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Introduction 

The first quality assurance cycle conducted by the Council on Higher Education (CHE) took 

place between 2004 and 2011. The key activity was audits of higher education institutions 

(HEIs). During this cycle there were considerable developments within the sector: merging of 

existing and creation of new institutions, and the development of new quality assurance 

mechanisms. At the end of the audit cycle, discussion took place between the CHE and the HEI 

sector about the focus, scope and direction of a second cycle. An external evaluation of the 

CHE in 2009 noted the benefits of the institutional audit process, but also the cost in time and 

human resources. It suggested that the next cycle should focus on quality promotion and, in 

discussion with HEIs, the need to improve teaching and learning emerged as a central theme. 

By the end of 2013 that the focus of the second quality assurance cycle would be on improving 

student success, both at individual institutions and across the higher education sector as a 

whole. This resulted in a Quality Enhancement Project, which aims to ‘help institutions to 

advance to increasing levels of quality’. 

In its introduction to the project, Quality Enhancement Project Phase 2: Focus Area and 

Institutional Submission Specifications (Public Universities) of March 2017, the CHE 

identified the focus area of QEP Phase 2 as curriculum. While acknowledging that the term 

‘curriculum’ is highly contested and that there are different interpretations, it defined 

‘curriculum’, for the purposes of the project, as ‘the structure and processes that frame the 

learning opportunities provided to students’ (CHE, 2017, 8). It notes that curriculum in the 

higher education sector has recently come under heightened public scrutiny as a product of 

political activism that often commenced under the banner of other, indirectly-related issues: 

thus the decision to make curriculum the focus of QEP 2. 

The CHE introduction identifies three facets of curriculum. They are: 

 curriculum structure, including the components, usually identified as courses or 

modules with credit values, outcomes, associated rules and regulations, and the 

arrangement of components including pre-requisite and co-requisite requirements; 

 curriculum content, namely what is explicitly or implicitly contained in the curriculum, 

influenced by factors such as ideology, power relations, educational philosophy, 

institutional mission and values, disciplinary characteristics and priorities, and the 

relations between components and the purpose of the learning programme as a whole; 

and 

 curriculum implementation, the engagement with students, including institutional 

policies and allocation of human and physical resources, expertise of lecturers and 

tutors, pedagogical approaches, assessment, and the environment in which teaching and 

learning takes place. (CHE, 2007, 14) 

Institutions were asked to frame their responses in terms of those three facets: curriculum 

structure, content and implementation. 
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There was, for the project, both an institutionally internal and external purpose. The internal 

purpose was to provide institutions with an opportunity to reflect on, evaluate and document 

their own choices and experience related to curriculum matters. The external purpose was to 

provide information, via the CHE, to the higher education sector that could form the basis for 

shared insight and, resulting from that, a system-wide enhancement of curriculum 

conceptualisation, design, delivery, review and renewal. It is to the latter purpose that this 

synthesis report is directed. 

The Focus Area document of March 2017 was sent to public higher education institutions 

(HEIs) via Deputy Vice-Chancellors (Academic/Teaching and Learning) for comment. A 

consultative meeting with the Private Providers Working Group was held on 31 May 2017. 

After endorsement by the Institutional Audits Committee and approval by the Higher 

Education Quality Committee (HEQC), a final submission template was disseminated on 29 

September 2017. 

The structure of the submissions – the topical sections and accompanying questions – sent to 

public HEIs is included as Annexure A. The main topics sent to private HEIs were identical, 

although there were small differences in the questions; the differences are noted at relevant 

times in this report. 

The due date for submission was 30 November 2017. In some cases a short extension was 

granted. By February 2018 the CHE has received submission from 23 public HEIs and 21 

private HEIs.  
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Structure of the Report 

The CHE provided institutions with a submission template, comprising questions arranged in 

four sections. The sections were: 

1. Curriculum renewal and transformation 

2. Diversity and inclusivity 

3. Curriculum development capacity and quality 

4. Participation in curriculum design and development. 

In the case of public HEIs a length of 5 – 10 pages was suggested for each section. The length 

of submissions varied significantly from 11 to 83 pages. Consequently, the amount of detail 

and the number of exemplars of practice varied accordingly. While length was not in itself the 

sole indicator of the scale of enquiry, it would account partially for the fact that some HEIs are 

referred to in this report more frequently than others. In the case of private HEIs a limit of 4 

000 characters was set for each of the questions; any further information was to be sent by 

separate e-mail. 

Although there were no direct comments in the submissions on the requested structure of the 

report, it is clear that, in many cases, the writer(s) of a report experienced some, and sometimes 

significant, overlap between the sections and, often more so, between the questions. (An 

example was difficulty in responding separately to the concepts ‘diversity’ and ‘inclusivity’.) 

The result was considerable repetition, of topic or supporting data or both. This report follows, 

as far as possible, the structure of the CHE template, arranged namely by section and question. 

Where a submission has duplicated information, or presented it under a section or question 

different from the majority of respondents, reference has been adjusted accordingly in the 

interests of coherence. There are cases, however, where an institution felt it needed to repeat 

information in order to ensure a comprehensive and coherent response to each question. That 

has, as far as possible, been taken into account. 

Where submissions include descriptions of policies or procedures that would be considered 

standard in higher education (such as a typical institutional management structure, an 

assessment policy, or a grievance procedure), the report does not itemise every instance of such 

description. Instead, it refers, where relevant, to cases where such standard practice is modified 

by one or other distinctive characteristic. In those cases, the institution is identified. In certain 

cases where a particular aspect has been introduced in many institutions references are 

exemplary rather than exhaustive. 

This report is descriptive, based on the submissions. Apart from a necessary selection of 

information based on its relevance to the question being addressed and of exemplars based on 

evidence presented of innovation and responsiveness to the issues, the report makes no attempt 

at discrete or comparative evaluation. At the end of each of the four sections referred to above, 

a brief summary is offered of the main trends emerging from the institutional submissions.   
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Section 1: Curriculum renewal and transformation at the 

institutional level 

1.1a) Institutional approach to addressing curriculum renewal and 

transformation 

Conceptualising renewal and transformation 

Many submissions included prefatory comments on the concepts ‘renewal’ and 

‘transformation’.  

Educational renewal is more than a process expanding the boundaries of existing knowledge. 

In an alternative conception, its key intention is ‘to realise better forms of social justice’ by 

‘changing the matter of social inequities that are reinforced by the curriculum selections of the 

past.’ Its aim is to ‘dismantle the edifices which prop up the dominant hegemonic worldviews’. 

It implies epistemological diversity, and renewal not only of the scope and depth of knowledge 

but also of associated pedagogy and classroom practice, and it requires an institutional culture 

of openness and critical reflection. Curriculum renewal needs to take account not only of 

epistemological and pedagogical innovations, but also shifting trends in the economy, the 

political landscape, as well as constructive and disruptive changes in new technologies. In 

addition to that, renewal involves ‘grounded elements’: teaching and learning spaces and 

equipment, and teacher profiles. Matters like diversity and inclusivity are not separate from 

this issue: they are institutional features through which curriculum can be renewed. 

Transformation in higher education requires a sound, critical responsiveness to intellectual 

history and the power relations that have influenced it. It involves changes to curricula based 

on ‘northern and global rationality and instrumental logic…perpetuating dominant cultural 

assumptions and particular epistemologies’. There is no doubt that recent student activism 

triggered a comprehensive review of the very concept ‘curriculum’. 

The calls for decolonisation of the curriculum were designed primarily around the premise of exploring 

how certain epistemic traditions perpetuate hegemonic practices to the exclusion of others in the 

academy. New questions about what kinds of knowledge, whose knowledge, and what gets privileged 

were now in the spotlight. Instead of a narrow definition of curriculum (small c), discussion now centred 

on curriculum with a big C, encompassing broader aspects such as pedagogy, assessment, representation, 

symbols, naming of buildings, language, diversity and so on. 

Curriculum review must include attention to race, race theory, gender, social change, and a 

host of related issues, and presupposes transformation of the institution itself. This includes 

institutional culture, pedagogy, students’ experience of teaching and learning, residence life, 

and other factors. The academic project needs to interrogate the way curricula ‘marginalise 

particular identities’; in embracing those identities the project must be linked with improved 

success rates for students.  

The academic project has been ‘deprived and distorted’ by past inequalities ‘that continue to 

be perpetuated, often in imperceptible ways’; to address meaningfully such deprivation and 

distortion, transformation has to go beyond superficial piecemeal interventions that have 
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merely rhetorical value. It involves re-conceptualisation and revision of hierarchies 

traditionally embedded in knowledge systems: re-centering African and other non-Western 

knowledge systems embodying, amongst other features, ‘humanness in line with uBuntu’ – but 

it must go much further than mere reference to other systems or the replacement of names.  

Renewal is not simply about ‘swopping old voices for new’, adding to or subtracting from what 

currently is contained; it requires a fully integrative approach. Delivering and assessing new 

content in old ways is unlikely to transform the learning experience. But transformation is not 

limited to what happens in the formal classroom: ancillary activities such as community 

engagement and work-integrated learning also have an impact. Teaching and learning need to 

be infused with associated, appropriate community engagement and research. While, in many 

cases, enhancing the ‘African character’ of higher education has already commenced, had 

indeed in some cases preceded recent student protests, it is premature to claim clear evidence 

of success. ‘Fundamental and purposeful’ transformation is a matter of ‘continuous renewal’. 

According to an institutional transformation charter, 

Cultural change requires the creative disruption and rupture of entrenched ways of thinking, acting, 

relating and performing within the institution and a willingness to adapt. Institutional change entails the 

reconfiguration of systems, processes, structures, procedures and capabilities to be expressive of 

transformational intent. Transformation is monitored, milestones agreed, progress evaluated and 

measured, with individual and collective accountability for clearly defined responsibilities, 

and this has both short-term and longer-term priorities and outcomes. 

In the current context, transformation is closely associated with the imperative of 

decolonisation. There is consensus among institutions that decolonisation is inextricably linked 

to redress of past oppression, and the accompanying pursuit of social justice. One 

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 their representivity in lectures, tutorials and beyond to more general 

academic life. This links to a social justice approach to teaching. 

Decolonisation embraces various types of knowledge ‘regardless of their origins’. But 

decolonisation has no end-point: it is ‘not a destination but an ongoing process’. For this reason 

there is a continuous need for new research in educational epistemology. 

A radical approach to transformation must acknowledge that it comprises more than an 

accretion of previously ignored systems onto an unchanged core; it implies curricular 

disruption: the dismantling of hegemonic worldviews, the ‘creative rupture of entrenched ways 

of thinking, acting, relating and performing within the institution’, and a ‘dismantling’ of 

entrenched pedagogical strategies. Besides being ‘creative’, disruption needs to be responsive 

to social context and to recognise epistemological diversity: some disciplines are more 

amenable to ‘theorising’ curriculum transformation than others; the latter types have more 

‘codified’ and stable bodies of knowledge. As one submission put it, some disciplines – and 

departments – experiment with clear theoretical approaches, while others are more influenced 

by discipline-specific frameworks.  
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Nevertheless, no discipline can be entirely excluded: theological transformation is as important 

as in any other field. It was suggested that, taking into account the largely autonomous status 

of academic fields and disciplines, the main role of institutional management should be to 

develop clear frameworks, disseminate examples of good practice, support academics to make 

effective contributions to curriculum design, development and renewal, and to enhance 

institutional capacity to achieve its goals. Whatever the outcomes of the transforming process, 

there remains an imperative to balance growing calls for vocationalism of programmes 

(prioritising contextual coherence) with the need for students’ access to ‘powerful knowledge 

– conceptual coherence’. While the overt teaching of ‘powerful knowledge’ as being a major 

thrust in higher education is echoed elsewhere, Muller (2007) is cited as arguing that an over-

emphasis on the conceptual-contextual duality tends to overlook the really ‘powerful’ 

knowledge, namely ‘relational’ knowledge: the combination of propositions with practice to 

develop new praxis. An alternative triad of ‘knowing, doing and being/becoming’ is elsewhere 

suggested. 

The aims of renewal 

Submissions included a number of thoughts on the main aims of curriculum renewal. 

Transformation of curricula needs to be accompanied by transformation of teaching and 

learning, assessment, cultural orientation and personal disposition (SADP). Innovative, 

responsive design principles should enhance social cohesion and diversity in (and outside) the 

classroom. National goals of redress should go hand in hand with global competencies, such 

as outlined in UNESCO 21st century skills protocols. Transformation is about ‘humanising’ 

pedagogy, informed by the views of theorists such as Paulo Freire and Es’kia Mphahlele. 

Renewal aims for national legitimacy as well as international recognition, thereby addressing 

the DHET mandate for higher education. Decolonisation is linked with responses to South 

African, sub-Saharan and global contexts. Local (provincial) priorities – such as health, 

education, rural development, food security, job creation and sustainability - cannot be 

overlooked. What is needed is a balance between Western epistemologies and local knowledge 

constructs incorporating indigenous knowledge systems, creating a dynamic African university 

and higher education sector. Indigenous knowledge systems (IKSs) must be reflected not just 

in epistemology but also in accompanying research, pedagogy and community engagement. 

The result is a mitigation of the dominance of imported canons, and creation of ‘a multitude of 

voices, canons and diversity in thought’. One concrete innovation to address this aim is the 

creation of a ‘Pan-Africa’ Centre for Critical Intellectual Enquiry, which intends to capitalise 

on its advantageous location in a major metropolitan area with its broad African demographic 

and cultural context.  

Differentiation 

One submission commented that the private sector has not been generally under the same 

pressure as the public sector to bring about curriculum transformation; it ‘has not felt the call 

to decolonise or Africanise its curricula’, and accounts for the absence of pressure to its student 

profile: distance-mode learners mostly older than the typical contact-mode undergraduate 
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student. This view was not widely represented, either within the private sector as a whole, or 

by distance-mode providers. Many traditionally contact-mode institutions have commenced, 

or are in process of commencing, distance- or blended-mode teaching and learning in response, 

or as reaction, to recent student protests and the disruption of campus-based classes. This is 

discussed in more detail below. 

A number of submissions commented on institutional differentiation in the public sector. Many 

universities of technology remarked on the characteristic role they played, or are expected to 

play. A UoT ‘is a university first’: narrowly-focussed curricula to produce graduates with 

industry-specific skills is itself a colonial legacy. There is need to foster life-long learning with 

appreciation of diverse paradigms and contexts. It entails a critical paradigm shift from 

prescribed technical curricula (that resulted in polarisation and presumed hierarchies) to 

enabling graduates to participate fully as critical citizens and to be employable professionals 

‘in a still fragile democracy’. A ‘historical social upliftment mandate’ persists to this day. 

Others, while recognising the need for UoTs to cater for increasingly varied and complex post-

university environments, regard connecting the university, workplaces and society as the 

‘primary function’ of a UoT. Curriculum renewal and transformation were, in some instances, 

equated with institutional renewal, namely the new role played by UoTs as the sector changed 

from ‘convenorship’ of ready-made programmes to being autonomous curriculum designers. 

The need for migration of qualifications from NATED to the HEQSF is partly the reason that 

there has been not enough time to interrogate decolonising the curriculum and ‘radical 

economic transformation’. 

In comprehensive institutions, there has been a merger of two different qualification types, and 

two different approaches to curriculum development. There has been a need to transform 

curricula to be in line with a distinctive comprehensive-institutional mission: ‘renewal to 

increase career education programmes’, and a PQM that balances formative and professionally-

oriented with technologically-oriented programmes. 

External drivers 

Prior to 2015, institutional mergers had a significant impact on curriculum transformation. 

There has also been considerable pressure on HEIs for alignment of programmes with the 

Higher Education Qualifications Sub-Framework that sometimes did not allow for in-depth 

‘true’ transformation. In one case a target date, 2020, has been set for completion of the 

alignment. In Education a similar external driver was the Minimum Requirements for Teacher 

Education Qualifications, while Bachelor degrees in Social Work and Law were subject to 

CHE national reviews. One example of a PQM realignment process involved the reduction of 

1 400 programmes to 600, with doctoral programmes reduced from 167 to 37: creating 

enormous pressure on staff. Often cited was the National Plan for Higher Education (2001) 

promoting access, equity and fair opportunities for all students, as well as for workers, 

professionals, and people with disabilities. 

Professional bodies with statutory powers to set their own criteria for recognition of 

qualifications also play a significant role. Comprehensive universities have had to re-



QEP 2 Report on HEI submissions Page 14 
 

curriculate their diploma to degree qualifications to satisfy the requirements of professional 

bodies. The workplace, too, has influence, with its increasing demand for competent ‘soft 

skills’ in graduates and its influence via industry-related forums, publications and the 

development of new niche markets (Derma, Lyceum). There is, at the same time, pressure on 

the curriculum structure exerted by changes in the entering student profile. One institution 

remarked on a considerable increase in enrolment from lower-quintile schools, with decrease 

from the upper quintiles, and that this requires a ‘complex and contested reimagining’ of 

curriculum content, shape and form. The demand for reform is coming, in fact, not only from 

increasingly diverse student, but also staff, profiles. Besides disciplinary development, industry 

needs, programme reviews and re-alignment, it is acknowledged that student movements such 

as #RhodesMustFall – in some cases endorsed by staff – have been major catalysts for renewal 

and transformation: a new driver alongside traditional ones. 

Institutional ethos 

There have, in some institutions, been innovative internal approaches encouraging curriculum 

transformation. Transformation charters, institutional strategies, revised curriculum 

development and review policies, quality assurance policies: these speak to institutional 

recognition of the need for renewal, and programme review will explicitly be asking about 

transformation. Staff incentives are being put in place. Teaching to enhance the quality of 

student experience has been incorporated in criteria for staff promotion, and threshold 

competence in both teaching and research is required. In the same institution it is, as from 2017, 

a requirement for all colleges to submit to Senate their curriculum transformation frameworks 

and, in another, an institutional policy on reimagining curricula for a just society is being 

complemented with faculty-level curriculum transformation plans. Teaching buy-out time is 

being allocated to curriculum ‘champions’. A culture of intellectual enquiry is being inculcated 

in which students can participate more, and space is provided for staff members to have the 

freedom to design and adapt curriculum structure, renew content, and improve implementation. 

Review processes 

Institutions have their own internal processes for programme review. Besides minor 

modifications by departments based on annual internal and/or external moderation or, in some 

cases, student evaluation of courses, a typical pattern is a review of every programme during a 

cycle of three to seven years. Some institutions require from the programme a self-evaluation 

report which is assessed by either internal or, in addition, external experts. Review processes 

are sometimes accompanied by quality assurance workshops; of particular significance are 

inter-faculty renewal workshops, designed to stimulate inter-disciplinary conversations. An 

institutional programme renewal project identifies candidate programmes from each faculty 

plus a couple of key modules in the programmes, as well as themes for investigation, such as 

the overarching drivers for programme renewal, approaches to decolonisation, necessary 

graduate attributes, and challenges related to implementation, for example, appropriate roles 

and responsibilities for heads of department and programme coordinators. Essential, in one 

case, for effective curriculum review – including module objectives, NQF-level outcomes and 

assessment formats – has been the acquisition of an e-platform for curriculum mapping. 



QEP 2 Report on HEI submissions Page 15 
 

It is common practice to include external expertise in programme reviews. These may be 

disciplinary, business and industry experts, representatives of professional bodies, 

communities of practice, local community organisations and external examiners. Strategic 

international partnerships are also used to improve programme design and teaching practice. 

In some cases, participation by external experts is formalised in policy and protocol; in others, 

it is an ad hoc arrangement, whose influence on programme renewal is uncertain. 

Curriculum support 

In many institutions curriculum support is provided by a teaching and learning centre; in some 

of those cases, an institutional centre is supplemented with faculty-level centres, in others by a 

curriculum research arm. One such centre was established as a direct consequence of a HEQC 

institutional audit. Typical in addition is a quality assurance / academic planning unit that caters 

mainly for external needs, such as PQM approval by the DHET and programme accreditation 

by the HEQC. One institutional aim is to harmonise and integrate institution- and faculty-wide 

initiatives that had previously been generated in disciplinary silos. A feature at many 

institutions is the organisation of seminar and workshop series, often with participation by 

external experts, on highly relevant topics such as, ‘Can this count as decolonisation?’ 

Language issues 

A number of submissions made close links between curriculum transformation and language 

issues. An example of attention to this matter is the introduction of an official language policy. 

In that institution the majority student profile (over 60 per cent of the 2017 intake) is isiZulu-

speaking; the two official languages are English and isiZulu. A course on isiZulu for academic 

purposes has been introduced. Bilingual glossaries are being prepared in ten disciplines, as are 

an online isiZulu term bank and a mobile lexicon application. Parallel medium tutorials are 

offered in six schools, and doctoral theses now require a bilingual abstract. There are other 

initiatives to accommodate languages other than English, for example, a civil engineering 

lexicon in Sesotho, which has been submitted to the Pan-South African Language Board for 

endorsement. There are other plans to develop competence in South African indigenous 

languages as well as in world languages spoken in sub-Saharan Africa and, as long-term goal 

for future generations, mother-tongue-based multilingual education, a starting point for which 

is the fact that indigenous languages – North Sotho, Tshivenda, Xitsonga – that used to be 

taught in English are now taught in the vernacular. Some institutions reported on plans to make 

greater use of texts of South African and African origin that are relevant to students’ lived 

experience, while there was also comment on the transformative use of English as a language 

of teaching and learning. There is, in one submission, a reminder that, in the learning and 

teaching of languages, transformation affects not only textual content, but also appropriate 

evaluation of the contemporary relevance of issues and methods of transmission. 
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Qualifications 

Curriculum renewal is also being addressed through the introduction of new qualifications. 

Postgraduate Diplomas in Higher Education are increasingly being offered; they include 

modules in curriculum development and delivery skills. There are also new PG Diplomas in 

African Indigenous Knowledge Systems and in Health Sciences Education. To address the 

issue of access to higher education there are also new initial qualifications: Higher Certificates 

that can be pathways to higher qualifications. There was only one reference to plans for 

exploring possibilities for new joint degrees.  
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1.1b) Initiatives to address curriculum renewal and transformation 

(Note. This question was not addressed to private HEIs) 

Curriculum principles 

Curriculum is understood as a ‘blueprint’ for students’ intellectual journey. It is, at the same 

time, a site of cultural and social politics: what gets taught, to whom, by whom, who gets access 

to what knowledge. In a transforming environment learning is integrated with social justice 

through the concept of ‘participatory parity’. With regards to decolonisation it is important to 

understand the ‘nomenclature and architecture’ of the debates, including whether to separate 

or integrate African aspects of the curriculum: African customary law, literature, examples in 

physical science, and, in a subject like mathematics, the history of concepts. One must guard 

against the dangers of ‘ghettoising’ African identities and epistemologies. An opportunity, in 

fields like engineering and architecture, lies in linking the decolonisation of content in critical 

thinking courses with the decolonisation of delivery: using local issues and examples. Other 

influences on renewal and development include the effects of outcomes-based education, a 

sociology of education that explores comprehensive and differentiated pathways for different 

qualifications such as degrees and diplomas, and a shift in emphasis towards graduates as fully-

fledged members of a disciplinary community, ready for ‘an unstable world of 

“supercomplexity”’. 

Constraints 

There was mention of certain constraints imposed on curriculum renewal. In one view, it 

requires a ‘tectonic shift’ in values, attitudes, institutional structures and priorities before the 

form, content and orientation of curricula can change. Especially in disciplines like information 

technology, slow external processes of approval can render curricula out of date, and what is 

on the books has to be delivered until approval of the new. There is also the problem, in a field 

such as mathematics, that fluctuating curriculum at high school has been detrimental to 

coherent development in higher education. National rejection of a four-year degree curriculum 

put a brake on certain initiatives. And there are costs involved in curriculum transformation 

and establishing new modes of delivery. 

Projects, retreats, research 

Curriculum initiatives have often been prefaced, or accompanied, by staff development 

projects. Some are collaborative, such as the sharing of experience and ideas among the four 

Western Cape HEIs resulting in informal and formally-certificated courses. The Scholarship of 

Teaching and Learning project, introduced in 2014 is a flagship programme, and is now used 

by other HEIs for benchmarking purposes. A result of writing breakaway sessions and 

collaboration (with special funding allocated for associated year-long research) has been 

publication of ‘what works’ in curriculum transformation. In other cases, a collaboration week 

allows students in inter-disciplinary groups to explore the complexities of urban life; colloquia 

hosting decolonial scholars and study circles initiated by students; seminars on a university 

charter on decolonisation and guidelines designed by the academic planning unit for faculties 



QEP 2 Report on HEI submissions Page 18 
 

to incorporate and report on bi-annually; curriculum transformation frameworks developed by 

colleges for amalgamation in a university framework; and writing centres recently established.  

Extended curriculum programmes (ECPs) and core modules 

Institutions have responded to demands arising from the lack of readiness for higher education 

among many entrants with entry-level initiatives.  

There are extended curriculum programmes (ECPs) at many public higher education 

institutions for diplomas and degrees. The institutions include DUT, MUT, NWU, RU, SMU, 

UCT, UJ, UNISA, UZ, UP, VUT and WSU, and at UP it is offered at one campus, Mamelodi. 

(It should be noted that ECPs were mentioned in a number of sections of the submission, 

including those focusing on diversity and inclusivity; one of the major aims is enhanced 

access.) At one the ECP comprises 15 per cent of the total first-year intake; the focus is on 

access to disciplinary knowledge, and ways of thinking and doing in professional life. There 

the ECP is regarded as ‘a playground’ for curriculum transformation. Some institutions have 

found that ECP students perform as well as or better than mainstream students and have 

extended the number of such programmes – although one institution found that not to be the 

case in 2017, ascribing that to the student mass actions, and another found performance to vary 

from one succeeding year to the next. Another institution regards it as too early to evaluate the 

overall success of the ECP.  

On the question whether ECP students are locked into a particular stream, one response has 

been ‘augmenting courses’, funded by a Teaching Development Grant. They are offered by 

academic development specialists. Students are assigned to a course by the Dean, and 

attendance is a due performance requirement. Some are developed to address ‘killer courses’, 

that is, courses with poor pass rates. The result is a flexible curriculum, with students having a 

way out upon success in these courses. Here, pass rates exceed mainstream cohorts’ ‘in some 

instances’. In another case, two ECP models exist: a Foundation model (a special one-year 

programme for those who do not meet minimum entry requirements) and an Augmented model 

(for those with insufficient entrance points, in which the standard first-year curriculum is 

studied over two years).  

Another initiative is the inclusion in the curriculum of core introductory modules. An example 

is a Gen Ed (General Education) set of modules – some compulsory, some elective –  

comprising 30 per cent of all undergraduate programmes: one-third being university-wide, 

faculty-wide and programme-specific respectively, with a focus on mathematics, quantitative 

reasoning and writing. In another case, core modules are accompanied by a compulsory work-

integrated component. Other compulsory credit-bearing ‘grounding’ modules include a module 

in ‘Life, Knowledge, Action’; students are arranged in ‘learning communities’ and address a 

wide variety of social, cultural, technological, linguistic and ethical issues; and an isiZulu 

module for all undergraduate students. There are different ways in incorporating such 

‘grounding’ content. A module in citizenship, democracy and ethics is, in some faculties, a 

discrete module while in others it is integrated into existing modules; in that institution a 

compulsory first-year module ‘African Insights’ has been introduced. An entire first-year 
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curriculum can be re-designed to make it more generic, such as in a Bachelor of Commerce 

programme. There are also cases where a ‘grounding’ module may be non-compulsory (though 

high in demand), such as one in creation of a critical citizenry. A Science Faculty has 

introduced a core first-year module in scientific writing and basic computer skills, while an 

Engineering Faculty has a new ‘Decolonising Literature/Reading Africa’ module, with group 

tasks exploring different regions in Africa. And, in a Bachelor of Education programme, a 

stand-alone module in ‘Inclusive Education’ has begun. A new university (the first in the 

province) is designing a core first-year module ‘Identity, Heritage and History: Rediscovering 

Ourselves’, with an African content focusing on the province. An engineering faculty 

introduced ‘pre-tech’ programmes in 2013 to provide access to higher education, and the pass 

rates have been high.  

Mainstream programme-level initiatives 

Institutions have, in the past few years, introduced new offerings to address developing needs 

and interests. At the qualification level, there are new Postgraduate Diplomas in a number of 

fields, including Health Sciences, Technology and Research Supervision, and in Governance 

as an early exit from a Master’s programme, considered important for the public service, 

although no mention is made of the early-exit prohibition in terms of the HEQSF. In the Social 

Sciences an Honours degree has commenced in the fields of Heritage, Museum and 

Conservation Studies, and in Tangible Heritage and Conservation. There are also new multi-

/transdisciplinary PG Diploma and Honours programmes in African Indigenous Knowledge 

Systems, and a new Bachelor of Science in Water and Sanitation Technology. That institution 

is currently planning a new medical programme to address improvement in local health and 

well-being, and is in consultation with the national and provincial education departments 

concerning a suite of new Education qualifications, while there is elsewhere attention being 

given to the notion of multicultural classroom teaching as a pedagogy. New Diploma, 

Bachelor’s and Master’s degrees with renewed curricula, too, are envisaged in financial 

services, social science and applied language studies. 

A Faculty of Management Sciences has introduced a ‘cluster-based’ curriculum with common 

first-, second- and third-year specialisation modules to allow for increased student mobility, 

although it acknowledges challenges in terms of capacity constraints and a potential loss of 

individual programme identity. The need has also been mentioned to develop curricula to keep 

abreast of entirely new local needs such as, in Science, the Square Kilometre Array. Emerging 

needs are also the driver of re-curriculation in Military Science, as it moves from past foci 

(external enemies, war) to future ones (management of peace, national security), and assumes 

more of an engineering focus. 

Discipline-level initiatives 

There has also been innovation at the level of disciplines. Many of the examples cited as 

noteworthy initiatives are in the sciences. An AgriScience programme is being re-curriculated 

to address a future agri-context, including sustainability and food security, and there are 

proposals for new programmes in biomedical engineering and indigenous knowledge systems 
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in medicinal chemistry. At that institution a veterinary science programme is being re-designed 

to focus on day-one veterinary competences rather than on theory organised in disparate 

subjects. There are some specific examples of disciplinary decolonisation such as, in 

microbiology, a comparison of lactic acid/ethanol fermentation in industrial and home-brew 

processes. The issue of HIV/AIDS has also been considered. Modules relating to workplaces 

and home communities as well as personal lives have been brought into the mainstream 

curriculum and there are staff workshops on the subject; content is being incorporated in 

selected programmes and modules, and as a theme integrated in the whole curriculum. 

Other initiatives: teaching and learning, assessment, student support 

Other initiatives relate to teaching, learning and assessment, and student support. Institutions 

have recently entered, or are about to enter, e-learning and blended modes. Examples cited 

refer to staff training for online materials development and the introduction of hybrid delivery 

modes, with indications that students using a hybrid mode outperform those relying on contact 

sessions only. Cases are mentioned of assessment innovations. There is ‘flexible assessment’ 

that allows for a mix of formative and summative assessment, and constructive alignment with 

module outcomes; moves away from ‘high-risk’ summative assessment towards assessment 

for learning as well as of learning; more continuous assessment to enable students to focus on 

specific aspects of the curriculum; and (in response to recent student protests) an increase in 

‘take home’ examinations to accommodate different assessment types and student preferences. 

There has been a roll-out in some modules of continuous assessment so that, in case of 

disruptions, assessment can continue without the necessity of formally-scheduled assessment 

periods. In one Honours module students are required to build their own assessment tasks, thus 

learning how to create assessment standards and criteria; there is the assumption that changes 

to assessment practices affect other aspects of the curriculum. As part of a Graduate Attributes 

project Business students are required to write, and be evaluated on, proposals for small-

business initiatives. There has also been attention given to work-integrated learning practice. 

There is a need not only for time spent in the workplace, but for cognisance of appropriate NQF 

levels of achievement and various modalities of workplace experience, as well as adequate 

attention to engaging and working with communities in field-related components, such as in 

archaeology and heritage. 

One institution is experiencing a challenge relating to assessment standards. Its Law Faculty 

has observed that adapting course assessment standards to the right NQF levels has been 

successful as an academic exercise, but has resulted in a declining success rate among students. 

This is a matter not mentioned elsewhere. 

There have also been initiatives with student support. To minimise ‘transactional distance’ 

prevalent in Open Distance Learning (ODL), an Integrated Tutor model has been introduced, 

allowing for enhanced interaction between tutors and students, especially in high-risk modules. 

More sophisticated systems are being put in place to provide early warning of at-risk students, 

and a tutor system for that category of student is being introduced. Conversely, rules have been 

changed to promote equity between mainstream and ECP students in respect of identifying 

excellence; early-warning systems to flag potential cum laude candidates are equally important. 
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This is accompanied by an enhanced automated advisory system (Advisor Autopilot), an early 

warning system that also provides for the benchmarking of programme throughput, progression 

routes, and credit accumulation and transfer (CAT); the system is being rolled out across all 

colleges. To facilitate communication with students, social media in the forms of a Facebook 

page and WhatsApp groups are being used. 
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1.1c) Changes in response to 2015/2016 protests 

Institutional contexts 

Reports indicated that the impact on institutions of the 2015-16 student protests varied widely, 

from severe to minimal. Those hardest hit were unable to complete the syllabus in 2016 and 

had to postpone examinations into 2017. The protests had a ‘devastating’ effect on university 

property while, conversely, having a ‘generative effect of catalysing dialogue on the sources’. 

Some found it impossible in the circumstances to implement major curriculum changes in a 

short period, but elsewhere protests led to a Senate-approved campus-wide curriculum review, 

critically examining ‘common sense’ explanations of curriculum choices. One institution that 

was ‘relatively’ unaffected by disruptions suggested that its low fees may have been a factor, 

while another reported little effect on consistently-reviewed curricula. Another found that 

protests had been ‘championed’ by student leaders from specific faculties (Arts and Social 

Sciences) and that changes in those faculties were regarded as more necessary and urgent than 

in others, especially attention to tutorials that are a key feature there. Elsewhere there was little 

discussion of curricular response to the protests; HEQSF re-alignment of programmes had 

resulted in ‘change fatigue’, and protests and demands were no help in easing the task of 

renewal. Focus on the HEQSF process was invoked elsewhere, or there was no institutional 

standardised approach to curriculum development; review in that period was a consequence of 

normal student evaluation that rated just one programme of ‘poor design’. Regarding a field 

like engineering, one comment remarked on the challenge in accommodating discourses ‘from 

an epistemic justice perspective and from Marxist theory’ in professional programmes. 

Renewal and transformation were not the only priorities during that period. An institution was 

focusing on a ‘Charter of Graduate Attributes’, approved by Senate and Council; the attributes 

gave specific attention to transformation: critical citizenship as well as ethical, environmental 

and social awareness. Another expanded its graduate attributes to develop graduates as agents 

of change in society and the workplace, while remaining within the ambit of their technological 

education. There, the attributes were identified as a ‘springboard’ to decolonisation, embedding 

in graduates capabilities in relational, technological, ethical fields and resilience. Likewise, a 

‘Transformation Plan 2016-2020’ includes such features as a goal. 

However, it is premature to state the effect curriculum changes have had. Curriculum 

transformation is a ‘long-term complex development that is riddled with administrative and 

bureaucratic processes’ that impinge of the pace of development. 

Modes of delivery 

Many initiatives referred to modes of delivery, and changes therein. The innovations related 

mainly to the introduction, or expansion, of blended, online and e-learning, in institutions that 

have traditionally taught in contact mode only. In some cases it has been part of an on-going 

pedagogical development; in others, a response – or reaction – to recent student protests. As a 

result of loss of contact time, one institution has introduced a ‘Technology Enhanced Learning’ 

project, partly funded by a DHET Teaching Development Grant. It includes new TV and sound 

studios, and the resources will eventually be available for the transmission of massive open 
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online courses (MOOCs). Some faculties, in response to protests, have begun to use online 

platforms like Moodle and Blackboard to make lectures and practicals available online, and to 

introduce students to the skills required for blended learning, as well as catching up on lost 

time. In another case fully online programmes are being developed in response to over-

application – 120 000 applications for 11 000 first-year places. One fully online programme at 

Master’s level has commenced; others await HEQC accreditation. Additional revenue would 

be used to enhance the quality of teaching and learning. There are other pilot online 

programmes. In one case all Advanced and Postgraduate Diploma programmes are to be 

offered in that mode. In another, success of a pilot project could lead to broadening into a larger 

number of programmes. Benefits would be an increased number of students but fewer strains 

on reduced physical facilities, and a reduced likelihood of disruptions. To support the initiative 

lecturers are required to familiarise themselves with technologically-enhanced teaching 

methods and the e-assessment direction of the institution, and each faculty has been given a 

dedicated instructional designer. In traditionally ‘correspondence’ tuition Open-Distance 

Learning (ODL) is rapidly transforming into Open-Distance e-Learning (ODeL) and the 

adoption of a revised pedagogy. Students, it was reported, ‘accepted the model with 

reservations about accessibility and exclusion of poor and/or disadvantaged students’. A 

concern is unequal access to technological devices and the internet. It is most important to 

inform students upfront about the technical and pedagogical prerequisites for effective online 

learning. 

Programmes and courses 

Responses have also been in programmes, courses and modules. Where transformation and 

decolonisation issues had been addressed in specific Law modules, it became clear that they 

needed to be given attention across the entire curriculum. Africanisation and decolonisation are 

being addressed in various faculties, including Commerce, Law and Arts, and more African 

authors and cases from an African context are taken on board. In the past, academic works 

‘devoid of underpinning literature from the West were regarded as unworthy of consideration 

as quality works – a notion that is ‘slowly but surely losing traction in South African 

universities’.  

Entrepreneurship is assuming a bigger role in curriculum: in a Management and Commerce 

faculty and Diploma programmes. There is a shift from being employed to being innovative 

and creating jobs. To support the embedding of entrepreneurship in curricula, an 

Entrepreneurship Centre is envisaged as being a stand-alone unit. 

New courses are responding to emerging trends, such as a Journalism course in ‘Contemporary 

Politics’ and a compulsory Health Sciences course, ‘The social determinants of health’. 
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1.1d) Plans for further curriculum renewal and transformation 

Perspectives 

Some submissions identified certain perspectives that ought to inform curriculum 

development. It needs to focus on three paradigms: pedagogical, cognitive and pragmatic or 

instrumentalist, and the relative influence of each will vary, depending on the general-

formative, professional or vocational emphasis of a programme. One institution posits a ‘fourth 

industrial (digital) revolution’ that will have a significant influence on future curriculum 

conceptualisation and design. Another envisages curriculum design based on ‘Universal 

Design of Learning’ principles, relying on multiple means of representation, expression and 

engagement. There is the view that there is, as yet, no ‘universal convergence of meaning’ for 

the terms used in the decolonisation debate, and, in that debate, debilitating factors such as 

disengagement, apathy, misunderstanding, fear and ‘a crippling disbelief in self’ need to be 

counteracted. 

Programme reviews 

Institutions are giving attention to formalising programme reviews where they have not before 

existed or where they have been sporadic. A new quality assurance cycle is implemented, with 

more explicit criteria for transformation, updated guidelines for programme leaders, and roles 

embedded in staff work agreements; in a new university faculties and schools are to develop 

schedules of programme and module reviews; systematised programme reviews are planned as 

from 2017. In some cases, a major element is focus group – students or alumni or both – 

evaluation. In another case, a ‘mock’ CHE-style site visit is envisaged. 

Curriculum development 

There is a growing emphasis on on-going, formalised curriculum development, with specific 

aims set out in institutional policies, and explicit attention given to transformation, 

decolonisation, Africanisation and renewal. In the case of a new university this is accompanied 

by staff training projects, such as core academic development modules drafted by a staff 

development unit which all staff will have to complete or alternatively show competence in 

within a specified period from appointment. A specific faculty response identifies certain aims 

behind transformation: addressing group discrepancies in retention and graduation rates, 

addressing the under-representation of black South African students in postgraduate 

programmes, and growing the next generation of black South African academics. Faculties 

intend programme review to deepen the synergy between ‘conventional’ university 

programmes and vocational offerings. In a quest to reimagine curricula ‘for a just university in 

a vibrant democracy’, the imperatives of transformation, decolonisation and Africanisation 

need to be reconciled with professional body requirements and special developments within 

various disciplines. 
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Qualifications, programmes and courses 

Revised and new qualifications are envisaged for the next few years. In some cases it involves 

the phasing out of B Tech and other non-HEQSF-aligned qualifications and replacement with 

new Diplomas, Advanced and Postgraduate Diplomas, with articulation between them, 

including innovations such as the inclusion of indigenous knowledge systems. One institution 

is introducing a PG Diploma as a link between its Bachelor’s and Master’s degrees; another is 

designing a new Diploma because it has found that its Diploma cohorts have been less 

successful than its degree counterparts (Inscape). There are also new PGCE programmes 

influenced by the Minimum Requirements for Teacher Education Qualifications (MRTEQ).  

New programmes in the pipeline, mainly Bachelor’s degrees, Diplomas and Advanced 

Diplomas, are often planned in direct response to identified skills shortages and local or 

regional needs. They include the following fields: environmental health, medical laboratory 

sciences, civil engineering in ports and harbours, human settlements; veterinary science, arts 

(the philosophy, politics and economics triad), speech and language therapy, human settlement, 

early childhood care and education, food science; electrical, mechanical and computer 

engineering, mechatronics, marine studies; digital marketing, cybersecurity, entrepeneurship. 

In addition, new courses or course orientations are planned. They include, in Health Sciences, 

a module ‘Know and Understand the World of Health’, putting primary health care in an 

African context; ‘Writing Your World’, focusing on ways of being and knowing in academia 

and the transition to higher education. Faculties aim to include African perspectives in 

disciplines that have not before given them much attention: philosophy, public governance, 

communication; architecture, urban design, landscape architecture. To reduce students’ 

alienation from content, a new integrated B commerce first-year curriculum is planned. There 

is a perceived need to broaden the scope of ethics education by embedding the field and its 

leadership effects in all components, to re-orientate risk and disaster management in the heavy 

industry context to include more local case-based studies to balance the current Euro-American 

focus; and, in Engineering, to realign design projects to direct them less to industrial and more 

to community or entrepeneurship projects. At postgraduate levels, there are plans for a new M 

Phil in theories of justice and inequality, and the transcending of epistemic inequalities. 

Online offerings 

In addition to those online activities mentioned above, new ones are planned. One institution 

intends to roll out up to 20 fully online programmes: diplomas, undergraduate and postgraduate 

qualifications. Others are increasing online and digital learning opportunities by upgrading 

infrastructure or working on a plan to identify specific programmes for e-learning. This move 

towards online modes implies less face-to-face interaction, more enquiry-based strategies, a 

focus on critical and analytical thinking, and the provision of supplementary work-based 

sessions. There also needs to be ongoing evaluation of available technology; teaching 

applications that reduce the amount of data usage are being explored. Some institutions, taking 

into account students with limited wi-fi access, continue to offer both online and ‘traditional’ 

paper-based options. 
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Student support 

Some initiatives address student support. Progress, however, is sometimes dependent on 

continued grant funding, and on equal buy-in to support structures by all sectors of the 

institution. Expense is another factor: moving from prescribed to recommended reading, with 

a review of study guides to avoid compromising rigour, is considered an option. And there is 

attention given to postgraduate student support; an example is attention to postgraduate 

academic literacies: focusing on both dissertation/thesis writing and competence as 

undergraduate and writing centre tutors. Another innovation is a special library unit for 

disabled students, stocked with resources to address issues relating to disabilities.  

Community engagement 

Community engagement is also, at some institutions, in the spotlight. Part of ‘(re)creating an 

intellectual identity’ for the institution includes an integration of community engagement with 

teaching, learning and research. It also provides opportunity to explore and identify community 

needs by collaboration with local government bodies: issues like climate change, health and 

illness, disaster management, waste management and pollution come to the fore. The need for 

innovate approaches to work-integrated learning is a special challenge for distance education 

providers. 

Language 

An institution aims to ensure that all learning materials are available bilingually, as well as 

online. Another is aiming for conversational competence in an indigenous African language, 

Setswana, among all staff and students. 

 

1.1e) Unresolved issues  

Many submissions did not address the question directly, presumably because it was deemed to 

have already been, or would later be, addressed elsewhere. A number of those that did gave 

attention to matters of institutional identity, direction and capacity. 

Universities of Technology 

The status of universities of technology arose again. A hierarchy prevails; there is a perceived 

lack of UoT identity and purpose, and a lack of perceived value for diploma programmes 

directed towards industry needs, even on the part of the CHE. The move from NATED-based 

to graduate attribute-based and HEQSF-aligned qualifications has been ‘a steep learning 

curve’, leaving little time for transformation at a deep ideological level. There have been too 

many different imperatives for curriculum renewal; the legacy of the NATED ‘convenor’ 

system has not yet been laid to rest. With a lack of curriculum development expertise, with 

short timelines for HEQSF re-alignment preventing adequate curriculum reform training, and 

with teaching loads not diminished there is a sense of fatigue; and the volume of curriculum 

transformation has created the danger of ‘epistemicide’. 
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A further issue identified relates to the phasing out of the B Tech. It has been stated that the 

replacement qualification, the Advanced Diploma, is deemed to be neither a first nor a 

postgraduate qualification. As such, it is funded neither by NSFAS (for student) nor by NRF 

(for research), and this has ‘dire consequences’ for programme mix and for the funding of 

FTEs. 

Constraints: infrastructure, workloads, time, expertise 

Other responses relate to resource constraints. They include funding, staffing, infrastructure 

limitations including inadequate facilities for disabled students, the rise in student numbers and 

the introduction of new programmes that has not been met with commensurate increases in 

physical and human resources, limited development expertise and a concomitant need for 

training; and the expense and energy expenditure resulting from a fundamental overhaul of 

programmes and qualifications. Specific challenges are mentioned. For thorough 

transformation across an entire institution there needs to be equitable infrastructure across all 

sites of learning. Because many academics remain unaware of curriculum renewal needs and 

policies, too much is left to a Teaching and Learning Centre. Additional institution-level issues 

impinge on transformation: weak managerial leadership, lack of a staff retention strategy, an 

understaffed teaching and learning unit, and a general shortage of staff dedicated to review and 

renewal. In other cases dedicated funding has been used to good effect but processes are 

proving to be long and progress has been slow. Poor Human Resource talent management and 

succession planning, general apathy, and lack of dedicated funding have a serious impact on 

curriculum transformation. In smaller institutions thorough curriculum overhaul puts great 

pressure on too few shoulders, and staff attrition results in loss of curriculum memory. A multi-

site institution often finds it difficult to bring academic staff together to allow for on-going and 

collective renewal. In many cases a gradual ‘iterative’ approach, module by module, is the best 

way to proceed. 

Professional bodies 

There is a high degree of regulation on programmes by professional bodies. It sometimes 

results in ‘curriculum congestion’ that makes it difficult to infuse new ideas and transformed 

approaches in programmes. Professional requirements are frequently altered, with short time 

spans for implementation, and accreditation can be delayed by the professional body process. 

The fields of emergency medical care and financial services were cited as examples. What with 

rapidly advancing disciplinary environments, it sometimes is difficult to remain within 

accreditation ‘boundaries’ imposed by professional bodies and HEQC accreditation rules. One 

example cited of a specific problem relates to the inclusion of Physics in a Diploma in Electrical 

Engineering programme, which in 2016 led to student protests and the suspension of lectures; 

students were placated only when they were told that it was a requirement of the statutory body 

ECSA. 

Staff perceptions 

There are academic problems, too. There is a difference between the ‘product’ approach of the 

‘hard’ sciences and the ‘process’ approach of the ‘soft sciences’; the latter group is relatively 
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comfortable with a flexible curriculum paradigm, whereas the former needs a ‘paradigm shift’ 

– and not all academics are yet ‘transformed’ sufficiently to negotiate the shift. There is also 

often a disconnect between transformation imperatives and workplace expectations. 

Many unresolved concerns revolve around the issues of decolonisation and Africanisation. 

There is a lack of common understanding. Current ‘import[ed]’ pedagogies are not easy to 

translate into critical approaches that include a concern for social justice. There is a need to 

dispel the ‘myth’ that it is not possible to Africanise all modules, yet more research is needed 

to understand fully the direction and consequences. There is also the need for an appropriate 

balance between African and global perspectives. In some cases, despite good progress, there 

is a need for a proper understanding of what underpins and energises attitudinal shifts. 

Academics need training on associated pedagogical approaches and methods. There are 

accompanying issues with management discontinuity – between deans, heads of department 

and programme leaders – that make sustained initiatives difficult to bring to fruition, because 

of protection of academic turf and of traditional curricula by senior academics. There are also 

occasions of haphazard transformation, initiated by individuals and not collectively by 

departments; laudable though they may be they sometimes result in deviation from the 

yearbook curriculum, and that is unfair to students. Furthermore, isolated shifts in individual 

courses in response to immediate transformation pressures can compromise the holistic 

coherence of the programme. 

On the issues of transformation, decolonisation and Africanisation in general, the view was 

expressed that the offering of stand-alone courses in African philosophy [and presumably this 

applies to other disciplines as well] is ‘a failure of transformation’, because it would not 

interrogate hegemonic Western discourses and those discourses would retain the disciplinary 

title ‘philosophy’ without a geographical/cultural modifier, and the indigenous knowledge 

dimension would continue to be marginalised. 

Notwithstanding all these potential and actual constraints, transformation imperatives remain 

the biggest curricular challenge: there is great value in the process, but there should be guarding 

against quick fixes ‘for audit purposes’ – therefore, the need, as an initial step, for a modest 

pilot project. Above all, it must result in improved student success. 

Teaching and learning 

There also needs to be recognition of the effects of another aspect of transformation: 

transformation of teaching and learning modes. Distinctions between contact and blended 

modes need acknowledgement, interpretation, training and implementation. Self-learning 

principles need to be inculcated. Attention needs to be given to provision of adequate IT 

connectivity (especially for ‘distant’ campuses with often precarious electricity supply), 

otherwise there is serious danger of accentuating the digital divide at a time when all students 

should be developed as 21st century ‘digital natives’. In a fully distance mode online 

transmission is accompanied by real-time tutor assistance to enhance the learning experience. 

One institution has introduced ‘flipped classroom’ pedagogical approach: engaging students 

prior to class, then using clickers or mobile devices to complete concept tests – although both 
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the benefits and drawbacks of clicker usage were noted. Institutions placing increasing reliance 

for teaching and learning on e-platforms are aware of the need to promote use by students, 

provide appropriate orientation, and work to increase competence and access. 

Student matters 

First-time entering student profiles are mentioned as a major challenge. Poor writing and 

critical thinking skills, especially among non-mother-tongue students have yet to be resolved 

satisfactorily. The structure of the first-year curriculum merits review: the current exclusive 

structure leaves many students poorly prepared for informed choices, and there is a lack of 

portability of credits between programmes. This matter is under debate. The need for enhanced 

demographic diversity is compromised in disciplines like art and design in that the subjects are 

seldom offered in lower quintile schools, so that the diversity of intake is severely limited.  
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1.2 Exemplars of successful curriculum and transformation 

These exemplars are arranged, firstly, in terms of curriculum scope and, secondly, according 

to fields of study. 

Qualifications and programmes  

In Commerce the initiatives are intended mainly for articulation through NQF levels. A 

Diploma in Business and Information Management, unique to the institution and with three 

elective streams, has been introduced to articulate with Advanced and PG Diplomas to the 

highest NQF level. For the last few years a Diploma in Cooperatives Management, also unique, 

has been funded with bursaries from the Department of Economic Development, and a six-

month work-integrated learning session takes place at a registered cooperative; there are plans 

to follow it to with a Commerce degree in the same field. Advanced Diplomas have been 

designed in Human Resource Management, Office Management, and Marketing, and a PG 

Diploma and Master’s degree in HR Management are being developed. 

In the Science field there are new B degrees in Biotechnology and Food Science, with a novel 

cross-disciplinary collaborative blend of fundamental science, biology and general education 

and in Consumer Sciences a restructuring, better to serve the target markets, of a 3-year degree 

to two four-year specialisation options, and a three-year stream for graduates moving into 

Education. PG Diploma and Master’s degrees in Nature Conservation are planned, reported to 

be the first in the country. A Health Sciences initiative is the introduction of new B degrees in 

Environmental Health and Medical Laboratory Sciences, articulating with a Diploma as 

recommended by the Health Professions Council (HPCSA) and, in future, with M degrees. 

Some examples from other fields: to cater for a particular market a Higher Certificate in 

Commercial Photography is in the offing, and a series of Higher Certificates in Theology is 

planned to provide training opportunities for lay people. While there are no new qualifications 

in Law suggested, the recent LLB National Review conducted by the CHE has led to thorough 

curriculum review to establish a more coherent curriculum and more research time available to 

staff, resulting in a substantial reduction in the number of discrete modules. 

Extended curriculum programmes – ECPs 

There was further reference in response to this question to extended curriculum programmes 

offered. A four-year ECP in Social Science, with its 64-credit introduction comprising modules 

in English language development, academic and basic computer literacy, literacy in the 

humanities, basic numeracy, and one mainstream course has had positive throughput and 

graduation rates. Success rates in Health Science and Science degree ECPs compare favourably 

with those of mainstream cohorts. Extended programmes in Natural Science, Economic and 

Management Science, and Engineering and the Built Environment have been designed to 

overcome a ‘Grade 13’ attitude to the ECP; but the programmes offered at the Mamelodi 

campus (Natural Science and EMS) have been more successful than the one offered at Hatfield 

(EBE), probably on account of added academic support. In the latter case throughput has 

initially been good, but then it declines when the students enter the mainstream programme. 
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Core modules 

Core first-year modules are intended both to enhance throughput but also assist the transition 

to higher education and, in some cases, to introduce the transformation occurring in the sector. 

In one case the introduction of a common first-year curriculum, with specialisation in the 

second year, has resulted in a modest increase in the success rate. There are discrete modules 

in English communication skills designed as preparation for the workplace, foundational 

academic literacy skills often combined with a numeracy skills module, academic literacy skills 

combined with resource management, and one in entrepreneurship skills. Not all core modules 

are restricted to basic skills. A core ‘Discourse’ module includes debate and discussion around 

society and citizenship: general history, popular culture and current affairs. An academic 

literacy module includes topics relating to intellectual integrity and digital citizenship. An 

online interactive module comprising key modern African texts is offered to all students; there 

is no traditional assessment – students produce self-generated poems, essays and insights. 

Innovation in elective courses/modules 

Innovations have also occurred in elective courses/modules. In Commerce innovation includes, 

in a B Disaster and Safety Management, additional electives to satisfy industry demand; 

incorporation of business ethics as well as professional ethics; and a simulated business 

exercise in entrepeneurship management in which the examiner assesses group-designed 

business plans in terms of funding viability. 

Two initiatives were reported in Geographical Sciences and Information Systems. In an 

‘Introduction to Earth Observation’ module, instead of prescribed content a number of topics 

are set and students are required to determine the area of application and the types of technology 

required. At a campus located in the previously decimated District Six students produce digital 

stories, including GIS and maps, covering the area’s past and related social or environmental 

issues; there has been a positive response from students to the inclusion of story-telling in the 

curriculum. In Botany and Plant Physiology there has been the development of multi-lingual 

vernacular terminological nomenclature and, in Food and Biotechnology, acknowledgement of 

the rich flora and fauna of the continent and greater attention to indigenous crops. In an 

architectural design studio transformation is manifested by working with local community 

members on urban planning, using architecture as a platform for economic development, 

reversing knowledge hierarchies and valorising indigenous knowledge. There are also inter-

disciplinary steps. Information Systems has a ‘service module’ for students from other 

disciplines, and is SAICA-aligned, and modules in Integrated Healthcare Leadership provide 

inter-profession education, aimed at overcoming ‘silos’ and focussing on leadership and 

community engagement. Responding to the professional board requirement of broader clinical 

training, the training component in Pharmacy programmes has been expanded into rural clinics, 

hospitals and communities. In modules ranging from Commerce through Community 

Development to Design and Art HIV/AIDS content has been introduced in selected modules. 

A different kind of modification occurred in another B Design programme, where an external 

moderator deemed the research requirement to be too high for the NQF level, and that resulted 

in curriculum renewal. 
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In the Humanities a number of initiatives were reported. A module ‘The History of African 

Intellectuals’ explores ideas in African culture and in hybridised/creolised forms found in other 

parts of the world. A module ‘Gender, Race and Sexualities’ investigates how they contribute 

to identity, privilege and oppression, and, in Journalism and Media Studies, ‘Critical 

Pedagogies of Place’ explores different localities aiming through empathy and compassion for 

contribution to societal transformation. In Music, to the Western tradition African and 

traditional music and jazz have been added, while a Drama programme foregrounds the 

legacies of colonisation and the plight of women in conflict zones; South African and African 

works are included as well as African versions of Western works. Language was also the site 

of exemplars. In a B Ed Honours module ‘Bilingual Education for Diversity and Access’ 

students are encouraged to use first language in exploratory talk – asking questions that can be 

translated by fellow students or lecturer – then moving to presentational talk in English, and, 

in isiXhosa, there is an intellectualising of African languages, aimed at overcoming cultural 

discomfort in multi-cultural environments and valuing knowledge embedded in previously 

undermined languages. In Education, the pursuit of graduate attributes set out in MRTEQ has 

led to the aim of producing teachers who can perform in any and all contexts; in a move to 

address the aim, while Afrikaans has been retained, Sepedi has been introduced as a third 

language of learning and teaching. 

Methodological aspects 

A number of reported initiatives relate to the expansion of delivery modes to include forms of 

blended learning that combine contact with online teaching and learning, and from paper-based 

to e-platform materials production. Students have access to e-study guides and digitised 

lectures, reducing the need for daily travel to campus. With multi-campus institutions this has 

meant ensuring equitable internet access at all sites. In one case a need is felt for exploration 

of issues specific to andragogy in respect of online learning. Other pedagogical approaches 

mentioned include, in a B Radiography programme, the introduction of simulation- and 

community-based learning, in Education and GeoScience the use of self-directed learning, and, 

in Pharmaceutical Chemistry, using, as initial input, declarative knowledge to acquire 

functioning knowledge in response to problem statements. In a ‘Research Methodology’ 

module it was found that requiring students to study prescribed articles was unsuccessful, 

mainly due to language problems; instead, the use of an evidence-informed decision-making 

process gets students in groups to use library e-resources to select relevant, accessible articles 

in a carefully scaffolded context. 

Other aspects 

Some innovation occurs beyond the classroom. In Economics work-integrated learning uses a 

simulation model with strong industry involvement, as it does in Business Analysis. In 

Education there is a strengthening of relations with district offices, subject advisors and 

practising teachers, aiming for closer alignment with actual classroom practice, and in 

Agriculture and Environmental Science cooperative agreements with colleges of agriculture. 

There is a need felt in workplaces for some kind of logbook linking academic outcomes with 

practical experiential events. In Computing there is a need to develop software relevant to the 
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workplace, devising applications that are directly linked to the work environment. Professional 

bodies have had an influence. A Computer Systems in Engineering programme has been re-

structured to meet international accords and an Engineering Faculty aligns its programmes with 

ECSA exit-level outcomes as well as its own decolonisation policies. On the matter of 

professional bodies the view was expressed that HEIs need to take more of a lead in 

professional accreditation matters rather than being told what to do. 
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Section 1: Summary of the main trends 

Much attention is given to the need to resolve the marginalisation of indigenous epistemologies 

and identities by dominant ones, which results in a distortion of the academic project, a 

dismantling of privileged hegemonic world views. Curricular transformation needs to be more 

than reactive, superficial or piecemeal interventions. Nor should it be simply the accretion with 

an existing epistemological structure of previously ignored voices; it calls for a radical 

reconceptualisation of hierarchies. This requires more than the packaging of new content in old 

wrapping, or the swopping of new voices for old ones without critique of what the voices 

espouse. Transformation of curriculum must take into account conceptual, epistemological and 

pedagogical aspects, national plans and profiles, economic priorities and trends, the political 

landscape, as well as internal features like institutional cultures, infrastructural resources and 

staff profiles. It needs to consider what is taught, how it is delivered, by whom and, most of 

all, to whom. It embraces teaching, learning, assessment and, not only what happens in the 

classroom, but also what happens in work-integrated learning, service learning and community 

engagement. 

Triggered partially, and in some cases, largely by recent student protests, much attention is 

being given to processes of decolonisation and Africanisation, and the inclusion of indigenous 

knowledge systems in curricula. The process needs to take into account not just local and South 

African contexts but also regional, continental and global ones. There are debates on whether 

localisation implies a unique, separate set of concepts, or applications of shared concepts to 

specific local contexts, and whether indigenous knowledge should be included separately or in 

an integrated manner. It is important to balance contextual relevance with conceptual 

grounding, to provide students with powerful ‘relational’ knowledge. In the process of 

curricular transformation, there are suggestions that some disciplines are more amenable to 

‘theorising’ transformation on account of their broad theoretical approaches, than are others 

which have more stabilised, codified bodies of knowledge and more discipline-specific 

frameworks. Whatever validity there is in this view (which is based on a dichotomy 

distinguishing product-based from process-based fields of learning), it is interesting to note 

that are about as many curricular transformation initiatives cited in disciplines that one would 

place in the former category as there are in those one would place in the other; there are few 

fields in which there is little or no evidence of innovation and renewal. It was, however, 

suggested elsewhere that, in terms of radical curriculum transformation and decolonisation, 

there may be a paradigm differentiation between vocational, professional and general-

formative programmes.  

Responses to recent imperatives for decolonisation and transformation have varied. The impact 

of student protests range from severe (resulting in either stasis, abrupt reactive curriculum 

review, or a welcome opportunity to accelerate change already in the making) to minimal (as 

reported by some of the private HEIs with mainly mature, distance-mode students). 

Universities of technology have found the imperatives particularly onerous, arising as they did 

during extensive programme migration from NATED to the HEQSF, MRTEQ and other 

regulatory frameworks. This, together with national reviews, re-accreditation processes, 
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changing professional requirements and industry demands, has resulted in ‘change fatigue’; in 

one case there are reports of ‘epistemicide’. There is even a suggestion that UoTs and their role 

are themselves colonial legacies – the implication being that institutional identity itself needs 

transformation. Another aspect raised is that curriculum transformation has limited value 

unless it is complemented with review of graduate attributes. 

Extended curriculum programmes are seen, in some cases, as a fundamental feature in renewal 

(a ‘playground’, in one case, for curriculum transformation) although also seen as an ‘antidote’ 

to entry-level incompetence. Reasons for the introduction of online blended learning modes by 

traditionally contact-mode HEIs are also mixed. In some cases it is regarded as a natural 

consequence of on-going pedagogical development, in some a response to over-application and 

massification, and others as a response (or reaction) to campus disruption. What is not 

discussed in depth is how well-suited online learning proves to be for ill-prepared entrant 

cohorts and whether, from a pedagogical perspective, it implies an additional learning demand 

for which the student has not been well prepared. Initiatives that are reported for adequate 

orientation of students (as well as lecturers) for introduction to online/blended modes are 

therefore of great importance. 

The issue of language looms large in many institutions. Adoption of bi-multi-lingualism at 

institutional level is one form of address. Inclusion in all curricula of compulsory introductory 

language courses is another. Some faculties and disciplines have developed bilingual glossaries 

to assist students. Students competent in African languages are used as tutors and mentors. 

Decolonisation, it was said, has no end-point: it is an on-going process, and ill-considered 

initiatives introduced prematurely can be counter-productive. Conversely, so would 

unreasonable postponement, given the energy exhibited by current student groups. Factors 

supplementary to curriculum design have significant influence: institutional ethos, funding 

allocation, physical and human resources, review processes with explicit criteria for effective 

transformation, the availability and expertise of curriculum support units, upgrading of staff 

teaching and assessment competence through programmes such as Postgraduate Diplomas in 

Higher Education. What is needed for effective decolonisation and Africanisation of curricula 

is sound conceptualisation, understanding management, the achievement of coherence and 

balance, clear direction, and a thorough awareness of the long-term consequences.   
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Section 2: Diversity and inclusivity 

2.1 Approaches to diverse academic needs, abilities, preferences and life 

circumstances; success and lack of it; the student voice 

Overview 

It is important to distinguish between needs (such as those arising from inadequate schooling, 

the need for language assistance or personal attention, etc.) and preferences (medium of 

instruction, preferred learning style, and so on). They may need different ways of address. 

Inclusivity is seen to be a broad concept, informed by multi-cultural perspectives of students; 

it influences both content and pedagogy; it provides for a range of learning styles; it enhances 

throughput; and it enables access for the differently abled. Diversity embraces not only the 

positive enhancement of constitutional values but also discourages the extolment of such 

negative attitudes as tribalism, ethnicity and xenophobia. The promotion of diversity and social 

cohesion has, for some, become a strategic priority and is championed by a Centre for the 

Advancement of Non-Racialism and Democracy, reportedly the first centre in the country with 

this focus. The profile of an institution affects the centrality of such matters. Diversity is seen 

as less of an issue in homogeneous environments, for example where the student enrolment is 

almost completely of one race and from one locality. 

An institution with multiple campuses sees the possibility for students to migrate between 

campuses without losing credits as an important aspect of inclusivity. Some institutions have 

caveats about inclusivity. While institutions of theology are wary of adopting a ‘market view’ 

of students as customers, at the same time they should strive for an ecumenical perspective, 

avoiding the status of a ‘denominational seminary’. Others adopt a data-driven approach, using 

institutional data and student surveys and questionnaires to monitor, understand and manage 

diversity. Diversity needs not just a national focus: curricula that attract international students 

are also an important means for achieving it. 

Qualifications and programmes 

Re-curriculation to address the demands of the White Paper on Higher Education and the 21st 

century workplace demands has been a stimulus for enhancing the quest, as has HEQSF 

alignment of programmes; it has affected content, pacing, sequencing of modules and the 

development of fundamental skills modules. In other cases addressing the need for inclusivity 

and diversity has led to no fundamental change in undergraduate curriculum structures. 

Elsewhere, the response has been the introduction of new qualifications. They include Higher 

Certificates for applicants not meeting entry requirements and for articulating with diplomas 

and degrees, or in fields like Music, for students whose needs differ from those of B Music 

students, or as scaffolding for a degree. For similar reasons, a Diploma in Public Accountability 

has been introduced. In another case diplomas are being augmented with degrees in fields that 

had not had them before, including art, design, architecture and health sciences. Other 

initiatives focus on particular entrant profiles, such as a B Social Science (Industrial and 
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Working Life Programme) that is designed for workers from trade unions and offers evening 

classes and winter schools. 

Extended curriculum programmes (ECPs) were cited by many public HEIs as significant 

contributors to the promotion of diversity. ECPs are summarised in Sections 1.1b) and 1.2 

above. Their dual aims are broadening access and decreasing dropout rates. For the 

encouragement of understanding of diversity among staff, PG Diplomas in Higher Education 

are seen as important sources of insight into student learning, and the fostering of diversity and 

inclusivity. 

Courses and modules 

At the level of individual courses and modules, there have been different initiatives to promote 

diversity. A ‘General Education’ programme referred to above includes modules in cultural 

diversity and entrepreneurial values in the workplace, while a credit-bearing module ‘African 

Insights’, also referred to above, is accompanied by ‘co-curricular’ online non-credit-bearing 

modules in ‘African Thought’, ‘Cyber Citizenship’ and ‘South African Education’. An 

emphasis on diversity through social awareness is a feature of a first-year compulsory course, 

in Public Governance the inclusion of indigenous knowledge systems to ensure greater 

diversity in management philosophy, attention to vexing societal issues such as HIV/AIDS, 

elective modules to improve curricular diversity and broaden the range of career prospects, an 

‘Academic Literacy’ programme that is intended to enable diversity, foundational academic 

and literacy modules, and non-credit-bearing MOOCs.  

In one case a discrete academic literacy module has been integrated in the programme to avoid 

what was perceived as the labelling of a deficit approach to the module. Others, too, are moving 

away from stand-alone generic academic literacy courses, preferring to locate writing-intensive 

courses in faculty programmes with an acknowledged need for both expert overall leadership 

and academic willingness to participate, by embedding language development in mainstream 

modules, or by offering online discipline-specific academic literacies.  

There are different approaches to the notion of a core curriculum. In one case a Faculty of 

Science is moving away from core modules to allow greater scope for more than one major 

subject and elective specialisations in a variety of areas. Conversely, there is a move to a 

common first year curriculum in a Design programme with the aim of improving retention 

rates, and a common first semester in a similar field. In all these instances the purpose is 

enhancement of diversity. 

Learning, teaching and assessment 

The increasing use of blended and e-learning has already been mentioned, with regard to 

curriculum renewal and transformation. Many institutions regard the introduction, or 

expansion, of online modes of learning to be an important means of increasing diversity. They 

include DUT, MUT, SU, UJ, UMP, VUT, WITS, WSU, IIE, CBC, Monash, Boston and, in its 

increasing use of ODeL, UNISA. Blackboard and Moodle are commonly-used platforms. They 

should be used not just for communication but also as an active learning tool, to support 
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students who learn in different ways, to enhance diversity in respect of life circumstances 

(location, the needs for flexible curricular sequence and pace, and to provide for more student 

autonomy through a diversity of learning regimes. A reported reservation relates to slow uptake 

of new technologies, by staff members and students alike. 

There are moves to adopt more learner-centred, problem-/case-based approaches to teaching. 

One example is an ‘Enquiry-Based Learning’ project: students drive the learning sessions, 

developing, modifying, abandoning approaches based on the task at hand. Diversity is 

enhanced by creating diverse student teams or groups, in terms of language, race, gender and 

academic strength, and it is  important, from the start, to ensure that students understand how 

each module fits into the programme design and career pathways. There is an increasing use 

of postgraduate students as first-year mentors, as teaching assistants and as writing/thinking 

skills developers. 

There is a perception that work-integrated and service learning play a role in enhancing 

diversity, especially in professional programmes when they include problem-based activities 

that cater for different academic needs. Such learning can benefit from preparatory workshops 

embedded in the curriculum, supplementary online materials (quizzes, etc.), and the 

decentralization of practical training platforms, in fields like Health Science, to cater for under-

served, especially rural, sites. 

Diversity is also addressed through assessment practices. Various strategies and methods are 

tried to accommodate diverse learning styles, and some assessment is conducted in random 

groups so that the interaction makes students participate as team players. There are moves 

towards ‘flexible’ or alternative’ assessment methods to replace the conventional test-and-

exam-based models. For mature re-entering students more continuous assessment and less 

emphasis on examinations is considered appropriate. Modules are offered in consecutive 

semesters so that students do not have to wait a year before they can repeat them. At-risk 

students are provided with extended timeframes and private settings for tests and examinations, 

a practice not always successful so the institution accompanies it with mandatory additional 

tutoring sessions. In one case, in an effort to improve throughput, the minimum mark for 

admission to supplementary examination has been reduced by five per cent. Efficient and 

timely feedback is also considered important. One institution has responded to this by 

increasing the use of online assignment submission which, it states, improves turnaround time. 

Language 

Diversity is reflected in language policy and practice. One institution is developing a policy to 

diversify between campuses: the use of English, English and Afrikaans, and parallel medium 

at different sites. Bi- and multi-lingual lexicons and glossaries are being produced, 

accompanied by multi-lingual tutorials offered by senior students. Other initiatives are the use 

of mother-tongue in tutorials, in Humanities the introduction of SA Sign Language tuition, in 

Health Science clinical skills training videos for interviewing in isiZulu, in Speech Pathology 

a trial isiZulu immersion project, and a Bachelor of Education offered in isiZulu. There have, 

however, been some less successful events. A translation of the Harvard Referencing Guide 
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into Afrikaans and isiXhosa had an interesting outcome: while the Afrikaans version was 

deemed satisfactory, the isiXhosa version was unsuccessful as the language was dismissed as 

too ‘deep formal’ and not colloquial enough. The ‘failed’ project has led to valuable insights 

and further research into a repertoire of dialects is needed. In another case a problem with 

available technology arose. Unfortunately, a language empowerment software programme has 

become obsolete, and academics have lost interest in using it. 

Student participation 

Institutions cite increasing student participation in institutional and faculty committees as an 

important indicator of diversity, and it is often prescribed by policies and protocols. In some 

cases specific student demands are accelerating curriculum renewal, such as demands for ICT, 

Africanisation and the introduction of indigenous knowledge systems. In one case, however, 

the preponderance of distance education students – 90 per cent of enrolment – results in little 

interest in participation. A concern was expressed that, as diversity and increasing student 

numbers play their part, mental health problems are becoming an increasingly detrimental 

influence on students’ capacity to cope with their curricula. Another challenge is a lack of after-

graduation work readiness: projects attending to this lack need to be in place. 

Disability 

There were a number of references, in response to this question, to issues relating to disability, 

from policy to management structures to curricular initiatives. One institution noted the scale 

of need: by 2017 over 360 students had registered with its Disability Services, 125 of them 

requiring special accommodation in the form of sign language interpretation, assistive devices 

and physical access provision. Disability policies are in place or are being reviewed. Dedicated 

centres or units have been, or are being, established. In another case, the need for such a unit 

is recognised. Special provision is made. Examples given are: interpreters for the hearing-

impaired, a Zoom Text programme for the sight-impaired, alternative materials formats 

including Braille, large print, electronic and audiotape versions, Dragon software changing 

voice into text,  and adapted scientific calculators and Jaws software for the visually-impaired 

. There is staff training and recruitment for, and advocacy of, disability needs; special 

counselling on curriculum needs; and, in Health Science, modules including theoretical content 

on disability issues and related social determinants. There was only one reference to an 

enforced exclusionary practice: non-selection for a Radiography programme on account of 

occupational safety issues. 
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2.2 Promoting inclusivity of all student through curriculum; the student 

voice; success or lack of it 

(Note. The private HEIs were not asked this question.) 

The concept ‘inclusivity’ 

The difficulty in distinguishing a response to this question from those to other sub-sections was 

illustrated in one submission: is it possible to address diversity without at the same time 

addressing inclusivity? Inclusivity, it suggested, can only be addressed once diversity has been 

well accommodated. It is also difficult to evaluate the success, or otherwise, of measures 

aiming at achieving it; for example, racial inequalities in enrolment relative to national 

demographics have reduced, and race is no longer a predictor of success. Student surveys 

indicate high levels of tolerance and accommodation of difference. Measures are limited to 

such observations as that NSFAS students are the best-performing group, and that ECP diploma 

students perform better than the mainstream cohort. Many other submissions, while not 

commenting on the matter, showed a comparable difficulty in the way information was sub-

divided, often with lack of clarity on how the distinction between sub-sections ought to be 

made. 

Other input included the proposal that inclusivity in curriculum through the incorporation of 

indigenous knowledge systems leads to ‘epistemic plurality’ that needs to be manifested not 

just in content but also in assessment practices, and also in taking account of students’ input on 

the matter. Inclusion of content derived from alternative knowledge systems, without 

adaptation in other aspects can leave the demand untouched; as one submission remarked, 

‘Fanon is as difficult as Foucault if attention is not paid to pedagogy’. There were a number of 

suggestions that inclusivity is well served by a ‘constructivist’ approach to teaching and 

learning, in which students co-construct and contextualize content and which is combined with 

extended orientation and ongoing peer mentorship, either face-to-face or by means of e-tutoring 

backed up with contact sessions for high-risk modules. 

Some specific initiatives were described, largely focusing on gender. One Humanities faculty 

has set out to interrupt ‘hetero-normative perspectives’ by ‘queering’ the curriculum, and has 

established a NRF Chair in Gender and Education to oversee the institutional policy. A Health 

Sciences faculty has issued guides adapted to be gender-neutral and to avoid stereotypes. An 

AgriSciences faculty reminds itself of the issue by quoting its former Vice-Chancellor, to bear 

in mind both ‘the daughter of the farm worker and the son of the farmer’. Policies on sexual 

diversity, racism and racial harassment can and should influence curriculum content and 

language use, and this is supported by an Office for Inclusivity and Change. 

Qualifications and courses 

Besides PG Diplomas in Higher Education and similar qualifications already mentioned, there 

are some programme innovations aimed at inclusivity. There is an Advanced Diploma in Visual 

Impairment Studies, a Master of Social Science in African Gender Studies, a PG Diploma in 

Entrepeneurship to cater for professionals, entrepreneurs, corporate employees and recent 



QEP 2 Report on HEI submissions Page 41 
 

graduates alike, and revised a B Education in Grade R and Early Childhood to provide a more 

inclusive suite of Education programmes. There are also related courses and modules. 

Examples are a course dealing in students’ relations with the university, faculty, staff, peers 

and the campus community;  in Science and Agriculture modules like ‘Health Education and 

Life Competencies’ including attention to issues such as the Constitution, xenophobia, power 

, corruption and democracy; electives emphasizing cultural diversity and African modes of 

thinking and, in Information Technology, a range of components that make no assumptions 

about prior learning together with a move to a less complex programming language (from Java 

to Python). There are also steps for inclusivity for advanced students by means of extra credit 

assignments, and for a more inclusive approach for all students through a reframing of courses 

on plagiarism to focus more on positive aspects of academic integrity than on the flouting of 

it. 

Learning, teaching and assessment 

Inclusivity can be enhanced by replacing ‘traditional impersonal’ teaching and learning 

materials through the use of interactive alternatives, such as broadcasts live-streamed on media 

like YouTube, which appears to have had a positive impact. Research is being conducted on 

information technology innovation to enhance the design, use and evaluation of technology for 

higher education. In one case, however, concern is expressed about lecturers’ reluctance to use 

a new e-learning platform other than as a depository for lecture slides and readings. At the same 

time, there is much attention given to first-year peer mentorship, tutorial support programmes, 

group work leading to the formation of out-of-class communities of practice, the development 

of team-working skills, and writing centre tutoring. All such measures need to be 

complemented with effective academic risk profiling and the provision of expert psychological 

support. 

There is the view that diversity and inclusivity imply a greater relative emphasis on formative 

assessment to build academic competence. Inclusivity is the aim in a Somatology programme 

in which assessment is designed to allow for the inclusion of students’ own cultural and 

traditional beliefs. A practical step has been revision of examination timetables to cater for 

various religious needs. Work-integrated learning, too, can be a means of building inclusivity 

through students’ experience of addressing comparable challenges, as can community 

engagement in fields like primary health care. Inclusivity also needs address at the postgraduate 

level: one step in this direction is a research assistantship programme providing research 

laboratory experience for students going on to higher degrees. 

Language 

Language policy and practice play their part in enhancing inclusivity. Promoting 

multilingualism through lexicons, glossaries for various disciplines is a growing trend. Some 

institutions are moving towards a bilingual campus, or at least the use of the main local 

vernacular as an additive language. Another reports on plans to take the process further: 

multilingual tutorials, translation of key institutional documents, multilingual graduation 

ceremonies with sign language interpretation, multilingual signage and information touch-
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screens. Some, as mentioned above, have introduced compulsory or elective modules in an 

indigenous language (including SA Sign Language, also with the alternative of a modern 

language that has widespread use on the continent). In another case, the problems confronted 

are a sporadic development of bilingual glossaries, and the fact that the medium of instruction, 

English, is, in the main, used by the majority of students in the classroom only, and academic 

(English) literacy programmes are not solving the problem. 

Disability 

Massification in terms of student numbers has led to a comparable increase in cases of 

disability, and resources are stretched. A central disability unit with satellites on each campus 

has, nevertheless, been able to provide special spaces and technology, as well as special 

arrangements for assessment; and research on disabled students’ experience is underway. A 

disability unit also attends to advocacy, counselling, staff training, psycho-social support and 

ensuring accessible facilities throughout the campus. Dedicated 24-hour spaces are being 

provided, and attention is given as well to disability provision in residences. 

The student’s voice 

As mentioned above, institutions rely for hearing the student voice on representation on 

institutional, faculty and departmental committees; other sources are evaluation surveys, 

reflective journals, etc. In some instances the representation is limited structurally: for example, 

at Senate level but much less so at the level of academic units, where student formations tend 

to be ‘parochial’. Where student involvement has recently been broadened, it is still too early 

to measure efficacy. There are other less formal initiatives: open ‘talk to the Dean’ sessions 

and a project aimed at understanding students’ collective conceptualization of issues. There is 

a view that the heat generated in discussions of race, gender, transformation, decolonisation, 

diversity and inclusivity may have to do with the scarcity of opportunity within ‘safe spaces’ – 

a matter for concern. 
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2.3 Identifying bias and alienation related to curriculum 

General comments 

If, by ‘curriculum’, we mean the curriculum as it is actually experienced by students, then it 

includes not only curriculum content, but also the lecturer (in terms of age, seniority, gender, 

race, etc.), language and accent, campus and residence culture, teaching philosophy and 

approaches, and the extent to which the institution remains an ‘orthodox’ academy wedded to 

repetition of a ‘canon’. In some disciplines, such as media studies and the creative arts, issues 

of bias and alienation are constantly at the forefront, in others less so. There was a view 

expressed that a particular curriculum currently has no bias whatever, but others identified 

aspects that clearly needed attention in order to surmount existing impediments. Higher 

education content needs to take account of diverse prior learning related to cultural and school 

backgrounds. Gender and LGBTIQA debates should be ‘normative’ discourse rather than 

accessory to the mainstream. Attention is also needed to address gender-based violence. 

Incorporation of indigenous knowledge systems may be an important way of transcending 

cognitive and cultural bias. In a field like theology, there needs to be accommodation of diverse 

denominational perspectives in an ecumenical context, and gender-sensitive and feminist 

theology need to be embedded, with a gender-neutral policy to address ‘othering’ and belittling. 

Research is needed ‘to open up different bodies and traditions of knowledge and knowledge-

making’: collective resources to address the issue of othering. It needs to be acknowledged that 

people may not recognize own bias a lack of scrutiny from various perspectives can leave it 

unseen. 

In many cases there are no specific institutional policies or processes; practical, moral and 

ethical responsibility lies in the hands of lecturers, although there are mechanisms to deal with 

issues when they arise. In some instances, this is regarded as appropriate; in others it is a matter 

requiring attention. Institutions cover the issues in a code of conduct, and there is importance 

given to awareness campaigns, dialogue spaces, workshops, talks and experiential tours. There 

are centres, units and offices that are dedicated to matters like bias and discrimination. 

Bias, alienation and steps taken to counteract them 

One cause of felt alienation is perceived prejudice against ECP/augmented programme cohorts 

– although it is claimed that the prejudice is alleviated after first year. Another arises from poor 

programme choices; a Career App.tizer programme has been developed to give advice to 

school leavers. Student groups have perceived bias in assessment rubrics, even in the use of 

Turnitin to identify plagiarism. Matters beyond the curriculum per se (but taking into account 

the broad scope of ‘curriculum’ suggested above) such as eviction from residence or private 

accommodation can be construed as alienation from the ‘system’. Alienation can be 

experienced by all groups; there can be ‘alienation’ of wealthy white privilege. It therefore 

appears important to identify from what alienation is being experienced. 

Anonymous student and graduate surveys and course/lecturer evaluation are frequently 

mentioned as means to identify academic alienation, with accompanying provision for 
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complaints to be lodged. A limitation experienced by some is that they are of inconsistent 

application; they do not directly address these issues, and the emphasis given to them by staff 

is ‘negligible’. One institution recently introduced in its surveys specific questions around 

cultural preconceptions and values. It was pointed out that lack of access to adequate IT or 

internet, whether for access to learning materials, communication or expression of opinion, can 

be experienced as a very alienating factor for students. 

Steps to mitigate bias include, in a Law faculty, short examination questions on what needs to 

change in courses, although the assessment criteria for such questions were not described. In 

Health Science blind marking of practicals is being explored. External moderation is 

introduced. A quality assurance process monitors not only personal but also denominational 

bias. Training courses for examiners have included means of addressing bias and alienation in 

assessment. 

Various other factors were brought up. One was the language issue, previously mentioned. 

Another was the problem of appropriate textual resources with local context and content. A 

third was the influence on programmes of professional bodies and even the CHE, influence 

that sometimes constrains good intentions to resolve whatever problems of bias and alienation 

are identified. 

Issues of bias and alienation relate not only to student but also staff profiles. Adequate equity 

profiles are not easy to achieve in certain disciplines, like economic and management sciences. 

Staff profiles, departmental organograms and recruitment strategies need to carefully 

monitored in terms of the perceived effects on alienation. 
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2.4 Unresolved challenges in relation to diversity and inclusivity in 

curriculum 

Infrastructure and resources 

Some institutions ascribe challenges to lack of physical resources. Problems with venues and 

resources have the effect that, even when diversity and inclusiveness are considered, they are 

not deemed a top priority. Lecture halls are not suited for the kind of interactive discussion that 

is desired; the architecture does not facilitate learner-centred approaches. Information 

Technology infrastructure is also a hindrance, including the need for equity across all 

campuses, the problems of a digital divide that is the consequence of lack of access, the cost to 

student: such issues can result in alienation, as well as lack of internet access in lecture halls. 

While some institutions are beset by a low use of available IT such as e-mail, there is also 

positive use of social media to enhance inclusion. Inclusion would be more effective if an 

institutional website were developed that was accessible in a variety of languages. Mention 

was also made, with the need for safe, open and effective communication as a necessity for 

inclusion, of the difficulty of achieving it in large classes. For practical application of learning, 

there has been success in the development of simulation models, but the accompanying costs 

are high. 

Staff matters 

One of the difficulties is adapting staff profile and training (with the concomitant institutional 

culture) to the changing student profile, and the performance management system does not 

consider the kinds of activity that drive diversity and inclusivity in the classroom. To balance 

staff and student profiles, more lecturers are needed who are proficient in African languages. 

Another problem is that many academics are teaching large classes without a teaching 

qualification and associated teaching skills; to address this, enrolment in a PG Diploma in 

Higher Education is encouraged. Making staff involvement in diversity/inclusivity discussion 

mandatory has been mooted as part of performance appraisal – but there is concern that mere 

participation in discussion neither validates nor invalidates overall commitment, and there 

remains a tension between driving particular discourses and allowing academic freedom to 

participate or not. Against this there is the tendency for academics to ‘border patrol’ disciplines 

and resist change for reasons of principle or lack thereof. There is also the danger of passing 

diversity and inclusivity issues over to already over-burdened residence staff. 

Student matters 

One faculty expressed the view that the demographic shift to a large black majority has been 

too ‘radical’, largely on account of the lack of indigenous knowledge expertise. The enlarging 

black student body has been a new challenge to diversity, although there is the danger of 

stereotyping along the lines of preconceived patterns, such as an equation between ‘rural’ and 

‘under-performing’ students, and attention must be given to ‘intersectionality’ between 

rural/urban backgrounds, socio-economic status, race, gender and other identifying 

characteristics. Conversely, diversity has its own challenge in cases where the student 
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population is almost entirely black or black male. For all students, but especially for first-

generation ones, there is the difficult transition to higher education, particularly when 

experienced in very large classes. Massification impacts negatively on the desired climate of 

inclusion, and a lack in large classes of student participation acts against the notion of student-

centred learning. It also works against development of tutorial regimes, and sometimes results 

in student ‘invisibility’. In relation to gender, in Engineering and the Built Environment 

diversity is compromised by the difficulty of attracting women students.   

The issue of language has already been mentioned. But generic language access alone is not a 

solution. Students need to be introduced to the ‘rules’ applicable to each discipline for the way 

in which language is used and interpreted. While there is growing production of bi-/multi-

lingual learning materials and glossaries for mother-tongue speakers of indigenous languages, 

the impact of introduction of compulsory additional language modules (mainly indigenous 

languages, for non-mother-tongue speakers) remains uncertain; it has yet to be researched and 

evaluated.  

Disability 

There are cases where resources are needed to establish a disability unit, or to improve limited 

existing capacity to assist staff to cope with disabilities in a well-informed and adequately-

provisioned manner. This includes the need for support of physically disabled students in 

professional programmes that require laboratory or field work, for example access to specific 

components in healthcare. Important steps have been taken, for example in improving digital 

online provision for blind and partially-sighted students. Care must be taken, however, not to 

presume homogeneity in any form of disability. There is also a need to accommodate disabled 

staff members. (Although never mentioned, it would seem that, for alienation to be fully 

addressed, a complementary need would be for a staff profile that is, in terms of disability, 

comparable to that of the student profile.) 
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2.5 Exemplars of curriculum initiatives promoting inclusivity of diverse 

students 

Programmes 

As was the case elsewhere, attention was given to the role of ECPs as a means of promoting 

inclusion. In this section it was referred to many times. In one instance ‘pre-tech’ courses 

resulted in a 74 per cent acceptance into the mainstream programme. In a Mechanics 

programme there has been a multi-modal intervention (visual, auditory, print) taking into 

account the ‘hybrid’ language practices students were familiar with at school; the curriculum 

is developed with assistance from senior mechanical engineering students.  In another case a 

particularly successful module was identified: an ‘Introduction to Science’ that included 

academic literacy, quantitative literacy, information literacy, computer literacy, and life skills. 

Initiatives in mainstream programmes were cited. In Commerce a number of exemplars were 

mentioned. A business-related ‘Diversity Management’ module made use of local places and 

communities (District Six), including a service learning component. In Management Sciences 

five ‘General Education’ modules were designed in which personal experience from diverse 

social and economic backgrounds was embedded in the teaching and learning. There was a 

Human Resources course change to give greater focus on interpersonal relations in the 

workplace. In Development Economics a module including rural development as a component 

– ‘state of the art’ economic theories applied to under-developed conditions in rural 

communities, while in Entrepreneurship and Cooperatives Management students have been 

encouraged to be members of an entrepreneurship NGO whence come rural-based projects. 

From this has come inspiration to set up an Entrepreneurship Centre. 

An innovation in Geography, Environmental Studies and Tourism is the integration of these 

disciplines. There is a focus on ‘mobilities’: movement and circulation of humans, non-

humans, capital and information. Students’ movements (e.g. between home and campus) are a 

source of investigation: the social, economic, political and gender-related challenges. In 

Viticulture and Oenology traditional international naming of wine aromas is substituted, by 

way of suggested identification, with local aromas (guavas, rooibos, etc.); students bring 

fermentation recipes used by families or ancestors and compare them with commercial 

processes. In Consumer Science an innovation is the use of demonstration videos to familiarize 

students with the practical work environment prior to practical training periods. Credit-bearing 

community engagement activities are conducted in diverse inter-faculty groups; this has an 

impact on curriculum renewal and novel approaches to assessment. In the Health Sciences there 

are moves to create inter-professional education-focussed modules: an example is interface 

between Speech, Language and Hearing, and Healthcare Sciences.  

In Journalism students undertake ‘the walk of privilege’, a group activity with focus on inter-

sectionality: identifying sources of power, privilege and the obverse; students participate in 

development programmes in line with a decolonising pedagogical approach. A module 

‘Gender, Religion and Health’ embraces inter-disciplinarity and inter-sectionality, adopting 

‘feminist principles’ of mentoring and support. In Organisational Psychology socially-engaged 
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research involves active engagement with local communities. Postgraduate Anthropology 

students have advanced the role of professionalism by forming themselves into a community 

of practice. In Language and Communication Studies there has been an attempt to increase 

previously poor enrolment numbers through the introduction of a broader range of dialects: 

Kaaps, Afrikaans, formal and informal isiXhosa. Another innovation in the field of language 

is the introduction in Tourism and Hospitality, in conjunction with a hotel group, of sign 

language interpreters. 

Law provided some exemplars. A ‘Labour Law’ module introduced issues relating to farm 

workers from the point of view of a small-scale farmer, and the topic was applied in the 

examination, while in the same programme ‘Women and Law’ addressed inter-disciplinary 

social and legal issues including a survey of the entire student population. The Constitution and 

constitutionality are being embedded in Law programmes; both dedicated modules and 

integration with existing modules are included. The point was made that work in a law clinic 

is important in terms of the students’ experience of diversity and inclusivity. 

Improving throughput 

Some activities are aimed directly at improved throughput. A ‘Targeting Talent’ programme 

focuses on soon-to-be school-leavers in partner schools. The aim is to enable a successful 

transition to higher education and thereafter into well-chosen careers. It has reached thousands 

of learners across the country. Another means of improving throughput is by allowing full-time 

students to repeat courses on a part-time basis in an after-normal-hours unit. In Engineering 

and the Built Environment the semesterisation of courses and a re-arrangement of pre- and co-

requisites, together with a retention/readmission programme for excluded students, has 

improved pass rates by as much as 30 per cent. 

One of the drafters of an institutional submission, in a supplementary ‘reflection’, remarked 

that there exists a ‘misguided understanding of diversity…. However, there is a clear bias to 

sexual orientation as a basis of diversity and inclusivity discussions. Notably absent and of 

great concern is the lack of attention to diversity and inclusivity of the disabled and to a latter 

extent that of religion…. More sensitisation to the concepts of diversity and inclusivity is 

needed for both academics and support staff, with a path to have curriculum more aligned to 

these measures in the future.’ 
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Section 2: Summary of the main trends 

Submissions noted certain differences in need, regarding inclusivity and diversity initiatives, 

between institutions with diverse and homogeneous student demographics. Some HEIs find it 

difficult to attain more diverse student profiles because their main catchment areas are 

relatively homogeneous. Diversity, besides, needs to have not only national but also 

international dimensions, and recruiting international students is more difficult for HEIs 

located in rural than it is for those in urban areas. 

There is general consensus that catering for diverse student needs goes beyond the practice of 

teaching. It needs to address diverse learning styles and assessment needs, and to include out-

of-class activities such as work-integrated learning and community engagement. Many 

institutions are attempting to accommodate diversity with innovations in assessment, including 

greater emphasis on formative assessment, more continuous and flexible assessment 

particularly online forms. (Initiatives to introduce more flexible assessment protocols come at 

a time when there is, globally, concern about assignment mills and, in some countries, return 

to greater emphasis on formal examination.) 

To integrate diversity in curricula, institutions have introduced new courses in cultural 

diversity, Africanisation, social awareness and indigenous knowledge systems. There moves 

to broaden the range of languages formally used in teaching and learning, in institutional 

documentation and public notices and signage displayed on campus (a development easier to 

manage in regions with a degree of linguistic homogeneity). There are also moves away from 

stand-alone academic literacy courses, with the content being better amalgamated with core 

learning matter. 

Whereas in the past diversity tended to focus almost entirely on race (which, one submission 

suggests is no longer a reliable predictor of success), there has recently been comparable 

attention to gender diversity (including equitable provision for LGBTIQA communities) and 

accommodation of disabilities. Regarding disability, increasing admission numbers and the 

wide range of disabilities experienced have increased the need for funds, teaching and learning 

equipment, and human resources to address the needs. Catering for disability, it is 

acknowledged, goes well beyond just recruitment and enrolment; it demands ‘epistemic 

plurality’, displacement of traditional modes of teaching and learning approaches, media and 

materials, suitable provision in laboratories and other specialised spaces, as well as suitable 

arrangements in respect of work-integrated learning and community engagement. In terms of 

both gender diversity and disability, there are moves to promote attitudes that eliminate feelings 

of ‘otherness’, advance mutual respect, and, where necessary, ensure the provision of ‘safe 

spaces’ where experiences of discrimination can be addressed and resolved.  

Many forms of curricular bias, leading to students’ alienation, are suggested, some explicit, 

others camouflaged or unrecognised. An obvious form lies in curriculum content, and 

introduction of indigenous knowledge systems is proposed as one way of addressing legacies 

of colonising and western bias. Prevailing campus culture and attitudes and practices outside 

the lecture room, such as in residences, play important parts in either embedding or 
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transforming perceptions of alienation. Alienation, it has been suggested, is also emphasised 

by such issues as extended curriculum programmes, poor curriculum counselling, lack of 

equitable access to IT, and so on. The possibility of alienation, however, is not limited to 

specific groups; feelings of alienation can occur in all groups, for different reasons. 

While alienation has been discussed mainly from the perspective of students, alienation 

regarded from a staff perspective is an equally important issue. Institutions are aware that, with 

regard to gender and disability – as with race – there needs to be a staff profile that fairly 

reflects the student profile if student alienation is properly to be addressed. It seems important, 

too, that concerted initiatives by staff members to accommodate diversity and prevent feelings 

of ‘otherness’ among certain sub-groups are somehow recognised by institutional management 

with regard to performance appraisal. Somewhat more problematic are suggestions that certain 

individual traits of lecturers may have an alienating effect: personality, age, language use and 

accent. While these traits may well have an effect on students’ sense of identification with the 

curriculum, they are not easy to address without intruding on personal rights. 

Unresolved issues, regarding diversity, inclusion, bias and alienation, include the persistence 

of certain stereotypical forms of identification; one example cited is the equation of ‘rural’ with 

‘under-performing’ student. There is a need to expand provision for staff training, particularly 

in the skills of teaching and learning in large classes; one effect of massification is the tendency 

to homogenise student groups, thereby reducing possibilities for diversity and inclusion of 

minority groups. There is also, in some cases, a lack of expertise in the process of 

decolonisation and the inclusion of indigenous knowledge systems. Inadequate physical 

resources also play a part in inhibiting the best of intentions to promote diversity and 

inclusivity.  
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Section 3. Curriculum development capacity and quality 

3.1 Policies, requisite skills, knowledge and attitudes for approaches to 

design, development and implementation 

Most public HEIs reported policy frameworks at institutional level. They are policies variously 

entitled ‘curriculum development’, or ‘curriculum design and review’, policies, with 

curriculum development capacity foregrounded. In other cases, curriculum design and 

implementation are embedded in policies on quality assurance, professional academic 

development, or teaching and learning. UMP regards itself as being in the ‘enviable’ position 

of designing new programmes from scratch, and this exploration will lead to institutional 

policy.  

Reference to institutional policy is less present in the case of private HEIs. In that sector, with 

many of the institutions having multiple sites of delivery, emphasis tends to be on the 

coordinating role of curriculum leaders at head office and the development of curriculum 

design and development guidelines that are consistently applied to delivery and assessment. 

Emphasis is also placed on communication with external consultants, professional bodies and 

industry bodies, as well as national and international examination bodies. 

Typical in the public sector are centres, units or directorates dedicated to curriculum and 

academic staff professional development, academic planning, teaching and learning, and 

quality promotion and assurance. Curriculum developers are assisted through induction 

courses, seminars, workshops, colloquia, forums and online tutorials. There are special 

programmes for new staff, or induction retreats. There is also encouragement to enrol for a PG 

Diploma in Higher Education. Staff of curriculum development centres are not usually subject 

experts; they do not overtly influence specific content and outcomes, but focus on the overall 

coherence and appropriate level of programmes, as well as alignment with HEQSF, PQM, 

HEQC and professional body requirements. They may customize HEQC programme 

accreditation criteria for institutional purposes or design templates that integrate policy with all 

external approval requirements. In some cases institutionally-responsible curriculum 

developers are supplemented with faculty-based developers and instructional designers, either 

as full-time development support or as part of an academic workload. Recently perceived is 

the need to link contact-mode and blended learning versions of programmes; one response has 

been to ensure that both report to the same supervising unit. Cyclical programme reviews play 

an important part in the on-going monitoring of development capacity.  

Curriculum development specialists are often required to have a particular profile. In some 

cases, it includes a minimum amount of higher education teaching or minimum Master’s-level 

qualification, as well as a record of curriculum design and development. In other cases, all 

academic staff members are expected to show evidence, among the criteria for promotion, of 

involvement in the form of design principles, regular review, alignment between content and 

assessment, and of responsiveness to the diverse student body. Teaching portfolios should 

include proof of development of new programmes and modules. Staff members who have 

completed a PG Diploma in Higher Education use their gained knowledge to mentor other staff 
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members. The PG Diploma is highly regarded as a route to development expertise. A Health 

Science faculty encourages enrolment for a Health Science Education degree offered by 

another university, and is developing its own Master’s degree in the field. At postgraduate 

levels research is a fundamental part of curriculum requiring particular expertise, and for this 

a PG Diploma in Research Supervision awaits HEQC accreditation.  

Probation in some institutions includes curriculum induction and assessment courses, including 

training in digital literacy; a three-day induction programme has been deemed inadequate, and 

an ETDP-SETA course is being considered. Some induction programmes are compulsory, and 

include focus on modular design and curriculum evaluation. Short courses are offered on the 

professionalisation of teaching and learning and curriculum development. In some private 

institutions there are mandatory courses that include curriculum design, development, 

assessment and quality management principles. But development of the developers may not be 

restricted to new staff only; besides early-career development, there is also development of 

departmental chairs, programme coordinators and educational leaders, with teaching 

fellowships as incentives to elevate the status of teaching. 

There are instances of institutional collaboration in curriculum matters.  Examples are the Cape 

Higher Education Consortium; in Accounting there is collaboration in the design of SAICA 

programmes; external support for programme development in Social Work and Education; in 

Engineering annual engagement with other HEIs and professional bodies such as the South 

African Institute of Civil Engineers: SAICE. A less successful instance of collaboration is a 

short course in Health Professions Education run by a community of practice comprising 

internal and external facilitators; although those who complete it have given positive response, 

the voluntary nature of the course, infrequent or variable attendance and lack of administrative 

support have compromised its overall effect. 

Problems in terms of capacity were identified. They include lack of human and financial 

resources for effective on-going programme review, limited capacity and lack of dedicated 

faculty-level curriculum designers, lack of curriculum training for academic staff or lack of 

appropriate education qualifications, and the need for curriculum review reports to be 

disseminated to a broader readership. Curriculum training needs to ensure that design, 

development and implementation are aligned with institutional vision, mission and values. One 

submission contended that one of the reasons academics need more support is that CHE, SAQA 

and DHET demands are inadequately streamlined, the result being confusion and duplication 

in the processes of approval, accreditation and registration. 
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3.2 Processes to ensure quality 

External influences 

Some submissions mentioned external drivers of institutional quality assurance processes. 

Alignment with PQM approval by DHET, HEQSF prerequisites and HEQC accreditation 

criteria act as guides. CHE national reviews have also had their influence: for example, 

prompting a move from module-level to programme-level reviews, using the same criteria as 

the HEQC. In one submission, the role of DHET was acknowledged with the comment that 

curriculum development workshops were an important feature of quality enhancement, and the 

Teacher Development Grants have been ‘the most important structural enabler’ of them. 

Other external involvement was given some prominence. This included professional bodies, in 

highly specialized fields like nuclear physics national associations and research laboratories, 

and partner universities. There was concern raised about the influence of professional bodies. 

Their requirements are ‘growing exponentially’; there is a frequent need for revision, and it is 

difficult to reconcile academic with professional requirements. The practice by some 

professional bodies of publishing their examination results by institution puts pressure on the 

institutions to place more emphasis on the professional rather than the academic priorities. 

There are also cases where a body requires evidence of a specific module in the programme 

when the content of such a module – for example, ethics – is, in fact, spread across and 

embedded in the programme as a whole, or is taught by another faculty, making it difficult for 

the programme to control. In another discipline, Actuarial Science, the professional body 

controls fully 95 per cent of the curriculum. A further complication occurs when a profession 

(Human Resource Management) is controlled by more than one professional body with 

sometimes disparate requirements. 

Internal influences 

One of the important matters arising in responses to this question relates to the locus of 

responsibility in terms of decision-making. In practically all instances the ultimate authority 

lies with the highest-level authority in the institution, in the case of public HEIs the Senate after 

a number of iterations and endorsement by department, school, faculty and Senate quality 

management sub-structures, normally with representation from each faculty; in the case of 

private HEIs academic boards or quality control committees. However, there is a view that 

academic responsibility lies with disciplinary experts. One expression of this stance states, ‘We 

are strongly opposed to initiatives that suggest curriculum development is the purview of those 

external to the discipline or that there can be any generic approach to curriculum development 

premised on the idea that teaching development is about the acquisition of “best practice”. In 

the submission ‘best practice’ is not defined, but it seems reasonable to assume that it refers to 

notions of generic ‘best’ applied uniformly to all fields and disciplines. On the same matter, 

there was a comment that further strides must be made towards collective faculty responses to 

curriculum design while maintaining individual lecturer and differentiated faculty interests and 

autonomy.  
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In some cases programme reviews are managed centrally with faculty input; in others faculties 

and/or departments have more oversight. Small changes (less than 50 per cent of content) are 

left to departments and faculties. Cycles of programme review vary, in the main, between three 

and six years. There are cases where reports on matters of student performance and throughput 

are required more frequently. Some institutions regard research into curriculum principles and 

structure as an important element of overall quality promotion. For example, a research group, 

besides empowering academic staff, produces position papers on matters such as qualification-

type differentiation (e.g., how does a diploma differ from a degree?), contextualization of 

subject matter to suit the needs of a programme, and graduate attributes. 

Students’ course evaluations are regarded as a source of information that informs programme 

review, and is common, in one form or another, in almost all institutions. Most submissions 

confirmed the practice of student evaluation without comment on its relative impact and 

influence on curriculum matters. In some it was clear that student surveys are merely 

‘encouraged’ rather than being standard practice. One acknowledged that there has been no 

systematic attention given to whether such generic evaluation tools do reliably measure 

learning outcomes, or whether they are compromised by methodological bias or exclusionary 

trends. There was also a comment on the need to revise a graduate survey because some 

questions failed to yield statistically relevant responses. The format of surveys varies. They 

may be paper-based or online, module- or programme-focussed, regular or occasional, 

qualitative or qualitative or both. Details of method were provided, but there were few 

comments on the issue mentioned above regarding the validity, reliability and utility of such 

surveys. Certain practical problems were reflected on: there tends to be a low response rate 

among distance-mode students, and dropout students are usually silent. There was a question 

whether external examiner reports were adequate indicators of quality; it was suggested that 

more independent, public, transparent review processes should be explored. On the latter score 

one institution was tightening up on the appointment of external examiners, especially for exit-

level modules. 

There were no explicit references, in response to this section, about ensuring quality in work-

integrated learning. One comment touched on community engagement. The institutional policy 

prescribes one unique module per programme to be taken before graduation, unless a 

professional body lays down further requirements. It is a concern that setting up and managing 

community engagement work is a full-time activity, not necessarily advantageous to an 

academic career: thus the importance of an institutional community engagement office. 

(Although not mentioned here or elsewhere, the argument may be extrapolated to work-

integrated learning in cases where a significant number of students are engaged in it.) 
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Section 3: Summary of the main trends 

Factors influencing coordination and management of curriculum development differ 

substantially between single- and multi-campus institutions (the latter mainly private HEIs). In 

multi-campus institutions, the main emphasis is on ensuring that each campus has a voice in 

curriculum development, that the development is appropriate for and equitably applied at all 

sites – matters that single-campus institutions are less affected by. In multi-campus institutions 

a major need is ensuring that satellite campus academic staff are equal partners with staff at the 

main site (or head office); most single-campus institutions have a curriculum development 

centre or office that is accessible to all faculties and departments directly. 

Curriculum development officers are generally well qualified, with requirements ranging from 

Master’s degree to recently introduced Postgraduate Diplomas in Higher Education. However, 

they are not discipline specialists, and their role is sometimes focused on compliance with 

external requirements such as those of the DHET, SAQA and CHE rather than the intellectual 

conceptualisation, coherence and academic level of programmes. (Note: anecdotal evidence 

emerging from other QEP interaction between the CHE and HEI quality assurance officers 

suggests that curriculum development officers sometimes feel the need to defer to disciplinary 

specialists, even when the direction of curriculum development is questionable; this can result 

in perceptions of inferiority, notwithstanding their broad cross-disciplinary experience and 

expertise.) 

With disciplinary specialists there is an increasing emphasis on orientation in the probationary 

phase to curriculum expertise (design, development, assessment and evaluation) but there are 

some cases where that does not appear to carry through with sufficient weight to on-going 

performance appraisal and criteria for promotion. There are, in some cases, reports of lack of 

training opportunities for academic staff. 

There are different views on the locus of curriculum control: whether it should be with quality 

development specialists or left to disciplinary experts. One view is that best practice, being 

common to all disciplines and programmes, is best coordinated by the quality control units; 

another view is that autonomy and accountability should be in the hands of the relevant 

faculties or subject departments. Most submissions suggested a relatively harmonious 

relationship between quality assurance and disciplinary specialists. 

Regarding processes to ensure quality, there is widespread use of student evaluation of courses 

and lecturers. In fewer cases there is integrated evaluation of whole programmes. Where the 

absence of whole-programme evaluation occurs there is the danger that evaluation is incidental, 

and improvements made to the parts may not be to be best effect on the whole. Some 

submissions acknowledge that, while evaluation happens, the impact on curriculum 

development is less evident, especially where results are recorded and analysed more 

quantitatively than qualitatively. Where doubt arises about the effect of external examination, 

it could be argued, the procedures for and expectations of external examination would need to 

be reviewed.    
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Section 4. Student and stakeholder participation in curriculum 

design and development 

4.1 Student participation 

In many cases there is no formal policy on student participation in curriculum design and 

development. In some cases, while there is no formal policy, in practice students are partially 

or comprehensively involved. A few examples follow. Student representation is required on 

institutional committees at all levels, including faculty structures. Practices are inclusive and 

there are staff-student committees in departments. Terms of reference of Council stipulate 

student membership. Policy does not explicitly outline involvement in curriculum matters, 

although there is some ‘implicit’ provision for constructive feedback and evaluation of courses; 

students have been involved in discussion and development of graduate attributes. Surveys 

have been conducted but mainly of alumni, and student representation is limited to membership 

of an academic board. Institutional guidelines need to be developed, although each faculty has 

its own rules about participation. In some cases there is anecdotal reference to selected faculty 

representation, without clear indication of a unified institutional policy or procedure.  

In other cases policy specifies student representation. This is often right up to Senate level. One 

institution has found that some parts of the curriculum – in its broadest sense – are less 

conducive than others to active student participation, for example, faculty resources and 

financial viability; as a result, there is increasing engagement with alumni. Another institution 

has found that, while students are likely to make input on curriculum implementation 

(relevance to current lived experience, duplication of content, methodological aspects), they 

are far less likely to make useful contributions on structure and content at the level of 

conceptualization. Capacity to do so is affected by the time taken to accumulate adequate 

knowledge and understanding of such matters, as well as by the rapid turnover of student 

representation. Postgraduate students are more likely to have comprehensive insight. An 

associated problem is that, in student surveys, none of the questions currently address 

curriculum structure questions directly. An extensive tutor system as well as a class 

representative system compensate to an extent. 

The same institution proposed, some years back, a more comprehensive approach to the student 

voice. It included participation in drafting self-evaluation reports for programme reviews (yet 

to be implemented by departments), student interviews during evaluative site visits (this 

happens), and inclusion of students as panel members during site visits (this was regarded as 

unacceptable but will be broached again), and enhanced training for student representative 

council members with regards to their participation in Senate sub-committees. Such proposals 

suggest an increasing attention to the issue of representation leading to effective participation; 

institutions commented on the accelerating effects of the ‘clarion call’ made by recent protest 

movements. Another observed that the absence of effective hearing of the student voice is a 

major trigger for strikes and disruption, and inconsistent attention by staff to the collection, 

evaluation and response to student views can be a factor. With one new institution student 

representation was at first less significant because initial programmes were those of partner 
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institutions but, now that questions have arisen about their appropriateness in a different 

context and the answer has been, no, the importance of all voices in the institution has become 

apparent.  

Some examples were reported of student participation by means other than elected 

representation. Students acting as tutors, mentors and academic development officers have 

provided useful feedback on development and transformation. In a Theology faculty students 

engaging with transformation debates identified the need to include attention to African 

theology, sexuality studies and womanist/feminist approaches. Students in the role of learner 

technological assistants have, in developing module templates for ‘time-strapped’ academics, 

have contributed beneficial curricular insights. In Music research assistants have facilitated 

student focus groups to identify ways in which Music curricula can be renewed and 

transformed. Students participating in transformation workstreams have added to the 

development of transformation and language policies approved by Senate. Opportunities for 

debate have been created. For example, faculty assemblies and group sessions, student council 

workshops, cohort assemblies led by students, department meetings with class representatives 

have all engaged with issues relating to Africanisation and decolonization; some of these have 

been fraught with tensions and discomfort, but they provide forums for matters that demand 

airing. On one of its campuses an institution has established a project, the Paulo Freire Project, 

which is a forum for discussion of the issues, and has other faculty-based initiatives that address 

them as they affect specific fields of study, such as medicine, literature and management (the 

challenges of the corporate world and labour market). In another instance postgraduate students 

are encouraged to research learning content, graduate attributes and similar topics. A further 

example is the use, in the School of Accounting, of recent graduates as academic trainees as 

part of their required professional training, during which time they provide input on curriculum 

design and development. In the case of Physiotherapy a final-year undergraduate research 

method module gets students to study curriculum reform, and their findings are used in 

adapting content and delivery. In a ‘Professional Ethics’ module students suggested topics, 

submitted related assessment tasks, set their own learning outcomes in a clinical context, 

determined methods of and defined standards for assessment, and awarded themselves a grade 

as part of their continuous assessment.  

Whatever format of discussion is applied, it is valuable to have group debate around 

instructional diagnosis facilitated by someone other than the teaching staff involved. Also 

recommended is triangulation using various lenses, including peer reviews/observation, 

student focus groups, and self-evaluation, and the teaching and learning centre is designing a 

short course on how to go about evaluating teaching. Where there are complaints by students 

about lack of consultation around curriculum development, cognisance must be taken and 

constructive engagement must follow. And where participation is either not provided for or not 

made best use of, it is important to refute the notion that ‘a silent voice is a voice not worth 

listening to’.  
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General comments on student participation 

There were a number of general comments on the process of student participation. Certain 

traditional approaches, like a class representative system, are becoming less popular; for that 

reason, they are being replaced by e-systems, and frequent turnover of SRC representation 

limits continuity. Where the participation of students is discontinuous, effective, consistent and 

regular feedback to the student body is compromised and issues lack clarity. Certain forums 

like faculty boards and senate are not conducive to in-depth, open discussion; structures like 

faculty teaching and learning committees may be more effective. Comments to the effect that 

effective participation is more likely from senior undergraduate and postgraduate students than 

those still relatively new to the higher education context suggest that reasons include lack of 

time, commitment or knowledge. New students may be simply trying to survive. Besides, 

students can suffer from curriculum and other information overload. There is often the problem 

of ‘evaluation fatigue’ suffered by students when requested to provide evaluation of numerous 

modules, often within short periods, and the consequent difficulty of getting them to present 

focused engagement. 
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4.2 External stakeholder engagement in curriculum development 

There is acknowledgement of the critical role of external stakeholders such as professional 

bodies, disciplinary associations, employers and industry; it has been a long-standing tradition 

to involve them in curriculum matters. In one case, a programme certificate of due diligence 

requires evidence of external stakeholder participation. It was observed, however, that external 

stakeholder involvement is more relevant for professional and vocational programmes than it 

is for general formative ones; advisory boards or committees are easier to form for 

homogeneous professional programmes like Law than they are for generic formative ones. 

Professional bodies 

There are numerous reports on the involvement of statutory professional bodies. These bodies 

include: 

Health Professions Council of South Africa 

SA Nursing Council 

SA Pharmacy Council 

SA Veterinary Council 

SA Council for Social Service Professions 

SA Institute of Chartered Accountants 

Chartered Institute of Management Accountants 

Engineering Council of South Africa 

SA Council for the Architectural Profession 

SA Council for Planners 

SA Council for the Quantity Surveying Profession 

SA Geomatics Council  

SA Board for People Practices 

 

and of disciplinary associations, including: 

SA Society for Animal Science 

Society for Medical Laboratory Technologists 

Institute of Professional Accountants 

Institute of Internal Auditors 

Mathematics in Industry Study Group 

Statistical Association of SA 

Institute of Chemical Engineers 

SA Institute of Civil Engineering 

SA Society of Mechanical Engineering 

SA Council for Natural Scientific Professions 

SA Institute of Physics 

SA Institute of Architects 

Law Society of South Africa 

Association of SA Social Work Education Institutes 
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Association of Chartered Certified Accountants 

SA Institute for Professional Accountants. 

 

Some academic staff members are members of professional body committees such as SAICA 

and there is also involvement in nationwide fora, such as the HR University’s Forum, Forum 

of UoTs offering the Diploma in Office Management and Technology, and the Chemical 

Engineering Forum. Professional associations have an interest in CHE national reviews of 

programmes, as was the case with Physics, Social Work and Law; programmes have been re-

designed on the basis of areas identified as being in need of improvement.  

In Health Sciences there is collaboration with provincial departments of health, municipal 

authorities, national health laboratory services and community organizations; in Military 

Science, with the national defence force. At a broader level there are cases of international 

collaboration. A programme in Chiropractice has accreditation from the European Council of 

Chiropractic Education. A Peace and Conflict programme is supported by an Ethiopian 

university and one in Child Protection partners with Save the Children and UNICEF. Another 

example is a contract with the College of Surgeons for a MBChB programme. A Law 

programme benefits from association, as occasional lecturers, with alumni who are now judges, 

public prosecutors or have other high-ranking posts. In GeoSciences a Minerals Education 

Trust Fund evaluates all Geology curricula and funds worthy initiatives. In Civil Engineering 

the Institute plays an active role in promoting student involvement in academic matters. 

In many cases there are discipline-specific advisory committees that consider programme 

design and review before proposals go to Senate. These committees often have representation 

from a professional body, and take into account whatever ‘compliance frameworks’ that the 

body may set for designation. Professional bodies are giving increasing prominence to ‘soft 

skills’ or ‘pervasive’ graduate attributes, and programmes are having to respond accordingly. 

There is additional pressure to meet professional body stipulations when programmes include 

work-integrated learning, such as in Nursing, Pharmacy, Social Work, Veterinary Science and 

Education. 

 

Statutory professional bodies conduct periodic site visits to faculties for the purpose of 

evaluating programmes for ‘accreditation’ (strictly speaking, approval of the qualification for 

professional designation of graduates) – this in addition to internal review and to CHE 

programme accreditation and national review processes. As with other evaluation processes, 

when the professional body approves with conditions, an improvement plan is compiled as an 

additional means of curriculum renewal.  

 

Commerce and industry 

 

There are three main ways in which commerce and industry participate in curriculum design 

and delivery. Many institutions, mainly public HEIs with some instances from private HEIs, 

have faculty- or discipline-level advisory boards or committees that have industry 

representation. These committees meet on a regular basis: termly, bi-annually or annually.  
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Some advisory committees have a broad range of representation: from industry, academics 

from other institutions, disciplinary experts, professional councils where applicable, and 

alumni. Alumni can be an important source of representation and, in one case of Accounting, 

an alumni ‘affinity group’ has garnered a very large following via the social media platforms 

Facebook and Twitter. 

 

A second way is collaboration through work-integrated learning, and its relations with 

curriculum design and content. In some cases this form of collaboration is guided by a work-

integrated and service learning policy that establishes it as an integral part of a programme 

which must accord with the appropriate level on the NQF and credit points. It is important for 

the institution to get satisfactory feedback from the workplace on students’ performance and, 

where general improvement is deemed necessary, adapt a programme to align itself with 

industry priorities. Industry mentors can provide valuable assistance towards curriculum 

improvement. So, too, can students from their experience in workplace/service learning and 

community engagement: they can be co-creators of knowledge in South African contexts. One 

institution includes employer and professional bodies in collaborative assessment with staff. 

 

The third main form of collaboration is academic staff participation as advisors to government 

and industry, by way of research or consultation. The experience often aids course content, 

with renewal and transformation of it to keep abreast of scientific, industrial and technological 

trends. 

 

There are some innovative aspects in work-integrated learning. One example in the field of 

management is a ‘Work-Integrated Education’ project that includes simulated job applications 

(including the whole procedure of CV submission, short-listing, interviews and selection); 

requiring students to start a business from scratch; developing a business-related IT application; 

being allocated a product and having to reach a sales target. This kind of initiative brings, 

through simulation, a close relationship between the classroom and the workplace. 

 

Limitations 

 

Some limitations expressed relate to difficulties in getting adequate information and feedback 

from employers and the absence of clear guidelines on how the employer voice is actually 

included in curriculum affairs. In the case of professional programmes, some professional 

bodies prescribe content and outcomes that are inappropriate and, for it to accompany all that 

is academically important, it brings the danger of credit overload. A particular professional 

body requires a university to assess the impact of programmes, but gives no specific 

stipulations as to how they are to be assessed. Employer surveys then become important in 

identifying and addressing possible deficits. It is important, in respect of all external 

stakeholder involvement, to clarify the respective roles of institutional and workplace interests. 

A higher education programme should prepare graduates for as broad a range of career options 

that a field of study may entertain. There is further learning to be done after graduation, 

especially given the speed of scientific and technological development. The university provides 

not only knowledge and skills but also the basis for learning beyond, and the workplace should 
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be construed as a second stage, or level, of training. This view encapsulates the need for 

acknowledgement of the sometimes tense balance of interests and influence between higher 

education institutions and employers. 
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4.3 Exemplars of successful incorporation of stakeholder voices 

 

For convenience, exemplars are arranged in fields of study. It should be noted that, in many of 

the exemplars cited, the extent of success or lack thereof is either implied rather than explicit, 

or not suggested at all. 

 

Health Sciences 

 

Mention is made of the powerful influence of the professional councils on curriculum design. 

The councils ‘regulate’ curricula. In Speech Pathology and Audiology the Board ‘requested’ 

inclusion of ethics in every course, ‘in line with transformation’. In Emergency Medical Care 

‘broad curriculum outlines’ are set and directives are given on alignment of content and 

outcomes; institutional autonomy is a ‘grey area’ but the institution is allowed to determine 

pedagogy and specific content. On the other hand, there is constructive collaboration, such as 

the involvement of the Pharmacy Council in the development of a new B-degree. In the case 

of a new degree in Nursing and Midwifery postgraduate students and alumni were more relied 

on, whereas in Medical Laboratory Science there was close collaboration with the Medical 

Technologists Board because the Board sets the examination. There are examples of review of 

practical medical training in response to student demands for a revised curriculum. In 

collaboration with external stakeholders – the Department of Health, provincial and local 

government – and the need for extra capacity for secondary and tertiary health care, students 

go to remote health care centres, where they receive ‘more authentic’ training than their urban-

situated peers. 

 

Business and Management 

 

There are examples of adaptation to sectoral needs. A Bachelor of Business Administration has 

been adapted for recognition by the Financial Services Board (CBC). A PG Diploma in 

Banking, having taken in students from certain banks, has modified its content and assessment 

to include aspects specifically related to those banks’ contexts. A B Commerce in Supply Chain 

Management involved the Supply Chain Council, SETA and business representatives in its 

programme design. In a new B Accounting programme the SAICA Competency Framework 

guided the programme, which was developed with SAICA consultants and others from 

different HEIs. In the field of Governance a response to drivers in society resulted in a move 

away from public administration to governance, with emphasis on decolonization and local 

context and, in a new MBA, academic, financial, leadership and media expertise was relied on. 

In Human Resource Management new Advanced and PG Diplomas were informed by 

standards developed by a wide range of industry and academic personnel, including the Board 

of Peoples Practice. Another example is in Road Traffic Management: input from the Road 

Traffic Management Corporation led to re-design of the curriculum in a bid to better 

professionalise the industry. 
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Law 

 

For the development of a B Paralegal Studies, consultation took place with paralegals in 

practice, community-based paralegal organisations, the Black Sash, the Law Society of SA, 

and organisations in the UK, USA and Canada; this was aimed at ensuring an effective conduit 

programme between paralegal practice and the law profession. In a BA Police Science requests 

from the Police Service led to the inclusion of new modules in ‘Political Evolution of the 

African State’ and ‘Sociology of Families and Social Problems’, and from the Traffic Police 

of new content in a ‘Criminal Justice’ module. There has also been involvement of the Bar and 

Sidebar in review of the B Law following the publication by the CHE of a qualification 

standard. Student evaluation has also been influential: it has led to revision of a module in 

commercial law to foreground a more Afropolitan focus, including attention to stokvels, burial 

societies, micro-credit and other context-focussed topics and more awareness of social justice 

issues. One submission reported the use of external market research to identify areas for 

programme improvement by comparing it with those of higher education competitors. 

Elsewhere a survey by a unit for academic literacy of discipline-specific language modules 

found those in Law to be wanting. The consequence was the appointment of a new coordinator 

with a language background and, over the last few years, it has been one of the most successful 

modules of its kind. 

 

Science, Engineering and the Built Environment 

 

In response to government and industry calls, new diplomas are being introduced at a Midlands 

campus, and a wide range of stakeholders has influenced a new PG Diploma in Nature 

Conservation and a re-alignment of NATED-origin programmes. Likewise, it has been 

response to national and professional needs that have impelled renewal of programmes in 

Astronomy and Astrophysics, with the SKA in mind) and ICT where it was thought that too 

much attention was given to software usage skills and not enough on software development. 

There has been collaboration with external parties in the development of a number of new 

initiatives. An Advanced Diploma in Civil Engineering in Ports and Harbours is a joint venture 

with the local Marine Cluster, with focus groups including international experts having been 

involved. A B Engineering Technology in Marine Engineering opens this year at a new Ocean 

Sciences campus, designed in collaboration with the University of Southampton, and a new B 

Nautical Science is being developed for ship captains and navigators in collaboration with the 

Australian Maritime College. Another example of collaboration is the partnership with the 

Council for Landscape Architects and Professionals in the development of Advanced and PG 

Diplomas and a B Science in Ornamental Horticulture. Students have, in some cases, played a 

significant part. Since students need to register with the relevant professional bodies, both 

students and the bodies participated in development of programmes in Plant and Soil Science, 

Viticulture and Oenology, and student surveys influenced the credit re-arrangement in an 

Engineering Foundation programme. In Information Systems industry partners and 

practitioners combined with under- and post-graduate students to respond to contemporary 

global trends and produce a set of curriculum design principles. 
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Humanities 

 

A BA in Media Communication and Culture has been re-curriculated following input from 

industry as well as national and international institutions, and wide media industry consultation 

accompanied review of a B Journalism. In Archival and Records Management national and 

provincial archives directors and industry expertise helped in the development of a new major 

subject. There has also been inter- and intra-institutional collaboration. An African Voices 

project is a joint venture with other HEIs, and the School of Music, Art and Design has worked 

with the Department of Botany to bring together the ‘un-like-minded’ in exploring social and 

environmental problems. In a course in ‘Gender Studies’ it has been students’ lived experience 

that has been the starting point for course design. A survey of all students registered for the 

module was conducted, eliciting gender-related experiences; an analysis informed the direction 

the module would take.  

 

Education 

 

As already mentioned, the MRTEQ has played a major role in curriculum re-design and 

alignment. In one case it was reported that practising teachers, educational NGOs, the SA 

Institute of Distance Education, the Department of Basic Education, the SA Council of 

Educators and critical readers from other HEIs were all consulted in the process. In Educational 

Psychology there was a network with national and provincial departments in the development 

of modules in learning support, assessment and specialized teacher training, and free short 

courses training teacher mentors were designed with the eventual option for participant 

teachers of converting credit to the SA Council of Educators yet-to-be-implemented continuous 

professional training and development points system.  

 

MOOCs 

 

Another manifestation of international collaboration has been the establishment of partnership 

with the online platform edX, run by Harvard University and the Massachusetts Institute of 

Technology, for the offering of massive open online courses, MOOCs. The Centre for Learning 

and Teaching Development works with academics to develop the courses. It involves intensive 

curriculum and instructional design that builds online delivery skills and styles. Postgraduate 

student are used as mentors, gaining thereby pedagogical competence. 
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Section 4: Summary of the main trends 
 

The submissions indicated varying experiences in relation to student participation in 

curriculum development. In some cases, the 2015-16 student protests acted as a ‘clarion call’ 

for urgent and intensive curriculum review; in others an absence of channels for hearing the 

student voice was a forerunner to strikes and disruption, and there was awareness that a ‘silent 

voice’ should be taken as an important indicator of tension. 

 

Where policies exist for participation by students, in practice it is uneven. Representation at 

high level (for example, Senate) is no guarantee that the student voice will be heard and 

attended to on its own terms; involvement in other bodies, such as faculty or school teaching 

and learning committees may be more productive. Generally speaking, undergraduate student 

participation is more effective in matters like curriculum sequence, identification of repetition 

and issues relating to assessment than it is in issues like overall conceptualisation and service 

provision: availability of human resources and finance. There is a perception that the voices of 

postgraduate students and alumni may be better able to represent curricula as a whole; rapid 

turnover of student leadership and pressures on undergraduate students to orientate themselves 

to higher education demands may be mitigating factors. Curriculum development is a holistic, 

continuous process, and there are dangers in an occasional, atomised approach to it. But besides 

student participation in formal committee structures, there are many examples cited of 

successful student involvement as tutors, mentors, academic writing developers, and 

involvement in focus groups, cohort assemblies and similar fora. 

 

In terms of external stakeholding, the main role-players are the professional bodies. Relations 

between HEIs and professional bodies are mutual: in many cases, a professional body is 

represented on curriculum development committees, and many academics serve on 

professional bodies. There are reports, in the case of certain professions, of pressures in 

accommodating both academic and professional demands (some of which are considered 

inappropriate) without overloading curricula. This would appear to apply more to degree-type 

qualifications, with their aim of a broad education with wide-ranging career options, than to 

diploma and certificate qualifications, which are more occupationally focused. There are also 

pressures on faculties and departments offering professional programmes to cope with 

professional body ‘accreditation’ processes in addition to internal review and HEQC 

accreditation demands. Some submissions suggest that there is, by professional bodies, 

expectations of increasing control of curricula. 
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Section 5. Any other comments 

 

A final section of the submission template provided for the option of additional comments from 

institutions. What follows are comments that are of a general nature, with minor editorial 

amendments. Comments describing the QER reporting process, or relating to specific internal 

matters, are not included. 

CUT 

CUT undoubtedly achieved some milestones in response to curriculum renewal and 

transformation, especially in terms of structures in support of curriculum development 

activities. However, much progress is yet to be made in developing a culture of curriculum 

ownership by the faculties, as well as in enhancing the voice of students in curriculum 

transformation. 

 

NMU 

In many ways Nelson Mandela University’s curriculum renewal and transformation journey is 

still in its infancy. Being asked to reflect on where we are in our journey and what we need to 

do to chart our way forward has been a valuable exercise. On the one hand, we have learned 

about some exciting initiatives on which we can build. On the other hand, we are struck by the 

long road that is still ahead of us and the many challenges that we need to overcome. But we 

take heart from these words of Mandela - “It always seems impossible until it's done.” 

NWU 

The University acknowledges that the need for globally equivalent graduate skills raises the 

debate about curriculum relevance and thus curriculum renewal. Productivity and 

competitiveness within any economy depend on the ability to produce highly skilled and 

adaptive knowledge workers who can manage and manipulate knowledge and information and 

adjust to volatile and unpredictable global markets. Such knowledge workers need to have 

well-developed problem-solving skills and be able to continually adjust their repertoire of 

knowledge and skills to changing environments. In such a context, the role of higher education 

shifts from an induction into the specialised knowledge of specific disciplines to the 

development of broad, generic and transferable skills. In essence, the NWU and all other higher 

education institutions must become more responsive to the needs of the knowledge economy. 

As the NWU attempts to meet pressing national needs, curriculum responsiveness has of course 

become central to policy, and the University is wrestling with this as it rethinks the curriculum. 

Pertinent to this debate is how higher education curricula should respond to the new knowledge 

economy and how curriculum responsiveness should be conceptualised. The NWU has not yet 

come to a conclusive decision on the way forward, but is slowly moving towards a solution 

that will benefit our stakeholders, of which our students are most important. 

SMU 
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Cognisance should be taken that SMU is a new University and has to develop its own policies 

and strategies within the ambit of a health-oriented university as well as the comprehensive 

nature of its existence. Various processes are now in place to enable the re-think of the 

academic project within this context. All new programmes will adhere to the nature of this 

institutional type and the development of curricula will be done through a dedicated stakeholder 

process.  
 

TUT 

The main ideas underpinning curriculum transformation at TUT as reflected in the teaching 

and learning strategy are digital technologies, indigenous knowledge, Africanisation and 

globalisation. Transformational teaching is the main driving principle behind curriculum 

transformation at TUT. It is important as an institution to have discussions to unpack these 

concepts and their implications for curriculum development as well as teaching and learning 

activities. Without these discussions, these are just concepts that are included in our teaching 

and learning strategy without being fully contextualised. 

UFH 

As much as there are national imperatives and policies, the bulk of curriculum renewal and 

transformation happens at micro level and it is not easy to make reference to those as academics 

have autonomy in the design and implementation of their modules. However, the autonomy 

they exercise in their modules must be linked to the overall aims of the programmes. Our efforts 

to promote diversity and inclusivity are ongoing. By their nature, there are no quick fixes under 

this section as some have to do with structural and material conditions of a wider society. 

 
Although there are clear policies and processes on curriculum renewal and transformation, the 

practice depends on the skills and support that academics receive at university, faculty and 

departmental levels. In addressing curriculum change, the involvement of internal and external 

bodies such as professional bodies are critical to the success of this endeavour.   
 

UJ 

 

As a university, change is a constant. The curricula of universities, especially in the present 

economic climate, and the need to embrace multiple epistemologies, are powerful vehicles. UJ 

has committed itself to ensuring that robust discussions, engagements and debates on 

curriculum continue. 

  

Curriculum is one component that has the potential to effect social change. From fundamental 

adjustments to curriculum focus, to key language changes, each Faculty continues to respond 

to the decolonisation imperatives in its own, unique and often innovative manner. The faculties 

continue to demonstrate commitment to enriching teaching and learning, adjusting pedagogy, 

and engaging with their communities in ways that clearly address the decolonisation agenda. 

Across the faculties, research is a key area in which decolonisation features, with a number of 

faculties indicating that staff and postgraduate student research into decolonisation in their 

disciplines will, in time, feed into the undergraduate teaching, ensuring that the curricula are 

underpinned by solid research initiatives. We are in the process of developing the framework 

that will underpin activities pertaining to decolonisation. We undertake consistently to review 



QEP 2 Report on HEI submissions Page 69 
 

and transform our policies, structures, relations, and institutional culture, including language 

use, naming traditions, artefacts, teaching, learning and research in line with the imperatives of 

transformation and decolonisation. 

UJ remains fully committed to the dismantling of the legacies, remnants and reproduction of 

inequality and exclusion. We are strong in our resolve and commit ourselves to a plan of action 

that addresses race, gender and class inequalities. The social justice imperatives of equity and 

redress will continue to form the basis of the University’s plans for the present and the future.  

 
 

UKZN  

 

RENEWAL, DISRUPTION AND TRANSFORMATION  
In an attempt to bring about dialogue and cultivate diverse perspectives about curriculum, the 

QEP team comprised staff from different disciplines, strata within the institution and academic 

ranks. The process of compiling this report at UKZN has revealed the inherent complexity in 

unpacking, developing and contesting common understandings of curriculum. Key lessons 

through this process have been learned:  

 

 The process followed in the construction of this report itself fosters dialogical and social 

exchange across different disciplines and levels: educational experts were used to 

review the curriculum provisionings; task teams were established within each college; 

a range of discursive dialogical spaces were set up to activate notions of curriculum 

quality. This was also linked to the recognition that newly-appointed Teaching & 

Learning Strategic Group (TLSG) members become more familiar with their 

curriculum partners who would support each other in the agenda of curriculum 

development.  

 The process of curriculum change was interpreted in varied ways across different 

disciplines/fields, with tendencies towards confirming existing paradigmatic 

boundaries within the “hard sciences”, and more likely, erasing boundaries within the 

social sciences. Explorations of curriculum alternatives, including trans-disciplinarity, 

were nevertheless evident across both.  

 Curriculum development initiatives need to move beyond compliance with an 

externally-driven agenda, either by statutory requirements for quality assurance (e.g. 

CHE), professional councils (e.g. HPCSA), or institutional vision and mission 

adherence.  

 Multiple partners co-define conceptions of curriculum quality, and singular advocatory 

or uncritical ideological agenda should be resisted.  

 The tendency to understand curriculum change as a form of surveillance defeats the 

purpose of a responsive evolving agenda for higher education studies. University 

structures should avoid over-prescribing uniform accountabilities across different 

sections of the higher education curriculum spaces. Over-regulating quality could have 

the unintended consequence of fostering complicit surface rather than deep curriculum 

change, providing semblances rather than sustainable, innovative curriculum 

responsiveness.  

 

 The student body represents an important, but not the only driver of curriculum change. 

There is need to expand beyond merely student commentary or adversarial roles in 

curriculum reconstruction towards shared dialogical partnerships in curriculum change. 

Consciously activating these spaces for respectful curriculum dialogue is crucial for 

long-term curriculum development.  
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 Reflections about decolonisation of the university curriculum have raised questions 

about relevance and social justice concerns, but have also examined whether new 

essentialisms and oversimplifications of the complexity of interconnectedness between 

multiple constituencies have been generated. Singular definitions (from all 

constituencies) should be resisted.  

 The “world of work” and the “world of academia” need to work in concert with each 

other, in spite of paradigmatic divergences that may or may not exist.  

 It is noted that the situated lived-experience of the (undergraduate) student has not been 

sufficiently explored in this report, and this ongoing agenda is required for any 

meaningful long-term goal of curriculum change.  

 Curriculum transformation is likely to be a continued, lengthy process of building staff 

capacity not just to ensure their readiness to apply for promotion, but also to service the 

agenda of institutional curriculum change. The tendency to resist rather than embrace 

the challenge of change is an ongoing staff development exercise  

 This report has foregrounded (as mandated), the undergraduate curriculum which 

serves as foundational for postgraduate studies. Understandably, more imaginative 

explorations and contestations are evident within postgraduate student research, which 

contribute to the overall ethos of the institution. It is useful to understand curriculum 

change within an organisation in terms of holistic interconnections between 

undergraduate and postgraduate studies.  

 UKZN has foregrounded the efficiency rationale to address its changing demographic 

profile as a conscious agenda of social justice redress. However, an ever-expanding 

massification could de-rail this agenda if economies of scale are not carefully managed. 

The changing profile of both staff and students must address concurrently the building 

of capacity in teaching & learning, curriculum design, development & implementation, 

as well as research to develop, monitor and review a curriculum of both quality and 

relevance.  

 

UL 

 

From the foregoing presentation, it is evident that any university worth its name cannot afford 

to undermine the role that curricula play in its existence. Almost all activities in Higher 

Education are in one way or another linked to curricula. For instance, teaching and learning 

activities will be in vain if they are based on precarious curricula as the students thereof will 

be deemed unsuitable for various careers nationally and internationally. It is thus critical that 

UL involves all stakeholders (internal and external) when it designs its curricula. Ultimately, 

this would result in graduates who have the competitive edge in whatever field they choose to 

specialise in. 

 

UMP 

 

The University accepts the centrality of the curriculum to the academic project, as expressed 

in CHE (2017). In the past three years (2015-2017) the focus of the University has been on six 

processes which have run simultaneously. Firstly, to manage the curriculum in the 20 founding 

academic programmes, secondly, to develop new programmes, thirdly, to develop and 

implement the necessary rules and regulations, and policies, fourthly to provide academic 

development opportunities to our staff and fifthly to develop support structures, processes and 

procedures for our students, and finally, to develop co-curricular activities and opportunities. 

A great deal of work has been completed and a great deal remains to be done. The next three 
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years will see our activities directed by the University Capacity Development Plan which 

focuses on the curriculum, on staff development for teaching and learning and research, and on 

student development. 

 

UZ 
 

The University is enhancing its comprehensive university profile by transforming the 

curriculum and programme and qualification mix as well as by expanding its external 

stakeholder involvement, particularly the participation of students in the generation of content, 

methodology and curriculum. To the latter end a concept paper on student-led innovations in 

teaching and learning has been developed, and presented at the second teaching and learning 

conference. Also a policy for community engagement in teaching and learning was developed 

specifically for aiding the engagement with external bodies operating in the fields of 

specialization where we train students. In addition, due to the proliferation of large classes in 

the first year levels of programmes, it is also focusing on large uniquely contextualised classes 

pedagogy. Through the Centre for Sustainable and Integrated Rural Development it is 

foregrounding existing capacities for rural development impact while pursuing those capacities 

that are critical, that it does not have. To this end a memorandum of understanding was signed 

with the provincial department of Agriculture and Rural Development and seed funding of R5 

million was set aside by the two parties.  

 

VUT 

The transformation of education is a complex issue. It is more emphatic in South Africa, given 

the history of the country and the ways in which education has served the state, both during the 

apartheid era and now during democracy.  

The extent to which the educational system through its curriculum succeeds in achieving its 

desired goals depends largely on the nature of the content. The content of any curriculum is an 

embodiment of the attitudes, knowledge and skills, which a society intends to impart to its 

citizens.  

In South Africa’s democratic political dispensation, the curriculum needs to be inclusive of 

indigenous knowledge systems, which is one way to eradicate a colonised system, in order to 

reach the goals of higher education as set out in the White Paper on Education: “higher 

education is to meet the learning needs and aspirations of individuals through the development 

of their intellectual abilities and aptitudes throughout their lives, to address the development 

needs of society and provide the labour market in a knowledge-driven and knowledge-

dependent society with the ever-changing high-level competencies and expertise necessary for 

the growth and prosperity of a modern economy”. It should contribute to the socialisation of 

responsible and constructively critical citizens and create, share and evaluate knowledge.  

 

WITS 

 

The University has developed many innovative and successful responses to the need for 

curriculum renewal, responses which began well before the recent outburst of student activism. 

It recognises that it is engaged in a long-term process of change and that it needs to develop 

greater support and co-ordination for cross-faculty and institution-wide programmes designed 
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to advance curriculum change. However, this process must not mean losing the creativity and 

innovation which are features of local level initiatives but rather it must mean providing greater 

support for these initiatives through the development of a shared conceptual vocabulary and 

institution-wide strategies.  

 

The construction of, and retreat into, disciplinary and administrative silos is a feature of the 

modern university globally, and particularly of South African universities. WITS recognises 

the need to develop its own innovative strategies to lessen the negative consequences for the 

university in general, and for curriculum development in particular, of such “siloism”. One of 

the beneficial consequences of reviews such as this one is that they enable the University better 

to identify institution-wide commonalities and trends emerging from the various faculties and 

thereby to develop principles and strategies to support and to guide curriculum reform across 

the institution. The wide-ranging and iterative conversations that have shaped this document 

underline the importance of better formalising such iterative discussions, thereby knitting 

together more persuasively our practices around curriculum reform. One way of formalising 

such practices, which the University will pursue, is through the development of Communities 

of Practice connecting faculty teaching and learning groups which going forward will play a 

key role in promoting iterative cross-faculty conversations around curriculum change and in 

developing reports which are fungible for the higher education system as a whole, as it faces 

the continuing challenges around rethinking not merely curriculum but the broader purposes of 

universities within the context of a deeply untransformed society. 

  

CBC 

Chartall Business College remains committed to decolonising the curriculum as far as possible 

while not deviating from the generally accepted and codified content that makes up most 

undergraduate subjects. We are striving to incorporate different (Eastern and African) theories 

and practices in our curriculum and we encourage lecturers to constantly challenge what they 

believe are the ‘standard’ theories that must be taught. We have incorporated cultural studies 

and multigenerational studies into our HR subject (first semester) to set the scene for students 

and lecturers alike that we need to be inclusive and tolerant of all viewpoints because the world 

is diverse and our students need to be prepared adequately to take their place in business 

 

Inscape 

With a highly integrated curriculum such as those that Inscape offers, identifying a specific 

issue in the curriculum and renewing or transforming the curriculum using one strategy is not 

realistic. As with any complex, open system curricula have multiple elements, structures, 

influences, inputs, stakeholders and roles. It is almost impossible to clearly identify and define 

one phenomenon and to provide a targeted solution that will effectively and measurably impact 

that phenomenon. At Inscape, we feel that we have an effective QA system for monitoring the 

development, maintenance and implementation of curricula. The curriculum is therefore built 

according to existing theories and understandings of design, the design industry and good 

practices in design education. As a small institution, a centralised QA system provides 

consistency and control and the evidence to substantiate the approaches taken. The system 

ensures that the unique Inscape approach and vision is maintained throughout the curriculum, 

which has proven to be successful in terms of achieving the throughput and graduation rates 

we aim for, as well as ensuring that graduates are employed and equipped to contribute to 

society. 
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Annexure A 

Quality Enhancement Project 

Institutional Submissions: Phase 2 

Due Date: 30 November 2017 

 

Name of Institution  

Contact Person  

Date of submission  

 

The approach for Phase 2 of the QEP has been modified and shortened. There are two main 

reasons for this. First, the implementation of Phase 2 was delayed by a year, largely as a result 

of student protests and institutions’ need to respond meaningfully and appropriately to them. 

Second, as a result of an identified need for the CHE to play a more active role in ensuring 

institutional quality, the start of the third cycle of quality assurance has been brought forward 

by a year to 2018.  

Unlike in Phase 1 of the QEP, when institutions produced two reports, one providing baseline 

information on existing initiatives and the second demonstrating improvements made, for 

Phase 2 there will be only one submission. Producing two submissions enabled institutions to 

reflect on their own journey to improvement. Such reflection is more difficult to achieve in a 

single submission, but given institutions’ experience in Phase 1, it is hoped that institutions, 

nevertheless, will find it both possible and worthwhile to do so. The submission for Phase 2 

therefore needs to show the path that each institution is on to address important matters related 

to curriculum – where it has come from, where it is, where it is headed, what the obstacles and 

enablers, the disappointments and the wins have been on the journey. As in Phase 1, the purpose 

of the report is twofold: 

1. To provide a structured and time-bound opportunity for institutions to reflect on and 

document their own choices and experiences related to the focus area. 

2. To provide information to the sector that can be used as the basis for shared learning 

and system-wide enhancement. 

Institutions are requested to be frank and clear in their responses.  Otherwise it will be difficult 

for the higher education sector to engage meaningfully with enablers of, and obstacles to, 

student success. While there are indisputable differences in institutional contexts, most 

challenges are common to several, if not many, institutions.  Clear and honest statements of the 

challenges will facilitate the development of strategies to address them.  On the other hand, 
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successful approaches developed in one institutional context may be able to be adapted to help 

students in another context. 

Where possible, please frame your responses in terms of curriculum structure, 

curriculum content and curriculum implementation. 

1. Curriculum renewal and transformation 

(Suggested length: 5-10 pages) 

Includes advancing the purposes of higher education spelt out in policy documents, 

addressing transformation imperatives, ensuring local relevance and global awareness and 

developing graduates with attributes that are personally, professionally and socially 

valuable. 

1.1 At the institutional level: 

a) What is the institution’s approach to addressing curriculum renewal and 

transformation?  

 

b) 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? 

 
 

c) 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 being received by various stakeholders? What effects are the changes 

having and how do you know? 

 

d) What plans are in place for further efforts related to curriculum renewal and 

transformation in the next year or two?  

 

 

e) What unresolved challenges does the institution need to grapple with related to 

curriculum renewal and transformation? 
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1.2 In about half a page each, describe 2 to 4 exemplars of successful curriculum renewal 

and transformation initiatives. 

 

2. Diversity and inclusivity 

(Suggested length: 5-10 pages) 

Includes catering for students with diverse academic needs and abilities and life 

circumstances, ensuring inclusivity of all students regardless of demographic 

characteristics, countering bias towards, and alienation of, sections of the student 

population. 

NOTE: This question relates to the formal curriculum (structure, content and 

implementation), not to activities that would typically be classified as student support and 

that take place outside of the formal curriculum. 

2.1 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?  

 

2.2 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?  

 

 

2.3 What approaches does the institution take to identify instances of bias and alienation 

related to the curriculum? How are these addressed? 

 

2.4 What unresolved challenges does the institution need to grapple with related to 

promoting diversity and inclusivity in the curriculum?  

 
2.5 In about half a page each, describe 2 to 4 exemplars of curriculum initiatives that 

promote inclusivity of diverse students. 
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3. Curriculum development capacity and quality 

(Suggested length: 5-10 pages) 

Includes capacity development and support in curriculum design, development and 

implementation and processes to assure quality of curriculum content and implementation 

(including teaching). 

3.1 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?  

 

3.2 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? 

4. Participation in curriculum design and development 

(Suggested length: 5-10 pages) 

Includes involvement of various stakeholders in the initial design, ongoing development, 

renewal and transformation of curriculum. 

4.1 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? 

4.2 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? 

4.3 In about half a page each, describe 2 to 4 exemplars of curriculum initiatives that 

successfully incorporated the voices of a range of stakeholders, indicating how this was 

done and what was successful about it. 

 

5. Any other comments 

 

 

 


