
1 
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CHE QUALITY ENHANCEMENT PROJECT 
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Curriculum 
The University’s Policy on Curriculum Design and Development (S4462/16) starts as follows: 
 

The University understands that curriculum development is essentially a future-orientated, 
stakeholder-guided process that involves 
 

• determining the purpose and values of the learning;  

• analysing the diverse backgrounds, needs and nature of the students;  

• deciding on the outcomes;  

• selecting the content that will support achieving the outcomes;  

• deciding on the activities, the methods and media;  

• planning how assessment will be done; and  

• planning how the overall effectiveness of the delivery of the curriculum will be evaluated.  
 
Key to curriculum development is an understanding of the contexts of  
 

• the students: their backgrounds, their strengths, their areas for development and their 
goals; 

• the learning environments; 

• the demands of professional and employer bodies; 

• the socio-economic needs of the country within broader global imperatives; and 

• resources available for furthering the academic project. 
 
Curriculum development and renewal must consider the transformation principles in the framework 
document: Reimagining curricula for a just university in a vibrant democracy (S4466/17) as well as 
sound principles of curriculum design and delivery (teaching, including signature pedagogies). 

 
Transformation 
‘Transformation’ of the curriculum at the University of Pretoria is understood in terms of the four drivers 
posited in a stakeholder-developed guideline approved by the Senate in April 2017: Reimagining 
curricula for a just university in a vibrant democracy. 
 

• Responsiveness to social context. 

• Epistemological diversity. 

• Renewal of pedagogy and classroom practices. 

• An institutional culture of openness and critical reflection. 
 
Key to abbreviations specific to the University of Pretoria: Faculties – EMS = Economic and Management Sciences, EBIT = Engineering, Built 
Environment and Information Technology, HS = Health Sciences, NAS = Natural and Agricultural Sciences; Support Departments – EI = Education 
Innovation, DESA = Department of Enrolment and Student Administration, DU = Disability Unit, ITS = Information Technology Services, IP = 
Institutional Planning, UP = University of Pretoria; Other – FLY@UP = the Finish Line is Yours, a minimum-time-to-completion strategy, IBL = 
inquiry-based learning, POD = Professional Online Development course, UPO = University of Pretoria Orientation, UP2025 = the University’s 
strategic plan since 2011, targeting 2025 as the end date, UAL = Unit for Academic Literacy, STARS = Student Academic Readiness Survey, FSA = 
Faculty Student Advisor.   
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CHAPTER 1 
 
1. Curriculum renewal and transformation 
 

1.1. At the institutional level: 
 
a) What initiatives have you undertaken in the past three or four years to address curriculum renewal 
and transformation that have been successful and how do you know? 
 
The Curriculum Transformation Workstream, one of three Workstreams at the university that arose 
from a stakeholder-led process in response to #feesmustfall demands, made it clear that 
‘transformation’ of the curriculum included ‘renewal’1. Curricula are constantly renewed and not all 
renewals are concerned with transformation in the narrow sense currently in use in higher education. 
For instance, in terms of curriculum development as an ongoing academic project, in recent years we 
have seen  
 

• the LLB curriculum changed to support the University’s strategic objective of inquiry-based 
learning (See Exemplar 1);  

• the Veterinary Science degree completely reworked to develop ‘Day 1 competencies’; 

• Humanities introducing a new BSocSci Honours in Heritage, Museum and Conservation Studies, 
and an MSocSci in Tangible Heritage and Conservation, which represent curriculum renewal and 
transformation, using Mellon Foundation funding;  

• the review of the BA, BCom and BSc degrees together has resulted in a more generic BCom first-
year programme (The review was initiated by the Vice Chancellor to ascertain if a more generic 
first-year programme would not address the problem of course choice, of students deciding too 
early on a specific course and then changing programme or dropping out. A review panel, 
including international people, was set up.); 

• a new lecturer taking over a course on Entrepreneurship with a low success rate, transforming 
the curriculum and improving the success rate dramatically by doing away with the textbook, 
developing material that is in line with modern entrepreneurial practices, taking the course 
almost entirely online using Google, and introducing colourful and engaging activities for 
students; 

• the piloting of the module ‘Doing Difference Differently’ (UP 3-D) in September 2015, and its 
subsequent iterations, including online and a ‘taster’ for the first-year orientation modules 
(UPO), to expose all new students to the notion of diversity and to encourage them to do the full 
module; and 

• all programmes at the University reviewed and sometimes revised to align with the HEQSF. 
 
During 2015 a curriculum transformation conference was organized for 28 January 2016 entitled 
Transforming the curriculum: South African imperatives and 21st century possibilities with UP experts as 
well as national and international speakers. The output of the conference served at the Senate 
Committee for Teaching and Learning and priorities for 2016 were drafted. The work on curriculum 
transformation was overtaken by student protests and stakeholder interactions. A stakeholder-led 
Curriculum Transformation Workstream, consisting of staff and students, was formed and produced the 
document Reimagining curricula for a just university in a vibrant democracy, approved by the Senate in 

                                                           
1 The other two Workstreams focused on language policy and residence life. 
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2017. The Workstream was co-chaired by the Vice Principal: Academic and a student leader. The 
strategy of the Workstream was to approach the task academically. The committee meetings were 
complemented by expert speakers from the academy in South Africa. The document was reviewed by 
experts in transformation nationally and internationally. Roadshows were undertaken to each Faculty. 
Faculties are in the process of drawing up the first iteration of their own curriculum-transformation 
plans, including implementation strategies, based on Reimagining curricula for a just university in a 
vibrant democracy. 
 
Debates are ongoing in the University. For example, the transformation of the curriculum relates to 
context and epistemology, two of the drivers identified by UP. An issue connected to the criteria for 
success is whether African aspects of the curriculum should be taught in separate modules or integrated 
into other modules, or if they should be included at all.  
 

• The Faculty of Law, for instance, is debating whether African customary law should be a stand-
alone module or should be incorporated into every relevant module. For example, when 
teaching the law of succession going back to Roman Dutch Law, should the same course deal 
with the law of succession in its totality? The same would apply to modules such as law of 
contract, law of delict and family law.  

• The same sorts of considerations apply to teaching English literature. What does it signal to 
teach African literature in stand-alone modules? In the Humanities’ survey of the students there 
are indications that some students found the first-semester courses Eurocentric, but the survey 
was completed before the second-semester courses had been experienced. The first- and 
second-year syllabi have been reconceptualized and the second semester of each year now 
focuses on Literature of the Global South, with a strong emphasis on Africa. African and 
especially local writers are invited to a ‘Meet your Writer’ seminar series held on a monthly 
basis. Some of the students commended this in their feedback on curriculum transformation. 
The writer for September 2017 is Lesego Rampolokeng, a poet and performance maestro, and 
the author of 12 books, including two plays and three novels. 

• Academics in the hard sciences debate whether curriculum transformation relates merely to 
incorporating a more Afrocentric approach with more African examples, or to more 
fundamental change. Conflicting views prevail among academics in NAS with respect to 
curriculum transformation and the implications for changes to scientific content. For example, 
the Department of Mathematics is debating how curriculum transformation relates to them, 
except perhaps through the inclusion of the history of certain concepts and theories. 

 
In reflecting on some current or prospective practices, separating content seems to signal that African 
content is not part of the mainstream but something apart with less significance. There is the danger of 
‘exceptionalizing’ and ‘ghettoizing’ African identities and epistemologies by treating them as something 
separate. At their annual curriculum lekgotla in June 2017 (that focused on the issue of decolonization) 
the Department of Philosophy re-committed itself to an integrated curriculum: that is, not to separate 
the teaching of African and Western philosophy but to integrate the two canons around issues or 
themes. The department has long been of the opinion that a separation of the traditions is 
epistemologically, pedagogically and politically unsound because it replicates and institutionalizes the 
anthropology implicit in apartheid/separate development.  
 
The University espouses certain graduate attributes approved by the Senate in 2012 (S4458/12) – in 
brief, intellectual curiosity, problem solving, autonomous functioning, teamwork, ethical behaviour, 
social responsibility and communicative competence. There must be consideration of what the 
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University wishes to engender in the graduate (e.g. a sense of citizenship or a real understanding of 
democracy or social accountability), which must be integral to the way in which the curriculum unfolds. 
These aspects cannot be dealt with in stand-alone modules but have to be integrated across levels of 
development of the student, since the journey of discovering one’s own truth takes time. The 
developmental stages of a student’s life need to be taken into account in curriculum transformation as 
well. Perry’s work2 on student development theory is useful in identifying the definite shift in students 
from absolute truth to integration and accountability.  
 
Complete redesign thus seems to be a more suitable approach to transformation than adding from a 
content point of view. From a design perspective, if curricula are supplemented, some of the content 
also has to be removed so as not to overload the credits (and thus the time) for a degree. It is not 
possible to bring in new voices while retaining all the old voices and still be fair to students who do not 
have enough hours in the day to cover extra work. Rather than tinkering with adding and subtracting 
content, curriculum will have to be thought of differently (e.g. by selecting a theme such as feminism 
and considering how it is dealt with by various philosophers and cultures across the world throughout 
the ages). This is a strong argument for the integrative approach, which is not about adding to the 
curriculum but about redefining it (e.g. in Law, looking at the theme of forms of family life that should 
be recognised in law; or, in English, looking both at Hamlet and Chinua Achebe’s Things Fall Apart). 
 
One of the products of curriculum design and development is the module description in the yearbook. 
Such descriptions might need to be more open-ended to allow more readily for adjustment. This would 
require proper coordination and mapping of the modules. Academics are sometimes restricted by the 
content of the current yearbook and University change processes are slow, governed by the Senate 
cycles. 
 
In the broadest definition, ‘curriculum’ is not only the content that is learnt but all the support 
structures that contribute to student experience and success. FLY@UP (a minimum-time-to-completion 
strategy) can be considered an aspect of curriculum transformation at the University, as a curriculum 
development and support initiative for the first-year experience and beyond at UP. Given the change in 
the student profile, the student body at the University has become very diverse since 1994, as the 
following table shows: 
 

Table 1: First-time enrolment share in undergraduate programmes 

 2015 actual 

Overall number 8,773 
Male % 45% 
Female % 55% 
African % 43% 
Coloured % 3% 
Indian % 6% 
White % 48% 
South African % 94% 
International % 6% 

 

                                                           
2 Perry, W.G., Jr. (1970). Forms of Intellectual and Ethical Development in the College Years: A Scheme. New York: 
Holt, Rinehart, and Winston. 
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The FLY@UP programme considers student, academic and other support programmes to fulfil the needs 
of different students. If curriculum is understood in such a broad sense, it would also include 
institutional culture and the extent to which it enables or inhibits learning. Curriculum transformation 
includes e-learning and preparing students for the work environment. Curriculum is thus the input, 
process and product of education, including support structures and opportunities to socialize, play sport 
and develop culturally. Residence life, with its traditions, has been very much part of the student 
experience, but the changed profile of students has led to a rejection of some traditions and one of the 
transformation Workstreams at UP focuses on transforming residence life. 
 
Pedagogy is another element of curriculum. Delivering different content in the same way as in the past, 
assessing it in the same way and valuing it in the same way is unlikely to succeed in producing a 
transformed learning experience. The Department for Education Innovation (EI) is exploring whether 
there is any writing on the African continent on what constitutes an African pedagogy. The limited 
sources on this topic seem to be from the United States and focus on the approach for the African-
American student. Spell of the Sensuous3 discusses the difference between oral and written traditions 
and how knowledge systems change fundamentally on many levels when they are written down, which 
freezes knowledge and removes its fluidity. This is important to consider in the current context, in which 
knowledge is disseminated mostly in written format. The knowledge of the ancient world was initially 
also transmitted orally and the role of the eventual writing down of knowledge plays an important part 
in studies of the ancient world. 
 
Hybrid learning is a delivery mode and hence part of the curriculum. For UP, hybrid is defined as offering 
multiple pathways to the same outcomes: ‘The integration of and interaction between activities in 
various contact spaces (classrooms, laboratories, the workplace, community sites of learning, theatres, 
the farm) and online activities to engage students meaningfully in and beyond the classroom’. Research4 
in the USA shows that students who access the learning management system daily, participate in 
discussion forums, access materials and so on, outperform students whose online interaction is minimal. 
UP’s Blackboard Analytics for Learn data show that students in the most active quartile on clickUP 
outperform those in the least active by 12% on average. So, for UP, the learning mix matters because 
student success matters. 
 
Social justice factors have to be considered in online learning as not all students have online devices or 
internet access off campus. The University supplies approximately 6,000 computers in laboratories 
across campuses and ubiquitous Wi-Fi on campus. During the campus disruptions in 2016, the University 
negotiated with Tshwane, Always On, Telkom and a number of cell phone providers for free Wi-Fi for 
students. UP also built secure access to one set of computer laboratories on the Hatfield Campus for 
students without devices. The University is also investigating ways of obtaining devices for the poorest 
students. 
 
The hybrid approach applies to both undergraduate and postgraduate programmes. For instance, now 
that the hybrid approach has been intensified in the Master’s in Education, many students report that it 
is worth spending time online in addition to studying offline. Many of the coursework Master’s 
programmes (about 20) received special attention over the past two years to improve the quality of 
their online environments vastly. 

                                                           
3 Abram, D. (1996). Spell of the Sensuous: Perception and Language in a More-Than-Human World. New York: 
Random House. 
4 Civitas Learning. (2016). Community Insights, 1:2. https://www.civitaslearning.com/research/.  

https://www.civitaslearning.com/research/
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Student success rates are one criterion for success. UP prescribes a minimum success rate of 82%, but 
exceeded this with a success rate of 84.4% in 2016.  
 
Graduate employment data are also a sign of success. About 90% of UP students find work within six 
months of graduating. However, the University would like to improve that figure and has embarked on a 
work-readiness strategy within the curriculum and as a co-curricular activity. Since late 2015 the Vice 
Principal: Academic has championed a work-readiness and entrepreneurship co-curricular strategy. The 
Work Readiness Programme was launched free to UP students in March 2017 through Enterprises at UP 
(UP’s short course provider). Students may study these fully online PODs (professional online 
development) in their own time before graduation and will receive acknowledgement that can be added 
to their CVs. A free entrepreneurship POD will also be on offer to UP students. The Sepedi POD, which 
started in 2016 and is free to UP staff, will be extended to include students through UPO (first-year 
online orientation) modules. 
 
In the mainstream curriculum we have two good examples of changing the curriculum to support 
employability:  
 

• In Mining Engineering, the traditional curriculum was reconceptualized to focus on the 
requirements of the workplace (i.e. what does it mean to be a mining engineer?).  

• Veterinary Sciences changed the entire curriculum to focus on Day 1 competencies of a 
veterinarian in practice rather than on the theory of disparate subjects.  

 
Employers often give input to EMS on the curriculum areas that are no longer relevant and those that 
need to be introduced. In Faculties with Advisory Boards, more formal input is often given.  
 
b) What initiatives have you undertaken in the past 3-5 years to address curriculum renewal and 
transformation that have not been as successful as hoped for and what do you think the reasons are? 
 
There are instances where transformation has been implemented haphazardly. The most problematic 
examples are where individual lecturers have started to address transformation on their own and not as 
part of a departmental or Faculty transformation process, sometimes resulting in duplication. The 
modules sometimes start to deviate substantially from the description in the yearbook, which is not 
allowed and nor is it fair to students. The enthusiasm is laudable but there are unintended outcomes. 
 
The ‘flipped classroom’ has become a popular way of engaging students prior to coming to class, in 
preparation for the class, and then using audience response systems (ARS), such as clickers or mobile 
devices, to complete ConcepTests in class and employ peer learning as the activity to solve the 
problems. In terms of pedagogy, the use of clickers has not been fully accepted in some Humanities’ 
departments. Students felt that the burden of the additional expense created a socio-economic divide 
and were therefore more critical towards the use of these devices than previously experienced in other 
Faculties. In HS, surveyed students felt that clickers improved comprehension and general lecturer and 
peer engagement, but marginalization and the use of clickers for attendance were some of their 
concerns. There are workarounds. In EMS, where Wi-Fi has been available in some lecture halls, 
lecturers might use Socrative software (open source), and students use their own cell phones instead of 
buying additional clickers. The lecturers also use group work so that not all students have to own a 
smart or internet-enabled phone to participate in the discussion or submit answers. Wi-Fi will soon be 
ubiquitous in lecture halls on all campuses. In NAS lecturers have sourced second-hand clickers for 
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students to enable their pedagogy. In the numerical sciences the feedback that a lecturer receives via 
the clickers about possible misconceptions is of extreme value as the lecturer can remediate the 
misconception immediately. Lecturers are supported by the Education Consultant to use the clickers in 
an educationally sound way. Furthermore, in NAS, students get to buy the clicker in their first year and 
use it in multiple modules up to their third year. This makes the money spent a good investment in their 
learning and they are able to re-sell it afterwards. 
 
Sometimes one can do the right thing but still not have the desired impact. In the Faculty of Law, in two 
modules the HoD ensured that the courses are now presented at the right HEQSF level (promoting 
thinking and arguing from an inquiry-led perspective) but the success rates have declined significantly. 
The HoD believes the reason is that students have underestimated the course. The pass rate is a proxy 
for other things that the University wants to achieve. Those who passed mastered the skills that the 
course was intended to impart and those who failed did not. The change was successful in that the 
modules are now pitched at the correct level, but was a failure in the sense that a number of students 
have not succeeded in meeting the level. This is an example of partial success that has to be further 
interrogated and improved. 
 
c) What initiatives have you planned for the next year or are you in the process of implementing to 
promote curriculum transformation and renewal? 
 
The big drive for 2017-2021 is the implementation of the Reimagining curricula for a just university in a 
vibrant democracy strategy. Apart from transformation/ decolonization/ Africanization, there have been 
other motivators of major curriculum change such as guidelines from professional bodies or major 
developments within disciplines or national reviews, or even something like the Lancet article several 
years ago that influenced Faculties of health sciences throughout the world to adopt a multi-disciplinary 
team approach (e.g. doctor, nurse, physiotherapist working in team).  
 
The University strategy as reflected in UP2025 led to curriculum transformation that is ongoing – for 
instance, in promoting the inquiry-based learning (IBL) approach. Law, for example, has already had a 
graduating cohort from its IBL curriculum. UP2025 also initiated the step-up from blended to hybrid 
learning as a way of delivering the curriculum, given the online maturity of the University.  
 
Student support is part of the curriculum delivery process. Tutoring and advising are entrenched in the 
University. Given the cut to the University Capacity Development Grant, the University does not have 
sufficient funding to make these interventions compulsory. Fund-raising will be undertaken to support 
this area of curriculum delivery. In this way we plan to intensify the FLY@UP drive. 
 
There has been considerable consultation within NAS, and with external experts, as lecturers have 
grappled seriously with issues of decoloniality. The result has been a plan per department to extend the 
scope of what they do in collaboration with others, often in departments in Humanities. Staffing and 
resource implications have been considered. The student survey instrument on curriculum 
transformation, which was cleared for implementation by the Ethics Committees of both EMS and 
Humanities, was used to capture student input in NAS during the period 19 April to 5 May 2017. A total 
of 603 students participated (404 UG + 199 PG). Student feedback relevant to specific courses was 
compiled and sent to departments for their consideration. The students in NAS indicated (by an 
overwhelming majority) that they want the curriculum to be internationally competitive, which in no 
way excludes focusing on local context. (EMS actually launched the curriculum transformation 
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questionnaire and it was run for the first time in October 2016 and again in May 2017. It was also 
cleared by the EMS Ethics Committee in September 2016.) 
 
It is possible to transform each department and module. For instance, the study of ancient languages is 
sometimes regarded as merely European. Some Greek scholars say that it cannot be avoided, that a 
Greek text is a Greek text. However, there are issues around which texts are selected for the curriculum. 
Interesting texts with current relevance could be selected (e.g. on violence, or the place of women in the 
ancient world), which could assist in understanding modern-day society since many of our ideas 
originated in the ancient world. In English, transformation need not mean removing Shakespeare from 
the curriculum. Transformation could be done in the way the material is taught. A new theory or 
approach could be used to teach the text. Digital Humanities is being explored as well.  
 
 

1.2. In about half a page each, describe 2 to 4 exemplars of successful curriculum renewal and 
transformation initiatives. 

 
Exemplar 1: Law: Renewal and transformation – Cycles  
In 2013, UP introduced an inquiry-based LLB degree. The new curriculum was developed in 2011/12 in 
response to the University’s strategic plan that focused on an inquiry-led life. While changing the 
teaching approach, the Faculty also rationalized modules and reduced the number of assessments. The 
Faculty used to have 50 LLB modules over four years, compared with 30 at the main competitor 
universities. One driver was to make the curriculum more coherent for students; another was to free up 
the time of academics for research. Rationalizing modules allowed some teaching arrangements to be 
changed to more block teaching. Academics could consolidate their teaching time in blocks rather than 
having teaching commitments throughout the year. This was initially successful in significantly improving 
research output, but research output had declined again in the current year. The first students in the 
new curriculum graduated in 2016. Students still in the programme are expected to graduate at the end 
of 2017.  
 
A further cycle of curriculum renewal and transformation is now envisaged as a result of  
 

• the work of the Curriculum Transformation Workstream at UP and the approval of their 
guidelines at the Senate and  

• the national LLB review’s emphasis on the importance of transformative constitutionalism 
(including decolonization, Africanization and the way in which they are related). UP was in the 
fortunate position of having already addressed some of the issues that were raised in that 
review. Following the national review, each Faculty received a list of conditions and issues that 
had to be addressed. There are still some remaining issues to be addressed in the UP curriculum 
in 2019/20. 

 
The emphasis in the new cycle of curriculum renewal will be on content rather than pedagogy as it was 
in the previous cycle. The LLB curriculum had been reduced to about 40 modules, but there is further 
room to rationalize and combine modules while effecting transformation of the curriculum. It is not that 
the transformation of pedagogy will be excluded; for instance, in Commercial Law there is already an 
example of transformation by opening classes to discussions. 
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Exemplar 2: Humanities: Transformation 
The Department of Philosophy decided on an integrative approach to transformation in order to bring in 
the African voice. To have separate stand-alone courses on African philosophy would be a failure of 
transformation. Such an approach would not interrogate the dominance of hegemonic Western 
discourses. The department made the point that it would be in bad faith to have a course on African 
philosophy when the default for all the other courses is Western philosophy (yet they are called 
‘philosophy’ not ‘Western philosophy’). This exemplar focuses on one professor in this department who 
transformed his curriculum years ago. He commented that assigning to each its own amenities or 
perpetuating institutional separations would conform to the apartheid logic of cultural purity. His 
teaching portfolio reveals not only his teaching philosophy but also experimentation with content over a 
number of years, his engagement with his students, his development of their curricular and co-curricular 
skills, his availability to his students and his successes and failures with technology. To quote from his 
teaching portfolio, with his permission, he experimented with various approaches (some omissions from 
the original indicated by … to reduce length): 
 
1) In a lecture series on power (FIL 220, 2012 and 2014), texts of African Philosophy were simply 

inserted between texts of Western Philosophy on the same theme. 
2) As part of lectures on critique (used in 2014 and 2015), I chose to deal with the theme of the 

Enlightenment, by constructing a debate between an Enlightenment philosopher (Kant), a 
contemporary critic and interpreter of Kant (Foucault), a South American philosopher on the same 
theme (Dussel), and again an African philosopher on the same theme (Serequeberhan) … . 

3) In the Honours lecture series of 2015 (first semester), I used a book by a contemporary German 
philosopher (Axel Honneth) in whose thought the values and practices of the citizenry play a 
decisive role and set the question for the whole course as follows: how does modernity in Africa 
impact on the argument advanced by the author? The theme of modernity in African Philosophy 
was supported by a selection of recommended readings … . 

4) The curriculum for Hermeneutics (2015) was designed to present the parallel histories of European 
Philosophical Hermeneutics and African Philosophical Hermeneutics … . The latter strategy worked 
particularly well, since students soon discovered that the contradictions within any tradition made it 
impossible to simply ‘choose’ one tradition and that argumentative coherence therefore obliged 
them to take position on relevant issues by combining allies across the ‘dividing lines’ between 
traditions. 

 
In 2016, his experimentation continued: 
 
1) While the philosophical sub-disciplines assigned to FIL320 (Hermeneutics and Social Philosophy) 

were taught separately in 2015, they were integrated in 2016 (T. Serequeberhan’s book The 
Hermeneutics of African Philosophy served as anchor for the course). 

2) The FIL 711 course of 2016 was devoted to a theme (African views on violence); the challenge of 
working through a difficult monograph was taken up again in 2017 (Mudimbe’s The invention of 
Africa). Each time the development of different philosophical skills is at stake. 

 
He also prepared a study on curriculum design in Philosophy in contemporary South Africa, published in 
an ISI indexed journal5. 
 

                                                           
5 Wolff, E. (2016). Four questions on curriculum development in contemporary South Africa. South African Journal 
of Philosophy, 35(4): 444–459. 
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Exemplar 3: EBIT: Renewal and transformation 
The Faculty takes a comprehensive approach to planning for future curriculum transformation based on 
subject audits, accreditation audits, academic autonomy, social responsibility, trend analysis and focus 
groups. Systemic overhaul is done, from content to delivery.  
 
What the Faculty is about to embark on speaks to a deep systemic interrogation. The technological 
component brings the various schools of the Faculty together, but technological aspects are often 
frowned upon in the direction of thought taking place in South Africa and across the world. Technology 
becomes something that one can hide behind, which in itself has an epistemological bias in assuming 
that the results of technology are apolitical and represent the flowering of the aspirations of the 
Renaissance. It is important for all schools in EBIT to consider their view of technology. This is wider than 
cultural transformation but also looks at natural systems, global warming, the economic models that are 
supported, and eventually at spatial justice and the manifestation of principles that are, to a certain 
degree, easy to conflate with our economic and technological models. If these are completely 
depoliticized, then they are not questioned. These are the things that EBIT believes it primarily needs to 
unpack in order to see how the knowledge system is open to rethinking at a basic level.  
 
From a philosophical perspective, Capra (1982) proposes a different way of thinking, whether for 
Mathematics or science. The ecosystemic way of thinking is a knowledge system that may be extremely 
important to note. It is still prevalent in many parts of the world, but not necessarily part of the Western 
mindset. An ecosystemic approach could address many of the issues that we consider problematic in the 
current global situation (e.g. the fallout of waste). The Western mindset itself is debating whether the 
trajectory of the Enlightenment should not be questioned.  
 
The School of Architecture has done work on the relevance and professionalization of skills. The 
curriculum underwent rethinking and transformation about 15 years ago. A philosophical shift was 
made towards resource-efficient design, which included the notion of contextual responsiveness. Over 
the last five to seven years, the curriculum has been refined in such a way that design production is 
heavily influenced by participatory work. A participation approach is being embedded across the five-
year curriculum to ensure that students think collaboratively about design and start understanding the 
voice on the ground, instead of the very authoritarian Enlightenment project approach of a top-down 
expert. This approach has significantly influenced the curriculum.  
 
For degrees across the Faculty, an important balance needs to be maintained between professional 
degrees and accreditation bodies. Accreditation bodies have certain professional requirements and 
outcomes, and their grappling with issues of transformation takes place in a different context from 
universities’ debates on the same issue. Universities do more than train students for the workplace – 
they develop the intellectual and scientific basis that is the hallmark of all university education and that 
informs practice in the professions. Universities need to start taking the lead rather than being told what 
to do by professional bodies, which requires an institutional shift. Addressing accreditation is one of the 
issues considered by the EBIT Transformation Committee in a document they have developed. 
 
Exemplar 4: Education: Renewal and transformation 
UP has been perceived as a predominantly white, Afrikaans university. As a result, the need was 
identified to address transformation in order to dispel these perceptions. The Faculty looks to MRTEC, 
the minimum requirements for a beginner qualification for teachers, when planning the curriculum. The 
framework was developed by the national department, taking the context and profile of the country 
into account. According to the MRTEC criteria, a UP teaching graduate should be able to function in any 
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teaching system or context (e.g. from an informal settlement to a Montessori school). Foundation Phase 
teachers should be able to teach in the vernacular. Afrikaans has been retained in the Faculty as a 
vernacular language and diversification has been addressed by adding Sepedi to the Foundation Phase 
programme. The curriculum in the Faculty is thus based on accommodating the majority African culture 
while recognising that Afrikaans will persist. Afrikaans has thus been retained in training Foundation 
Phase teaching.  
 
Exemplar 5: Foundation Provision: Renewal and transformation 
Foundation provision has been a feature at UP for many years and has been a vehicle for transformation 
as it promotes social justice by allowing into the University students who might otherwise have been 
excluded, often because schooling failed them rather than their lack of intelligence or potential. We 
offer two types of provision: extended programmes for NAS and EMS at the Mamelodi Campus and an 
augmented programme, ENGAGE, in EBIT on the Hatfield Campus. Effectively, the foundation provision 
adds a year to the degree for students who graduate in the prescribed time. Data are available on both 
programmes. 
 
The results of the ENGAGE Programme look very good in the first two years while the students receive 
considerable support, but performance declines when students enter the mainstream (i.e. they tend to 
take six or seven years to complete the five-year programme). A review of the programme has been 
initiated. The two extended programmes offered at the Mamelodi campus have been more successful. 
For instance, the Dean of Health Sciences initially reserved ten places in the Medical degree for students 
on the extended programme, and then increased this to twenty-five places as students from the 
programme had shown levels of independent learning and study skills as well as subject knowledge that 
make them successful.  
 
Students initially tend to have a negative attitude towards foundation provision (e.g. the programme at 
Mamelodi Campus is referred to as ‘Grade 13’). However, after the support they receive at Mamelodi, 
and after their success compared to that of some of their friends in the mainstream, students report 
being glad that they were placed in the more supportive programme. ENGAGE students also developed 
a much more positive attitude to the programme after a couple of years of implementation.  
 
Exemplar 6: Humanities: Transformation 
The Department of Music has introduced a more diverse curriculum. The curriculum is related to who 
teaches the programme and the kind of students that the curriculum attracts. A jazz music programme 
has been introduced into the curriculum and has attracted a new, diverse group of students. Two new 
staff members were appointed to focus on jazz. In 2017 the department held an all-inclusive music 
enrichment festival (classical, jazz and African music) and another jazz festival is planned for 2018. In the 
music programme, other music traditions (e.g. African music and traditional music) have been added to 
the Western music tradition. The approach to diversification has been not to thin down existing 
programmes but to add to them. A proposal is in process to introduce a five-year programme with 
foundation provision for music students from backgrounds where they did not have the opportunity to 
study music at school. 
 
Exemplar 7: Humanities: Transformation 
In response to a Curriculum Transformation Audit in 2017 in Humanities, the Department of Drama 
produced an 11-page exposition of its current practices. Two excerpts are given below that illustrate the 
integrative way in which their curriculum already operates. It is clear from even the two examples that 
their practices are consistent in all undergraduate years as well as in postgraduate studies. 



12 

 

 

• DFK 110 and DFK 210, for example, bring marginalized voices to the foreground in exploring the 
hidden and visible legacies of colonialism and in foregrounding the plight of women in conflict 
contexts by examining the relationship between the individual, the state, and dramatic 
performance. TNT 210: All case studies in the course are foregrounded in the themes of the 
question. DFK 320 and parts of 210 (as well as 220, to be presented in the 2nd semester) 
critically look at prescribed readings (including films and play texts) through the lens of 
contemporary political currents, such as the #feesmustfall movement. In DFK 210, for instance, 
we look at how the South African adaptation of Romeo and Juliet, titled Gugu & Andile, sets the 
narrative against the background of the ANC-IFP conflict in the run-up to the 1994 elections. 
This aligns with TNP210 Acting, in which Shakespearian acting is juxtaposed with Shakespearean 
performances overtly aimed at localizing work and/or decolonizing work. DFK 210 and TNP 211 
also critically investigate absence as an idea to catalyse performance modes – as, for example, 
deconstructing and reinterpreting of Corolanius in 2017 (called DCorolanius) and staging of 
Welcome Msomi’s iconic play, uMabatha (Macbeth) in 2016 and 2017. In the Honours course, 
DRA 710, for example, we look at how the works of Ntshaveni wa Luruli, Sol Plaatje and Francois 
Verster present subjugated historical and present narratives.  

• DFK 320, for instance, explores the ways in which women in Congo try to resist patriarchy in 
Lynn Nottage’s play, Ruined, while the course also considers how Nigeria has responded to 
Western ‘presence’ and other tensions in the work of Femi Osofisan. The plays of South African 
playwrights such as Mike van Graan and Paul Grootboom have featured regularly in selected 
courses. The DFK 320 course encourages students to critically think about land and ownership in 
relation to the film House of Sand and Fog, while the investigation of homosexuality and 
colonialism in the queer period film, Proteus, for example, resulted in robust and rigorous class 
discussion about the ways in which film can highlight, in visually innovative ways, the plight of 
the oppressor and oppressed. 

 
Exemplar 8: Humanities: Transformation 
From a broad perspective, the stance of the Department of Modern European Languages (MEL) is that, 
while they would welcome perspectives of a general nature on curriculum transformation, they believe 
that departments should adopt a disciplinary approach. The following is an illustration of this argument: 
 

• Taking into consideration their stance on curriculum transformation, a series of initiatives taken 
in MEL involve providing students with analytical tools to empower them to reflect critically on 
knowledge imparted to them. These initiatives aim to foster critical thinking so that students re-
examine knowledge and discourses not only about language and language issues, but also about 
identity and culture. An excellent example is the Master’s programme in African-European 
Cultural Relations, which MEL launched in 2013. This programme is aimed at ‘decolonizing’ the 
image of Europe. Instead of pursuing the idea of ‘othering’, an awareness of the 
constructedness of origins is created; that is, the awareness that constructions are in many ways 
the result of highly entangled relations between the peoples of Africa and Europe. 

• Another initiative involves a change in choice of study material and stretches over all levels, 
starting from French for beginners to the Master’s course. Until eight years ago, the curriculum 
contained not a single textbook or literary text that did not come from Europe 
(France/Belgium/Switzerland) or America and Canada. Given the context in South Africa, which 
invites the inclusion of francophone cultural material from the rest of the continent into the 
South African classroom, our department has taken the decision to introduce the use of the 
chanson Africaine francophone in certain modules by selecting appropriate francophone songs 
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and developing related learning activities. The programme consists of creative writing activities 
based on French songs originating from France and West Africa. Students are now exposed to 
texts such as traditional African francophone short stories, autobiographies by both Western 
and African authors, a graphic novel by an Iranian artist and writer, and journals on the 
Rwandan genocide. These texts offer the possibility for students to reflect on the production, 
transmission and interpretation of literary products from African countries. 

• For more than two decades, teaching in Sociolinguistics consisted mainly of transmitting 
knowledge about the notions of speech community, languages, specialization of functions of 
languages and diglossia, which are code-based constructs that emerge from a kind of language 
practice that is inadequate for the multilingual African context. A module on languages in the 
Honours course aims to develop a critical standpoint towards this approach to the 
interpretation of language and social phenomena. The starting point of this research is an 
examination of the sociolinguistic situation in South Africa, and the ultimate aim is an 
examination of the so-called analytical tools with which scholarship has been carried out in the 
field. 

 
Exemplar 9: Health Sciences: Transformation  
Healthcare service delivery is compromised owing to the fact that healthcare professionals learn in silos 
and, as such, they do not clearly understand the contributions that others can make in different clinical 
settings. The School of Healthcare Sciences introduced a module for inter-professional education. The 
integrated healthcare leadership modules (IHL 120, 210 and 310) were initially offered in 2015. They are 
offered in first, second and third year and have as their focus leaders and community engagement. The 
school is in the process of planning a research project that is aimed at determining the impact that these 
modules have had on the communities, service delivery to patients and students, as well as the staff 
members who are involved. From the reflective report that students submit, it is said to be a valuable 
experience as it prepares them to work with other professionals and thus ensures a holistic approach to 
service delivery. 
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CHAPTER 2 
 
2. Diversity and Inclusivity 
 

2.1. What approaches to curriculum does your institution use to cater for students with diverse 
academic needs and preferences and living circumstances (e.g. single parent, employed)? 

 
This question implies that the design of the curriculum must take into consideration both academic and 
non-academic factors: in other words, an acknowledgement that curriculum is broader than content. 
The distinction between needs and preferences, as used in this question, is, however, not clear. 
Academic needs, for instance, might refer to  
 

• students coming from inadequate schooling backgrounds and therefore needing an extended 
programme to establish the study skills and content knowledge they lack – UP has foundation 
provision (see Chapter 1).  

• assistance with the language of tuition if it is not the student’s first language – UP has academic 
literacy courses in first-year curricula as well as subject-specific, multilingual glossaries in some 
subjects. 

• small-class tuition where students can receive personal attention – UP uses a tutorial system for 
high-impact modules in first year, although tutorials are usually not compulsory (except in a 
Faculty like NAS where both tutorials and practicals are compulsory). 

• a Mathematics readiness test is set as an indication of preparedness – this is designed to 
highlight potential problems and provide information on areas where additional assistance may 
be required. 

 
It is not clear what is meant by preferences. A preference might be medium of instruction. It might refer 
to ‘learning style preferences’, generally considered by learning science to be a myth. Given the lack of 
clarity relating to ‘preferences’, the term will not be addressed directly. 
 
The scope of academic needs is vast. This chapter will only be able to address some as they relate to the 
University’s ability to solve particular problems given resource constraints. Needs will be addressed first 
and then alienation will be discussed. 
 
Living circumstances are not that easy to uncover. UP tries to clarify some elements of these issues in 
the Student Academic Readiness Survey (STARS) written by first-year students during registration and 
orientation. Data on family, accommodation, transport, financial need, etc. are collected, among other 
things, and student risk evaluated. Students are referred to the STARS mentorship programme and to 
Faculty Student Advisors (FSAs) on the basis of the results. Students also receive their own results and 
can use them to self-regulate. 
 
A small percentage of students live in official UP residences, which take measures to ensure that first-
year students transition well to the University and develop effective study habits. Although there is a 
system of day houses and Faculty houses for day students, this system unfortunately still allows many 
students slip through the cracks when it comes to social or academic integration. Therefore, the new 
learning communities’ initiative, piloted over the last two or three years, focuses on day students. 
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Some students have no or tenuous accommodation: UP has slowly evolved a system of assisting the 
most vulnerable students. Other students might have adequate if not perfect living conditions: they 
might have accommodation but insufficient resources to ensure that they eat every day or can afford all 
their textbooks, clickers or personal devices to work online. Some students need to work to support 
themselves and this could cause them to miss class. NSFAS has its limitations but it is difficult to discover 
who the so-called ‘missing middle’ students are and which students have no support. The University’s 
data committee has actually looked at the success data of three sets of students: those on NSFAS, those 
with full support and those presumed to be the ‘missing middle’ – students who miss the cut off for 
NSFAS but who have inadequate personal resources. The latter seems to be the group that pushes 
hardest to finish on time in many programmes, possibly because they cannot afford to spend more than 
the minimum time on their studies.  
 
Managing issues of curriculum delivery depends on the size of classes and how much time is available. 
For instance, adding a year to a three- or four-year degree with foundation provision enables more time 
for student development. Extended provision at the Mamelodi Campus, which provides one-on-one 
attention to students to identify and solve problems with the curriculum, has been a very successful way 
of supporting and developing students with diverse academic needs. There is concern that, with the 
growing number of students, this personalization will become difficult to provide in the future. 
 
In some Faculties a framework for addressing curriculum issues is used (grouped under the four ‘A’s): 
Accessibility – ensure that programmes are accessible to all; Adaptability – how adaptive is the 
curriculum to issues such as asynchronous learning, assisted learning etc.; Acceptability – for example, 
the use of real-life examples; and Affordability.  
 
In programmes in EBIT and NAS, extended-programme first-year students are divided into groups to 
complete capstone projects. These projects provide an introduction to research methodology and the 
learning of research language to prepare students for this area of academic life.  
 
Faculty Student Advisors (FSAs) have been appointed to consult with students on specific problems. 
FSAs are funded by the Teaching Development Grant. A problem is that the grant is not guaranteed and 
the University can lose experienced contract staff members who take up permanent posts elsewhere. 
The advisors can, at times, be called upon to facilitate access to a range of academic and personal 
support options, and representatives can also pass on information regarding difficulties with curriculum 
for consideration in planning by the Faculty. FSAs organize workshops covering co-curricular areas such 
as stress management, preparation for examinations, careers, etc. Their consultations with students are 
confidential but feedback is provided to lecturers on relevant issues.  
 
Language plays an important role in the delivery of the curriculum and the Unit for Academic Literacy 
(UAL) provides courses to many Faculties in an attempt to bridge the academic language gaps that exist. 
In some cases, core subjects have glossaries in local languages to assist student understanding of specific 
modules. 
 
Group work is an essential part of delivering the curriculum in all Faculties, although promoting diversity 
and inclusivity in group formulation also provides a challenge.  
 

• In HS, requirements for the structure and guidance of groups are defined. Dedicated mentors 
are appointed in order to bridge gaps (for instance, with foreign students) and they provide 
guidance for the functioning of the groups. Specific study time is scheduled to ensure that 
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curriculum issues are covered. In the Go Green project, which has received positive feedback 
from the accreditation body, students are taught to work in teams and to take different roles 
that are chosen according to learning preferences. However, it would be preferable to include a 
lecture in the curriculum to explain the dynamics of teamwork to prevent ambitious members 
from taking over initiatives.  

• In Accounting’s teaching and assessment strategies, students are deliberately grouped to ensure 
the greatest diversity, taking into account a spread of academic strength, language, gender and 
race per group. The lecturers have had very positive feedback from their students in terms of 
the impact of the diversity in the groups.  

• In Veterinary Science community engagement projects, the same principle of forming as diverse 
a group as possible to work together is followed. Another principle in community engagement is 
grouping non-South African students with South African ones to ensure that they are protected 
from xenophobia.  

 
The Department of Student Affairs has also launched learning communities that assist students to 
integrate into student life and are focused on both academic and social integration. 
 
In Law, a forum of lecturers for each year of study has been formed, which provides an opportunity to 
identify and solve specific curriculum difficulties across the student experience in each year. However, in 
order to promote inclusivity, it is important that lecturers realize that not everyone has the same frame 
of reference. 
 
Students do not always understand the need for, or the value of, theoretical and historical work or how 
they are relevant to a future career. Feedback from alumni illustrates that theoretical background is 
valuable in a work situation and for life-long learning, and it is therefore important for lecturers to 
provide a frame of reference for more career-orientated information. Clear educational and career 
pathways need to be spelt out for students at, if not before, the start of their time at the University. It is 
often only possible for students to understand the bigger picture and how courses relate to one another 
much later in their studies, by which time some have dropped out. Some examples of how the bigger 
picture is conveyed in modules at UP are: 
 

• In Chemistry, during orientation, lecturers look at the key concepts of Chemistry as a whole.  

• Study guides can include a map of how a particular module fits into the design of the 
programme.  

• Lecturers can make explicit links to the rest of the curriculum as well as specific careers during 
class.  

 
It is considered good practice in some countries (e.g. Australia) to embed graduate attributes in modules 
and to monitor how the way the curriculum is taught helps to realize those attributes. UP’s Senate-
approved set of graduate attributes are not explicitly embedded in the curriculum or monitored in any 
way. Even learning outcomes are not always well articulated and there is an initiative under way to 
assist lecturers in improving their outcomes and then ensuring that their workbooks reflect the 
outcomes more comprehensively. 
 
It is a norm in every Faculty that every probation candidate and every person applying for promotion 
needs to compile a teaching portfolio. In NAS, a peer review from the education consultant is one 
component. This practice has led to a wider acceptance of peer reviews and nowadays the education 
consultant is invited for peer reviews just for the developmental use and not to meet the above-
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mentioned criteria. Student feedback is also part of the mechanism and the use of this information is 
becoming more widely used. 
 
Moving on to alienation, there are various ways in which a student can feel alienated, starting with the 
content of modules. Fundamental misunderstandings of transformation can produce a sense of 
alienation and staff and students within each department, school or Faculty need to initiate a dialogue 
on how to action transformation and changes to the curriculum within the particular context but aligned 
to the University’s framework. For instance:  
 

• Law presents a module on indigenous law, but this is not integrated into other modules. 

• The hard science Faculties are still working towards including a diversity of voices and expanding 
the knowledge base while remaining scientific.  

• There is much in the curricula across Faculties from Health Science to Education that is 
contextual to South Africa, but it is not always presented as local and transformational. 

 
Much is being done by the educational psychologists to examine the effect on people of diverse 
backgrounds of what is being taught and the way in which it is delivered. The latter is particularly 
important in view of the University’s understanding that content is not synonymous with curriculum. 
 
 

2.2. In what ways does the institution promote inclusivity of all students through curriculum? 
 
Faculty Boards play an important part in ensuring that the curriculum promotes inclusivity, although the 
consciousness of this needs to inform the design phase. HoDs, programme coordinators and lecturers all 
have their roles to play to ensure inclusivity in the delivery and assessment of the curriculum. Where 
there is online delivery, universal design usually ensures the greatest inclusivity. 
 
Workshops during student orientation to outline the background to the goals of the curriculum are 
valuable and can provide an opportunity to clarify goals of both students and staff.  
 
Class representatives provide feedback to lecturers and curriculum realignment, and changes include 
student feedback. However, students are often not aware that Heads of Department are available to 
assist with difficulties in the curriculum. In HS, undergraduate committee representatives from each 
year provide feedback regarding changes to curriculum. Students are free to provide input, especially 
with regard to the theoretical component and the actual clinical experiences. HS student 
representatives have drawn up a survival guide. This is written by the students at their level, and covers 
issues such as HIV needle prick incidents and outlines the procedures to be followed in each instance.  
 
Community engagement is one mechanism for enhancing the relevance of the curriculum. Medical 
students have a Longitudinal Clinical Attachment Service (LCAS) in their first year of involvement in 
community work and primary health care (e.g. the ‘Adopt a Granny’ project). The curriculum highlights 
problems of relevance (e.g. there is a need to know causes of maternal mortality rate in South Africa as 
opposed to in the UK). The curriculum is also relevant to the Sustainable Development Goals (SDGs) of 
the country – e.g. quality education leading to decent work and economic growth but also addressing 
problems such as poverty, hunger, health, gender and other equality. All Faculties are required to 
include the SDGs in their curricula. The following are examples of what is being done: 
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• HS is revisiting curricula to include SDGs and their implications for South Africa – the School of 
Health Systems and Public Health is doing particularly well. 

• Law will provide a framework for all SDGs but will not be directly involved in implementation 
programmes.  

• In NAS, in Agriculture, there are initiatives for the inclusion of modern techniques, for example 
rainwater harvesting, to enhance indigenous knowledge, and these are relevant to the national 
SDGs. 

 
The Disability Unit (DU) in Student Affairs makes provision for students with disabilities. DU offers the 
following services: 
 

• Advocacy and advice on any disability-related matters. 

• Consultative and counselling services for students with disabilities. 

• Assistive technological services: screenings, trainings and support to students with disabilities 
regarding a variety of assistive computer technologies and software applications available at the 
DU’s computer lab. Training sessions are available on request. 

• Adaptive text arrangements: Conversion of study material into accessible formats. 

• Facilitation of test and examination accommodations for students with disabilities. 

• Test and Examination Concession applications (relevant supporting medical report required and 
registration with DU). 

• Orientation and mobility training. 

• Academic support for students with learning disabilities. 

• Psycho-social support for students with disabilities. 

• Referrals for recommended textbooks in electronic format. 

• Accessible study venues and computer lab. 
 
The implementation of the Blackboard Analytics for Learn could assist in making sure that online 
information is available to people with disabilities. This programme identifies areas where information is 
not accessible. Because of UP’s involvement in training teachers to work with learners with visual 
disabilities through the Advanced Diploma in Visual Impairment Studies, this will become increasingly 
important with a higher number of students with disabilities at the University. 
 
Facilities Management tries to ensure that the campuses are generally enabling. A project is currently 
underway on the Hatfield Campus to put in a guided pathway for blind students, staff and visitors. 
Throughout the University, venues are built or adapted to be accessible to students and staff in 
wheelchairs. A guided walking path is under construction for people with visual disabilities 
 
In the imagery and branding of the University, people with disabilities should be included to reflect a 
diversity of students in the physical learning environment. 
 
Lecturers also need to be aware of students in their class with different needs. Even something as simple 
as a PowerPoint presentation can create a disabling environment for colour-blind students. Some 
lecturers like very colourful slides, but red on green will make the information invisible to some 
students.  
 
On issues of transformation, it is essential to take a cross-disciplinary view. Students want their degree 
to be internationally accepted, so a student perspective of what is of interest is important. Several 
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student surveys have been conducted over the past two years as well as various discussion 
opportunities being created. 
 
 

2.3. What approaches does the institution take to identify instances of bias and alienation related 
to the curriculum? How are these addressed?  

 
There are many factors that can contribute to a sense of alienation in students: for example, 
 

• the content presented; 

• the lecturer(s) presenting the module(s); 

• the language and accent of the lecturer(s); and  

• the culture of the campus or the residences.  
 
All of these aspects form part of the curriculum as experienced by students. The race or gender of the 
lecturer has implications for role modelling. The perceived approachability of lecturers affects students’ 
willingness to communicate with them around curriculum issues. Upbringing and culture influence 
student willingness to challenge an elder or a person perceived to be in a position of power or someone 
of another gender, race or language group. Some people underestimate the impact of competence in 
the different languages of tuition for studying and even socializing on campus. While anecdote is not 
data, there are many stories of students unable to participate in class as they cannot formulate a 
question in English quickly, or who make no friends in residences where their first language is not used. 
One of the three transformation workstreams focused on language. 
 
For most students, the lecturer is the personal interface with the curriculum. Are lecturers open to the 
contexts of their students? It was reported that Faculty Transformation Committees and representatives 
of departments discuss and debate issues such as the effect of the changing family structure and the 
changing demographic of students, among others.  
 
A common tenet in education is that one should link new knowledge to prior knowledge. Lecturers and 
students meet from different worlds and backgrounds, leading to challenges. Each lecturer needs to 
know what there is to build on or counteract and ways of doing the latter without alienating students. 
Sometimes students take subjects at university with no link to a school subject, either because it was 
not a school subject or because they did not take it. One possible solution might be to separate the 
students, but staff capacity might not allow that. The lecturer has to perform a balancing act of keeping 
those with a solid background stimulated while not alienating those who are starting from scratch and 
causing them to drop out or fail. At other times, what is being taught violates long-held knowledge or 
values and causes the student to resist or misunderstand the new learning.  
 
Alienation is an issue if students are not attending classes – UP teaching is largely face-to-face. Work, 
pregnancy and other life circumstances might be some of the reasons for not attending class. Most 
Faculties have facilities for personalized support. However, UP is currently still investigating methods to 
capture class attendance so students basically have to self-identify should they need help. Lecturers, 
FSAs and counsellors are all people with whom a student could discuss a problem. 
 
Common problems can be pointed out by individual students or class representatives. Certain modules 
in Mathematics provide students with a voice with respect to which teaching method works for them by 
requiring a pre-test before practicals. If a certain minimum percentage is attained, then attendance is 
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not required and a code is provided allowing access to the post-test. Should the percentage not be 
obtained, then attendance is compulsory. The format of the post-test (e.g. online or discussion group) 
can also be chosen, thus rewarding students responsible enough to do the required work. Students thus 
have a voice in teaching methods and provide feedback to the Faculty on this and the effectiveness of 
lecturers.  
 
With an increase in student numbers and the advances in educational technology, the online learning 
management system has become increasingly integrated with the in-class approach to ensure continued 
engagement. It is important to change the blend of teaching methods constantly as the student 
population is changing. However, the use of technology is not necessarily inclusive given the poverty of 
some students who do not own their own devices, do not have access to data off campus, cannot afford 
clickers, and other related challenges. The University has made 6,000 computers available in 
laboratories across campuses and provided ubiquitous Wi-Fi on campuses to try and assist with this 
problem. 
 
In the use of technology, it is important that online content is tailored to make it advantageous for 
students to attend classes. If content is too comprehensive, there will be no need to attend classes; if 
there is value added in the lectures, students will see the sense of class attendance.  
 
Students who are also top sportspeople who compete nationally and internationally sometimes have a 
problem with class attendance and are often forced to only attend the lectures they consider most 
important. There is a need for understanding and for allowances to be made when these types of 
commitments clash with lectures. The University has been investigating the use of online support for 
such students. 
 
Although reasonable steps are always taken to develop curriculum content and delivery packages 
objectively, the mode of lecturing and delivery by the lecturer may not be free of bias. Lecturers are 
responsible for choosing resources and study materials, which could contain bias and possibly be non-
inclusive.  
 
External reviews of programmes or disciplines could also uncover bias and make recommendations for 
improvement. The academic practice of external examination moderation is one mechanism. Some 
Faculties have advisory boards. Professional degrees have accreditation bodies such as the Health 
Professions Council of South Africa (HPCSA) or the Engineering Council of South Africa (ECSA). Audits are 
conducted by the Council on Higher Education (CHE). Where there are no professional bodies, the 
University’s Quality Assurance office has a regular quality review cycle for such programmes and the 
panels always include an international expert. 
 
Temporary outside lecturers are used and some Faculties have a quality control process to first accredit 
these lecturers. Their lectures are also attended by permanent staff to ensure that standards are 
maintained.  
 
Longitudinal research at the University shows that course choice is the biggest cause of first-year drop 
out. An App, named Career App.tizer, has been developed to reach students prior to their enrolment at 
the University (as early as Grade 9 or 10). Course advice is also given before registration. Some students 
who want to enrol in medicine are initially rejected but can re-apply after the first semester. If they are 
still not selected at the second attempt, they often leave instead of pursuing the BSc. One of the 
lecturers in NAS has recently made a short video encouraging such students to think of all the wonderful 
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things they can do with the subjects they have already passed. Career Days are held to highlight 
different career opportunities that are available. DESA assists students in preparing to go into the world 
of work and, in March 2017, they worked with Enterprises UP to launch free online PODs on the topics. 
EMS introduced two mini-career days for current students in 2017. These events focus on students who 
are uncertain of their current career choice or who may wish to transfer to other degrees at the end of 
either the first or second semester. Students registered for a BCom (Own Choice) are exposed to the 
different degrees offered by the Faculty during the first such event, and students are also exposed to the 
transfer requirements that need to be met in order to transfer from one EMS degree to another. The 
transfer guidance is also available on the EMS Faculty website.  
 
Psycho-social integration is as important as academic integration and UP has tried to build a system of 
co-curricular interventions to identify and assist students who might experience difficulties. The 
University has a range of human, financial and psycho-social support mechanisms. For a variety of 
reasons, students often do not access available support services or consult lecturers or support staff 
until it is too late. Many students do not articulate problems and therefore do not benefit from 
initiatives that are available. It is also clear that some students are not aware of all the help they can 
access despite the fact that they are publicized during orientation of first-year students and throughout 
the first year in the online UPO module.  
 
Care is also taken to make FSAs prominent during registration and all FLY@UP functions as they can 
refer students to many resources if approached. They also monitor the UPO modules, and thus can 
identify lack of engagement early. FSAs are fully used by students needing assistance in decision making 
when rejected from specific courses. They also act as recipients of confidences from students about 
their problems generally, and can refer them for counselling, financial aid, tutoring, etc. They give 
students greater confidence in their academic abilities by arranging workshops on study skills, time 
management or examination preparation. 
 
Mentors are allocated to first-year students to ease the psycho-social transition to university and 
decrease alienation, particularly to students who appear to self-identify as at-risk on the Student 
Academic Readiness Survey (STARS) administered during registration. The highest priority is given to 
students who are first-generation or who come from rural areas. Residences also have trained mentors 
to assist students. Health Sciences allocates a third-year mentor to all first-year students, and monitors 
the programme closely. 
 
Library use is apparently a good predictor of student engagement within the first month of first year, 
although we do not measure it at UP. We do know that students make optimal use of the study centres 
at the UP libraries across the campuses, some of which are open 24/7.  
 
 

2.4. In about half a page each, describe 2 to 4 exemplars of curriculum initiatives that promote 
inclusivity of diverse students 

 
Exemplar 1: Law 
One example of inclusivity in the curriculum is the Law Clinic, which provides intensive, focused 
opportunities for the discussion of relevant legal issues in real-life, local contexts, and develops 
important graduate attributes. Students work with each other, with legal professionals and with clients, 
often from very different communities from those in which they grew up, exposing them to the diversity 
in the country. The University of Pretoria Law Clinic (UPLC) strives to  
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• provide comprehensive, quality practical legal training to final-year students through 
curriculum-embedded community engagement; 

• deliver quality legal services in litigious and non-litigious matters to marginalized, 
disadvantaged, indigent individuals in urban and rural communities;   

• provide employment opportunities and support to law graduates, including previously 
disadvantaged groups, to create access to the organized legal profession; and  

• conduct socially relevant research aimed at reform of industries that have a direct impact on the 
everyday lives of South Africans. 

 
Through its activities, UPLC undertakes to foster a commitment in staff and students to building a 
society based on democratic ethical values, social justice and the rule of law. The Law Clinic started as a 
student initiative. In 1980, during the dark days of apartheid, thirteen idealistic and enthusiastic 
students from the then segregated, all-white University of Pretoria reached out to the disenfranchized, 
marginalized, indigent black and coloured communities living in townships east of Pretoria. From a 
classroom at a local school, they rendered legal advice on a limited scale (one evening per week). They 
did so without receiving any fee, reward or academic credit. Supervision and involvement by the Faculty 
was on a limited and ad hoc basis. From this humble but brave beginning, the Clinic has evolved over the 
past 30 years to become the largest law clinic in the country, employing 32 staff members (attorneys, 
candidate attorneys and support personnel). The UPLC trains 40 to 60 final-year law students registered 
for this elective module, delivered by way of experiential training through the medium of community 
service. Today the student body is very diverse, totally transformed from the all-White university of the 
1980s. The UPLC is accredited as a legal aid clinic by the Law Society of South Africa. 
 
Exemplar 2: Collaboration between Faculties 
Diversity can focus on opportunities to work with students from other Faculties. There is considerable 
collaboration between the School of Architecture, the Department of Family Medicine and the 
Entrepreneurship Division through joint involvement in participatory action research. Different focus 
areas come together and translate into the kinds of outcomes particular to each discipline. This provides 
a fairly holistic view of situations, social capital, economic models and health models that influence the 
way in which students produce, whether they produce a design, a business model, or a health strategy. 
The collaboration also addresses SDGs in an integrative way. Another example is that the Department of 
Speech, Language and Hearing has joined the School of Healthcare Sciences on the inter-professional 
education module, IHL. Their first-year students attended this module for the first time in 2017. 
 
Exemplar 3: Community Engagement 
Most community engagement work at the University is curricular for credit – about 13,000 students 
were involved in 2016. The Policy on Community Engagement prescribes that students in each 
programme should undertake one community engagement module before graduating, unless more are 
prescribed by a statutory council. Community engagement takes students’ knowledge and skills into 
communities to solve problems identified by the communities. By their nature, many projects involve 
diverse groups of students working together to solve a problem in collaboration with community 
leaders. Communities are developed while the students are learning and achieving pre-set outcomes.  
 

• In Veterinary Sciences, groups are created deliberately to include as diverse as spectrum of 
students as possible. 
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• Students from different Faculties might work together on the same platform: for example, EBIT 
students improving or building structures where HS students can do clinical work or where 
Education students can teach. 

• Community engagement can impact directly on curricula. It emerged from a recent high-profile 
trial that the skills of those whose function is to write reports in mitigation or hardening of 
sentences are lacking. The Criminology Honours course is being modified to address this 
deficiency. The students will work at a court in Hatfield, do pre-sentencing consultation with 
prisoners and write reports for the court. A report-writing component is being introduced into 
the syllabus. The curriculum engagement thus benefits the community and the students but can 
also feed back into the curriculum.  

• Community engagement can also impact on innovations in assessment. The summative 
assessment in the JCP module in EBIT entails student groups producing YouTube videos. The 
community where the project was conducted views the video and has to verify whether it 
accurately portrays what the student group has achieved. Students receive a zero mark if the 
community disagrees with what they have depicted. The community is involved in developing 
students’ knowledge as well as in assessment, which is a very powerful approach. 

 
Exemplar 4: Health Sciences 
Diversity can include taking care of the individual within the group, treating each person as special. In 
HS, a personalized support strategy exists to assist ‘impaired’ students. An ‘impairment’ is defined by 
the HPCSA as having an impact on someone to the extent that s/he is not able to practise his/her 
profession owing to personal challenges. Students are referred to a psychologist who provides the 
Faculty-appointed committee with recommendations regarding treatment and possible time off. 
Regular feedback is provided by the health professionals and no fees are payable during time off. 
However, time lost has to be made up by the student. These consultations are confidential. It is 
important for lecturers to be informed of circumstances for non-attendance in order to make 
suggestions regarding workload. It has been noticed that students working in their chosen field of study 
sometimes exceed class expectations but can really struggle to keep up if they are working in unrelated 
fields. Many personal issues are managed on an ad hoc basis. 
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CHAPTER 3 
 
3. Curriculum development capacity and quality 
 

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? 

 
Curriculum processes at UP are guided by the Policy on Curriculum Design and Development (S4462/16) 
and its addenda: 
 

Addendum A: Guidelines on curriculum design, development and implementation 
Addendum B: Guidelines on Using Credits, Notional Hours and Level Descriptors for  
  Academic Planning within the Higher Education Qualifications Sub- 
  Framework (HEQSF 
Addendum C: Research-/Inquiry-based Model for Teaching and Learning 
Addendum D: Graduate Attributes 
Addendum E: UP Regulation Amendment Template 
Addendum F: DHET Application Form for PQM Approval 
Addendum G: HEQC Online Application Form for Accreditation 
Addendum H: SAQA Template for Registration 

 
The Department for Education Innovation (EI) has education consultants (ECs) who have received 
training in curriculum development within the national framework (most recently with the support of 
the Teaching Development Grant) and it is clear from the comments from staff members on the teams 
writing this report that their services are invaluable in helping the academic staff to design, develop, 
deliver and review their curricula. They are able to participate in curriculum committees or offer 
professional training to whole departments to raise their level of understanding of curriculum 
development. ECs provide input on curriculum design, the writing of outcomes, constructive alignment 
of outcomes, activities and assessment and so on. They are, however, not subject matter experts so they 
do not influence the substance of the outcomes and content. A team approach between lecturers and 
education consultants is essential. EI has also developed a study guide template. Quality control of study 
guides is an important issue in alignment and can assist in providing staff with the bigger picture of the 
outcomes in a department or Faculty.  
 
According to the University’s Policy on Academic Professional Development: Teaching and Learning 
(S4671/16), during their probationary period, lecturers have to attend  
 

• an Academic Induction course (Departments for Education Innovation – EI and Research and 
Innovation – DRI); 

• an assessment course (Department for Education Innovation); and 

• digital literacy training that includes 

• a computer and information literacy course for lecturers (Priority courses offered by ITS 
could be used for face-to-face learning for Microsoft Word, PowerPoint and Excel.), 
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• basic courses in the use of the Learning Management System (clickUP): clickUP overview and 
clickUP content6 (Department for Education Innovation), 

• anti-plagiarism and TurnItIn (Library and Department for Education Innovation), 

• AV Technology in an Educational Environment (Information Technology Support) and 

• use of the e-mail system (Information Technology Support). 
 

But the single, three-day Academic Induction has been criticized as inadequate to develop Day 1 
teaching competences and in-depth growth and reflection. The Executive and the Vice Principal: 
Academic have been discussing a year-long, assessed set of experiences that could lead to an ETDP SETA 
accredited short course designed and delivered by EI. The idea of a guide or possibly a series of short 
videos that would focus on Day 1 competencies of a UP lecturer was discussed and will be pursued by 
EI’s videographers and ECs in collaboration with interested Faculties. There was also a suggestion that 
the induction course should take place prior to the beginning of each semester in order to allow new 
lecturers time to adjust to the University. Already, for lecturers who join during the year, between 
induction courses, some Faculties hold less formal induction processes to assist both new and external 
lecturers.  
 

• Staff members who join the teaching staff in NAS from February to October and have limited 
contextual experience are all referred to the EC for a session called ‘Induction lite’. The Faculty 
does not want its teaching staff to be overwhelmed in the lecture hall on day one. The EC 
discusses general issues as well as giving clear guidance on structuring a learning opportunity. 
She also encourages them to invite her to a peer review as soon as possible and many make use 
of that invitation. This contact with an ‘independent insider’ has proven to be very beneficial. 
Lecturers feel cared for and, owing to the contact, they embrace the support offered.  

• It is anticipated that, from 2018, teaching staff in EMS will be exposed to eight two-hour-long 
training sessions by the EC over an eight-week period at the beginning of each semester to 
ensure that they are assisted in developing their teaching skills and teaching-associated 
competencies. The aim of this intervention is similar to that of NAS as described in the previous 
paragraph. 

• HS has an orientation programme for lecturers (TEDi – Training for Education Development and 
Innovation). The TEDi 2017 training ran over five weeks (11 May – 7 June) with two sessions per 
week. Specialists who are also experts in teaching, learning and assessment facilitated the 
sessions. The workshops were highly engaging and interactive, and the facilitators applied and 
demonstrated the different approaches and teaching techniques that they were sharing with 
the participants. A wide range of topics was covered in an engaging and lively way, including 
planning and facilitating theoretical sessions as well as how to facilitate clinical teaching. 
Assessment in the theoretical and the clinical context was also addressed and there was a 
specific focus on quality and standard-setting. Feedback, which forms such an essential part of 
assessment, also received attention. The focus here was specifically on the feedback in the 
clinical setting and how to do it in a professional, yet student-centred way. Participants from 
various departments attended the training sessions and all reported an appreciation for the 
training and the content. 

 

                                                           
6 More advanced clickUP and e-learning courses are available: clickUP Assessment; clickUP Collaboration; clickUP 
METRICAL; clickUP Assist; clickUP Grade Centre; Computer-based testing (QuestUP); Mobile Learning; e-Learning 
for Academics; Creating Digital Lectures (i.e. Collaborate); and narrated PowerPoints. Other courses are added as 
technology developments necessitate. 
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The normal process for an EC is to provide a combination of departmental workshops, at the request of 
a head of department, or to coach individuals. In NAS the Teaching and Learning Committee informed 
the departments responsible for a number of programmes that they needed to revise their credits, and 
suggested they approach the NAS EC. The Department of Animal and Wildlife Science invited the EC to 
do a session for the department informing them of all the factors involved. The Department of 
Agriculture Economics, Extension and Rural Development did so after their proposal was rejected; the 
departments of Physiology and Genetics consulted with each other regarding the triple-major degree. 
There were also requests for general advice on curriculum development and information sessions were 
conducted in the Department of Geography, Geoinformatics and Meteorology as well as the 
Department of Zoology and Entomology, which wants to revise its Honours degrees.  
 
Some academic members of staff have been supported to take the curriculum development module 
offered at Rhodes University as part of the PGDHE (supported by the Teaching Development Grant), but 
most lecturers generally rely on the expertise of EI to complement their subject-matter expertise.  
 
SAFRI (one of the regional institutes of FAIMER – Foundation for the Advancement of International 
Medical Education and Research) provides a two-hour workshop that covers the basics of curriculum 
design and setting objectives for curriculum alignment for health sciences educators. They also offer 
two-year fellowship opportunities to health sciences educators who seek to improve local educational 
systems. 
 
Faculties that make use of lecturers from the private sector require continuous train-the-trainer 
interventions to ensure that market needs are met and that functional learning design aligns with the 
curriculum and provides appropriate outcomes.  
 
Depending on the nature of the programme, the HoDs might drive the processes in departments, but in 
other cases a Dean or Deputy Dean might act as driver. Individual learning programmes are examined to 
determine how each year of study relates to the following year, and to the learning outcomes and exit 
requirements. Major changes must go through the ratification process up to Senate level, which serves 
as a deterrent to implementing such changes without due consideration. Small changes can be 
implemented but the erosion of the original curriculum is a danger that should be kept in mind when 
changes are made. Revisions are made where alignment has been skewed by changes over time. 
 
 

3.2. What processes are in place at institutional and lower levels within the institution to ensure 
the quality of curriculum design, ongoing development and renewal, and implementation? 

 
The governance for curriculum development is in place and includes Teaching and Learning Committees 
in Faculties, Faculty Boards, the Academic Planning Committee and the Senate. Curriculum issues that 
are identified are raised at HoD meetings and referred to the Teaching and Learning Committee for 
discussion. Recommendations by the Teaching and Learning Committee (small changes such as names) 
are fed back to HoDs and changes made. All changes that would include redesign of a module/degree by 
more than 50% and new modules/degrees are referred to the Faculty Board and, where necessary, to 
the Senate. Curriculum changes in Health Sciences are done at the School level. The HPCSA has recently 
focused on ensuring that healthcare professionals are educated to meet the needs of the country for 
primary healthcare, and that will impact on curricula. 
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The University has a Department of Institutional Planning (IP) with an Academic Planning Office that 
assists lecturers with preparing documentation in line with national policies (e.g. SAQA, CHE, DHET) and 
a Quality Unit that organizes regular reviews. Review panels, audit processes and external evaluations 
provide input and check outcomes of curricula. A feedback loop to the Faculty ensures alignment and 
changes where necessary.  
 
Accreditation is an important quality process, whether through the Council on Higher Education (CHE) or 
statutory professional councils. The CHE accredits all new programmes and conducts national reviews of 
programmes, while professional councils conduct regular reviews of programmes for accreditation 
purposes. The relationship between the CHE and professional councils or between councils and 
universities is not always easy, and it is understood that a framework is being developed to regulate 
these relationships. 
 
National reviews by the CHE impact on the curriculum. As a result of the national review of the LLB 
degree, the Teaching and Learning Committee in Law meets regularly to ensure that recommendations 
are implemented, and is also looking at all modules in the Faculty.  
 
Professional body requirements are growing exponentially and it is sometimes difficult to ensure 
alignment within curricula. Lecturers are constantly required to balance academic discipline 
requirements with those of the professional and accreditation bodies. The codes of practice laid down 
by these bodies are reviewed from time to time, which forces a revised view of outcomes.  
 
Apart from the renewal discussed in Chapter 1, professional bodies have very specific requirements in 
their competency frameworks but do not always take cognisance of what students can fit in or the 
nature of a higher education degree that has to be broader than practice.  
 

• Some professional bodies, such as SAICA, have specific professional examinations. Students 
need to be well prepared to sit these examinations, so the University approach cannot differ 
significantly from the requirements of the professional body. The CA results are published 
widely and listed per university. It is therefore essential, in order to mitigate institutional 
reputational risk, to include preparing students to align with the professional requirements. This 
may not always match the university’s teaching approach. Changes aligned with accreditation 
board requirements that affect less than 50% of outcomes are motivated by HoDs and can be 
implemented without the ratification process. However, these small changes can undermine the 
original design of the modules. 

• The HPCSA has recently revised accreditation requirements that would require changes to the 
curriculum. 

 
In HS, a lack of standardization across study guides was identified during an audit by the HPCSA. The 
Education and International Elective Office, Teaching and Learning Committee and others assisted in 
addressing this situation. 
 
Some professional bodies require an ethics module. However, these modules are not necessarily 
provided by the Faculty in question, but reside in Humanities, which makes it difficult to control or 
reinforce. For instance, EMS ethics modules are taught by Philosophy in Humanities. Veterinary Science 
includes soft skills, including ethics, throughout the study period in their annual professional 
development module. In HS, ethics modules are compulsory, but often the theoretical knowledge is not 
reinforced by the practical clinical experience, especially in less well-equipped clinical situations. It is 
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compulsory for clinicians to attend modules on ethics and softer issues to ensure good practice. Law 
reinforces ethics through the introduction of a module on how the law supports social transformation. 
EBIT offers its own ethics module. 
 
Generally, changes to professional body competency frameworks impact on curriculum; so, for instance, 
the Master of Public Administration is changing in response to the new Senior Manager Competency 
Framework prescribed by the Public Service Commission. In the IT domain, requirements and standards 
change frequently and the curriculum needs to be adjusted to reflect industry changes. Industry might 
also suggest changes in a variety of fields where needs are changing. Where Advisory Boards exist, they 
might also influence curriculum development. Advisory Boards exist where professional bodies are 
involved, such as in EMS (e.g. Chartered Accountancy, Internal Auditing, Business Management); EBIT 
industry partners in various disciplines; church partners in Theology with formal agreements, etc.  
 
In the Education Faculty, the Minimum Requirements for Teacher Education Qualifications (MRTEQ) 
provide the framework for curriculum development. The departments are the drivers and set the 
roadmap. Requirements are shared in the Faculty through the Teaching and Learning Committee and 
the HoDs.  
 
Universities often complain about the slowness of CHE accreditation processes, but internal processes 
are necessarily slow as well to ensure quality through adequate discussion. It takes time to get the 
documentation ready for the Senate. Then there is a time delay between a curriculum change being 
approved by the Senate and the new curriculum being included in Yearbooks and implemented. 
Expectations regarding when changes are implemented need to be managed. An example might be the 
work of the Language and Curriculum Transformation Workstreams. For the former, there were court 
cases and appeals and the University had to wait for the Minister to gazette a change to the University 
Statute. For the latter, there was thorough discussion and consultation internally, including roadshows 
to each Faculty, external perusal of documents produced, and finally submission to the Senate. The 
earliest that the product of either workstream will be implemented is 2019. 
 
There is also a widely acknowledged divergence between standard guidelines and practice. An example 
of this is the recommended times laid down for marking and preparation of examination papers, which 
are in some instances not realistic, and have to be balanced against actual time taken and between 
various activities. The fast turnaround required from lecturers in the delivery of examination results for 
papers written late in the examination period could jeopardize both quality and feedback. A marking 
workshop has been developed to assist in managing this challenge. 
 
The University operates in a very challenging environment owing to resource constraints. The staff-to-
student FTE ratio at the University is 1:25.8. The FTE ratio is an abstraction used internationally but it is a 
normalized number that masks the reality of lecturers standing in front of large classes of up to 600 
students, and also hides the range that exists across Faculties. Differences also exist across levels: at a 
postgraduate level, personalized services might be possible, whereas it is difficult at an undergraduate 
level because of the number of students.  
 
Quality is impacted by the people in the system: South Africa has a small higher education sector with 
limited staff, many of whom do not have doctorates. There is considerable competition for staff 
between universities, with some offering very attractive conditions and small classes. There are also 
discrepancies in working conditions and earning capacity between academics and the marketplace. This 
puts considerable strain on staff retention.  
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There is a constant struggle between importance and urgency in the pressure of time available. 
Performance indicators do not include curriculum quality but focus on numbers in terms of student 
success rates and research outputs. There is always the need to achieve a balance between what counts 
and what is measured. 
 
Cross-departmental interactions can provide a valuable source of new ideas and inputs to update and 
renew the curriculum and provide graduates with a better overall picture across a whole Faculty. A 
programme in HS includes three of the professions, and students have provided feedback that it is 
valuable to have an understanding of other departments. The re-integration of South African medical 
students who have studied in Cuba is challenging for HS but has also brought some good opportunities 
for renewal. Since many departments are involved in this process, silos have been broken down and 
opportunities for curriculum changes and hybrid learning have arisen. The students who studied in Cuba 
trained in primary health care (PHC). Alongside national initiatives like the PHC Re-engineering strategy, 
this will also drive the Faculty towards more PHC teaching. Therefore, preventative and promotive 
approaches will be emphasized more. In time, the internship platform and training will also need to 
move from one that is tertiary hospital-based to one that is more PHC-based. This will drive the medical 
curriculum in future. 
 
Community-based learning for credit is very valuable, and different models for implementation exist 
within an overarching paradigm of community development and problem-solving. In order to deal with 
the large numbers of students, the costs, and the potential for timetable conflicts, the Policy on 
Community Engagement prescribes one unique module per programme to be taken before graduation 
unless a professional body lays down more. Setting up and managing community engagement is a full-
time job that includes logistics and administration, and is not necessarily advantageous to an academic 
career since it limits both the time and opportunity to produce research papers. The University provides 
a Community Engagement Office in the EI to negotiate with community partners on behalf of the 
Faculties, record opportunities and sites of learning, provide safe routes to sites, manage transport and 
capture everything on a custom-designed Community Engagement Management System (CEMS). 
Academics can focus on their learning outcomes and the assessment of the learning experience.  
 
 
Exemplars 
 
Exemplar 1: Curriculum change in response to a quality review 
Animal Diversity, ZEN161, was a High Impact Module (large enrolments, serving multiple programmes, 
often with a poor pass rate and therefore at-risk) and was identified for a peer review as part of the 
improvement strategies, using funding made available by the Kresge Foundation through the 
Siyaphumelela (We Succeed) grant. The collegial peer review system aimed at enhancing teaching and 
ensuring that more students are retained, succeed well in their modules and graduate in the minimum 
time. This peer review system provided an opportunity for lecturers to share data and information 
relevant to student success, with a respected peer in the same discipline from another South African 
university. The lecturer and peer analysed those data together and arrived jointly at some insights and 
potential interventions to make improvements. The recommendations were introduced (i.e. reduce 
certain module content, change the way practical sessions are done, introduce improved assessment 
strategies and refer struggling students to the FSA). The success rate of the module has since increased 
significantly and it is no longer regarded as at-risk.  
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Exemplar 2: Professional boards 
The Department of Actuarial Science operates within the regulations of the Actuarial Society of SA 
(ASSA) and the board prescribes 95% of the content/outcomes to be achieved. The department 
deliberately does not attempt to ‘teach to the test’ as they expect students to know all the work. They 
do align their assessments during the semester to reflect the kinds of questions that can be expected. 
Old examination papers are available on ASSA’s website and they encourage students to complete as 
many as possible ‘under examination conditions’ to get used to the duration and tempo that is 
expected. There is an external moderator who has the power to sign off the exemptions that students 
can achieve through their UP examination papers. The curriculum is reviewed annually but that process 
results in little change. Once every ten years there is a large revision and different techniques in their 
field get included or removed. They also have an Advisory Committee comprised of senior people from 
the industry, all the permanent staff members at UP and one representative each from the Mathematics 
and Statistics departments. This committee meets once a year and the department gets feedback from 
industry and can share practice with industry. 
 
Sometimes a department might be affected by more than one professional body, which can lead to 
multiple accreditation visits. Fortunately, in the following example, both bodies made similar 
recommendations, which the Department of Human Resource Management is in the process of 
implementing, but widely divergent recommendations would cause confusion. 
 

• A panel representing the Board of Psychology from the HPCSA visited the Department of Human 
Resource Management during September 2016. They evaluated programmes which were on 
their accreditation list and recommended that a clearer distinction between Industrial and 
Organisational Psychology (IOP) and Human Resource Management (HRM) be made in the 
content of the programmes offered by the department. At the coursework Master’s level, the 
two magister degrees currently share all coursework modules and the HPCSA panel suggested a 
clearer split be made between the two degrees, with more psychology content (workplace 
psychopathology, career psychology and counselling) for the MCom IOP qualification, and less 
HRM content (omitting Strategic HRM, Leadership and Talent Management as modules). They 
also recommended that Professional IOP Ethics should be presented in a separate module. 
Additionally, the panel suggested that there should be a clearer split between the IOP and HRM 
foci at both the undergraduate and Honours levels. In response to the recommendations, a 
clearer distinction will be effected by splitting the current programmes into two undergraduate 
degrees and two Honours degrees dealing with IOP, and HRM and Labour Relations respectively. 

• In addition, a panel from the South African Board for People Practices (SABPP) visited the 
Department of Human Resource Management during September 2017. They also evaluated all 
programmes offered by the department. Their verbal feedback aligned with that of the HPCSA in 
suggesting that there should be a clearer distinction between IOP and HRM at both the 
undergraduate and postgraduate levels. Additionally, they suggested that an HRM internship be 
built into the undergraduate and Honours degrees, and that business ethics should be more 
prominent in the training of HR professionals. The department is in the process of using the 
recommendations made by the both the HPCSA and SABPP (the department’s external 
accreditation stakeholders) to split and enrich the programmes and make a clear distinction 
between qualifications related to IOP, HRM and labour relations. 
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Exemplar 3: Practical sessions and tutorials 
To ensure quality in teaching and learning in NAS, the role of practical sessions and tutorials should be 
kept in mind. Lecturers use different approaches to ensure quality in their teaching, yet they continually 
strive to do it smarter. Some examples are: 
 

• An app was designed to do the Animal Diversity practical, where a great deal of the work is to 
‘identify’ and ‘categorize’, which an app can do. There is thus no need to repeat the same three-
hour practical nine times. Students only need a one-hour contact session to see some real-life 
examples and do an assessment to ensure they stay on task. 

• The Department of Chemistry has redesigned the tutorials and practicals to be able to 
accommodate the growing numbers of students in the laboratories. They do a cross-over design 
where students do a practical and an online tutorial one week, and the subsequent week they 
do a face-to-face tutorial. There is currently an ongoing research project to obtain the student 
voice on which modality works best for them and why. 

• Field trips are undertaken by many modules and these trips are seen as great learning 
opportunities, partially because the context is so authentic. Students often get a taste of what 
their employment would be like one day. This aspect enhances the work readiness of graduates. 
Examples are Geoinformatics taking their students to Hartebeeshoek and Geology students 
collecting rocks in the Drakensberg. 

• A registered community engagement project is done in Geoinformatics where students collect 
GPS coordinates of every household in a suburb in Mamelodi called Alaska. They plot access 
routes for emergency services, pinpoint the dangerous hotspots in terms of electrical cables, 
water etc. These students make a huge difference while learning a lot about teamwork, time 
management and many of the other graduate attributes that we try to inculcate. The project 
continues from year to year so that, over time, a complete picture will be developed. 
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CHAPTER 4 
 
4. Participation in curriculum design and development 
 

4.1. In what ways are students involved in curriculum design and development, renewal and 
transformation of curriculum? Are there guidelines or policies at institutional or lower levels? 

 
There is no policy on the involvement of students in the development of curricula. However, there is a 
requirement that students be represented on institutional committees at all levels. The Student 
Representative Council has an academic portfolio, as do some Faculty Houses. The latter students are 
represented on the Teaching and Learning Committees in Faculties where new and revised curricula, 
examination policies and hybrid teaching models are discussed. 
 
An analysis of student needs and experiences is often the starting point for curriculum renewal, in 
addition to an understanding of the disciplines/ fields and the careers to which they may lead.  
 

• In the transformation of the LLB curriculum four or so years ago to inquiry-based learning, 
students were involved in the design of curriculum and this voice came through strongly in the 
final product.  

• In light of recent developments at the University, EMS, Humanities and NAS used a survey to 
solicit students’ views on which modules they consider in need of curriculum transformation. 

• Longitudinal surveys in Veterinary Science poll students every second year as well as graduates 
for up to two years after graduating. The survey results from graduates provide valuable input 
regarding workplace requirements and can influence curriculum renewal. 

 
The involvement of students in curriculum design and development can be problematic, as students are 
not fully aware of the knowledge, skills, attitudes and values needed in a scientific or professional 
environment. It is necessary to listen to the student voice about transformation but it is essential that 
there are scientific reasons to effect change. It is also necessary to distinguish between levels of 
maturity: first-year students might just be trying to survive, whereas more mature students might give 
valid input on outcomes and content.  
 
In terms of student involvement in governance bodies, representation of students is more at a strategic 
level than at a curriculum development level. A limited number of students, SRC members, are likely to 
see the curriculum product submitted for Senate approval and so would be aware of issues that serve at 
that level. It became clear in the course of discussions that students do not have effective, if any, 
mechanisms for providing feedback to their fellow students as a result of their participation in 
governance structures, so there is no closing of the loop. It was thought that student representatives 
needed to be inducted into their responsibilities related to meeting participation and feedback.  
 
Students are more likely to influence the curriculum during the curriculum implementation phase 
(teaching and learning). Class representatives meet with HoDs/ Deans regularly; their input on content 
and teaching practice is taken into account and changes effected. For example, in Humanities and EMS 
the Deputy Dean for Teaching and Learning meets regularly with class representatives and then sends 
input to HoDs. Education also periodically holds engagement sessions with the class representatives on 
various matters, including curriculum. To give an example, students were engaged during the Anti-
discrimination Week and focused on curriculum relevance, duplication and methodologies. The minutes 
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of the meeting went to the Curriculum Transformation Committee through Dr Phatlane, the 
Transformation Officer in the office of the Dean, to engage the different structures of the system. The 
Vice Principal: Academic also meets class representatives a couple of times a year to share information 
and receive feedback. 
 
Where lecturers use more open approaches in modules, students can co-create knowledge or 
contribute their own knowledge. They can make a contribution to the diversification of the content, but 
such input needs to align with outcomes. Community Engagement modules are very much about the 
creation of knowledge by students in South African social contexts as well as involving the application 
and transfer of knowledge and skills. For example, the YouTube videos made by EBIT students for 
summative assessment create content in context. 
 
Peer tutors are involved in identifying problems from tutorial classes and learning communities. 
Research at the University shows that tutoring is most effective when there is strong coordination of the 
system in a Faculty and lecturers participate in the initial training of tutors and have an ongoing 
relationship with them. 
 
Work experience can provide valuable input into the curriculum. The outcomes of work-integrated 
learning are planned by lecturers and sometimes Advisory Boards or workplace mentors. Students learn 
how knowledge and skills are applied as well as other valuable aspects related to work such as being on 
time, working within a system, working in teams, accepting mentorship, reflecting on experience and so 
on. They contribute what they have learnt back to the lecturer and this feedback might influence 
outcomes going forward. 
 
Students are always involved in review processes: they are interviewed by all review panels, whether as 
part of UP’s regular cycle-of-quality reviews or reviews by external professional bodies such as ECSA. 
During the review process, issues are identified and reported. The recommendations of the review form 
the basis for developing an implementation plan, which is monitored and provides a feedback loop. In 
the recent national LLB review, the views of students were provided in the report, although only a small 
proportion of students were involved. 
 
Multiple channels of communication are necessary to ensure that important information is shared. No 
policy exists and although there are many mechanisms within Faculties, there is no assurance that 
communication reaches all levels of the student body. ClickUP, Facebook, Twitter and e-mails are some 
of the channels that are currently used, but students suffer from information overload and often do not 
read what is not considered important to immediate study needs. In many Faculties students are also 
frequently reminded that they need to accept responsibility for ensuring that they access the 
information that they require. Class representatives potentially form an important part of the 
communication channels but it is unclear how they provide feedback to the class. 
 
Faculty Board meetings and the Senate are not conducive to in-depth, open discussion – smaller groups 
such as Faculty Teaching and Learning Committees are more effective. In the Faculty of Education, for 
instance, there are three student representatives in the Curriculum Transformation committee that 
deals with matters associated with curriculum review and renewal. They are engaged on all matters and 
they engage the other students on their side using the Houses and also the Student Representative 
channels. Effectiveness is also dependent on openness and willingness to open discussion by leadership. 
Faculty House representatives are part of the communication process but a single person often 
represents a whole Faculty. Perhaps there should be wider representation. Time constraints often 
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hamper meeting participation at undergraduate level, whereas postgraduates have more time and 
flexibility to devote to this type of activity and so might be over-represented on committees. 
 
 

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 lower level?  

 
The University of Pretoria has nine Faculties and a business school. Some Faculties have a fairly 
homogeneous focus, such as Law, but others offer programmes that align to more than one external 
professional body as well as offering more generic programmes. For some programmes, Advisory Boards 
are easy to constitute and provide valuable input. More generic programmes that focus on base 
disciplines and can ultimately lead to a number of careers usually rely on internal disciplinary expertise 
with some input possible from discipline experts at other national or international universities. Alumni, 
with their work experience, are surveyed and this makes a valuable contribution to curriculum 
development. 
 
UP believes in the value of review and accreditation processes in maintaining the quality and currency of 
programmes. The practice of the University is that Faculties that do not align to accreditation bodies 
should be reviewed by a panel that includes external experts, preferably at least one of whom is an 
international participant. Plans are developed and monitored based on the recommendations made by 
review or accreditation panels. Students are involved whenever review or accreditation occurs. 
 
Accreditation bodies such as ECSA have levels of review. If a university receives a clean audit, then a 
review will only take place again after five years; but, where issues are raised, there is a process for 
regular feedback on progress with the changes. Accreditation bodies are very strict but sometimes 
create curriculum overload because of individual industry requirements and the lack of alignment 
between accreditation bodies. Accreditation bodies sometimes introduce content/outcomes into the 
curriculum that are not entirely appropriate, requiring the university to review modules to align with the 
needs of the programme and the accreditor. The University tries to guard against credit overload. 
Credits indicate the amount of time required for a student to complete a degree. Loading a three-year 
programme, that should have 360 credits, to the point of verging on a four-year qualification, 
disadvantages students who do not have enough time to do so much extra work. 
 
Accreditation requirements can sometimes relieve internal pressure with respect to the required 
changes. Staff could have difficulty in changing mindsets but, when required by an external authority, 
the process could be less difficult. External accreditation brings in all voices and dissects all facets of 
what is being taught against rigorous standards. Feedback sometimes forces curriculum change. 
However, accreditation bodies look more at skills sets and outcomes, whereas a university education 
aims at a more holistic, intellectually rigorous experience for students. As a result, UP tends to engage 
critically with feedback and not limit the curriculum narrowly to professional body requirements.  
 
Apart from obligatory national accreditation, some Faculties or programmes seek international 
accreditation as well. For example, the Informatics programme is ABET accredited. 
 
Curriculum development must take a long-term view – there is a need to think several years down the 
line, although immediate business, professional or industry needs should be included. It is also advisable 
to keep in mind that there are many possible jobs that can be serviced by a single university programme, 
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so there is still learning to be done for specific jobs after graduation. The speed of technology 
development in all spheres of work makes it difficult to predict what the workplace will look like in three 
or four years’ time. The university therefore provides the basis for further learning and the working 
world serves as a second level of training.  
 
Although there are no policies and guidelines, there are regular review processes for all departments 
not externally accredited. Where there is accreditation by outside bodies, this will always include 
discussions with previous employers and alumni. As an external stakeholder, community input into 
curricula is crucial and is included in several Faculties including Health Sciences, Education and 
Veterinary Science. Applied sciences are subject to the requirements of regulatory boards and also rely 
on industry input in the form of advisory boards.  
 
 

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. 

 
Exemplar 1: Academic literacy  
The Unit for Academic Literacy (UAL) conducted a survey to determine students' perceptions about the 
effectiveness and the relevance of its subject-specific language curricula. The students of six Faculties 
took part: EBIT (School of Information Technology, departments of Construction Economics as well as 
Town and Regional Planning), EMS, Humanities and Law. The first thirteen questions were semi-generic, 
and between four and seven additional questions were focused on subject-specific aspects. Generally, 
students from all Faculties evaluated their learning experiences from very positive to moderately 
positive. Only the module for Law students was evaluated less favourably. About 10% of the students 
reported very negative experiences. The following year a new course co-ordinator with a background in 
language as well as law was appointed and the curriculum was thoroughly revised in collaboration with 
Law. Since 2016 the intervention for law students has been one of the UAL's most successful modules. 
 
Exemplar 2: Workstreams  
The idea of Transformation Workstreams emerged as the way forward after an inclusive workshop held 
in early 2016 that included students and staff as well as other stakeholders. Three Workstreams were 
proposed: Curriculum Transformation, Language and Residences. Professor Kok from Law was the 
overall coordinator. Each committee was co-chaired by a member of the Executive/Management and a 
student representative. It was inherent in the terms of reference and the strategy of the three 
Transformation Workstreams that students should be represented. The Curriculum Transformation 
Workstream included lecturers, students and external reviewers, and resulted in a document that went 
through several iterations and a consultative roadshow to each Faculty before the final document was 
approved by the Senate in May 2017. It is now the foundation for all curriculum transformation in the 
Faculties, which are busy compiling their own plans to align with the framework. High-level 
transformation necessarily focuses on the theoretical and the philosophical, which students do not 
necessarily understand. A simplified version of the document was thus written for the students to 
ensure that they understand the drivers of curriculum transformation. There has also been discussion on 
whether a Plain English version should be developed for staff, as the discourse favours humanities-type 
faculties. The Language Workstream resulted in the recommendation to change to English only as 
medium of instruction. The decision was challenged in court but the University’s case prevailed and the 
Minister subsequently signed off on a change to the University Statute. Faculties’ policies have been 
amended and the main impact on the curriculum will be felt from 2019. The Residence Workstream has 
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yet to complete its work. Students did not contribute continuously to the Workstreams and their level of 
feedback to their constituencies and understanding of issues are not clear. It seems that students want 
change but do not necessarily want to be involved in change processes. 
 
Exemplar 3: Health Sciences: Collaboration with the health community, municipalities, province and 
communities  
The voices of the communities as stakeholders are considered as crucial in healthcare. Health Sciences 
collaborates with communities at various levels to shape curricula for service delivery based on the 
communities’ healthcare needs. The levels include primary, secondary and tertiary, in both the public 
and private sectors. Healthcare students are involved in rural and urban communities and clinics, district 
and provincial hospitals, as well as academic hospitals, and even in the private healthcare sector. Both 
public- and private-sector stakeholders are involved in consultation and review processes to refine 
curricula to make them locally relevant. Multiple examples exist, but a typical process involves the 
following:  
 
• Key stakeholders from the communities are identified and invited to attend a 

workshop/meeting on a particular subject or course. 
• A meeting/workshop is held that focuses on the communities’ healthcare needs, curriculum 

content, current trends and evidence-based practice. 
• Information is collated into a working curriculum document and sent to key stakeholders for 

comment. 
• Input is incorporated into the refined curriculum.  
 
Exemplar 4: EBIT: Foundation provision 
The ENGAGE Programme addressed credit overload. A three-day workshop was held using student 
surveys of the module. Some lecturers were protective of their subjects, and attitudes were identified 
and unpacked. Staff of the ENGAGE programme involved in the professional accreditation module were 
involved. The focus was on what to include in order to meet exit requirements and to aid the work 
experience. Students, lecturers and accreditation bodies were involved and credits were reduced as a 
result. Research into ENGAGE is ongoing, with a thorough external review being planned to take place in 
2017. 
 
 
 

THE END 
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