the interviews. I give you my assurance that the information given to 1 

treated with confidentiality and anonymity. I cannot tell other people about thE 
details of our discussion and I cannot mention your name. 

Should you encounter any problems during this research project, please fE 
contact me using the following contact details: Mrs Sizakele M. Matlabe a 
8808 or 0729312547 or Email: matlasm@unisa.ac.za In addition, please fE 
contact my Supervisor, the Executive Dean of the College of Education: 
following details: Professor K. P. Dzvimbo at: 012 4294568 or 0124294067. 

Should you agree to the taping of the interviews, please complete, 
return the declaration form attached and send it back to me. 

Thanking you in advance 

A 



Appendix L: Declaration signed by all participants in this study 

CONSENT FORM 

I, ...................................................................................... , (Full name of 

participant) hereby confirm that I understand the contents of this document 

and the nature of the research project, and I consent to participate in the 

research project. 

I understand that I am free to withdraw from the project at any time, should I so 

desire. 

Name: 

Signature: 

Date: -~'--.J2012 
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APPENDIX M: University of SA ethical clearance certificate 

UN1SAI;:-
RESEARCH ETHICS CLEARANCE CER11FICATE 

----nn..c ACAa.inwNWAarT-INflC 
~--...--.... ... -NanMwa.-,,_,,_ 

--- ----·-
H ... •-•-•• -~-· ............ -·-···-·~ 
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APPENDIX N: Credits for GETC level and their combination 

ABET Levels Fundamental Credits 

Level 1 Fundamental component only 23 

Language Literacy and Communication 9 one language) 

Level2 Offers the Fundamentals and an option of 

offering integrated studies or a skills 

programme. 

Level3 Offers the fundamentals integrated studies 

or a skills programme. 

Level4 (GETC level)/NQF level 1 offers fundamentals core and Electives 

components. 

Elective: Learners may choose from Elective an academic learning area or 

vocational specialisation. 

Fundamental Core Vocational Specialisation Academic learning 

area 

Offers only one learning AAT(20 credits) Human and social 

area and Life Orientation Ancillary Health Care (45 Sciences (23 credits) 

(32 credits) credits) Economic and 

Small Medium Micro Management 

Enterprises (17 credits) Sciences (21 credit) 

Travel and Tourism (38 Arts and Culture (17 

credits) credits) 

ICT (23 credits) Natural Sciences (15 

Early Childhood credits) 

Development (26 credits) Technology 

Wholesale and Retail (11credits) 

(27credits) Additional languages 

(23 credits) 

Adapted from Government notice 2009: No 32793 pp3 
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