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OVERVIEW OF CPUT’S QUALITY ENHANCEMENT REPORT
EXECUTIVE SUMMARY OF THE REPORT
As there are four main sections to the report with many sub-sections, this summary serves to provide
the reader with an overview of the main points for ease of reference.

SECTION 1: Curriculum renewal and transformation
The transformation agenda is guided by four main policy/guideline documents: Vision 2020, the
2012/13 Transformation Strategy, the 2014 Strategic Goals, and Curriculum 2020. The relevant
sections of Vision 2020 encourage the university to focus on innovative curriculum design to include
WIL, student equity and engagement both within the university and outside with workplaces and
community. The transformation strategy encourages the university to, inter alia, ‘develop responsive
curricula to enhance social cohesion and diversity in (and outside) the classroom’. The 2014 strategic
goals exhort the university to continually develop and adapt curricula to better suit the needs of
students and the changing society they will enter.
Successful curriculum transformation initiatives are:









New staff teaching development programmes, SOTL AND Research Funds for Teaching &
Learning
Western Cape Collaborative Staff Development Teaching and Learning formal and informal
courses
Writing Retreats (where the focus is curriculum and curriculum transformation)
ECP (Extended Curriculum Programmes)
Student Feedback on Teaching and Courses (SFTC) Project
The Early Warning System (EWS)
Graduate Attributes and Transformation/ Decolonisation Project (working in tandem)
Integration of HIV/AIDS Awareness into two mainstream curricula (2014-2016)

Future Plans include:





Change Laboratories bringing work and society closer to the university
University Teaching Funds
The Graduate Attributes Project Phase Two
The Creation of a Maths and Science Centre

Unresolved Challenges related to curriculum renewal and transformation?
The academic drift of the UoT coupled with the massive recurriculation burden and the need/call for
curriculum transformation may have resulted in what a colleague has referred to as ‘epistemicide’. In
other words CPUT has not set out to fully explore, in more advanced forms, what is meant by
knowledge in practice (or phronesis) as opposed to more theoretical knowledge (or episteme) and
technical knowledge, and how these can be taught within the context of curriculum
transformation/decolonisation. Having said this, the university is attempting to face up to these
challenges.
Exemplars of Successful Curriculum Renewal and Transformation Initiatives:


Exemplar 1: Third/Final Year Digital Story-telling in Geographic Information Studies (GIS)



Exemplar 2: Emergency Medical Science: Research Methodology: 4 Year Bachelor Of
Emergency Medical Care (BEMC) Degree.

SECTION 2: Diversity and Inclusivity
Inclusivity of all students has been promoted through the following projects:




The Multilingual Glossaries Project: The Role of CPUT in Promoting African Languages and
Multilingualism
The Extended Curriculum Programme
The First Year Experience (FYE) Programme

Unresolved Challenges related to promoting inclusivity and diversity in the curriculum:
CPUT still has challenges related to promoting diversity and inclusivity. One of the challenges is that
many lecturers still rely on Eurocentric and American learning materials in which the African voice and
experience is entirely absent. Another challenge is how to deal with sexual orientation in the
curriculum, when there are lecturers who may not understand the alienation caused by
heteronormativity in the curriculum and classroom. Furthermore, issues of teaching with and for
social justice, though being raised currently in the ECP, are still in their infancy and need to be explored
with greater vigour at this institution.
Exemplars of Curriculum Initiatives that promote inclusivity of diverse students:






Exemplar 1: Business and Information Administration (BIA): Diversity Management
Exemplar 2: The Walk of Privilege: Journalism: Political Reporting
Exemplar 3: Multimodal Intervention in ECP Mechanics 1
Exemplar 4: Communication Science 2, Media.
Exemplar 5: An Unsuccessful Project: The Translation of a Harvard Guide into isiXhosa

SECTION 3: Curriculum Development, Capacity and Quality
The Fundani Centre for Higher Education Development has played a pivotal role over the years, but
specifically since the promulgation of the HEQSF in 2013, it has spearheaded curriculum design,
development and implementation at the institution via the Curriculum Officers’ Forum.
The CPUT Curriculum 2020 project adopted an evidence-based and phased approach to curriculum
renewal and development with clearly defined deliverables, outcomes and timelines to be achieved
and reported on at appropriate faculty forums and Senate committee meetings as an important part
of the institution’s quality improvement plan. The key deliverables, in keeping with national and
institutional timelines and deadlines, included the following:





The renewal and development of relevant and responsive HEQSF-aligned curricula
The adoption of a scholarly and research-based approach to curriculum renewal and
development
The development of curriculum capacity across the institution by appointing a Curriculum
Officer in every department
The establishment of effective means of communication to share information regarding the
Curriculum 2020 project
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The enhancement of the effectiveness of various modalities of work-integrated learning (WIL)
and service learning.

The above also served as processes put in place at institutional, faculty, and departmental level to
ensure the quality of curriculum design, ongoing development and renewal, and implementation.

SECTION 4: Participation of various stakeholders in the initial design, ongoing development,
renewal and transformation of curriculum
The following CPUT policies speak directly to the inclusion of the student voice and participation in
curriculum: Curriculum Development Policy, Advisory Committee Policy, Student Feedback Policy on
Teaching and Courses
Diverse external stakeholders such as professional bodies, alumni and employers play a significant
role in curriculum development and renewal. Where departments do not have professional bodies,
there is an Advisory Committee that comprises members from CPUT as well as different sections of
industry. The Curriculum Development Policy Advisory Committee Policy addresses external
stakeholders.
In addition, there are plans for a future project to further develop work-university integration – the
Enhancing Advisory Committees Project.
Exemplars of Curriculum Initiatives that Successfully Incorporated the Voices of a Range of
Stakeholders:





Exemplar 1: Open Architecture (OA)/ CPUT Collaboration BTech Architectural Technology,
Applied Design
Exemplar 2: Emergency Medical Science: Professional Board for Emergency Care (PBEC) under
the Health Professionals Council of South Africa (HPCSA)
Exemplar 3: CPUT: Unit of Applied Law: Bachelor of Paralegal Studies (New Degree)
Exemplar 4: Medical Laboratory Science: Bachelor of Heath Sciences in Medical Laboratory
Science BHSc (Medical Laboratory Science) 4-Year Degree
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CPUT REPORT ON QUALITY ENHANCEMENT PROJECT
PREAMBLE
According to the QEP Phase 2 preamble, the purpose of the document is two-fold. Firstly, it is meant
to act as a reflective document for institutions on curriculum transformation. Secondly, the QEP Phase
2 report is intended to act as a source of best practices for the university sector. Once all the reports
are in the CHE will combine all that is innovative and apparently successful in curriculum
transformation in a best practice guide. Thus, this report does not necessarily focus on all that has
been done at CPUT (such documentation is more appropriate for the internal Teaching and Learning
Report), but rather focuses on what has been done in terms of curriculum transformation that CPUT
believes to be important and that may be unique and usefully shared with others.

SECTION 1: Curriculum renewal and transformation
1.1a At the Institutional level
What is the institution’s approach to addressing curriculum renewal and transformation?
The institution is guided primarily by its mission statement ‘To be at the heart of technology education
and innovation in Africa.’ The mission statement is underpinned by the following aims and values:
Aims
 We will build a university that is highly efficient, sustainable and environmentally conscious
 We will be known for the high quality of our teaching and learning and the relevance of our
curriculum
 We will create a vibrant and well-resourced living and learning environment for our students
Core Values
 We undertake to deal with others in a spirit of Ubuntu
 All our interactions will be governed by a spirit of mutual respect
 We support the principle of equity
 We will promote innovation in all aspects of our work
 We will uphold the principle of accountability for our actions
The transformative potential of the statement, aims and values is then realised through the emerging
graduate attributes (Section 1.1c). The attributes focus on technological understanding, including
environmental and sustainable consciousness, working with others in terms of mutual understanding
and respect, developing an ethical understanding and ability and finally understanding and becoming
resilient in order to enable innovation, research and entrepreneurship.
Secondly, the transformation agenda is guided by four main policy/guideline documents: Vision 2020,
the 2012/13 Transformation Strategy, the 2014 Strategic Goals, and Curriculum 2020. Rather than
detail the full documents here those sections relevant to curriculum renewal and transformation are
highlighted.
The relevant sections of Vision 2020 encourage the university to focus on innovative curriculum design
to include WIL, student equity and engagement both within the university and outside with
workplaces and community. The transformation strategy encourages the university to, inter alia,
‘develop responsive curricula to enhance social cohesion and diversity in (and outside) the classroom’.
The 2014 strategic goals exhort the university to continually develop and adapt curricula to better suit
6

the needs of students and the changing society they will enter. In addition, this goal is supported
through the additional goal of developing academics, which is described in some detail in Section 3
below.
Curriculum 2020 supports all the aforementioned policies/guidelines and encourages the university
to take a more critical stance on connecting the university and workplaces and society, which is the
primary function of a UoT. In short, it is insufficient to simply prepare students for set workplaces
when they are entering increasingly varied and complex post-university environments. Curriculum
2020, furthermore, promotes the uptake of seven graduate attributes. These graduate attributes have
been revised and expanded on (see Section 1.1c) to reflect changing societal issues and those of
transformation.
As with QEP Phase 1, a scale to assess the success of the projects is incorporated, originally drawn up
by Professor Chris Winberg (currently SARCHI WIL chair in Health Sciences):
 Level 1: Positive participant evaluations
 Level 2: Conference presentations based on work done
 Level 3: Collaborative, inter-institutional design of projects/courses
 Level 4: Published articles on work done
 Level 5: Published volumes/best practice guides
 Level 6: External peer review
On reading the initiatives, projects and exemplars in this report, these measures of success are made
evident. In addition, in issues of transformation, student experiences and input also need to be taken
into account.

1.1b: Successful curriculum transformation initiatives
What initiatives have you undertaken in the past few years to address curriculum renewal and
transformation that have been successful and how do you know? What thinking/theorisation about
the value, purposes, and assumptions about knowledge and higher education have informed the
process?
The initiatives are addressed below, all of which have been informed by specific notions of knowledge
and higher education. This report also reflects different theories of teaching and learning as they have
been used in projects and exemplars.

Thinking and theorising about transformation, curriculum renewal and knowledge in higher
education
This theorisation concerns teaching through a social justice approach, which the CPUT would
endeavour to support and encourage, although not all departments adopt a social justice approach at
present. Engagement and participation for learning can be integrated with social justice through the
concept of participatory parity (Fraser 2009). Participatory parity refers to the ability to interact on an
equal footing in particular circumstances - such as in a learning context of higher education. Being able
to interact on an equal footing is regarded as particularly important for education in South Africa,
where inequalities continue to plague the field of higher and other levels of education. The need to
overcome our apartheid past in terms of the impact of racially exclusionary policies is an on-going
battle.
Fraser (2009) alludes to various types of societal processes, which may promote parity. When these
are combined with Henschke’s (2010) work on stimulating learning it is now possible to extend Fraser’s
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version of societal parity to parity in higher education. Firstly, following Henschke, there is the
establishment of an environment where students can feel free to ask questions, respond to peers and
engage in intellectual thought experiments without being censored. Secondly, students should
experience themselves as much as possible as equal partners in the production and distribution of
knowledge (even though this may not always be feasible), through for example, being permitted and
able to bring forward their own opinions and ideas.
One of the main thrusts in Higher Education to achieve this goal of parity is the overt teaching of socalled ‘powerful knowledge’ (Young 2008, 14). It is powerful because it allows those who have it to
engage on a more or less equal footing in discussions on the natural and social worlds, and so what
they should or could be like. However, it is at the same time socially produced so always open to
change as new entrants (for example, from the community) and information enters its sphere
(Wheelahan 2010). Following from this is teaching for epistemological access i.e. access to the ways
of doing and thinking at the university in their particular fields, as opposed to simply physical access
(Morrow 2009) so that students are able to operate more confidently and independently.
Consequently, Muller (2015) describes creating the conditions for epistemological access as having a
strong social justice agenda within higher education, which the CPUT would support. Muller (2015)
attempts to pin down what might constitute epistemological access, and so too ‘powerful knowledge’.
Drawing on Winch (2010) his concern was that too much attention was paid to conceptual/abstract
knowledge versus contextual practical knowledge such that a third relational type of knowledge was
ignored. He thus posits three types of knowledge in any field: Epistemic knowledge, which is the
disembodied or abstract knowledge of propositions, facts and theories typical of a field; practical
knowledge, which is the knowledge of how to do things; and relational knowledge, which relates
knowledge to practice. These three knowledge types are roughly equivalent to the Aristotelean
divisions of episteme, techne (practice) and phronesis or practical wisdom (though Muller does not
draw this comparison). For Muller the knowledge that matters, the powerful knowledge of
epistemological access, is relational knowledge. It is this knowledge that can combine propositions to
understand practices but also to develop new practices.
Helping students to feel that they can participate and setting up conditions where they have the
means to do so are important in their own right as students experience the world as a more beneficial
place. This may be referred to as ontological access, where the being of the student is taken into
consideration and valued as well as developing the student as a future professional who will relate to
the ways of being and doing in the chosen field. Students may then experience a sense of value and
inclusivity. However, as Fraser (1998) points out this sense of value and inclusivity is not in the sense
of just anything goes – there are confines that suggest appropriateness. For example, claims related
to creationism may have some purchase and be recognised as other but acceptable in religious debate,
but have less purchase in scientific debate, in which scientific theory and evidence-based argument
are paramount. Likewise, in the science classroom issues of recognition and hence a feeling of being
able to participate on par with others, including with lecturers, is not open-ended but requires some
adherence to the field of science.

CPUT Initiatives:
New staff teaching development programmes, SOTL and research funds for teaching &
learning
Although all universities have some form of new staff programme, the CPUT approach perhaps differs
in that staff are encouraged firstly to develop a teaching portfolio incorporating new approaches to
teaching. Secondly, staff are provided an opportunity to write their portfolios at a 3- day writing
8

breakaway. The Scholarship of Teaching and Learning (SOTL) course is open to all academic staff and
is advertised on the CPUT website at the university. Staff who have an interest in researching and
developing their teaching are invited to attend SOTL workshops on how plan and conduct educational
research. Even though it has been running for only three years there are already conference papers
and published articles. As well as producing presentations and articles, the projects also receive
positive participant reviews. The university also offers just under R1million to support year-long
research into higher education projects across all the faculties, which has resulted in a number of
presentations at the annual University Teaching Conference and approximately two to three research
articles annually.

Western Cape collaborative teaching and learning projects
Unlike other provinces, the four Cape universities collaborate on informally-certificated CHEC courses
for staff and formally-certificated post-graduate teaching programmes (the PGDip). The focus of these
courses is on the development of innovations in teaching, learning and curriculum that, in particular,
respond to students’ needs and voices in the university. The courses begin with raising current
practices and challenging staff to take a more critical approach to them, and to come up with
theoretically inspired changes, e.g. SOTL, epistemological access and participation parity. The strength
of these courses is that the combined wisdom of different university facilitators is shared with the
participants and thus the scope of transformative projects increased. By way of example, staff from
all universities came up with improved ways to relate university knowledge to society and the
workplace, such that both may undergo change. All these courses have rigorous external peer review
and changes are made with each cycle accordingly, as well as participant review. The research courses
in particular have resulted in research projects, conference presentations and a regular flow of
publications, supported through three to four-day writing breakaways.

Writing retreats

Mont Fleur Writing Retreat
CPUT has developed a strong tradition of running structured higher education writing retreats, again
in collaboration with the other universities. The retreats are a means through which staff develop their
research into innovative and transformative practices (for example through more inclusive tutorials,
FYE transition initiatives and social justice approaches) into publishable articles, often with mentoring
before and after the retreat itself. CPUT took the lead role in compiling a volume of evaluative articles
on ‘what works’ in educational writing retreats in the recent special edition of SAJHE (SAJHE, 31 (2),
2017).
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ECP (Extended Curriculum Programmes)

ECP takes on approximately 1250 first-time entering students annually, approximately 15% of the total
first year intake. The ECP initiative at CPUT aims to provide students, who otherwise may struggle to
succeed in first year and beyond, with the ways of thinking, being and doing within their fields. It does
this in two ways. Firstly, there is a focus on access to the disciplinary knowledge of the field (for
example maths or economics) through focussing teaching and learning on the central guiding
principles of different subjects, or at least on those areas that lecturers know students struggle with
(referred to as epistemological access). In terms of the latter, an essential and developing step is to
understand what students bring with them from schooling and social life, and so what can be used to
promote learning and what particular areas need to be focussed on in order to help students navigate
their courses. Secondly, students are introduced to some of the ways of thinking and doing in their
professional life (for example, through project work and site visits) so as to both motivate students
and also to help them understand how different subject knowledge may be synthesised into a workdirected programme.
A current 2017 project, one which is also being conducted across other universities, concerns
harnessing the power of the NBT to adjust the current ECP curriculum to better meet the needs and
difficulties of first-time entering students. Students are tested after registration. This is followed by a
presentation from the testing unit (CETAP) on particular areas of difficulty and initial suggestions from
the unit as to how these areas can be developed. For example, the tests reveal that students in
Engineering often do not appreciate the idea of estimating sizes and quantities, an important ability
in Engineering, but not one that is necessarily taught at school. A focussed improvement therefore is
on overtly teaching this ability with many practical and discipline-specific examples.
As the OECD Quality Teaching Report (2012) stated with reference to CPUT ECP, the ECP classroom
provides something of a ‘playground’ for curriculum transformation for the university as a whole.
Deans and HoDs often attend ECP events and there is some evidence of changing practices in the
mainstream, for example in assessment for learning in Sciences.
In terms of knowing if ECP works, CPUT has attempted to go beyond simply success in ECP to examine
how students’ progress in their further studies as compared to non-ECP students. The HELTASA SIG
published a volume in 2012 ‘Success stories in Foundation’ on this topic, but results across the country
were inconclusive. HEMIS was found to be insufficient here (it cannot deal with the complexities of
comparative throughput and success) and, therefore, students’ progression has been examined
programme by programme. One important move is to recognise that ECP students make up the lower
achievement group of the year 1 cohort, and hence to bear this in mind when doing comparisons of
success. In the 7 programmes so far investigated the findings show that ECP students perform
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generally better than their equivalent peers who are not on ECP. These are very significant findings
for this university of technology and more work needs to be done here.

ECP students at CPUT

Student feedback on teaching and courses (SFTC) project
Although not the only source of feedback data about the quality of educational practices, the
University acknowledges that student feedback on teaching and courses is an important evidencebased approach in addressing the enhancement of higher education practice. Students are able to
provide informed opinions about the quality of teaching and should be given a voice to do so through
a formal system of feedback. Thus, in a bid to ensure the quality of its courses and improve the
university’s throughput rate CPUT through FUNDANI CHED has provided an online tool through the
LMS, Blackboard, which allows students to provide immediate feedback on teaching and courses.
Regular student feedback enables lecturers to ensure that they are addressing students’ difficulties
and that learning is maximized by reflecting upon their course design and teaching practice. In order
to make an effective contribution to the enhancement of teaching and learning, the views of students
need to be integrated into a regular and continuous cycle of analysis, reporting, action and feedback.
Best practice thus requires lecturers to both reflect on, and act on, the feedback data provided in
order to enhance teaching and learning (Burnett and Dart, 2000). Student feedback on teaching is also
important at the institutional level to enhance institutional planning and quality development.
The obtaining of student feedback on teaching and courses, at CPUT, adopts a developmental rather
than a policing approach. The data gathered from student feedback surveys is used for: 1) Improving
teaching/learning and courses, 2) Optimizing the relevance of academic staff development
programmes and 3) Enhancing programme and subject reviews.
This tool allows lecturers to choose questions from a database or generate their own to elicit detailed
student feedback on particular elements of the course and teaching, or the course as a whole. The
online questionnaire is available in three languages: isiXhosa, Afrikaans and English with trilingual
guidebooks for lecturers’ use. The questionnaire can also be administered in a paper-based format,
which is scanned in and analysed. Reports are generated and supplied to the lecturer concerned.
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While this project is being rolled out to all faculties and the Curriculum Officers’ Forum by means of
workshops and presentations, those lecturers who have participated have provided positive feedback
on the system. They have also indicated that this feedback is a good way of improving their teaching
in those areas highlighted by the students’ evaluations. There are technological constraints in terms
of the LMS system crashing at times; however, this is being addressed by the appointment of an IT
person.

The Early Warning System (EWS)
The Early Warning System (EWS) is a very important teaching and learning initiative and intervention
that originated in the Teaching and Learning (T&L) Committee of the Engineering Faculty. The purpose
of the EWS for at-risk first-year students is to introduce a formalised mechanism into the faculty for
identifying and responding to the needs of at-risk students in all departments in order to improve
throughput, retention and success rates. The EWS system comprises three stages:
(i)
Introducing and explaining the EWS to first-year students to explain that it is not a punitive
process or one of stigmatisation. Administering Student Counselling’s Academic
Enhancement Questionnaire (AEQ) to every student. Student Counselling analyses the
questionnaires and provides a report to the department.
(ii)
Identifying at-risk students by means of tests very early in the first semester in every
subject in a discipline. The results of these early tests are analysed in a spreadsheet to
provide an overview of all the marks. A student is considered at-risk if she/he fails 50% of
their subjects.
(iii)
Engaging at-risk students by means of an interview by the departmental Teaching &
Learning representative and other interested lecturers in the department, a personal
action plan, the Step-Up programme, and specific interventions such as referrals to
student counselling; social workers; housing and financial aid. At the end of the first
semester a comprehensive spread-sheet analysis of the final semester tests is done to
check the students’ progress. An email is sent to the students to inform them of their
progress.
The departments, in addition to what is required by the EWS procedure document, undertake various
interventions. Among these are initiatives such as:
 Autumn school especially in Maths and Science
 Appointment of Teaching Assistants/Tutors/Mentors/Part-time lecturers
 Workshops by Fundani CHED/Student Counselling
 Appointment of a full time qualified Counsellor (Civil Engineering)
Many of these focus on teaching threshold concepts, which provide for epistemological access.
The Teaching and Learning representative in each department writes a report on the EWS process that
is submitted to the faculty T&L co-ordinator who then compiles a faculty report.
Most departments report an improvement in at-risk students using the EWS. A specific example of a
substantial number of at-risk students benefitting from the EWS can be found in the Department of
Maritime Studies:
“Out of the 12 Navigation students who were found to be at risk, 6 (50%) passed all S1
subjects; 4 (33%) of the students failed 1 or 2 subjects and 2 (17%) students failed half or more
of their subjects and were excluded from the department.
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Out of the 39 Marine Engineering students who were identified, 12 (31%) passed all their
subjects, 6 (15%) failed one subject, 14 (38%) failed 2 or more subjects and 7 (18%) students
were excluded due to failing half or more of their subjects” (Faculty of Engineering EWS
Report, 2015).
Although the EWS is primarily for the benefit of at-risk students, it also highlights at-risk subjects,
which can then be addressed by the department concerned.
Constraints: The interviews with at-risk students revealed many factors that constrain their studies,
both personal and institutional e.g. poverty, hunger, unsuitable accommodation, lack of finances for
transport, emotional problems, family problems as well as late registration, incorrect choice of course,
challenges understanding and communicating with the lecturer, delayed feedback on assessments.
There are also implementation constraints, e.g. it is a time-consuming process for the departmental
T&L representatives who often have to give up their teaching periods to accommodate the EWS
process, interviews and Step-Up programme, as well as adding to their heavy workload. Academic
staff in departments are not always ideally co-operative. In order to assist the T&L representatives,
they were allocated a student assistant to help them with the correlation and analysis of marks and
contacting students to attend interviews.
The 2016 student protests impacted heavily on the academic programme and assessments at CPUT.
In most instances exams were postponed to January and February 2017. In some courses, the 2016
academic content had not been completed and thus classes ran in January 2017, with exams following
in February. As a result the 2017 academic year started only in March after late registration. Therefore,
it was decided not to run the EWS in 2017.

CPUT’s response to a societal imperative: the curriculum integration of HIV/AIDS awareness
into two mainstream curricula project (2014-2016)
In their “Mid-year Population Estimates” report (July, 2017), Statistics South Africa states that the total
number of people living with HIV in South Africa is estimated at 7,06 million in 2017, which is an HIV
prevalence rate of approximately 12,6% of the total South African population. HIV prevalence has
been declining over the past fifteen years, i.e. among youth aged 15-24 HIV prevalence has declined
over time from 7.3% in 2002 to 4,6% in 2017; and the rate at which the population in SA is being
infected is estimated to be declining from 1.9% in 2002 to 0.9% in 2017 (Stats SA, 2017). Although this
decline has occurred, the HIV prevalence of 4.6% among SA’s youth is still a frightening and sobering
statistic, especially considering that most of SA’s higher education student body is between the ages
of 17 and 24. Shisana et al. (2014) in the “South African National HIV Prevalence, Incidence and
Behaviour Survey, 2012” states that “knowledge about HIV transmission and prevention accompanied
by appropriate reduction in behavioural risk practices are important in combating and reversing the
spread of HIV.” Thus, curriculating this HIV knowledge into mainstream curricula becomes both
necessary and a societal imperative.
In addition, when graduating, these students need to be able to deal with HIV in their respective
workplaces and communities, both in a personal and policy capacity. Therefore, the CPUT HIV/AIDS
Unit collaborated with two mainstream academic departments to create a two-year project (20142016) to integrate HIV awareness into the curriculum to equip students with knowledge about HIV,
not only for their personal lives, but also for the workplace and their home communities. Two courses,
Information Technology Management (ITM) in the Informatics and Design Faculty and Office
Management Technology (OMT) within the Business Faculty, were identified for HIV/AIDS awareness
integration into the curriculum. To be fully integrated into the curriculum, the HIV/AIDS awareness
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had to be built into credit-bearing subjects. ITM chose the compulsory subject Information Technology
Skills 1 as most appropriate. Within this subject students have to study societal concerns related to
HIV, and also research facts about HIV which are presented in an assignment that is assessed. OMT
chose the subject Business Administration I, in which the HIV Unit presents an HIV one-day workshop
focussing on personal risk as well as dealing with HIV within the workplace. Their lecturer then
assesses the students by means of a test and assignment. Upon successful completion of the
assessment, the department awards their students a certificate of attendance.
An essential component of this project was to develop capacity within academic staff to integrate HIV
into the curriculum using a participatory pedagogy (for this as social justice, see Section 1.1b on p.6).
To this end, a dialogue on HIV curriculum integration was started, which included representatives from
five faculties as well as two specialists from the HEAIDS programme, who were part of the original
project planning team. HEAIDS is a national facility to develop and support mitigation programmes at
South Africa’s higher education institutions particularly in the teaching and learning space. HEAIDS
contributed funding to this HIV curriculum integration project. Diversity and HIV/AIDS knowledge
workshops were held for the academic staff of the departments who would be implementing the
project.
Learning materials were developed to be used in the HIV curriculum integration project (Two of the
books are shown below.) The Office Management Technology Course reported that they had achieved
successful integration of HIV/AIDS into their mainstream curriculum during 2016 and 2017. The OMT
lecturer also accompanied her students to be tested for HIV after the workshop. The Information
Technology Management course was constrained by the development of their book, which was only
published in 2017, and thus, they will start with their HIV curriculum integration in 2018. Both
departments submitted quarterly progress reports to the HIV Unit. The director of the HIV Unit reports
that one of the best outcomes of this project was narrowing the gap between academics and student
support services.

Future Plans: The HIV Unit is collaborating with CPUT’s Short Course department to offer the diversity
and HIV workshop to all staff including academics. A further three academic departments have been
identified for HIV curriculum integration, namely Emergency Medical Sciences, Hospitality
Management and PGCE. The HIV Unit want to approach the institutional IT programmers to develop
a mobile app where students can access the developed learning material as reference. The DVC
Teaching and Learning strongly supports this initiative and wants HIV curriculum integration to be
rolled out to many departments.
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Two of the Learning materials developed for the HIV Curriculum Integration project
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1.1c: Responses to protests
In response to the student protests in 2015 and 2016, what further changes have been made related
to curriculum renewal and transformation? Why were they made and how? Who participated in
deciding to make and then making the changes? How are the changes received by various
stakeholders? What effects are the changes having and how do you know?

Bellville Campus: Member of staff’s car overturned and set alight during protests 2016

Entrance to CPUT’s Bellville Campus burning during 2016 protests
The protests of 2015 and, particularly, 2016 and 2017 took a heavy toll on CPUT financially,
institutionally and academically. Of all the universities in South Africa, CPUT may have been the
hardest hit. On three campuses buildings were burnt down, property damaged, and vehicles torched.
The academic project suffered because of the campus closures that disrupted lectures and caused
exams to be cancelled and postponed to January 2017. The cancellation of classes meant that many
departments were not able to complete their syllabus in 2016, which led to a resumption of the
syllabus in 2017 with late exams and registration. The institution has had to work within these
constraints in reacting to the call for decolonisation of the syllabus that arose from the protests. The
section below describes a response to the student protest.
16

Graduate Attributes and Transformation/ Decolonisation
CPUT has previously followed a set of graduate attributes (GA) that by and large focused on students
being able to use curricular knowledge in work practice as well as being environmentally and socially
‘conscious’. While acknowledging that these are adequate, they did not capture the role that
university graduates from a UoT could play to act as change agents in society and workplaces. Thus,
and in response to the student calls for curriculum transformation/decolonisation, a new set of GA
were devised which expanded on and refocused the old GA in order to upset imbalances of the past
and concomitantly to help students develop their sense of agency in society. The new GA (below) were
designed to perform this role while at the same time remaining within the ambit of technology and
technological education.
The process of developing these attributes involved firstly the writing of a position paper, drawing on
international experiences, which highlighted the need for GA to reflect more broadly the role of a UoT
in society. This was followed by the setting up of a task team in 2016 to interrogate the old GA and
suggest ways in which they could be further developed. Arising from these initial meetings, a set of
four GA were developed which were then flighted at Faculty Board meetings, Senate Teaching and
Learning Committee and other Senate meetings and a Dean’s meetings in 2017. The GA and their
relationship to the university’s understanding of decolonisation were also discussed at a student
decolonisation symposium.
While acknowledging the complex past of decolonisation and apartheid practices and how these have
become embedded in our HE practices, we necessarily cut to the main issue of the development of
our GA.
The university’s understanding of decolonisation is that it is an issue of redress for past and current
racial inequalities that have resulted in the marginalisation of certain groups in society in terms of
their access to knowledge and being recognised as being of value in the university; for example in
terms of their representivity in lectures, tutorials and beyond to more general academic life. This links
to a social justice approach to teaching.

Some of the delegates who attended the International Student Conference on International
Competences for Decolonization which was hosted by the CPUT Education Faculty on Mowbray
Campus, May 2017.
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Universities have a responsibility to contribute towards redress and this would mean dismantling the
barriers to more equal participation in university life. The question arises as to how the university can
begin creating a more just and equitable higher education system and the first step to doing this is to
look at the kind of graduate CPUT envisages, i.e. the graduate attributes.
This approach, therefore, uses the graduate attributes as a springboard towards the decolonisation
of curriculum, which the university believes is also inherent in the Council for Higher Education Quality
Enhancement Plan for curriculum renewal and transformation. In this way issues of decolonisation,
transformation and the development of the CPUT graduate attributes can be directly related to the
call towards quality enhancement of the curriculum emanating from the CHE. CPUT believes this is a
better approach than following each of these initiatives ‘piecemeal’. The revised and developed
graduate attributes are aligned with CPUT mission statement which is trying to position this university
at ‘the heart of technology in Africa’. As technology is necessarily intertwined with society, we have
taken the position that the GA should be guided by issues of Science, Technology and Society (STS).
STS in short encompasses ‘the relationship between scientific knowledge, technological systems, and
society’ (U. Harvard). Related to this position the GA focus on developing broad abilities of using/being
technological in society rather than focussing on more narrow workplace skills, though such skills (like
being IT competent) may often underpin the four main GA below.

GA 1. Relational capability (working inter-culturally, inter-linguistically and inter-professionally)
Central to this attribute is to acknowledge South Africa’s colonial history and its continuing effects on
the lives of the ‘Wretched of Earth’ (Fanon 1968) or the marginalized and ‘Othered Beings’. This
attribute is central to the decoloniality project and challenges one to understand university as a sacred
space for critical engagement with inequalities and sensitive issues affecting lives and the
environment.
A CPUT graduate will be able to ‘stand in the shoes of others’ in order to understand their needs,
values and cultures so that what is being worked on can have optimal effects and/or the best chances
of success. In so doing a CPUT graduates will be able to act with understanding of others different
from themselves, at both the interpersonal and inter-professional level. Furthermore, CPUT graduates
will understand, learn with and so be able to engage with others for the best possible solutions to
work and societal problems. This capability is of advantage beyond the university and influences hoe
graduates work with community groups or in local government and relates to caring as well as
effectiveness. It can also apply to working inter-professionally where, for example, a roads engineer
would also have to work with environmentalists, heritage experts and so on to get a job done for the
benefit of all.
GA 2. Knowing and technological capability and foresight
A CPUT graduate will recognise that society, technology and science are intertwined, and that
technology and science have the capacity to effect changes in society. Furthermore, CPUT graduates
will recognise that science and technology should be used for the overall benefit of society even
though its effects may also sometimes be harmful. Graduates will also recognise that scientific
knowledge and their related technologies will need to be transformed/adapted to complex and
changing circumstances. CPUT graduates would thus need to take a critical and reflective stance on
how technology is used and for what ends, including issues of environmental awareness and
sustainability, and to act accordingly.
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GA 3. Ethical capability (personal, societal and professional ethics)
A CPUT graduate will have an orientation to the well-being and improvement of society rather than
just ensuring the well-being and advancement of themselves. It would involve hearing and
acknowledging the concerns of others. In the professional fields, furthermore, morality forms a
cornerstone against which ethical decisions are made in practice and as such characterises being
professional.
GA 4. Resilience capability (within research, innovation and entrepreneurial activities)
A CPUT graduate will recognise the complexity of problem solving in society (including technologically)
and will be able to engage confidently with such complexity. The graduate will recognise that there
are no simple solutions to problems in society and that there are many twists and turns, dead ends
and necessary restarts and they will need to act with resilience to succeed in these journeys. Such
journeys will typically occur within entrepreneurial, innovation and investigative/research activities.
A note on GA and transformation/decolonisation
One example of the relationship of the graduate attributes to issues of decolonisation and
transformation can be seen with the graduate attribute of ‘being able to work with others across
differences in work and society’ (what is called relational capability). This entails working with people
coming from different backgrounds, knowledge bases, position in social hierarchies (race, class,
gender) etc. Working relationally can also be linked to working ethically for societal good rather than
simply for personal advancement, which is another proposed graduate attribute. Furthermore, this
way of thinking requires an understanding of working with difficult and often sensitive issues for which
there is not one or a simple solution, in other words the graduate attribute we referred to as being
‘resilient’. All of these can be seen as coming together in using technology responsibly in society, which
is an overarching graduate attribute for a university of technology.
Implementation
The first stage is the scanning of all programmes for how the four GA are currently realised in the
curriculum, from end 2017 through to mid-2019. This will result in extensive documentation on new
ways of thinking about the curriculum and at the same time will advocate the development of the GA
in the curriculum. To this end the university has set aside approximately R1 million to forward the
project. Concomitantly the university will run workshops/seminars on decolonisation in the
curriculum, how GA are realised to this end and the nature of the emerging GA sector (which
encompasses the former ideas).

1.1d: Future plans
What plans are in place for future efforts related to curriculum renewal and transformation over the
next year or two?

Change Laboratories
The change laboratory is a structured series of consecutive workshops in which participants work on
some form of problem, in this case transforming teaching and learning. The workshops begin with
bottoming out a particular problem and subsequent workshops focus on refining and understanding
it. Typically, the problem arises from contradictory positions taken by different participants, for
example between those involved in learning at work in internships/apprenticeships or in community
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projects and those at university. As the workshops progress participants seek to understand the
historical roots of difficulties and through reflection to come up with some initial, in-between object
or process which can help bridge between the different worlds of learning. At the beginning this object
is ill-formed and abstract (it exists only in the laboratory), for example the idea of students doing a
service learning project to bridge between university and society. Over subsequent sessions, staff
work to concretise this initial object, even going so far as to conduct learning simulations, leading to
further refinement.
Change laboratories were introduced to CPUT and the regional universities during a visit by Professor
Engeström and a week-long training workshop with Professor Virkunnen (U.Helsinki). 2017 saw
experimentation with a work and learning change laboratory aimed at improving Health mentorships,
which was presented at the international RWL conference as an example of curriculum change. For
2018 the intention is to use change laboratories to explore improved relationships between work and
university and hence improve curricula.

University teaching research funds
The university teaching and learning research fund (RIFTAL) of approximately R1million will be
dedicated to curriculum transformation/decolonisation projects for 2018. The call for proposals is to
be put out in October 2017 and approximately 12 – 18 of the best proposals will be selected for
funding.

Graduate attributes project
This is described in section 1.1c above, but will be rolled out in 2018.

The proposed creation of a Maths and Science Centre
As with other universities, Maths and Science learning constitutes a barrier to success at this
university. As a UoT, many courses are underpinned by Maths and Science, making this an important
initiative for curriculum renewal. This proposed Maths and Science Centre will research how these
subjects can best be taught in a UoT, given the nature of the applied fields, in order to maximise
student success. The Maths and Science Centre will ultimately develop materials and best practice
guides for selected departments where the most difficulty is encountered (for example, in Mechanics
1) and will hold regular seminars in 2018/19.

1.1e: Unresolved challenges
What unresolved challenges does the institution need to grapple with related to curriculum renewal
and transformation?
There are significant differences in the programmes and practices of universities of technology and
traditional universities in South Africa – and elsewhere. The South African higher education system is
intended to be hierarchical, with research-intensive universities occupying the highest level, the
comprehensives universities focusing on mass higher education, and the universities of technology
focusing on technology-based qualifications. The specific mission of the universities of technology was
to drive the technological aspects of South Africa’s ambitious reconstruction and development plan
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and thus contribute to overcoming the legacy of the apartheid regime, from redress to transformation
(see, for example, Du Pre, 2010).
South African universities of technology were created from the previous technikons (in 2005 for CPUT)
with fairly unclear criteria, mostly linked to meeting industrial needs (unlike, for example, in Ireland
where the polytechnics and institutions of technology are expected to meet certain criteria before
they are acknowledged as fully-fledged universities). There was, furthermore, an expectation that this
renaming would also create a more substantive identity for the sector: ‘… by being renamed
universities of technology it would once and for all settle the problem of identity, profile and
recognition which technikons (the precursor to UoT) had experienced.’ (Du Pre, 2010: 9). However,
having not had much support in the process of becoming a university, South African universities of
technology attempted to chart their new teaching, learning and curriculum regimes in an ad-hoc often
uncoordinated fashion. They often relied on developments from more traditional universities who had
different student bodies, overall aims and were less closely related to society and workplaces. As
Professor Lourens van Staden, chair of the Vice Chancellor’s association for UoTs (SATN), stated at the
October 2016 SATN conference the role and identity of the UoTs is neglected and hence currently
underdeveloped. Hence more than 10 years after its creation, the University of Technology Sector in
South Africa continues to experience a crisis of identity, exacerbated by perceptions of its second-class
status (there are currently attempts through SATN to gain a better understanding of the UoT sector,
its overall vision and purpose, but these attempts are still at their initial stages).
One result of this lack of clear definition may be that the practice base of the diploma with its linkages
to industry was not necessarily valued by bodies such as the CHE. Nor was the diploma recognised as
a key qualification for transformation as it is the qualification that is going to take people off a low
base and introduce them to a world of employability and opportunities to increase their life chances.
There was a combination of aspiration and legislation in UoTs offering degrees, but as a university
there was a demand that CPUT become more like traditional research universities.
Furthermore, since 2010 this institution has been undergoing a massive process of recurriculation of
diplomas where at least 50% of the curriculum had to change as well as the curriculation of new
degrees, advanced diplomas and post-graduate diplomas. The BTech degree which had been a way of
articulation into higher degrees for UoT students, is being phased out and replaced with the advanced
diploma. The sheer volume of work required of UoTs by the HEQC led to this recurriculation being in
danger of becoming a compliance, paper-based exercise, although many voices in this institution tried
to encourage HoDs to value this as an opportunity for meaningful change and renewal of curricula.
Unfortunately, some of the recurriculation processes thus missed a golden opportunity of curriculum
renewal and transformation (for example, curricula which ideally look to social justice or complexity
issues).
In addition, the academic drift of the UoT coupled with the massive recurriculation burden and the
need/call for curriculum transformation may have resulted in what a colleague has referred to as
‘epistemicide’. In other words CPUT has not set out to fully explore, in more advanced forms, what is
meant by knowledge in practice (or phronesis) as opposed to more theoretical knowledge (or
episteme) and technical knowledge, and how this can be taught within the context of curriculum
transformation/decolonisation.
Having said this, the university is attempting to face up to these challenges. As is described in Section
1.1c, this is to be done through developing graduate attributes, which are concerned with both
developing and acknowledging student agency, but also focus on knowledge needed in practice. The
latter, however, being based on STS, may be more focused on generic practices rather than how to
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translate theory into practice; this is an issue which requires further development and currently falls
under our Work-integrated Learning Research Unit.

1.2: Exemplars of successful curriculum renewal and transformation initiatives
Exemplar 1: Third/final year digital story-telling in Geographic Information Systems (GIS)
To understand fully the relevance and decolonising nature of the Geographic Information Systems
(GIS) case study below, it must contextualised and historically situated. District Six in Cape Town was
established in 1867 as place of residence for freed slaves, manual labourers, immigrants and artisans.
As early as 1901, under British colonial rule, the first forced removals began when the area’s Black
residents were moved to present day N’dabeni and their homes razed due to an alleged link to Bubonic
plague (SAHO, 2016). As Cape Town grew, District 6 became a vibrant, multi-cultural, diverse innercity residential area. However, on 11 February 1966 District 6 was declared a ‘white area’ and over
60,000 of its inhabitants were subjected to forced removals by the apartheid regime during the 1970s.
The dwellings, shops and all buildings save for two churches and a mosque were bull-dozed, and the
area left barren and rubble-strewn. In 1979 the Cape Technikon (a white technical institution) was
established on part of the land. In 2005, this historically white institution was merged with the
historically black institution, the Peninsula Technikon to form the Cape Peninsula University of
Technology.

WHAT WAS: Cape Town campus and where the District Six streets used to be.
The lecturer behind the GIS curriculum, worked on the Cape Town campus and became interested in
District 6 and its story. To stimulate ethical, environmental and social awareness in his students, he
introduced story-telling into his undergraduate courses in Geographic Information Systems. The
lecturer mainly used stories from the neglected space of South African History including the stories of
Autshmato and Krotoa, who were some of the first Khoi people to interact with Jan van Riebeeck, as
well as the history of District 6. He and his students mapped the present CPUT Cape Town campus
onto the former district six using GIS. He states that he told each story through the lens of GIS making
links to the curriculum explicit.
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The lecturer introduced digital story-telling into his curriculum in Spatial Analysis 3 which is a final year
GIS course. In this move towards a decolonising pedagogy, the lecturer gives his students a major
assignment over a semester that counted 25% of the final mark, in which they have to produce a
digital story with a video presentation about a social or environmental issue that has some kind of
importance to their lives. The story has to be told with GIS and the use of maps.
The process of creating the digital story takes a whole semester as the students first have to create a
storyboard and form a story circle in which they support one another and share ideas about the story
and how to improve it. An important aspect of the process is that students learn to be co-operative
rather than competitive. In fact, students are awarded marks for their collaboration. The lecturer tries
to make the story-telling process as safe as possible for the students and allows students to use a nom
de plume and ask another to relate their story to give it the safety of anonymity.
The stories are varied. Students who come from poor and difficult backgrounds tell about drugs,
gangsterism and how they overcame various challenges to enrol at university. The lecturer wanted
the digital story-telling process to disrupt privilege as much as possible, but this did not happen. He
states: “The white students produce slightly detached, documentary style stories – typically of
something that is out there like a Fukushima. However, many of the black students have to dig deep
to tell stories, personal stories about their history or social problems”. Furthermore, not all students
have laptops or access to the internet where they live, but everyone has access to the department’s
state of the art multi-media studio. The lecturer makes the point that some of the documentary style
stories are technically very good, which also reflects privilege because some students are very au fait
with technology. Students, who struggle technically, often produce rich cultural stories because they
dig deep to share across cultures, speaking with a subjugated voice that comes from a place of silence.
The lecturer states that the story-telling intervention is set in a critical pedagogical environment and
is used as a dialogical tool to foreground students’ subjugated knowledges. The students contribute
to the curriculum in the sense that their stories are used for teaching in later years (T&L Report, 2015).
The lecturer reports a very positive response from the students who comment in their evaluation that
they value the process of creating a digital story because they have learnt good presentation skills as
well as improving their grasp on technology. He states “Story-telling has proven to be an innovative
and effective method of teaching especially as it is located within an engineering curriculum” (T&L
Report, 2015).

Exemplar 2: Emergency Medical Science: Research Methodology: 4 year Bachelor of
Emergency Medical Care (BEMC) degree
The Emergency Medical Science Department has developed an innovative approach to the struggle
that third year students experience with academic reading and writing. The majority of the students
are not English first language speakers, but were required to read and make sense of complex
Emergency Medical Science articles. This did not prove to be successful; it also discriminated against
English second/third language speakers. Therefore, in the subject Research Methodology, the lecturer
decided to develop an innovative approach using the Evidence-informed Decision Making process
(EIDM) whereby students, working in groups of peers, are required to research and find articles that
have special reference to a given topic. Their research process is carefully scaffolded by means of an
interactive lecture on evidence-based practice and EIDM, guidelines on how to search a database and
an online introduction to EIDM. The lecturer supplies the students with a table containing critical
appraisal criteria for the articles, e.g. “Citation of Research Evidence; Type of research and method;
Direct Findings; Indirect findings” which they use to direct their research and reading. They are
required to do reflection to internalise their research. In addition, the students are given a template
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to rank and score the articles, i.e., “Quantitative Research Evidence Scoring Criteria: Is the evidence
relevant (sub-criteria: question (3), topic (3), context (4)); is the evidence robust (sub-criteria: sample
(4), measures, (3) analysis (5)); is the evidence unbiased (sub-criteria: author (3), institution (3),
conflict of interest (2))”. The table and template are assessed. The students also learn how to construct
a policy brief in which to impart both their research and findings. This is assessed as well.
For example, students are required to use EIDM to research theory and clinical practice around
domestic violence intervention to write a policy brief on domestic violence. The aim of the policy brief
is to provide an evidence-informed answer to the question: ‘What is the role and scope of pre-hospital
emergency care providers to domestic violence (DV) intervention as a form of gender-based violence
prevention?’ The answer is intended to determine theoretical and clinical best practice to domestic
violence (DV) intervention as a form of gender-based violence prevention to inform the emergency
care community and policy development by critically appraising the evidence that considers the
responsiveness of Emergency Medical Services to the health needs of DV victims.
The evidence appraised is based on electronic searches using the Cape Peninsula University of
Technology library database. Both research and non-research publications are considered with
publication dates mostly from 1999 to 2011. The students on the project screened 164 articles for
content relevance. Of these, 53 articles were critically appraised against the predetermined criteria
for relevance of the evidence, robust nature of the evidence and presence of bias. They engaged in a
thematic narrative analysis in terms of strength of evidence and frequency of findings.
Early recognition and intervention is seen as one of the most effective methods of DV prevention;
however, there is a caveat that this finding is nuanced if it is male caregivers doing so. There is an
ethical obligation to implement a comprehensive health approach to manage domestic violence
victims. The students’ strong, majority findings are that educational intervention/s increases the
health care provider’s understanding of DV and improves screening for DV. The students found that
their research supports the development and use of screening tools/guidelines/ procedures for DV as
they are found to improve DV intervention. The evidence supports an integrated effort of the health
system in achieving its goal of DV prevention by promoting the participation of pre-hospital
emergency care providers as critical stakeholders (Naidoo, Artz, Martin, and Zalgaonker, 2014).

Bellville campus
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SECTION 2: Diversity and inclusivity
2.1 Curriculum Reform
In the past few years, what reform of the curriculum has your institution undertaken to cater for
students with diverse academic needs, abilities, preferences and life circumstances? Which
approaches have been successful and unsuccessful and what evidence is there for this? What role
has the student voice played in developing, modifying or abandoning particular approaches?
As mentioned earlier, CPUT has been engaged in a massive recurriculation exercise of diplomas and
the curriculation of new degrees for the past few years. CPUT’s new recurriculated PQM once it is fully
up and running will promote inclusivity at different levels from Diploma through to the three and four
year degrees, professional Masters and Doctoral programmes by giving access where there was none
before. This new PQM is a response to the White Paper on Higher Education and well as a response
to the needs of the workplace of the 21st Century, which requires a new kind of graduate as change
agent who understands diversity and can relate to people in the workplace, as discussed in Section
1.1c above.

2.2 Promoting inclusivity of all students through curriculum
During the past few years, in what ways has the institution endeavoured to promote inclusivity of
all students through curriculum? How has the student voice influenced these efforts? Which efforts
have been successful and which have been unsuccessful and how do you know?
As the only university of technology in the Western Cape with approximately 36, 000 students, the
university strives to offer a holistic educational experience to its student population – largely drawn
from all over South African and Southern African Development Community (SADC) region, as well as
internationally.

2.2.1 The role of CPUT in promoting African languages and multilingualism: the multilingual
glossaries project
At CPUT, this resourceful student beehive of multicultural and multilingual experience, mentioned
above, is worth nurturing in response to the Department of Higher Education and Training’s call,
through language development initiatives. In the furtherance of this call (i.e., establishment of a
language policy along with its Implementation plan), the office of the Deputy Vice Chancellor,
Academic - Prof Anthony Staak - through the Senate Language Committee (SLC), spearheaded the
establishment of a Language Unit at CPUT. The Unit is guided by specific objectives contained in the
Language Implementation Plan such as (i) language development initiatives– with specific focus on
isiXhosa (taking into account the need to cater for other languages in the future- as per the profile of
the student population), (ii) the promotion of multilingualism within the institution and (iii) the
integration of language into content in academic offerings across faculties. The Unit, which forms part
and parcel of the Fundani Centre for Higher Education Development, takes its rightful position of being
in the forefront of implementing all aspects of the institution’s Language Policy.
The policy is informed by the following principles, amongst others:
i) the core values as enshrined in the Vision and the Mission of CPUT;
ii) the affirmation of student and staff diversity, including the valuing of South African
indigenous languages;
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iii) an acknowledgment of the need for all CPUT students to be proficient in academic English;
iv) an acknowledgement of the need for all CPUT students to master the technical and
professional languages of their fields and disciplines for reasons of employability;
v) the importance of language-sensitive teaching and learning methodologies and practices
for students for whom English is not a first language;
vi) the development of isiXhosa as an academic language;
vii) the promotion and the recognition of isiXhosa, Afrikaans alongside English as academic
languages.
Notably, the above synopsis on policy principles clearly suggests that the policy is characterised by (a)
academic; (b) symbolic; (c) ceremonial and d) administrative imperatives that are key in driving the
implementation process.
Implementable Imperatives:
Academic
Central to this imperative are academic related activities that include, but not limited to:
 Collating glossaries across faculties and departments, and providing translations and
descriptions of such into isiXhosa, Afrikaans and possibly other languages for purposes of
developing accessible materials for teaching and learning.
 The online multilingual glossary
 The idea of developing an institutional online multilingual glossary is aimed at translating
concepts from English to Afrikaans and isiXhosa, with the long-term goal of extending it to the
other South African official languages.
The online platform
 Towards achieving the above goals, the project works with an online platform for accessing
the multilingual glossaries. The online platform consists of a database designed using MySQL
which runs on a Unix server platform. The database is used to store information in categories.
PHP is used to connect and manipulate the multilingual glossary database. A Facebook plugin
is embedded to provide social media features using a few lines of HTML code, making the
multilingual glossary platform more social and as a strategy to encourage the students to use
the glossary. In interacting with the glossary, students are able to switch between the
Afrikaans and isiXhosa translations as desired, while the English definition is still available /
displayed for both instances of Afrikaans and IsiXhosa at a time. On the feedback section,
students can comment on the translated definitions, suggest new terminologies and more
difficult concepts for translation, and give general comments on most commonly used words
and suggestions on how to improve the glossaries for their maximum benefit. All comments
are re-directed to a dedicated multilingual glossaries email inbox which is monitored by the
website administrator. Any feedback provided is being acted upon to improve the glossary.
The multilingual tutorials (MLTs)
Kapp (1998) suggests that MLTs ‘facilitate cognitive and linguistic development, transform student
and staff attitudes to language and enable meaningful exchanges in the classroom’. Hence, an MLT
pilot programme was introduced as an intervention in an attempt to overcome the language barrier
that some students experience when studying law as a support subject in their programme.
Multilingual tutorials – which draws much of its material from multilingual glossaries – are offered in
two of the three regional languages, which are Afrikaans and isiXhosa. Problem-based activities are
designed to allow for informal social interaction between students and the tutors in their mother
tongue.
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Administrative
Critical to this imperative are administrative related activities that comprise of, but not limited to:
 Translation into both Afrikaans and isiXhosa of key institutional documents and policies for
purposes of accessibility and understanding. E.g., Language Policy is a case in point.
Ceremonial
Fundamental to this imperative are important ceremonies that are held by the institution from time
to time, including, but not limited to:
 Graduation ceremonies and announcements at such ceremonies,
 Apart from being response to the diversity of the institution, through the equitable access and
usage of regional languages, such an imperative represents a selling point and a positive
reception in the public eye.
 Inclusivity and diversity has been further promoted through reasonable accommodation of
the hearing impaired through the employment of the services of sign language interpreter
during such ceremonies. This is more is essential in the light of linguistic human rights of
disadvantaged communities.
Symbolic
Essential to this imperative is the establishment of the following structures and services, but not
limited to:
 Multilingual signage in the university key areas that will certainly signal the university’s
commitment to diversity, inclusivity, representivity and transformation. For example,
multilingual and safety signage in the new engineering building in the Bellville campus has
been completed. A multilingual touch screen is an accompanying feature in the new building.
The Faculty of Health and Wellness has also benefited in terms of multilingual and safety
signage and health signage. The better part of the Wellington campus is now multilingual
(Blocks A to K).

The first ever multilingual touchscreen directory on the Bellville Campus
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Benefit statement in relation to teaching and learning
Recurring denial that multilingualism exists carries within it far-reaching effects in terms of costs. More
precisely, the failure to consider, as part of the curriculum, the language that the learners are
comfortable with or their mother tongue, has been proven to be one of the contributory factors
towards high drop-out and high repetition rates in higher education, and thus contributing to the
notion of underdevelopment and wasteful expenditure in the educational sector. Therefore,
embracing language development, implementing and maintaining multilingualism at CPUT in
particular and in higher education in general will not only enhance cognitive development, on the part
of students, but will also contribute, amongst others, to the attainment of the following benefits and
spinoffs:
 Higher achiever rate pertaining to students.
 Minimization of wasteful expenditure and improvement of academic standards.
 Promotion of access and retention of students.
 Social cohesion for the benefit of internal and external stake-holders of the university.
 Promotion of language rights for the benefit of the internal and external stake-holders of the
university.
 Protection of South Africa’s rich cultural and linguistic heritage inside and outside of the
university.
Multilingualism and Implications for teaching and learning
Vygotsky’s (1978) Social Development theory states that socialization precedes cognition, therefore,
multilingualism in higher education has to go beyond simply providing the text in another language.
Students who are competent in the language of instruction, communicate with the more
knowledgeable other (for example the lecturer or tutor) more effectively in that language and their
learning is often not postponed. However, the opposite applies to many students who enter higher
education with faulty interlanguages. Therefore, equal opportunity has to be created for students to
socialise in their mother tongue while engaging with the discipline. Multilingual tutorials and online
multilingual glossaries present an opportunity for students to do so. As higher education institutions
grapple with designing multilingual interventions, they should bear in mind that regardless of the
pedagogical approach used, the use of multilingual glossaries should be embedded in the curriculum
and not taught as an add-on. Thus, constructive alignment with the intended learning outcomes,
teaching and learning activities and assessments, is fundamental to integrating multilingual glossaries
in teaching and learning. It is argued that the existence of a glossary in another language in cyber
space, without its utilisation forming part of the teaching and learning activities, denies that language
equal status to the language of instruction.
Research shows that more often, language (especially African/local languages) are taught out of
context, not supported outside the classroom, and has ‘severely restricted use in the wider
community’ (Slaughter 1997: 2). The verification process detailed in the section above seemed to close
this gap as all stakeholders were involved in the verification. Furthermore, the online multilingual
glossary gives students an option to provide feedback and to add new terminologies. This aspect was
included in the glossary to encourage development of terminologies and to give students a chance to
suggest terms used in their everyday life which could be used in conjunction with the verified terms,
which students indicated were at times too difficult for them to understand and thus made them not
use the glossary.
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2.2.2 The Extended Curriculum Programme
The ECP, as was previously mentioned in Section 1.1a, is also an instrument to promote greater
inclusivity of students in the curriculum. Students on the courses may otherwise be in danger of failing
and being excluded from the university. The ECP does this through providing students more time on
task, additional curriculum content, smaller classes and more individual and tutorial support.
Some evidence of the success of this approach has already been provided in Section 1.1a, but an
additional initiative specifically related to inclusion and participation was experimented with in 2016.
The intention is to pursue this participatory approach further in 2018. The approach concerns
students’ engagement in university classrooms. Of interest is the extent to which students

CPUT’s Dr Lynn Coleman (far right) with some of the organisers and presenters during the recent
Regional Extended Curriculum Programme Symposium hosted by CPUT
experience some measure of parity of participation in these engagements. Such ‘participatory parity’,
drawn from the work of the American Sociologist Nancy Fraser broadly refers to students being able
to bring forward their own ideas and concerns, experiment with new ways of doing in a conducive,
non-threatening and non-judgemental environment. In this way creating conditions of participatory
parity would support the development of a more inclusive, social justice approach to HE. Though much
has been written about student engagement and its educational value (e.g. Tinto), such engagement
is not typically examined through Fraser’s parity lens. Such parity matters because students are able
to experience themselves as valued participants in the social world of the university. However, as what
is being discussed is the university classroom, parity of participation in itself is not the only outcome;
it is also gaining access to disciplinary knowledge through such participation, or what is referred to as
epistemological access. Participatory parity is then viewed as a means to gain EA in the ECP classroom.
The initial work on this project is reported in the journal ‘Education as Change’, 21 (2), 2017.
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A/Prof Garraway with Ms Gihwala Co-ordinator ECP Emergency Medical Care

2.2.3 The First Year Experience (FYE)
FYE is a student-centred initiative that responds to the university’s mission, vision and priority
programmes. FYE aims, not only to increase student success and reduce attrition, but to maximize
student achievement. FYE assist students to achieve smooth transition from high school to university.
This is done by helping students cultivate the abilities necessary for effective learning. FYE aims to
inspire students to become fully inducted into their academic disciplines and programmes, providing
them with psycho-social and academic support that will inspire them to achieve academic excellence.
FYE Activities
The FYE project uses a strategy of bringing together the following initiatives:
Roles of First Year Coordinators and Retention Officers
2.
Extended orientation
3.
Mentoring programme
4.
Online material (videos)
1.

The role of the First Year Coordinators and Retention Officers

The First Year Coordinators provide leadership in the faculty in enhancing first year experience. They
engage academics on first year students’ issues and activities. They encourage sharing of best
practices and challenges among the academics teaching the same course or different courses in the
same Faculty or different Faculties. First Year Coordinators play an important role in building
relationship between students, academics, student support and other stakeholders within the
institution. In the faculties where there FYE Committees (Applied Sciences, Education, Health and
Wellness (Athlone) and Engineering) exist lecturers engage with first year students’ issues and have
insight into first year students’ struggles and challenges. In other faculties the role of First Year
Coordinator is the function of the Teaching and Learning Coordinator (Applied Sciences and Education)
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and certain lecturers in the Faculty of Business Management and Sciences (Public Management (ECP)
and Management).

2.

The role of Retention Officers (RO)

The role of the Retention Officers (RO) was established to track first year students ‘performance assist
students to settle in their first year university study. The RO help student to take responsibility for
their learning. The RO together are responsible for monitoring students’ disengagement and identify
students at risk as early as possible by checking the following; students who miss a class, do not submit
an assignment and fail an assessment are called in by the retention. ROs are responsible for the
facilitation of orientation, on-going support for first year students and referral of students at risk to
the relevant support service. Faculties with active ROs; Education, Applied Sciences, certain
departments in Business and Management Sciences (OMT, FIS and Tourism), Engineering Faculty has
Student Engagement and Success Officer as a staff member who functions as both RO and First Year
Coordinator.
3.

Extended Orientation

The two-week extended orientation programme comprises of social events, institutional and faculty
welcome and a compulsory programme of workshops aimed at equipping the first year students with
basic social and academic survival skills. To avoid information overload, specific workshops are
facilitated at specific times of the academic programme to provide “just in time” support as follows:
 On arrival – the students are given first year guide and GRAD book to familiarize the students
with first year students’ issues and understanding of their institution.
 First 2 weeks – Workshops on time management, goal setting, embracing diversity and
personal budgeting to equip them with the necessary skills to help them adapt in the
institution.
 When the classes begin – Workshops on note-taking, reading skills, essay and report writing
to assist the students to engage with the learning material.
 On receipt of an assignment – Workshops on information literacy, referencing, paragraph
writing and plagiarism to provide the students with writing support.
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Close writing assessments – Workshops on exam preparation and understanding question
words to prepare students for exam writing.
These workshops are repeated throughout the year at the request of lecturers and students.
4.

Online material

The topics for orientation are also available on videos. The videos can be accessed at the following
links http://www.cput.ac.za/students/about/first-year and http://youtube.be/KjEUQ08xrwM. Most
viewed videos include: goal setting, time management, Harvard referencing and personal budgeting,
exam preparation and understanding instruction words. Our statistics revealed an overwhelming
increase in students’ accessing the videos especially during student unrests and orientation. Lecturers
use the videos as a resource. This shows great penetration into embedded external distribution of the
video content. Overall, these analytics state that we are continuing to grow at a steady rate, while
maintaining quality content that our viewers enjoy while still getting to our exact target market. In
2017, the videos were revised to be aligned with the revised graduate attributes of the institution.
5.

The mentoring programme

Peer mentoring in higher education is regarded as an effective tool in retaining first year students.
Peer mentor foster a sense of belonging and personal connection with the university community. A
sense of belonging with the university with the university among the first year students is vital in
shaping a students’ journey at university. Peer mentor provide personal, psychological, social &
academic support. Peer mentors work in faculties and residences. Each peer mentor is allocated 1015 first year students. In the initial meeting the peer mentor compile mentee profile which assist in
identifying risk factors. The peer mentors have weekly meetings with mentees in groups and/or
individually. Mentors uncovered the following challenges facing the first year students; Drug abuse,
poverty, family issues, pregnancy, relationship issues, health issues, accommodation, financial issues
and academic issues. These students were referred to the Support Services for assistance. 72 mentors
were trained from the different faculties; Education (26), Health and Wellness (12), Design (19),
Applied Sciences (6), Business and Management Sciences (4), Engineering (5).
6.

CPUT 101

In 2017, CPUT 101 module was revised and aligned to the graduate attributes and will be implemented
in 2018 to be taken by first year students. This module will be completed by first year students on
some of the topics.

First-year students at CPUT
32

2.3 Bias and alienation
What approaches does the institution take to identify instances of bias and alienation related to the
curriculum? How are these addressed?
There is no specific institutional review process to identify bias and alienation related to the
curriculum. If any such instances may arise and be brought to the attention of the academic staff, they
would be dealt with by the lecturers concerned and/or the Head of Department.

2.4 Unresolved challenges related to promoting diversity and inclusivity in the
curriculum?
What unresolved challenges does the institution need to grapple with related to promoting diversity
and inclusivity in the curriculum?
CPUT still has challenges related to promoting diversity and inclusivity. One of the challenges is that
many lecturers still rely on Eurocentric and American learning materials in which the African voice and
experience is entirely absent. Another challenge is how to deal with sexual orientation in the
curriculum, when there are lecturers who may not understand the alienation caused by
heteronormativity in the curriculum and classroom. Although there is work being done on promoting
multilingualism, much more work needs to be done throughout the university to promote language
access. It must, however, be pointed out that language access alone is insufficient for students to
access the norms and discourses of their university disciplines. Attention needs to be paid to how
different subjects have different ‘rules’ for how text is to be interpreted and produced, the so-called
academic literacies model. Furthermore, issues of teaching with and for social justice, though being
raised currently in the ECP, are still very much in their infancy and need to be explored with greater
vigour.
ECP is, however, paradoxical as it is both about inclusivity but at the same time may be experienced
by students as exclusionary. This is particularly the case where the classes are racially exclusive. Our
understanding is that the flexible curriculum approach of the CHE in the past was an attempt to
remove some of the stigma attached to ECP. In such a model all students are seen as having difficulties
and advantages in studying at university and should be able to pursue the pathways that best suit
them, in other words an inclusive approach.

2.5: Exemplars of curriculum initiatives that promote inclusivity of diverse students
Exemplar 1: Business and Information Administration (BIA): Diversity Management
As part of a decolonising pedagogy for future business leaders, the lecturer feels that it is very
important for students who are going to be dealing with diversity in their business careers to know
the history of their South African context as well as engage with current affairs. This includes
apartheid, as well as issues in SA such as diversity, xenophobia, gender, homosexuality, gay rights,
racism, disability, and privilege. A colleague and the lecturer, who also uses the media and social media
to teach diversity, created the materials used to teach Diversity Management. Paulo Freire was used
as a conceptual background in creating the curriculum.
From 2013 to 2017, the subject was presented on a first year level, but when it was recurriculated, it
was moved to second year level. It is offered in a two and a half hour workshop format once a week.
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Various forms of interactive and innovative pedagogy are employed in this subject, e.g. the lecturer
posts articles of about current affairs on the Blackboard LMS with discussion questions to which the
students have to prepare a response for discussion in class. All the class notes and presentations are
also posted on Blackboard, which the students may easily access. Students write letters to editors
about current affairs, two of which were published in the Cape Argus.
The subject includes a 40-hour “pay it forward” service learning project as part of the curriculum
where the students have to select the community in which they wish to serve, e.g. a place of safety
for girls called Onse Plek or working with the entrepreneur owner of a spaza shop. Before embarking
on their project, students learn about the ethics of volunteering. During service learning, they also
create a portfolio about their service learning project and do an oral with a PowerPoint visual
presentation on their project. This portfolio and presentation is one of the alternate forms of
assessment that the lecturer uses in this subject.
As the Cape Town campus is situated on the former District 6 (D6) grounds, the lecturer makes use of
the D6 museum to present workshops on apartheid and current diversity issues run by people
attached to NGOs. The students go to the D6 museum to hear talks about the history of D6 and
apartheid’s role in its erasure and forced removal of its people. The lecturer also requires her students
to attend a workshop run by ex-residents of D6, interview the ex-residents and then create a two and
a half minute digital story about the ex-resident’s life experiences of D6. Students are encouraged to
interview the elders in their communities to gather their views and life experience of apartheid. In this
way, the students become a voice for the community as well as being made aware of their own
community history.

As the Course is also presented on the Wellington Campus, the lecturer buses those students into the
Cape Town campus to attend the workshops at the D6 museum. Six tutors assist the lecturer with her
240 students. She tries appoint tutors whose mother-tongue is one of the three regional languages to
enable epistemological access. As she uses process writing, which involves marking two or three drafts
of an assignment, the lecturer feels overwhelmed by all the marking. To deal with the formative
assessment marking, she introduced peer assessment.
The success of this course may be measured by the 90% attendance rate and the positive feedback
that students provide on the course. In addition, students are prepared to come into campus on a
Saturday morning if there is a particular workshop or a feedback session on the digital stories.
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Exemplar 2: The walk of privilege: Journalism: Political Reporting
The “Walk of Privilege” is an experiential learning activity that highlights how people benefit or are
marginalised by systems in society and how intersectionality affects them. Intersectionality is a
sociological term that refers to the interconnection of social constructs such as gender, race and class
as they relate to individuals or groups. This interconnection creates intersecting and mutually
dependent systems of discrimination or disadvantage. The Walk of Privilege is a tool for learning about
privilege and social justice, as well as a means to understand and discuss the complicated intersection
of privilege and marginalisation where having one privilege does not make up for another
marginalization, and that every privilege or marginalization exists on a different but intersecting plane
from another (Layne, 2016).
The learning activity is conducted in an open space with students who already know each other with
a facilitator who has drawn up a series of statements to read out. The students start by standing in a
straight line. The facilitator reads a statement such as “If you are right-handed take a step forward”,
at which those who are right-handed step forward and the left-handed stay behind. Another
statement could be “If English is not your home language, take a step back.” If a student does not feel
comfortable acknowledging a statement in public, she/he may remain standing still. In this way, the
students physically enact and embody the meaning of privilege and intersectionality so that these are
no longer mere abstract concepts.
Strong emotions may be evoked in students during this exercise; therefore, it is essential that
debriefing by an experienced facilitator takes place. The debriefing has two aims: (1) to help
participants get in touch with their feelings with the aid of reflection-provoking questions to release
negative emotions and (2) to help participants realise how fundamental these privileges and
marginalisations are to one’s being (Layne, 2016). Thus, participants learn about themselves and how
to reconcile that knowledge with themselves so that they may improve relationships with others and
themselves.
A lecturer in Political Reporting and an academic developer worked together to explain racially biased
voting in South Africa and its historical origins to Journalism students by using the “Walk of Privilege”
which they regarded as a decolonising pedagogical approach to engage and disrupt identity politics.
They decided on this after a lecture on apartheid legacy with its differentiated oppression and privilege
had left many of the students in the class feeling very emotional and angry. The students had an
understanding of privilege as only referring to wealth. The lecturer and academic developer hoped
that asking students to embody privilege in its many forms in the Walk of Privilege would help the
students develop a less facile definition of privilege and an understanding of intersectionality.
The academic developer, acting as facilitator, took the students through the walk of privilege and a
sensitive debriefing. “Participants in the Privilege Walk are positioned in a social grid that poignantly
represents the current state of [South African] society. The statements in this exercise usually result
in white males positioned at the front of the grid, while African females are at the back of the grid.
Statements do not only focus on race but are intersectional in that they focus on race, gender, class,
sexuality, age, religion, able-bodiedness etc. This allows students to see privilege as more than
financial advantage and more than just white privilege. It is a powerful activity that creates space for
interesting conversations about the legacy of apartheid and how [South African] society still values
whiteness, masculinity and heteronormativity” (Ngoasheng and Gachago, 2017).
Upon reflection, these facilitators recognised that the original privilege walk actually “cements current
social positions without allowing for change or disruption of the social system” (Ngoasheng and
Gachago, 2017) because it visualises the status quo without picturing a different future.
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These facilitators then decided to add a new dimension to the Walk of Privilege in which they included
the student voice by asking the students themselves in group discussion to create suitable statements
to use. Thus, they expanded the grid based on new values that would affirm difference, and recognise
that identity is not static, but constantly changing and becoming. For example, the students’
statements included:





“If you can speak other South African languages beyond English or Afrikaans take a step
forward
If you grew up in a tightly knit community where everyone contributed to your development
take a step forward
If you are male and can work under or with women take a step forward
If you can reduce your privilege for somebody else step forward” (Ngoasheng and Gachago,
2017).

These statements resulted in a grid different from the original, and the students moved the focus of
the statements away from whiteness to include their own values; these students created a new social
grid upholding different values and identities. This exercise using different values became more
affirming of difference and resulted in a positive response from the students. They also decided to
change the power dynamics of the grid by using a circle in the second part rather than a straight line
with those most disadvantaged moving to the circle’s centre.

Exemplar 3: Multimodal intervention in ECP Mechanics 1
As a result of a high failure rate in the ECP Mechanics 1 course, research was done to investigate the
cause of this high failure rate. This research showed that the main problem was that students who
have English as an additional language were constrained by the Language of Learning and Teaching
(LOLT) being English without scaffolding or additional resources supplied to the students. In addition,
the lecturer was not sensitive to the language problem.
The researcher (who is also an academic developer) proposed a multimodal intervention that would
address the different learning styles of the students (visual, auditory, reading) as well as enable
epistemological access to the Mechanics 1 concepts. To this end, multilingual tutorials were offered
to the students making use of hybrid language practices (HLP) which are multicultural literacies that
the students have developed at school to understand troublesome content. An interactive, contextembedded blog was designed by the researcher, which gave the students access to all the Mechanics
1 concepts in English, isiXhosa and Sesotho. The students could respond and discuss in their own
languages. In this way, translanguaging was used as a scaffolding tool for concept literacy. The blog
used hybrid language practices together with multimedia, such as videos and podcasts, to make the
content accessible. The curriculum on the blog was prepared and produced by senior Mechanical
Engineering students (see mecheng2016.blogspot.co.za).
During pre- and post-lecture sessions with the lecturer, the researcher sensitised the lecturer to the
language and literacy needs of the students. When the lecturer used a multilingual approach
characterised by students’ demonstrating their linguistic hybridity and drawing on examples from
their own cultural domain, the English Additional Language (EAL) students engaged with more
confidence and willingness, where previously they had only memorised concepts without having
developed a conceptual understanding. The use of visual representation, diagrams, illustrations and
practical examples from the students’ culture or everyday activities aided understanding and
improved the learning experience. The students reported that they considered this multimodal
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approach meaningful because they felt encouraged to learn independently. They viewed the blog as
a non-threatening environment where they could engage with their peers in their own language as
well as test their understanding and applications of formulae to solve mechanical problems.

Exemplar 4: Public Relations Management: Communication Science 2
The year-long subject, Communication Science 2, is theoretical in nature and is pitched as an abstract
and conceptual narrative of society, which students have to unpack and debate into an elementary,
pragmatic and literal understanding and conceptualisation. This second-year subject covers Sociology
Theory (Functionalism, Structuralism, Humanism and Cultural Studies), Political Communication,
Financial Communication and Intercultural Communication in that chronological order. The lecturer
takes an innovative and holistic approach to her subject and students stating, “Part of my teaching
philosophy is that students engage in Learning Modules that include various field trips and activities
that are aligned to the science of communication. The idea is to provide students with a platform to
engage with their peers in an intellectual activity that removes them from the everyday classroom.
Field trips provide students with a window to the real world that they don't get in the classroom. One
such initiative is their first learning module, which looks at Sociology. This module includes their visit
and assessment of the Holocaust Experience and their participation in the annual Cape Town
International Jazz Festival (CTIJF) Public Debate. This public forum challenges students in an
intellectual and professional setting.”
Starting with a basic understanding and history of sociology, culture and the various roles people play
within society is discussed. The students explore constructed reality within society and how it differs
within communities and societies across the world, including utopian and flawed, tragic societies. The
students go on a field trip to the Holocaust Centre in Cape Town for a full day workshop programme
to gain a broader understanding of cultural studies, as well as the complexities of human beings. Here
they are exposed to the history and background of the Holocaust against the European Jews, as well
the Rwandan Genocide and Apartheid in South Africa. They are shown a range of films and videos,
experience the exhibition with a guide and end the day with a workshop and problem-solving session.
The Holocaust activity creates a context and understanding of the South African struggle for freedom
and equality. The lecturer states, “This session is remarkable in the sense that its outcomes are felt in
a tangible way. Many of the students literally change the way they see the world and how they engage
with other people. They also have a better understanding of society and develop sensitivity to others.”
The students give very positive feedback. In the words of one student: “I felt proud of being a South
African especially in the times we live in now, to see what we have all come from and what we have
gone through I am so much more grateful for what we all have today. Learning about our culture and
information is much better and interesting as a student. ”
Their knowledge and understanding of the Holocaust is also closely related to the discussion of
decolonization and the role music plays in social mobilization of the masses, which is the theme of the
CTIJF public debate. To prepare for the debate students view a film, “Amandla: Revolution in four-part
harmony”, about which they have to write an individual reflection as well as an argumentative essay
which explores the relation between music and social consciousness. The students are given articles
to read in preparation for the debate. They also have to write an argumentative essay on
decolonisation and indigenous knowledge, and prepare questions for the public debate.
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CPUT students participate in the Cape Town International Jazz Festival public debate
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Another student comment, “I enjoyed how the term was planned as like a series and building blocks
which all ended in a real-life activity like the debate. I felt so prepared and excited to ask my questions
and felt so empowered being able to express myself with the knowledge that I was fully prepared to
actually debate my point of view. I learnt so much from the speakers and my classmates, I actually
didn’t realize how opinionated and aware they were – I was in awe! ”
During the Political Communication module, the students are taken to Parliament for a tour of the
building as well as its history. Thereafter, they sit in on a parliamentary session in the public gallery.

Communication Science 2 students outside Parliament
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The students expressed their appreciation of the outing and the learning they gained, “Being able to
see and understand how politics work and how decisions are made has made me take more
responsibility for my vote. The tour of parliament showed NCOP and NA and I learned!” A student
comments, “It was my first time in Parliament and being able to see the President and our Leadership
was once-in-a-lifetime.”
In terms of assessment, students are required to reflect on the class sessions and discussions, as well
as engage with various reading materials (both prescribed and sourced at their discretion), which is
then aligned to set assessment criteria. For the Holocaust Experience assessment, they were expected
to prepare themselves for by reading up about the subject matter and familiarising themselves with
the basic scope of the holocaust as a concept. The facilitators at the Holocaust Centre cover the
background and history of the holocaust, genocide, racism, prejudice, race relations and the theory
around genetics and blood, World War II, tribalism, xenophobia and religion. The morning session is
followed by a guided tour of their exhibition, which includes artefacts and impressions of Apartheid
South African and the Holocaust of the European Jews. The day concludes with a workshop session
and presentation. In this session, the students have to problem-solve a scenario that refers to the
day’s teaching and present their sentiments in response. At the close of the day, they are issued with
a group assignment – which instructs them to work in diverse groups (of race, religion, culture,
language and gender) and report back on their experience. This assessment, “The Holocaust
Experience,” comes in the form of an academic essay that asks them to reflect on the five things they
found most moving, exciting, interesting, informative, and distasteful. They are expected to identify,
discuss and motivate with examples. This assessment forces them to reflect on the experience in a
tangible and purposeful way. Since they work in a group, they also discuss points and negotiate a sense
of meaning that applies to each group member. Each person’s experience would be different and this
assessment asks them to explore those differences and apply them to very sensitive and distressing
issues and subject matter. Additionally, students are expected to source scholarly articles, reading
material, documentaries and films aligned to the subject.

Exemplar 5: Clothing & Textile Technology: Information Literacy: An unsuccessful project:
The translation of a Harvard Referencing Guide into isiXhosa
The CPUT Language Policy advocates translating core notes into the three regional languages. In 2013,
in response to this and as an attempt to help her students understand referencing, the Information
Literacy ECP lecturer in the Department of Clothing and Textile Technology had her English Harvard
Referencing Guide translated into isiXhosa and Afrikaans. The Afrikaans students found the guide
useful. However, upon receiving the isiXhosa Harvard Guide, the students refused to use it, but
insisted on using the English Harvard Guide. Thus, the lecturer’s sincere attempt to enable
epistemological access failed in terms of the unusable translation.
To understand this phenomenon, the lecturer and a colleague (the Language Co-ordinator in the
Engineering Faculty) undertook a RIFTAL-funded research project that explored the students’ refusal
by means of a qualitative questionnaire, free-writing and focus groups. The findings showed that the
students could not read, understand nor use the isiXhosa Harvard Guide because it was written in
“deep” formal isiXhosa that was quite different from the everyday isiXhosa spoken by the students.
One student commented that her grandfather in the Eastern Cape had read the Harvard Guide and
had stated that it was very good. However, students could not relate at all to the guide written in a
language whose formal register they could not understand. They stated that they would like the guide
to be written in the everyday vernacular that they used on campus and at home where code-switching
is an integral part of speaking.
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The research into literature showed that a transformative, rather than an add-on, approach to using
translated learning materials was required. This recognises that students, as agents, bring a repertoire
of languages with them into the classroom. It also recognises that students are socially situated with
unique geo-histories that include relations, connections, social interdependencies, agency and
causality. Thus, for translations to be meaningful to students they have to speak to this geo-history.
In other words, translations have to be in the language that is spoken and understood by students in
an accessible register and dialect and that uses code-switching. This allows students to exercise their
academic and discursive agency that in turn promotes epistemological access (Millar and Barris, 2017).
Although the translated learning material proved to be unusable by isiXhosa-speaking students, and
could thus be regarded as an unsuccessful project, a great deal of learning ensued from the research
that was undertaken into this “failed” project. The academics went on to publish this research at
conferences where it sparked much debate and as a chapter in a book. In this way, the “failure”
contributed substantially to the national debate around multilingualism in higher education.

An aerial view of Bellville Campus
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SECTION 3: Curriculum Development, Capacity and Quality
3.1 Institutional support in up-skilling staff members in curriculum matters
What approaches does your institution take to ensure that those responsible for curriculum design,
development and implementation have the requisite skills, knowledge and attitudes and receive the
support needed to ensure that the curriculum is educationally sound, fit for purpose and aligned to
the institution’s values? Are there guidelines or policies at institutional or lower levels?
The Fundani Centre for Higher Education Development has played a pivotal role over the years, but
specifically since the promulgation of the HEQSF in 2013 in spearheading curriculum design,
development and implementation at the institution. It has also provided guidance to academic staff
through formal qualifications [e.g. Higher Diploma in Higher Education and Training (until 2012) and
the Postgraduate Diploma in Teaching and Learning in Higher Education (from 2013). In addition, nonformal programmes were offered in collaboration with other HE institutions in the Western Cape
region through the Cape Higher Education Consortium (CHEC) as well as continuous professional
learning opportunities (e.g. CPUT Research and Innovation in Teaching & Learning (RITAL) annual
conference, institutional seminars and workshops in academic departments). The Curriculum Officers’
(COs) project (described in more detail below) as well as faculty structures such as the appointment
of Faculty Teaching and Learning co-ordinators and the establishment of Faculty Teaching and
Learning Committees and in some faculties also faculty-based CO forums formed part of a
collaborative approach to up-skill academic staff in terms of curriculum matters.

Curriculum Officers at a CO Forum meeting

3.1.1 CPUT’s Approach: The Curriculum Officers’ Project and Forum Activities
The purpose of establishing a Curriculum Officers’ Forum was to develop a community of practice
regarding teaching, learning and assessment. When the CO project was mooted in 2002 based on
42

three representatives per faculty (i.e. a total of 18 academic staff), COs would champion improved
teaching and learning practices in their faculties and departments in a collaborative way. The Higher
Education Qualifications Sub-Framework (HEQF) (2007) necessitated a shift in thinking and practice to
curriculum revision and curriculum development. The HEQF was first promulgated in 2007 and with
many amendments and iterations, the HEQF finally evolved into the Higher Education Qualifications
Sub-Framework (HEQSF) of 2013. The Curriculum Officers’ Forum became an institutional forum for
capacity building on curriculum revision and development for COs and ultimately for departments and
faculties as a whole.
The Curriculum Officers’ Forum uses a strength-based approach based on ‘Appreciative Inquiry’
Cooperrider and Srivasta, 1987) as guiding principle for its activities. The use of Appreciative Inquiry
relates well to complexity theory which underscores the notion of higher education institutions as
complex adaptive social systems that continually change through the interactions of people involved
in bringing about change. Through the use of the 4-D cycle (Discovery, Dream, Design and Destiny) of
appreciative inquiry as defined by Cooperrider and Srivasta (1987), COs were capacitated to act as
change agents in their academic departments. Curriculum Officers were encouraged to reflect on
previous curriculum practices and to project in a positive manner towards future curriculum practices.
The objective was not to be paralysed by the thinking that characterised inertia regarding the
convenor technikon qualifications, but to think proactively about the kinds of curricula that should
characterise programmes offered by universities of technology. In this regard, the SOAR analysis
(Strengths, Opportunities, Aspirations and Results) developed by Stavros, Cooperrider and Kelley
(2005) was helpful to discover new opportunities and to visualise curricula renewal and
transformation.

Curriculum Officers engaging in group discussions
Currently, the CO forum consists of 55-60 COs, each representing an academic department across the
six faculties of the institution. Ideally, COs should hold the position of Lecturer or Senior Lecturer in a
department with at least five years’ teaching experience in a higher education environment. COs are
not formal appointments that follow normal HR processes and procedures, but are selected by the
HoD to represent the department at the monthly CO Forum. The role and responsibilities of COs,

43

captured in a Memorandum of Understanding, imply that COs are tasked to support HoDs in the
following ways:





Leading curriculum development and facilitating curriculum processes in their respective
departments;
Promoting improvement in effective teaching, learning and assessment by facilitating
workshops and mentoring staff;
Researching educational practices and promoting research and scholarship, and
Collaborating with other COs in their own and other faculties and ensuring that all staff in
departments are privy to professional development and improved practices.

By virtue of being departmental representatives, COs require the support of both the HOD and the
academic staff in order to fulfil their roles. Since COs are tasked with specific roles, they are entitled
to academic or research support in the form of a substitute lecturer for class relief and/or a research
assistant. To this end, each department is allocated an amount of R20 000 per annum to fund teaching
and/or education research support. COs should preferably be relieved of teaching commitments on
Wednesdays to attend the monthly CO Forum meetings and to engage in CO work.
The CO Forum monthly meetings allowed for discussion sessions on, amongst others:
(1) analysing communiqués regarding developments in the HEQSF from 2009 to 2012;
(2) analysing proposed qualification types;
(3) exploring Appreciative Inquiry as an approach to thinking about curriculum;
(4) curriculum development processes such as situation analysis, benchmarking and
programme design;
(5) emerging theories and conceptions of graduate attributes;
(6) constructive alignment and curriculum mapping;
(7) work-integrated learning and curriculum, and
(8) pedagogical elements such as learning outcomes, level descriptors and subject guides.
In the period 2012-2014, the CO project provided the kinds of knowledge required for the revision of
the Diploma programmes, which were submitted to HEQC in 2014. Since CPUT viewed the HEQSF as
an opportunity to bring about the kinds of change envisaged for niche-area Diplomas, it embarked on
a robust process of evaluation and reflection that resulted in the curricula of non-HEQSF National
Diplomas (now HEQSF-aligned Diplomas) being changed by up to 50%. The CO project adopted an
approach that the experience and knowledge gained in revising the Diplomas would serve the CPUT
community well for the next phase, i.e. developing Advanced Diplomas and new undergraduate
degree qualifications.
A recent focus for the CO Forum at CPUT (2014-2016) was on developing the Advanced Diploma and
undergraduate qualifications for various departments. This process commenced with analysing the
HEQSF characteristics for specific qualifications and developing a purpose statement, justification and
rationale based on the findings of the benchmarking and situational analysis. The curriculum theories
and approaches employed relate to student-centred learning and development, i.e.




graduateness in terms of ‘knowing’, ‘doing’ and ‘being’ influenced by the work of Barnett and
Coate (2005);
vocational knowledge structures that engender horizontal and vertical alignment (influenced
by the work of Bernstein, 2000);
knowledge building through curriculum analysis by means of semantic density and semantic
gravity (influenced by the work of Maton, 2014; 2016);
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the development of vocational pathways and streams (influenced by the work of Wheelahan,
2010; Wheelahan & Moodie, 2011; Wheelahan et al., 2015), and
the institutional focus of constructive alignment in teaching and learning (influenced by the
work of Biggs, 2003).

The curriculum approach adopted by the institution through the work of the CO project draws on
Barnett and Coate’s (2005) schema of holistic development, i.e. knowing, doing and being. The focus
on ‘knowing’, ‘doing’ and ‘being’ provides a lens to explore possibilities of developing an ‘engaged
curriculum’ for the holistic development for lifelong learning (Barnett & Coate, 2005). It should be
noted that firstly, knowing, doing and being are not distinct from one another, and secondly, that the
relationship between knowing, doing and being is related to the field and discipline of study and the
different demands of the subject area and qualification structure. For example, within the context of
a nursing qualification the skills, competencies and attributes will be more pronounced and
foregrounded than for a management qualification, with its more theoretical and text-based bias.
Propositional knowledge (i.e. the “what” of curriculum) informs and underpins procedural knowledge
(i.e. the how of curriculum), in which the being is embedded.
In 2014 the focus was on the initial phase of developing qualifications for submission to the
Department of Higher Education and Training (DHET) and for 2015-2016 the second phase involves
matters of pedagogy as required by the Higher Education Quality Council (HEQC) and the South African
Qualifications Authority (SAQA). All CO Forum resources are uploaded to the institutional Learner
Management System for access by all academics at CPUT. The resources are designed to serve as
references to support curriculum development for all future qualifications.
In 2017, the focus of the CO forum shifted towards the implementation of new HEQSF-aligned
qualifications capacitating academic departments with the development of programme and subject
guides, considering matters pertaining to articulation and credit transfer between non-HEQSF and
HEQSF-aligned qualifications as well as exploring innovative and technology-rich modes of delivery. In
addition, the CO forum is also facilitating discussion on the development of Postgraduate Diploma and
Bachelor Honours degrees at the institution.
The Curriculum Officer role has assumed more responsibility over the years. The HEQSF brought about
an unprecedented quest to develop and revise curricula within the UoT sector. The CO Forum is unique
to CPUT and comprises dedicated staff members who are willing to be COs in spite of the increased
workload and responsibility to promote effective curriculum practices in their departments. Most COs
claim that the value of being a CO resides in their personal trajectory of professional development and
remaining current with developments in the South African higher education landscape. One of the
main objectives is that COs would collaborate and support one another at faculty level to ensure that
professional development of the CPUT academic community and effective teaching, learning and
assessment practices would remain at the forefront of curriculum initiatives. The CO project is also
highlighted as an international example of best practice in the European Union’s OECD report
(2012:16) on ‘Fostering Quality Teaching in Higher Education: Policies and Practices’.

3.1.2 Guidelines and drivers
The Cape Peninsula University of Technology (CPUT) used the following as external drivers to bring
about curriculum renewal and transformation across the institution:
 the actions of the Council on Higher Education (CHE) regarding the categorisation of
qualifications on the Programme and Qualifications Mix (PQM) of the institution,
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the alignment of existing and new qualifications to the Higher Education Qualifications SubFramework (HEQSF), as well as
the CHE Framework for the second cycle of quality assurance and enhancement

Decisions were taken in October 2011 at a strategic planning meeting of the Deans’ Forum, which
culminated in the formulation of the CPUT Curriculum 2020 project. This was aligned to the Vision
2020 strategic plan of the institution to develop and enhance academics’ understanding of learningcentred curriculum renewal and development. The CPUT Curriculum 2020 project plan, approved by
Senate in March 2012 foregrounded three guiding principles:





Design relevant, responsive and coherent curricula that reflect effective stakeholder
engagement and appropriate adherence to the national and institutional policy requirements,
principles and procedures.
Work collectively and collaboratively to create significant learning experiences for CPUT
students that will promote high levels of understanding, the development of advanced
practice-related skills and the acquisition of appropriate graduate attributes to address the
needs of society in a changing world.
Provide adequate support mechanisms and effective means of communication to allow staff
to develop the required curriculum analysis and programme design expertise applicable to
revision and development of vocationally and professionally oriented curricula.

The CPUT Curriculum 2020 project adopted an evidence-based and phased approach to curriculum
renewal and development with clearly defined deliverables, outcomes and timelines to be achieved
and reported on at appropriate faculty forums and Senate committee meetings as an important part
of the institution’s quality improvement plan. The key deliverables, in keeping with national and
institutional timelines and deadlines, included the following:


The renewal and development of relevant and responsive HEQSF-aligned curricula
undertaken by means of a phased approach and operationalised in terms of certain actions
such as:
(i) the development of a curriculum analysis and review action plan for existing qualifications
(e.g. National Diplomas) that required less than 50% change to the curriculum (i.e. Category B
qualifications);
(ii) the development of a curriculum design action plan for each academic department that
would allow departments to engage with the development of new HEQSF aligned
qualifications (e.g. Advanced Diplomas, Postgraduate Diplomas, new 360 and 480 credit
professional Bachelor’s degrees, etc.) regarded as by the CHE as Category C qualifications;
(iii) the development and provision of guidelines to assist academic departments on how to
conduct a thorough situational/needs analysis based on stakeholder engagement as well as
national and international comparability of qualifications;
(iv) the development of instruments and mechanisms to map existing and new curricula to
show alignment of learning outcomes, teaching and learning strategies and methods, as well
as assessment methods, criteria and task;
(v) the revision of institutional guidelines and templates to devise programme and subject
guides.



The adoption of a scholarly and research-based approach to curriculum renewal and
development. This included, among others, the establishment of a curriculum research group,
the hosting of seminars and workshops that included invited guest speakers (nationally and
internationally), and the gathering and analysis of curriculum data to inform curriculum
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renewal and development processes and the publishing of curriculum research [See Section
3.2.2 for more information].


The development of curriculum capacity across the institution as well as within faculties and
academic departments to support the Curriculum 2020 project by appointing a Curriculum
Officer in every academic department to facilitate curriculum renewal and development,
engage in educational and curriculum research and support teaching and learning at
departmental and faculty level [See section 3.1.1 for more information]. In addition, Faculty
Teaching and Learning Coordinators were appointed in each faculty to drive curriculum
renewal and development projects within faculties. Curriculum Officers (COs) and Faculty
Teaching and Learning Coordinators (FTLCs) worked collaboratively to form a network across
the institution to develop capacity in academic departments. This was especially important
given the fact that during the late 1980s curricula were developed by the Technikons (now
UoTs) through a ‘convenor system’ which denied most academic staff the opportunity of
participating directly in curriculum discussions and decision-making. CPUT faced a major
capacity development challenge with the introduction of the HEQSF. However, the work of
Cooperrider and Srivasta (1987) on ‘Appreciative Inquiry’ allowed the institution to adopt a
networked, collaborative and strength-based approach to curriculum change. The Curriculum
Officers’ project attempted to develop an appreciative mind-set to bring about positive
change in a conflicted educational context.



The establishment of effective means of communication to share information regarding the
Curriculum 2020 project. This was done by means of reporting at the Senate Academic
Planning committee; the establishment of an electronic repository on the Learning
Management System of the institution; the hosting of Curriculum Officer Forum workshops
(approximately 8-10 per year) as well as regular discussions on curriculum matters in faculty
and departmental teaching and learning committee meetings.

The enhancement of the effectiveness of various modalities of work-integrated learning (WIL) and
service learning.
 This occurred through the development of an institutional policy on work-integrated learning
and service learning, auditing current WIL practices in existing non-HEQSF aligned
qualifications offered by the institution, as well as embedding WIL modalities and service
learning initiatives (as described in the CHE Good Practice guide on Work-integrated learning,
published in 2012) and the CHE Service-learning in the curriculum guidelines, published in
2006) in HEQSF-aligned qualifications.


Based on the premise that the graduate attributes are the qualities, understandings, attitudes,
values and abilities that universities articulate as the distinguishing features of their
graduates, a research-based approach was adopted to embed graduate attributes in HEQSFaligned curricula. To this end, a CPUT Graduate Attributes task team was established, a
position paper was developed and approved by Senate in June 2015. A graduate destination
survey was undertaken in 2014-2015. Collaborative initiatives through the Cape Higher
Education Consortium (CHEC) were undertaken in the Western Cape region such as a CHEC
symposium in March 2011 facilitated by Prof Simon Barrie (Australia), Prof Geoff Scott
(Australia) and Dr McTighe Musil (USA) as well as in October 2011 facilitated by Prof Teichler
(Germany). This culminated in a CHEC Graduate Destination survey of the 2010 cohort of
graduates from the Western Cape University (published by CHEC in June 2013). Currently the
CPUT graduate attribute statements formulated in 2010 are being revised (see section 1.1c
above) and projects are underway to embed these graduate attributes in the curriculum.
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3.2 Institutional processes to ensure the quality of curriculum design, ongoing development
and renewal, and implementation
What processes are in place at institutional and other levels within the institution (e.g., faculty,
departmental) to ensure the quality of curriculum design, ongoing development and renewal, and
implementation?
The processes: a concise discussion is provided on achievements and constraints pertaining to each
of the following sub-projects as part of the process of ensuring quality:

3.2.1 The renewal and development of relevant and responsive HEQSF-aligned curricula
The Senate Academic Planning committee was established at the start of the HEQSF alignment project
in 2009 to oversee the key deliverables of the Curriculum 2020 project. The Senate Academic Planning
Committee is chaired by the DVC Academic and includes representatives from each faculty (mostly
Deans) as well as directorates at the institution. Its mandate of:




Ensuring that new and revised qualifications are consonant with the institutional mission,
vision and strategic plan and in keeping with institutional and national policy requirements
and strategic directives in terms of transformation of higher education.
Ensuring that the institution offers qualifications that are related to community needs and the
economic growth of the region and country.
Aligning qualifications to the needs of relevant internal and external stakeholders, and with
respect to financial viability, resource implications and curriculum considerations in terms of
the target student profile of the institution.

Institutional policies were also developed and approved by Senate in terms of (i) the development and
approval for new qualifications (June 2009); (ii) curriculum design (September 2009); (iii) Workintegrated and service learning (May 2013) articulation and credit transfer (May 2017). In addition,
institutional guidelines were developed by the Fundani Centre for Higher Education Development to
support the new programme development and approval process (e.g. how to conduct a situation
analysis, how to engage with various stakeholders, including current students and alumni, how to do
a benchmarking/comparability exercise, how to write learning outcomes and associated assessment
criteria).
These policies aim to ensure a rigorous process for the development and approval of new (CHE
Category C qualifications) and significantly revised programmes (CHE Category B qualifications). These
policies are directed towards the offering of vocationally and professionally oriented qualifications
relevant and responsive to the needs of society. They are also in keeping with the mission of the
institution and the funding requirements of the Department of Higher Education and Training (DHET),
the programme accreditation requirements of the Higher Education Quality Committee (HEQC) of the
Council on Higher Education and the qualification registration requirements of the South African
Qualifications Authority (SAQA). At the same time, these policies ensure that such qualifications are
appropriately resourced in terms of staff and infrastructure to enhance quality teaching and student
learning. A rigorous institutional development and approval process, consisting of five stages, was
established by the Senate Academic Planning Committee and approved by Senate in 2014 to evaluate
new programme applications and to recommend amendments to existing qualifications. The five
stages are detailed below.


Stage 1: Situation analysis, stakeholder engagement as well as national and international
comparability to inform the development of a new qualification or to extensively revise an
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existing qualification. Institutional guidelines were devised to assist academic departments
with the execution of these activities.
Stage 2: Programme design and approval consisting of the development of the curriculum,
subject details (including learning outcomes, associated assessment criteria as well as
teaching, learning and assessment methods and tasks) in keeping with the nature and purpose
of the qualification as defined in the HEQSF, the target student profile and needs as well as
industry-specific and/or professional body requirements.
Stage 3: Upon completion and approval of the DHET application form for new programme
approval and the submission and approval of a business plan (based on an institutionally
prescribed format) at Senate and Executive Management level, the application is submitted
to the Department of Higher Education and Training for PQM approval.
Stage 4: Finalisation of programme details in keeping with HEQC programme accreditation
requirements including teaching and learning strategies, assessment strategies, teaching and
material materials, work-integrated learning modalities and service learning projects to be
undertaken, support mechanisms to support underperforming students and mechanisms to
monitor and review curriculum implementation on a regular basis in order to make
improvements.
Stage 5: Upon completion of the HEQC on-line programme accreditation application and
supporting documents and programme accreditation approval from the Council on Higher
Education, the academic department commences with preparatory requirements to
implement the qualification as outlined in the CPUT enrolment plan.

A tracking system and an institutional repository of documentation pertaining to the HEQSF alignment
project were established on the institutional management information system to enhance the flow of
information within the institution.
In March 2012, the institution indicated to the CHE that based on the existing PQM of the institution,
consisting of approximately 229 of qualifications that are ‘active’ on the ITS system, qualifications had
been categorised as follows:




Category A (qualifications that required minor changes to existing qualifications, e.g. National
Certificates to be converted to HEQSF aligned Higher Certificates): 31 qualifications
Category B (qualifications that required about 50% change to the programme structure,
outcomes and total credits of the qualification, e.g. National Diplomas to be converted to
HEQSF aligned Diplomas): 64 qualifications
Category C (qualifications that required more than 50% change to the programme structure,
outcomes and total credits of the qualification, e.g. B. Tech degrees to be replaced by HEQSF
aligned qualifications such as the Advanced Diploma or 4 year professional Bachelor’s
degrees): 113 qualifications.

The balance of 21 qualifications will either be phased out by the institution or be replaced by new
HEQSF aligned qualifications in future. This information indicates that the HEQSF alignment project as
an external driver significantly impacted on curriculum renewal and development since 77% and more
of the total number of qualifications offered by the institution in 2012 have been extensively revised
or are being phased out and will be replaced by newly developed qualifications. In addition, many
academic departments also used the opportunities presented by the HEQSF to develop new
qualifications not previously offered by the institution such as 3-year and 4-year professional
Bachelor’s degrees, professional Master’s degrees and more recently Postgraduate Diplomas and
Bachelor Honours degrees (mainly in Engineering).
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In a period of approximately 6 years (and still continuing) the institution engaged in a massive
curriculum renewal and development project, albeit with limited available capacity and strained
resources. Nevertheless, by adopting a co-ordinated and systematic approach to the HEQSF alignment
project the bulk of the revised Category B HEQSF aligned Diplomas and several other undergraduate
degrees have been implemented or will be implemented by the institution in January 2018. In
preparing for the implementation of these HEQSF aligned qualifications, a phased-in approach has
been adopted by the institution, which required the revisiting of exit level outcomes and assessment
criteria, re-design of programmes, development or revision of subject description templates including
aspects such as learning outcomes, lists of prescribed textbooks, teaching-learning strategies and
methods, as well as assessment strategies, methods and criteria. In addition, it is an institutional
requirement that programme and subject guides must be developed for all subjects of HEQSF aligned
qualifications clearly outlining the knowledge, skills, attributes and values to be inculcated in these
programmes. The implementation of new qualifications often also requires academic departments to
engage in the development of learning material for revised and new subject offerings.
Good progress has also been made on the development, approval and accreditation of Advanced
Diplomas and the institution has embarked on the last and final phase of this HEQSF aligned project
by developing level 8 postgraduate diplomas (i.e. Postgraduate Diplomas and Bachelor Honours
degrees). These level-8 qualifications are pivotal in ensuring an academic pathway for students who
have selected a vocational pathway towards a Master’s and Doctoral degree (i.e. Diploma – Advanced
Diploma – Postgraduate Diploma – Master’s degree – Doctoral degree). The impact of extending this
pathway with an additional year of full-time study or two years of part-time study to complete a level8 qualification on student throughput rates and graduation rates at Master’s and Doctoral levels will
only be visible in time to come.

3.2.2 The adoption of a scholarly and research-based approach to curriculum renewal and
development
In 2011, the Fundani Centre for Higher Education Development (CHED) under the leadership of the
Director, Prof Chris Winberg established a Curriculum Research Group (CRG). A research project
proposal and plan was devised aimed at building the knowledge base of the Curriculum Development
Unit within the Centre to capacitate academic staff to undertake the task of evaluating, categorising
and re-curriculating qualifications. Through the involvement of staff from Fundani CHED, vocational
curriculum experts and research undertaken, the Centre worked towards the development of practical
guidelines and instruments for this task. The efforts of the Curriculum Research Group have also
resulted in the preparation of several institutional position papers on topics such as: curriculum
differentiation (i.e. difference between degrees and diplomas), contextualisation of subject content
to suit the needs of a programme, graduate outcomes of HEQSF-aligned Master’s degrees and
articulation between non-HEQSF-aligned B. Tech. degrees and HEQSF-aligned Master’s degrees that
have been approved by Senate. In addition, the work undertaken by the CRG was also aimed at
building curriculum research capacity within the institution and to publish accredited journal articles.
This scholarly and research-based approach to curriculum renewal and development also prompted
several staff members to engage in Master’s and Doctoral studies in curriculum. National and
international guest speakers such as Dr Mateta Madiba (UP), Dr Jeanne Gamble (UCT), Prof Karl Maton
(University of Sydney, Australia) and Prof Leesa Wheelahan (University of Toronto) facilitated
workshops and curriculum discussions at the institution in the period 2012-2017. Members of the
Curriculum Research Group have also presented papers at national (e.g. HELTASA, SATN) and
international (e.g. Legitimation Code Theory – LCT1 & 2) conferences. Prof Staak, DVC Academic was
also the project leader of a national collaborative project (2014-2017) of the South African Technology
Network (SATN) on ‘Attaining graduate attributes through strategic teaching’ that impacted
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significantly on the graduate attributes project at the institution and on the conceptualisation of
HEQSF-aligned qualifications. The curriculum research work now also includes a focus on
decolonisation of the curriculum aimed at establishing curriculum transformation goals, the writing of
a position paper in 2018 and the publishing of accredited journal articles.
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SECTION 4: Participation of various stakeholders in the initial design, ongoing
development, renewal and transformation of curriculum
4.1 Student involvement in curriculum design, development and renewal
In what ways are students involved in the design, development, renewal and transformation of
curriculum? Are there guidelines or policies at institutional or other levels?
CPUT policies include student participation in curriculum as evidenced by the following policies:
The CPUT Curriculum Development Policy specifies current students as stakeholders in the design
and development of curriculum: “Curriculum development processes should involve input from key
stakeholders such as, current students and alumni, academics, professional bodies and employers in
the public and private sector” (CPUT, 2009a).
The Advisory Committee Policy states: “An Advisory Committee provides input and guidance on all
aspects related to the academic project. It is made up of knowledgeable and credible members in their
field of expertise from within and outside the University and includes students from the relevant
programme.” (CPUT, 2009b)
The Student Feedback Policy on Teaching and Courses involves students in the renewal and
transformation of curriculum by eliciting their opinions on the subject content and the teaching and
learning experience. This policy aligned with the Student Feedback Project provides lecturers with
feedback from students that they can act on. (Refer to Section 2).
The Student Feedback Policy (CPUT, 2016) “aims to provide students with the opportunity to give
constructive feedback to lecturers to enable the continuous improvement of teaching and subjects. It
follows best practice guidelines, which recommend that both formative and summative feedback be
obtained from students to assist lecturers in monitoring students’ progress towards course/subject
outcomes, as well as gauging their current levels, and understanding difficulties experienced
(CHE/HEQC 2004). Obtaining student feedback on teaching is in line with CPUT’s educational
philosophy, which places the student at the centre of the learning process. The most direct source of
information about the quality of the learning experience is the students themselves.”
In addition, during the process of interviewing academic staff about their best practice, it became
obvious that good lecturers are aware of and receptive to classroom student response to their
curriculum. These responsive lecturers do include the student voice in creating and renewing their
subject, because they listen to and reflect on what students say about it. In this way, the student voice
is always at work with lecturers who are open to critique and prepared to change. These lecturers ask
their students for feedback and suggestions for improvement regularly and implement students’
workable suggestions. Good lecturers develop an intuitive sense of what works and what does not
work in the classroom, and student response fuels their curriculum renewal including pedagogic
changes.

4.2 Role of diverse external stakeholders in curriculum
In what ways do the voices of diverse stakeholders external to the university, such as employers,
professional bodies and graduates, influence the development of curriculum? Are there guidelines
or policies at institutional or other levels?
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At a University of Technology, external stakeholders play a significant role in curriculum development.
These external stakeholders are often the professional bodies of a discipline with which
graduates/diplomands have to register before they can practise in their chosen careers, e.g. Health
Professions Council of South Africa (HPCSA), Engineering Council of South Africa (ECSA), South African
Institute of Architects (SAIA). The policies that have bearing here are The Advisory Committee Policy
and the Workplace Learning and Service Learning Policy.
Those departments that do not fall under a professional body have an Advisory Board/Committee. As
stated above, “an Advisory Committee provides input and guidance on all aspects related to the
academic project. It is made up of knowledgeable and credible members in their field of expertise
from within and outside the University and includes students from the relevant programme.” An
example of an Advisory Board’s input into curriculum design may be taken from the Department of
Clothing and Textile Technology. This Advisory Board comprises:
•

CPUT: the DVC (Research & Innovation), the Dean of Engineering, HoD, Representatives from
Workplace and Service Learning as well as the Technology Transfer Unit, the Technology
Station and Clothing & Textile departmental academic staff members and should include
students;
The Fibre, Processing and Manufacturing SETA;
The Technology Innovation Agency (TIA);
SACTU Trade Union representative;
Members of the Clothing Federation, the Clothing and Textile Cluster, and the South African
Fashion Council;
Representatives from the clothing, textile and retail industries.

•
•
•
•
•

This Clothing and Textile Advisory Board was directly involved in the design and development of the
new Diploma in Clothing and Textile Technology during the recurriculation process by means of two
daylong workshops with all the academic staff members.

Future plans: Project to develop work-university integration further
Enhancing Advisory Committees Project
Advisory Committees/Boards (See 4.1 above) provide a forum, usually once a term, where university
lecturers and workplace representatives meet to discuss how curriculum can be developed in line with
new workplace developments as well as operational issues around work placements. The aim of this
activity is to explore how this relationship may be enhanced for the most productive outcomes in
terms of curriculum improvements, ultimately for the benefit of student learning and employability.
The Enhancing advisory committees project (a UCDG funded project) has the following stages:






Setting up of a study group consisting of willing academics and willing workplace
representatives.
The identification of significant differences and difficulties between work knowledge and/or
practices and academic practices in the curriculum
The development of these differences and the putting forward of solutions and developments
for the future
The testing out of possible solutions in the curriculum
Local and national conference presentations.
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The proposed project draws on theoretical work from the University of Helsinki in the development
of ‘Change laboratories’ (See Section 1 on Future Plans). These in turn draw on the theoretical
underpinnings of Engeström and Vygotsky.

4.3 Exemplars of curriculum initiatives that successfully incorporated the voices of a range
of stakeholders
Exemplar 1: Open Architecture (OA)/ CPUT collaboration: BTech Architectural Technology,
Applied Design

At UoTs, many students after completing the three-year diploma are unable to continue to a fourth
year of study due to financial, family or personal concerns. An example of a successful approach that
addresses these issues and makes further studies accessible to students is the Open Architecture
programme devised by the South African Institute of Architects (SAIA) that was taken up by CPUT as
a way to enable its diplomands in Architecture to continue with further studies. In fact, CPUT was the
only higher education institution to collaborate with SAIA in presenting the Open Architecture
programme.
Many diplomands are registered at Draughtsperson, Technologist or Senior Technologist levels with
SAIA; however, they find it difficult to advance their qualifications for the following reasons:
•
post-graduate Architecture programmes at most SA universities limit student intake;
•
affordability: they cannot leave full-time employment to pursue full-time university studies,
•
life-commitments.
SAIA developed the Open Architecture model as a transformation project aligned to Skills
Development “to address the educational and structural bottlenecks being experienced on the
currently available model … and create an access route to further studies (SAIA, 2016)”. The Open
Architecture model is implemented through registration and graduation from an existing Architectural
Learning Site (ALS) at an accredited University or University of Technology.
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As stated above, the first Higher Education Institution to collaborate with Open Architecture was the
Cape Peninsula University of Technology (CPUT). In 2014, a two year blended-learning part-time BTech
Architectural Technology (Applied Design) programme commenced. The admission criteria, fees,
curriculum, assessment, selection and moderation processes are aligned with the equivalent full time
programme. The course is facilitated by Open Architecture to suit part-time studies over two years. It
employs alternative modes of work-integrated learning delivery that optimises office-based
mentoring, online engagement (blended learning) and on-campus block release lectures. Students
access the OA educational model through the internet at the offices of a registered architectural
practice. “Students must be employed by a SACAP registered Professional Senior Architectural
Technologist or Professional Architect, supported by the office and allowed to use some of its time
and resources towards studying, as well as access to an approved mentor allocated to guide their
studies” (SAIA, 2016).
In addition, a number of students have been admitted through a Recognition of Prior Learning (RPL)
process, which enables students with no prior academic qualifications, but at least ten years of work
experience to apply for admission to the degree programme. The students come from many different
areas: Cape Town, Johannesburg, Pretoria, Durban, Port Elizabeth, East London and Polokwane in
South Africa; Windhoek in Namibia; and Harare and Bulawayo in Zimbabwe.
The OA/CPUT programme was implemented in 2014, and in 2015 and 2016 the first two cohorts
successfully completed the programme and were awarded their degrees at the CPUT graduation
ceremony.

Exemplar 2: Emergency Medical Science (EMS)
Professional Body: Professional Board for Emergency Care (PBEC) under the Health Professionals
Council of South Africa (HPCSA)
UoT Degree: BEMC (Bachelor of Emergency Medical Care; 4-year professional degree); and
New Diploma in Emergency Care
The Health Professionals Council of South Africa (HPSCA) has a long history of involvement in
curriculum structure and content in the medical sciences starting first with medical doctors, then
expanding to Emergency Medical Sciences and all medical disciplines, except Nursing, Dental
Technicians and Pharmacy, which have their own professional bodies or boards.
To maintain standards at a specific level in order to protect the public, the HPCSA has always set the
standard for what it is to be a health care professional and for registration. The Professional Board for
Emergency Care (PBEC) within the HPCSA determines the scope of practice, and the curriculum of
Emergency Medical Care (EMC) is based on the scope of practice. This regulatory body also determines
content to be included in the curriculum, as well as number of hours of practicum, (e.g. a student is
required to spend at least 40 hours in an intensive care unit) because they have a legal mandate to
oversee education and training as stipulated in the Health Professions Act. Therefore, the HPCSA
accredits all the work place learning partners. The HPCSA also work in conjunction with SAQA, the
DHET and the Department of Health. Although there is a certain amount of grey area around university
autonomy, there is some autonomy that departments do have in terms of the implementation of the
curriculum. The PBEC set the broad curriculum outcomes with a certain amount of leniency. They are
not very specific, e.g., the PBEC would require aquatic rescue to be offered in the curriculum of the
Bachelor of Emergency Medical Care degree (BEMC), but would not specify the exact nature, content
and pedagogy of that aquatic rescue course. Therefore, the department would determine the
pedagogy and specific content.
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There is an opportunity for any one of the universities to comment on curriculum initiatives by the
PBEC who are not completely divorced from the institutions, but do have an ear. EMS Departments
are invited to meetings where they are invited to participate in discussions around curriculum.

Exemplar 3: CPUT: Unit of Applied Law: Bachelor of Paralegal Studies (new degree)
The Unit for Applied Law in the Faculty of Business and Management Sciences at the Cape Peninsula
University of Technology curriculated the first Bachelor of Paralegal Studies degree in South Africa.
The first intake for this unique qualification is in 2018.
The purpose of the 3-year Paralegal Studies Programme is to equip graduates with the principles,
theory, procedural knowledge and work-integrated learning for application in key areas of the law and
provide them with an understanding of its application within the broader South African social context
for the purpose of rendering primary and quasi-legal services to the public and private sector. It also
serves as a preparatory and screening mechanism for advanced studies in law, including the LLB. It
prepares graduates to perform the function of a conveyancing paralegal, legal administrator, legal
assistant, human resource paralegal, commercial legal secretary, community-based paralegal, family
law practitioner, debt counsellor and reviewer, legal interpreter or motor vehicle accident claims
handler. It further prepares graduates to represent clients in a range of dispute resolution fora.
Employers and law graduates alike have expressed concern that law students at traditional universities
are exposed to the practice of the law for the most part when they serve pupillage or articles. This
curriculum integrates the theoretical, procedural and practical components at each level from year 1
to 3 to provide graduates with the necessary exposure to the theory and the practice of the law at a
foundational and intermediate level.

HoD of the Unit for Applied Law, Adv Noleen Leach, explains the academic programmes offered by
the unit to high school learners during a recent CPUT Open Day
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This programme is an excellent example of collaboration in creating and designing a new curriculum
because it was designed following consultation with paralegals in practice, community-based
paralegal organisations in the country National Alliance for the Development of Community Advice
Offices (NADCAO) and the Association of Community Advice Offices of South Africa (ACAOSA) and
members of professional paralegal organisations abroad (AAFPE in the USA, CILEX in the UK), the
Black Sash, members of the Law Society of South Africa, some of the contributors to Justice Vision
2000 (draft strategic plan for the transformation of the administration of justice), the Policy Counsel
of the Law Society of Upper Canada and SASSETA. Paralegals in practice (i.e. potential students)
informed, among others, the programme admissions criteria, RPL policy, identifying the gaps in the
current paralegal education and training, refined the paralegal practice, influenced the intended
delivery of the programme and gave the programme its unique socio-legal context. It has the potential
to serve as a conduit between the paralegal sector and the legal profession, consolidate the
fragmented approach to paralegal education, and prepare graduates who could meet the need for
primary and quasi-legal services created by the human rights based approach to access to justice.
Policy documents relevant to the community-based paralegal sector that impacted on the curriculum
included, among others, The Department of Justice and Correctional Services Strategic Plan 20152019, the Legal Services Charter, the National Action Plan 2016-2018, Traditional Courts Bill, Legal
Practice Act, Draft Community Advice Office Bill (concept document).
The professionalization of the paralegal sector has been one of the goals of the transformation of the
administration of justice since Justice Vision 2000. The transformation in the legal profession is an
essential component of the transformation of the administration of justice. However, efforts to date
seem to have less to do with the emancipation of the poor and the marginalised in society and more
with correcting the skewed racial and gender demographics of the profession and providing access to
lucrative markets which are inaccessible to ‘outsiders’. This distorts the focus of legal education
(mainly focused on the high-end fee paying client) and law programmes ultimately remain a product
of the skewed power relations within society, thus making procedural justice, especially in civil
matters, inaccessible to the overwhelming majority of citizens in the country. The overwhelming need
in society is for primary legal services.

Exemplar 4: Medical Laboratory Science: Bachelor of Health Sciences in Medical Laboratory
Science BHSC (Medical Laboratory Science) 4-year degree
The 4-year BHSc (Med. Lab. Sc) degree was introduced at CPUT in 2011. This is a further example of
collaboration between an academic department and its professional body, namely the Medical
Technology Board within the Health Professions Council of South Africa (HPCSA). When the curriculum
was drawn up it had to be approved by the Medical Technology Board (MTB), which has an education
committee. In addition, the final exam at the end of the fourth year is set by the MTB, who choose the
examiners, as a national exam that all students have to pass before they are allowed to register with
the HPCSA. Lecturers at CPUT, who are also registered with the HPCSA, act as the moderators.
Originally, when students had completed their three-year diploma, they had to do one year of
internship in a laboratory. However, they were not credited for this year of internship. In creating the
new degree programme, the department incorporated and credited the 12-month internship. In
addition, a research methodology course was included in the third year in which students have to
research and produce a mini-thesis. However, in 2018 the Research Methodology will move to the
fourth year for more efficacious learning. The fourth year is a specialization year in which students
have to choose a particular topic. They write a proposal, which is submitted to the Faculty Ethics
Committee for approval. Then they engage in a retrospective study at their workplace. There are two
supervisors – one from the academic department and a technical supervisor in the laboratory. In terms
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of the retrospective study, the data (e.g. blood samples) has already been gathered by the laboratory,
but the students are required to analyse the data. An example of a haematology research topic would
be “What is the correlation between ABO blood types and positive Hepatitis B infection amongst blood
donors in the Western Cape between 2011 and 2013.”
This programme also serves as a good example of lecturers being responsive to students’ feedback on
the courses and effecting curriculum renewal. Initially, the major subject was semesterised. The
students found the workload very heavy combined with much assessment. The academic staff realised
that they were over-testing. Thus, they made the major subjects year-subjects and lessened the
number of assessments. This proved to be better teaching and learning practice.
The programme is very successful with high retention and pass rates. The department reports no more
than two failures per year. Their students graduated successfully in 2014, 2015 and 2016. The lecturer
attributes this to the small class size which is limited because the students have to be placed in nearby
laboratories for their 6 months of WIL in third year and during their internship when they have to
come to campus for certain classes as well. The department also ensures that there are tutors who
are able to speak isiXhosa and Afrikaans to assist students with language difficulties.
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