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1.

1)

2)

3)

ABSTRACT

The South African education system, in its secoexhde since the political transition, continuefatze
major challenges, including overcoming its longtdng of racial inequalities and building capacior f
internal national development as well as intermaticcompetitiveness in a globalising world. After a
period of intensive focus on legislative change policy development, designed to replace apartheid
structures and practices and to modernize thermysteere is increasing acceptance of the needifio sh
emphasis to implementation. A key area for intetieenis the interface between secondary/further and
higher education, where problems with articulativave been acknowledged in policy as having
substantial negative effects on higher educatiomfopwance, particularly for students from
disadvantaged educational backgrounds.

This paper, written from the perspective of highducation, aims to identify, contextualize and offe
discussion on key issues at the interface betweeanslary/further and higher education that have a
significant bearing on effectiveness and equit$auth African higher education. It provides: (&)reef
account of relevant aspects of the policy envirami@) an account of performance and issues in the
school sector that particularly affect articulaticsoncluding that it is not realistic to depend on
improvements in schooling to solve higher educéadignogression problems; (c) an overview of current
undergraduate performance patterns intended toligfighthe significance of systemic problems,
particularly articulation, and arguing that promgtiequity of access and outcomes is an essential
condition for meeting national needs for high-legé&ills; and (d) an outline of key developmental
initiatives that can significantly improve artictizn and hence higher education performance.

A central theme of the paper is that successfitudation requires commitment to enhancing the
educational process in higher education as wetl ashools — particularly in relation to studerieston
and accommodating diversity in the curriculum — askey part of the sector's contribution to
transformation.
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2.

4)

5)

6)

7

8)

9)

EXECUTIVE SUMMARY

The paper identifies and discusses key issuesahtarface between schooling and higher educétion
South Africa. In light of South Africa’s troublecpartheid past and legacy of highly inequitable and
generally very poor schooling opportunities andvigion, the paper focuses in some detail on factors
and issues that have a significant bearing on wictyesffectiveness, equity and development in South
African higher education.

It is widely acknowledged that effectively functing higher education systems are key to the
socioeconomic wellbeing of developing countriesSbuth Africa, this is recognised in various p@gi
developed since the political transition, that séelposition the higher education sector to meet th
challenges of development through generating, dissging and applying knowledge that is of national
and international relevance and significance, wdiilthe same time fostering equity.

The paper discusses important aspects of the peinyronment (chapter 4): grouped as follows:
gualifications frameworks and integration of edigratand training; policies and policy-related
developments in schooling and further educatiod;@iicies relating to higher education.

In relation to the first of these (qualificatiorrariheworks and the integration of education andhitng),
the National Qualifications Framework Bill was pagsnto law in 1995. Its primary purpose was to
facilitate vertical and horizontal articulation @ducation at all levels. For this to be achieveds i
necessary for education and training to be intedtathe paper notes several difficulties that Hzeen
experienced in attempting to achieve this integratiparticularly in connection with establishing a
uniform credit system.

The second set of policies focuses on policieselation to the senior stage of secondary schooling,
Grades 10 — 12, where a new curriculum was intreduic 2006, and a new school-leaving qualification

is being introduced at the end of 2008. These Hegaite considerable changes, doing away with
vertical differentiation in school subjects (theeyipus Higher, Standard and Lower Grade versions of
subjects), and including some form of Mathematibkathematics or Mathematical Literacy) as a

compulsory subject for all students.

The third set of policies relates to the higheraation sector, and discusses the development amd ma
aims of the National Plan for Higher Education i@02. This plan highlighted the importance of
gualification completion rather than focusing otake (i.e. from access to success) and set ouwa ne
funding framework designed to support this shiftfukther important policy shift, embodied in the
Education White Paper (Department of Education b)9Zan be seen in the recognition given to the
need for equity-related educational initiativeb®wemployed in the higher education sector itsather
than being dismissed as being the responsibility ohthe schooling sector. The paper points to the
establishment of the Council on Higher Educatioricwhthrough its standing committee (the Higher
Education Quality Committee) has an explicit maadidr improving the quality of teaching and
learning in higher education. Finally, in what igg@ably the most radical state initiative in higher
education since the transition, the wide-rangirgitational mergers and incorporations which saes th
country’s higher education institutions reduce imber by almost half, the binary divide between the
universities and the ‘technikons’ was formally rered.

10) Following the discussion on policies impacting be interface between further and higher education,

the paper moves to provide an overview and anabyfsiurrent student performance patterns, in the
school and higher education sectors, with a viewptoviding the context for understanding the
continuing systemic issues affecting articulatiogtween the two sectors as well as the challenges
experienced in meeting national educational needsedressing historical inequities.
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11) In chapter 5, performance patterns in the schocioseare discussed, drawing on data from several
international trend studies and the current schemling examination at the end of Grade 12 (thed8en
Certificate). The point is made that the overafidemic level achieved by South African school stisle
is low —lower than could have been hoped for githenrelatively high share obtained by educatiomfro
the treasury, and certainly lower than the leveuneed for adequate preparation for higher edunatio
study. Several explanations are offered to acctamthe poor performance of South African students:
far-reaching, fundamental and poorly implementediculum changes in the 1990s; a high number of
inadequately trained teachers; political pressaregpass rates in the Senior Certificate, leading to
lowering of standards at that level; and, overanglyi the impact of the legacy of a dysfunctional
schooling system from the apartheid regime. Thdéimeconcludes by stressing that it is simply not
realistic to rely on school improvements in the rsho medium term to produce the well-prepared
students needed for higher education to meet gragweaduction targets.

12) Chapter 6 focuses on undergraduate performancerpsttstarting with an analysis of statistics on
student access and enrolment. The overall growttihensector, and the doubling of African student
enrolment in the last 10 years, is noted, alongsatginuing concerns about the underrepresentation
women and black students in key professional, SBd@ postgraduate programmes, and skewed
participation rates. The chapter continues withiradepth analysis of throughput and graduationstate
showing (for example) that although contact unikgrslegree programmes constitute the best-
performing sub-sector of undergraduate provisiarly ®0% of the cohort that began their studies in
2000 graduated within five years. For contact ‘tekbn’ programmes, the situation is of even more
concern, with only 32% of the 2000 intake gradugn#fter five years. In relation to ‘equity of outses’
concerns, the paper shows the extent of the rd@phrities that still exist, with, in almost akses,
black completion rates being less than half thdsetote completion rates. The chapter puts forward
several explanations for these findings, along veiiggestions for how they could be addressed. In
essence, it is argued that focusing only on acies®t sufficient to bring about efficient growth i
graduate output or equity of outcomes, that thédrgducation sector has an obligation to ideratifgl
address those challenges that are within its spbrefluence, and that the curriculum, in terms of
structure and delivery as well as content and @ssion, is a key variable impacting on student
performance.

13) In chapter 7, the matter of assessment at thefactelis discussed. The complexity of the admissions
terrain in South Africa is outlined, along with thele of Higher Education South Africa (HESA).
Essentially, the complexity stems from the contigudisparity and inequity in educational provisian
schooling, which unsurprisingly results in somedstus being disadvantaged and underprepared in
relation to their more privileged peers. This olngly poses challenges for equity of access. Thd nee
for and development of alternative access mechanipmcesses and instruments is thus outlinedgalon
with their role in widening and facilitating accepsuirticularly for educationally disadvantaged siuis.

14) Chapter 8 addresses many of the implications ofctiatlenges outlined in the paper for teaching and
learning in higher education. It stresses the irgmme of curriculum reform aimed at meeting the
‘articulation gap’ between schooling and higher @dion, and makes the point that to meaningfully
meet the scale of the challenge, such reforms teebd instituted not only at the introductory pleasé
gualifications (although this is a crucial firseg}, but need to be fully integrated with the ‘nsdigam’
curriculum throughout the course of the degree. ifgortance of adequate professional development
programmes for academic staff in their role as athrs is stressed, as this is essential if ingtitgtare
to be able to deal effectively with increasinglyatise student bodies and reformed curricula.
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3. INTRODUCTION

3.1 Aim

15) The South African education system, in its secogchde since the political transition, continuefat®
major challenges, including overcoming its longtdrg of racial discrimination and inequalities and
building capacity for internal development as wadl international competitiveness in the context of
economic globalization. Research on the schoolhdgiier education sectors is contributing to a gnowi
understanding of the nature and extent of the ehg#ls, which are manifested in all phases of the
system. In the wake of the first decade’s pre-oatiop with undoing the complex legislative basis of
apartheid and undertaking fresh policy developmiraie is increasing acceptance of the need tb shif
emphasis to implementation. This in turn requil@®ful analysis of underlying, embedded problerss, a
a basis for focusing developmental resources wiherecan most effectively have impact.

16) Entrenched educational challenges are perhaps idestifiable at the interface between major
educational phases. This is very much the case thighinterface between the school and higher
education sectors in South Africa, where probleritk @articulation have for some time been recognized
as constituting a key systemic fault line, as agkadged in the higher education White Paper of 1997
(DoE 199D). Given South Africa’s much publicized shortagésigh-level skills, addressing systemic
challenges of this kind is important for nationaldlopment.

17) This paper thus aims to identify and offer discoissdbn key issues at the interface between schooling
and higher education that have a significant bgaoim effectiveness, equity and development in South
African higher education. It does not attempt tfeioh comparative perspective, but it may well lios t
underlying issues in South Africa also affect ediocain other African countries, albeit in diffeten
forms. The authors believe that comparative studloesss African and other ‘South’ countries cary pla
a key role in identifying and addressing the edooal improvement agenda, and hope that such work
can be purposefully developed in future years.

18) While much of the paper deals with issues in tHestsystem, it is written from a higher education
perspective, and its treatment of schooling thusudes on aspects that particularly affect higher
education and its interface with the secondanjmreducation sector.

3.2 A note on terminology

19) South Africa has a 12-year school system. In cehteéth other contexts, the term Further Educatmm
Further Education and Training — FET) is used intBoAfrica only for pre-tertiary provision and
includes the last three years of secondary schmolihus in this paper the term ‘further educatimn’
used rather than ‘senior secondary’.

20) In higher education, the standard first degreetisee-year ‘general academic’ or ‘formative’ Bacing.
The most common ‘vocational’ qualification is tHede-year National Diploma, formerly offered by
‘technikons’ but now, following institutional resicturing, by universities of technology and
‘comprehensive’ universities. In this paper, vasdarms are used generically for the sake of brevit
For example, ‘undergraduate’ refers to nationaladifas as well as all first degrees.
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21) The ‘race’ or ‘population group’ categories usedehare those used by Statistics SA with the term
‘black’ referring to ‘African Black’. Such termseawused in the interests of fostering redress.
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3.3 The significance of higher education for develo  pment

22) There is wide recognition of the significance ofglér education in contemporary conditions in
developing countries, both for international contpeness in the context of economic globalization,
and for internal national development, stabilitydawell-being. The importance attached to higher
education is ‘founded on recognizing that countmdsch have managed to sustain high levels of
economic growth with significant improvements inetliving standards of the masses of their
populations are those which have given priorityeta@ellent education and training, and to higher
education and training in particular as an agersiogfo-economic change and development’ (CHE 2004:
14). In South Africa, because of its history, thisralso a pressing need to actively redress tecleof
the racial and gender inequalities of apartheid, tanensure that the benefits of higher educatioime—
direct benefits, in terms of individuals’ gainingdwledge and qualifications, and the indirect bigaef
in terms of the application of scholarship and aese to development and social problems — are
equitably spread across all communities.

23) Since the time of the political transition, Soutfrigan higher education policy development has &bug
to address these twin needs: fostering equityjquéatly through replacing apartheid-era structuaed
practices; and positioning the higher educationtaseto meet the challenges of development and
responsiveness to the contemporary world. It igrctdat all three of the main functions of higher
education — research, teaching and community emgagte— have essential roles, but in practice there
are tensions between them which, on the evidendbeoperformance of the higher education sector,
have proved hard to resolve. Research, for examplé&ey to the ‘integrated knowledge solutions
[required] to deal with complex socio-economic peolis — in developing countries as much as if not
more so than elsewhere’ (CHE 2004:17), but Souttic&f research output has declined steadily over
the last two decades (DST 2006). On the other hedidentification of technical and high-level ki
shortages as a major obstacle to development ggesx&mple Jipsa 2006) @ima faciean indicator
that the educational role of higher education igalarly the production of graduates — is not riregt
the country’s needs. Addressing these key tenssoasentral challenge for higher education poding
practice.

24) In accordance with the conference theme, this papssncerned with the educational function of leigh
education and, in particular, ways in which it feeted by the school sector and conditions at the
interface between further and higher educationicAldtion, particularly vertical articulation beterm
the school and university sectors, has been ideatds one of the most challenging factors affgctin
equity of access in South Africa. Moreover, recesgearch indicates that articulation — along with
related factors that are at least partly within gketor’s control — also has a substantial beasmghe
size and shape of the graduate output of the sastarwhole, and thus on its capacity to meet maitio
needs. Given the high stakes involved, understgnaim improving articulation, in all its facets,eds
to be a focal point of policy development and inmpdmtation.

25) These circumstances represent the context forithe @f this paper: to identify key issues affectthg

interface between schooling and higher educationl ® discuss approaches that may contribute
significantly to improving access to and succedsgher education, in the wider national interest.
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4. ASPECTS OF THE POLICY ENVIRONMENT

26) Various critical accounts of education policy anegress since the political transition have been
published (see for example CHE 2004; Kraak and ga2001; Cloete and Bunting 2000). This section
offers just a brief overview of aspects of polibat are relevant to further/higher education alditbon
and related aspects of higher education performafice aim is both to give an idea of the policy
frameworks that affect these key issues and tditltei comparison with policy in other African
countries.

4.1 Qualifications frameworks and the integration o f education
and training

27)One of the main post-transition policy instrumemssigned to improve access to educational
opportunities, throughnter alia facilitating vertical and horizontal articulaticat all levels, is the
National Qualifications Framework (NQF). The NQHIBvas passed into law as the South African
Qualifications Authority Act in 1995 (RSA 1995). @tdevelopment and functioning of the NQF is
overseen by the South African Qualifications AuityofSAQA), made up of members appointed by the
Ministers of Education and Labour. Since the NQBE haen very controversial in some educational
sectors, particularly higher education, it is wantiting some relevant aspects of its origins aatlfes.

28) A central element of post-apartheid education polias been the goal of integrating education and
training. This goal became prominent politicallyvesll as educationally during the transition inatéan
to key structural features of the apartheid erelugiing the exclusionary consequences of the ioferi
status of vocational education and training, besrie articulation between vocational and academic
professional education, and a lack of effective mseaf recognizing experiential learning (which
particularly affected black people). The situatiwsas manifested in, for example, the poor image and
resourcing of the then-technical colleges, completeparate provision for industrial training, ate
binary divide between universities and technikotise (latter institutions having a mandate for
predominantly vocational higher education proviyiorhe formal systemic structures, overlaid by the
fragmentation and inequalities of apartheid, wastifiably seen by many as creating severe obstacle
student mobility and progression, particularly Btack and ‘non-traditional’ students. There wa® as
profound distrust of the educational establishneenwillingness to genuinely open educational
opportunities and facilitate vertical and horizdéradiculation; hence there was strong motivation f
preferring ‘objective’ articulation regulations amgethods of assessment, rather than approaches that
rely primarily on academic judgment.

29) It was against this background that the NQF and SA@ere established as one of the earliest
undertakings of the new dispensation. It is notéfmothat this development was primarily an initiati
of the labor movement and the new Department ofougbrather than Education (SAQA 2005). In
keeping with the perceived importance of an ‘olijectt system, the NQF is based on building
qualifications through an accumulation of SAQA-apmd unit standards, using a uniform credit
system The approach has by and large been favorablyvestéy providers of training and vocational
education but has been widely criticized within #eademic community fointer alia, fragmenting
knowledge and thus being antithetical to key eleémefthe nature of academic education at any level
Many university degree programs have not adoptedSthQA-approved unit standards approach, and
strong arguments have been made for alternativetstes for higher education. A result of thishatta
new Higher Education Qualifications Framework (HBEQ¥as released in October 2007 after many
years of negotiation, as a compromise between SAQAthe higher education sector (see section 4.3.4
below). The debate about the NQF and associatedyploés been vigorous and often acrimonious,
perhaps mainly because it involves competing edutatideologies and epistemological perspectives.
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30) While the NQF aims to enable student progressiahléglong learning through seamless vertical and
horizontal articulation (including Recognition ofiét (experiential) Learning, or RPL), this goalssll
far from being realized in post-secondary educatidre complexities of the system and the debate are
outside the scope of this paper but some implinatifor articulation at the further/higher education
interface are briefly as follows:

31) Individual higher education institutions have atuiary right (DoE 199) to set their own entry
requirements. These requirements must by law bsonable, transparent and criterion-referenced (in
relation to the academic demands of specific progyabut in practice they also serve to regulate
enrolments quantitatively as well as qualitativéintry requirements differ markedly between proggam
and between institutions, not least because oflgtgpl-demand factors. This meamger alia, that the
NQF vision of seamless, criterion-referenced pregjmn breaks down at this level, in that successful
completion of the FET phase does not guaranteesaibmito higher education.

32) Horizontal and ‘diagonal’ articulation between aganic and vocational learning is also strongly d@#dc
by this situation. In practice, moving from a vacagl to an academic track still involves many hesd
a problem that has not been helped by the delaystrioducing the new HEQF. Also, while RPL has
been introduced in a number of contexts, its imeletation is extremely uneven, not only between
disciplines (as is understandable) but also betwestitutions. A potentially major influence on the
relationship between academic, professional andtiawal provision is the recent removal of the bna
divide through institutional mergers and the esshibhent of new institutional forms. This is disceds
in section 4.3.4 below.

33) A related matter is that the contestation overagygicability of the NQF approach to universitiesno
doubt contributed to lack of progress in estabfigha broadly accepted uniform credit system in éigh
education. One consequence of this is that criferimter-institutional transfer — between instituns of
the same type as well as between academic andimalaprograms — often lack transparency, so
student mobility can be affected as much by peioeptas the realities of differential institutional
standards. This is not to suggest that it is ptessibdesirable for higher education programs tonaele
up of uniform, interchangeable units, but ratheat tincreasing transparency in provision in terms of
volume, level and content — along the lines of, g European Credit Transfer System (ECTS) — is a
necessary condition for optimizing articulationdamence student mobility, in higher education.slt i
notable that various African countries, such as &fezique and Uganda, are currently tackling this
issue, and it will be interesting to see if regioc@operation can go beyond broad statementstehin
and provide real motivation for progress in thig keea.

34) The issue of what makes for effective articulati@tween further and higher education in South Afric
is greatly complicated by the legacy of racial ((mdome extent gender) inequalities in schoolingas
become evident over the last two decades, pambuth the NQF experience, that while clear prirespl
and transparency in requirements are essentiaabaratic regulation falls well short of what iseded
to achieve the twin goals of development and equititigher education. Rather, what is called for is
acceptance of an explicitly developmental apprdheh takes proper account of existing disparitie$ a
focuses on students’ potential to succeed as weaheir achieved performance. This represents taten
theme of this paper, and is elaborated in thesestielow.

4.2 Schooling and Further Education

35) Two Acts are of particular relevance to the integfdetween higher education and schooling: (a) the
General and Further Education and Training Qua&lggurance Act, No. 58 of 2001, and (b) the Policy
for the National Senior Certificate (NSC), July 800

4.2.1 General and Further Education and Training Qu  ality Assurance Act
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36) The General and Further Education and Training Quélssurance (GENFETQA) Act established
Umalusl as the quality assurer in the General and Fuidercation and Training bands (Levels 1 — 4)
of the NQF. Prior to the establishment of Umalusthe final school-leaving examination, the
‘matriculation examination’ — more properly knows the Senior Certificate — had been overseen by the
Joint Matriculation Board (JMB) and then from 198¢ the South African Certification Council
(SAFCERT). While a detailed history is not relevaete, it is interesting to note that in reactiorite
JMB’s attempts to decentralize control and adnmaigin of the Senior Certificate Examination,
SAFCERT was charged with centralizing the certtitma processes, as well as externally moderating al
papers and overseeing the standardization of sestie extent to which this responsibility was mes
been questioned, for example by Lolwana, who repidt SAFCERT has been accused of ‘a selective
approach to monitoring standards and of adjustiagpdgrds for different racial groups’ (Lolwana
2006:8).

37) One consequence of this was to conceal what waslBchappening in the schools administered by the
then-Department of Education and Training (DET, ahéhority responsible for black African education
under apartheid), and goes some way towards expipimhy the scale of the educational problem in
South Africa was so badly underestimated by thelnwelected democratic government and, indeed,
sundry education activists and planners. This wslenation, in turn, helped to pave the way in the
1990s for the introduction of the highly ambiticarsd very complex new curriculum for schools, built
on outcomes-based principles, called Curriculum520Recognition of the damage done by this is
leading to a back-to-basics movement, exemplifiedtrnecently in the launch of the ‘Foundations for
Learning’ program of instruction, which will empliees reading, writing, counting and calculation, and
rigorous, ongoing assessment.

38) In contrast to the narrow focus of SAFCERT, whichswalmost entirely on the Senior Certificate
Examination, Umalusi’s remit is to monitor and irope the quality of general and further educatioth an
training in South Africa. The three key functiome as follows:

* monitoring and moderating learner achievements,jssuing certificates at key points

« evaluating whether providers of education and ingirhave the capacity to deliver and assess
qualifications and learning programs and are dsm¢p expected standards of quality

* monitoring the standards of qualifications andrtlsisociated curricula.

39) The extent to which Umalusi is able to carry thiodigese responsibilities and mobilize commitment to
improving quality and standards will clearly havenajor role in addressing the challenges for
successful articulation between further and higlercation, as discussed in chapter 7 below.

4.2.2 Policy for the National Senior Certificate (N  SC), 2005

40) In South Africa, results of the final school-leayiexaminations, for which pupils sit at the endsoéde
12, represent the main instrument for selectindesits for higher education. Policy and practicatieg
to these examinations, and the curricula and doatibns they are linked to, are thus key eleménts
further/higher education articulation.

41) The new National Senior Certificate (NSC) will rapé the current Senior Certificate as the main
school-leaving (Grade 12) qualification in 2008&everal examination bodies set Senior Certificate
examinations. The most prominent of these are #qgaBment of Education (DoE) itself (with over half
a million candidates) and the Independent ExanonatBoard (with approximately 7,000 candidates).
All state schools write the DoE examination, aridsahior Certificate results are issued by Umalusi.

42) The Senior Certificate examination, in its presgmitgoing) form, has played a critical role in the

current education system. It marks the culminatibriwelve years of schooling and serves as the
entrance into higher education. In terms of thedfiartion of South Africa, the Minister of Educatics
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responsible for norms and standards in educatioth,tfae provincial authorities are responsible far t
actual provision of primary, secondary and furteducation — conducting examinations is therefore a
provincial responsibility. The national Departmeoft Education is not directly involved in the
administration of examinations, although it doeseha monitoring function to ensure that national
standards are maintained.

43) The first non-ethnic provincial Senior Certificaeamination was written in 1996.

44) The current (outgoing) Senior Certificate comprigegery complex set of requirements: the examinatio
is a group one, with a minimum of six subjects frimar of six groups; subjects are offered at vagiou
levels (Higher, Standard, and Lower Grade); andetlae strict language requirements, involving at
least two official languages at the Higher GradeslleFor matriculation endorsement (eligibility for
degree level study), candidates must pass spesiiiejgcts at prescribed levels.

45) The new certificate, the NSC, will be awarded ohi@gement of the exit level learning outcomes that
are stipulated in the National Curriculum Statem@CS) Grades 10-12 (General) — a curriculum
generally believed to be far superior to the oleé,ohespite misgivings about the system’s capaoity t
implement it effectively at this stage. The NCSaishree-year program of study, over Grades 10-12,
which was introduced in 2006. Candidates for théfmate are required to take seven subjectsctate
from two groups. From Group A, candidates must taleofficial South African languages (of which at
least one must be at Home Language level, and brméhich must be the language of learning and
teaching at the school), either Mathematics or Mathtical Literacy, and ‘Life Orientation’. From
Group B, candidates can select a minimum of angethwith the exception of Life Orientation, all
subjects carry 20 credits (Life Orientation carri€y. Candidates need to pass at specified minimum
levels in these subjects. In Grade 12, internadsssaent counts for 25% of the total mark in alljecis
except Life Orientation, which is wholly internalhgsessed. External assessment thus counts for 75%.

46) For higher education eligibility, NSC candidategdi¢o choose at least four subjects from a desidgnat
list deemed to be key ‘gateway’ subjects for higleetucation. The architecture for admission
requirements for different types of programs isodlews (Lotter 2007):

» Higher certificate: NSC with 3 subjects at 40-4984 at least 4 subjects at 30-39%
* Diploma: NSC with 4 x 20-credit subjects at 40-49%
» Degree: NSC with 4 x 20-credit subjects from theigieatedist at 50-59%

47) As mentioned earlier, it is important to note timstitutions have a statutory right to set theimoantry
requirements above these — for example, to stipudattain levels of performance in Mathematics for
entry to Engineering. This has resulted in diffénestitutions having significantly different minum
entry criteria.

48) The major differences between the old and new fications are that differentiation (subjects offiie
Higher, Standard and Lower Grades) is done awdy iwithe NSC, and that all students will take arfor
of mathematics (either Mathematics or Mathematlgedracy). Chapter 7 comments on some likely
implications of this change for admission to higaducation.

49) In relation to the abolition of differentiation,ehintention is summed up succinctly in the repdrao
Ministerial Committee established to investigate iatter of a single certificate at exit level 4:

Many educators argue that Standard Grade papetsdgetemand simple rote learning without understanadr
the ability to apply knowledge or transfer skillShey are of the opinion that the current Standardd&
examination perpetuates the iniquities of the Bd&tducation system and that all examinations shbaldet at
the same grade (equivalent to the current Highad&r. (DoE 2002: 14)
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50) The aim is thus ambitious in relation to improvihg quality of the outcomes of schooling through th
‘backwash’ influence of assessment on teachingleacdhing. Whether the aim will be achieved, and
how it will affect equity, remains to be seen.

51) Similarly, the move to make some form of Mathenmsatiompulsory for all NSC candidates is intended
to bring about considerable change in the systehrerdas only 63% of Senior Certificate candidates in
2006 (approximately a third of a million) took Mathatics, the vast majority on the Standard Grade,
now 100% (about half a million candidates) arengKilathematics or Mathematical Literacy (Simkins,
Rule and Bernstein 2007). On the surface, this iBghly desirable situation. However, unanswered
questions about who will teach the extra 170,00@estts, and how many teachers are competent to
teach the new subject Mathematics, are worryingynealicators in the country, not least those inwblve
in higher education.

52) In addition to the educational challenges facedhiroducing this ambitious new curriculum, the high
stakes political context surrounding the introdmctiof the new curriculum and certificate at the
school/higher education interface suggests thatDiygartment of Education is unlikely to be able to
tolerate a rise in failure rates in the new NSGerewhere it might be clear that teachers and sshool
have not at this early stage been able to cope thidhdemands of the new curricula. It is possible,
therefore, that in the first few years the NSC itsswill not in all instances accurately reflect ath
students know and can do in various areas.

53) In an attempt to assist the higher education ségtbetter understand and interpret the resulte@hew
NSC, and the Department of Education to track ttugness of the new curriculum, Higher Education
South Africa (HESAjcommissioned the National Benchmark Tests ProBfT{). The purpose of the
NBTP is four-fold:

e to assess entry-level academic and quantitatiswaby and mathematics proficiency of students;

* to assess the relationship between higher educatitig-level proficiency requirements and school-
level exit outcomes;

* to provide a service to higher education institogicequiring additional information to assist in
placement of students in appropriate curriculatesuand

¢ to assist with curriculum development, particulanyrelation to foundation courses (see section 8.1
below).

54) In essence, the NBTs are designed to provide icniteeferenced information to supplement the NSC
results, and to help higher education institutitmmeet the educational needs of their incomindesits
as effectively as possible. They will be introdute@ssist with entry from 2009.

4.3 Higher education

4.3.1 Core policy: towards balancing development, e  quity and efficiency

55) The core post-transition higher education policgudoent is the 1997 White Papér,Programme for
the Transformation of Higher EducatiofDoE 1997b). It was informed by a lengthy proceds
identifying and deliberating on policy options fibre new democratic era, the main vehicles for which
were the National Education Policy InvestigationEfN) in the early 1990s and the National
Commission on Higher Education (NCHE) in 1995-9éheTWhite Paper took on the demanding
challenge of establishing a framework of principdesl broad policy that would both address apartheid
inequalities and modernize the system, providirgasis for producing research and human resources
that would contribute to South Africa’s internaive@pment and international competitiveness. It was
and remains — highly regarded as a principled amdpcehensive document. It has also been critiqued,
however, as constituting ‘symbolic’ rather than igpienal policy, accommodating a range of goal$ tha
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are inherently in tension rather than making hdrdices about direction and priority (see for exampl
CHE 2004:231-232).

56) The task of operationalizing the White Paper wasyed in subsequent policy documents, notably the
2001 National Plan for Higher Education (NPHE) (D2@)1) and the new higher education funding
framework (DoE 2008). In terms of the topic of this paper, a key aspét¢hese documents is that, in
recognition of throughput problems in higher edigrgtthey shifted the policy emphasis from access t
student success. The NPHE stressed the importdnioeusing on improving the performance of the
existing intake rather than just on growth in emreht. The new funding framework, while retaining a
strong element of capitation funding in the formte&ching input’ subsidy, changed the basis opotit
linked funding to reward the production of gradsatether than being based on credits earned teward
qualifications). This has signaled the importanitached to completion of qualifications. In gengthé
emphasizing of student success (or efficiency i $kctor, as some would see it) has significant
implications for articulation at the further/highestucation interface, as discussed in chapter 8.

57) In terms of educational development in higher etlana— or Academic Development (AD), as it is
commonly known in South Africa — the White Pap@resented an important departure from the past in
recognizing the need for equity-related educationiiatives to be employed in the higher education
sector itself, not just at pre-tertiary levels. dykelement of this was the recognition that prolslevith
articulation between further and higher educatiparticularly for students from disadvantaged
backgrounds, were increasing with the widening ofeas, and were a major cause of systemic
dysfunction. The ‘articulation gap’ had implicat®ifor higher education as well as schooling. As the
White Paper put it:

In the short to medium term, in order to improveiggof outcomes, the higher education systemdsiired to
respond comprehensively to the articulation gapveen learners’ school attainment and the intelkdctu
demands of higher education programmes. ... [T8hening deficits are so widespread that systercanges

in higher education programmes (pedagogy, currinuand the structure of degrees and diplomas) will
continue to be needed... (DoE 1992.32)

58) The NPHE and the new funding framework took forwtrel White Paper's commitment to resourcing
AD programs, which would ‘be given due weight atatiss as integral elements of a higher education
system committed to redress and to improving thadityuof learning and teaching’ (DoE 19972.34).
Equity-related provision fitted in with the new engsis on improving output in that it was seen keya
means of facilitating the success of students foisadvantaged educational backgrounds, who were
constituting a growing proportion of the intake.

59) The key role of further/higher education articudatin balancing equity, efficiency and developmient
outlined in chapters 7 and 8 below.

4.3.2 Quality assurance

60) Quality assurance is a key instrument of educagbialicy in South Africa. The Higher Education Act
(DoE 19973) established the CHE, through its standing Higb@ucation Quality Committee (HEQC),
as a primary quality assurance authority for higkducation. Detailed discussion of quality assuzanc
issues is outside the scope of this paper, buréavant points may be noted.

61) First, quality policy for higher education in Souffirica has deliberately embraced the concept of
‘fitness of purpose’ as well as ‘fithess for purposThis expresses the recognition that, partidylar
view of South Africa’s history, what institutionstsout to do — including their approaches to eqaitg
inclusiveness and how they align themselves witional developmental needs — is a key consideration
along with how well they carry out their intentior&nce institutional autonomy is established v la
(DoE 1993), this is not a straightforward or uncontroversigdtter, but it does mean that institutions are
obliged to apply their minds to the ‘fithess’ ofeth missions, which is an important criterion for
examination in institutional audits. This poinpistentially relevant to approaches to articulation.

12/40



ADEA — 2008 Biennale on Education in Africa

The interface between further and higher education in South Africa:
Factors affecting the higher education sector’s capacity to meet national needs

62) Second, in contrast with the situation in a nundjesther countries, in South Africa quality assweins
directly linked with quality enhancement, in thiag¢ tHEQC itself has responsibilities in both thasas.
The HEQC is in fact the only statutory body in $oiéffrica (outside of the DoE) that has an explicit
mandate for improving the quality of teaching amedrhing in higher education, which it exercises
directly through its Quality Promotion and Capaditgvelopment directorate and indirectly through its
audit and accreditation processes. By initiatingjgots such as Improving Teaching and Learning for
Success (ITLS), from which much of the researchlite paper has been drawn, the HEQC has signaled
its recognition of systemic issues — such as ththdéw/higher education interface — as significantly
affecting educational effectiveness in higher etlona

4.3.3 Private higher education

63) As in the case of a number of other African co@strin South Africa private higher education has
historically not constituted a large or influentpert of the education systémin contrast with other
countries, however, growth in private higher ediarain the contemporary period in South Africa came
about largely as a result of the negotiated palitsettlement and the ensuing new Constitutiongclvhi
allowed for ‘independent educational institutiongthin a broadly regulated system (RSA 1996:29(3)).
The underlying intention was to accommodate diffegroup or religious interests, and the political
focus was on primary and secondary schooling. Heweprivate sector groups utilized the new
constitutional dispensation to expand provisioesiablish new higher education provider institugion
(The private providers include for-profit and not-profit organizations, including corporate bodies
foreign universities and NGOs.)

64) It may fairly be said, then, that while the NCHB®98) recognized a role for private providers, geva
higher education has grown in South Africa largalpugh opportunity-driven enterprise rather than a
a result of purposeful state policy designed asrdral strategy to fill gaps in public provision or
promote expansion beyond what can be funded bgttte, as has been the case in some other countries
In fact, the state for a time imposed a moratoramthe expansion of private higher education bexaus
growth appeared to be getting out of control ardape provision was very difficult to regulate imet
public interest (see for example Scott 2003). Téeme and origins of private higher education intSo
Africa have had important effects on the role &ydl in the system, and on matters such as quality
assurance and articulation between private andgumstitutions. A basic legal framework for prieat
higher education was established in the Higher &tiloie Act (DoE 199&) and private provision is
included in the mandate of the HEQC, but in otlespects accommodating or encouraging private
higher education provision does not appear to baea high on the policy agenda. For detailed
accounts of this sector in South Africa, see famegle Kruss (2004) and Mabizela (2001).

4.3.4 ‘Reconfiguring the institutional landscape’ and the HEQF

65) Arguably the most radical state initiative in higheducation since the transition has been the
‘reconfiguring of the institutional landscape’, whihas taken the form of wide-ranging institutional
mergers and incorporations (for the rationale Fos tlevelopment, see DoE 2001:4.3). The expressed
purposes of this initiative included the removal fofmal and informal apartheid-era institutional
categories and the improvement of quality throughenefficient institutional management.

66) For the purposes of this paper, perhaps the maableoaspect of the reconfiguration is the rema¥al
the binary divide between the universities and themer technikons, which provided primarily
vocational or career-focuséd education and training. Merged former technikoreveh become
Universities of Technology, and institutions thdfeo both university and technikon-type programs
(arising mainly from the merging of former univeies and technikons) are known as ‘Comprehensive’.

67) Alongside the need to break away from the apartBedcategorizations, the removal of the binary
divide was intended to advance the goals of imistitutional articulation and the integration of
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education and training (see section 4.1 above)cdroplement the institutional restructuring, the DoE
has recently published a new Higher Education @oafions Framework (HEQF) (DoE 2087 The
HEQF recognizes that ‘(s)eparate and parallel fications structures for universities and technikon
have hindered the articulation of programs andsfeanof students between programs and higher
education institutions’, and thus seeks to provalaingle qualifications framework applicable té al
higher education institutions’ (DoE 2083). The HEQF is also intended to ‘facilitate antation
between further and higher education’ but emphasikat, as discussed earlier, ‘the possession of a
qualification does not guarantee a student’s pggoa and admission to a program of study’ since
higher education institutions have the right andpomsibility to set their own admission criteria
individually (ibid: 14).

68) Discussion of the details and controversial feaukthe HEQF are outside the scope of this paper b
the following points may be noted:

« The HEQF provides a single framework that coveradamic, professional and vocational
qualifications, with outcome descriptors for eachalification, and with different layers of
specificity ranging from generic level descripttwspecific program outcomes.

» Ituses a standard (NQF) credit system based anaiive student workload (notional study hours).
* It encourages program diversity and innovation inithe broad framework.
« It applies to all higher education providers, palalind private.

e It intends to ‘facilitate vertical, horizontal arttiagonal progression’, including mobility between
vocational and academic programs.

69) The HEQF thus provides a basis for developing &ffearticulation in the interests of student mipil
and thus of equity and development. In practiceyewer, many issues and challenges remain, such as
the following:

* In the first instance, it will no doubt take cormidble time for the actual learning outcomes ofriae
NSC to be properly assessed in terms of prepardtiomigher education, and many institutions are
likely to adopt a conservative approach in therinteMoreover, the HEQF does not in itself addrbes
need to accommodate diversity in students’ educakibackground and levels of preparedness in access
to higher education (as discussed in later segtions

» While articulation within higher education is notare topic of this paper, it can be noted thatHE®QF
provides only the broadest guidelines for horizbrtad diagonal articulation, which are the most
problematic forms, particularly in relation to véicaal/academic mobility. The HEQF emphasizes that

The general principle must be that the admittingfiintion is satisfied that the applicant has corapee in the
appropriate field of intended study at the appterentry level of the target qualificatioibid: 15)

Since ‘university’ and ‘technikon-type’ programsntimue to be quite distinct in practice, even when
they are offered within the same institution, miypivill continue to depend on academic judgmeing, t
fairness and effectiveness of which will be gred8yilitated by transparency and quality assurance.
South Africa is still some way from any sector-widedit accumulation and transfer (CAT) scheme.

70) The future advancement of equity and efficiencyotigh articulation and mobility is thus likely to
depend more on sound and transparent educatioactiqas, as well as curricular innovation, than on
institutional restructuring and formal regulatipar se important though the latter are symbolically and
as a basis for development.

*kkkkkk

71) In summary, it is fair to say that the principlesdarlying South African education policy are striyng
supportive of the national imperatives of equityl atevelopment, and offer a platform for identifying
and disseminating strategies for pursuing thesdsgead balancing the tensions between them.
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However, the extent to which such strategies airggbeffectively implemented across the sector rbest
assessed on the basis of the actual performandbeotector. The chapters following provide an
overview and brief analysis of current student genance patterns, in the school and higher educatio
sectors, as an essential backdrop to consideriatersjc issues affecting capacity to meet national
educational needs, with particular reference tth&arrhigher education articulation.
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5.

SCHOOL PERFORMANCE PATTERNS AND ISSUES
ARISING

72) The importance of the schooling system for natia®ilelopment is virtually universally recognized —

not least in developing countries — in that it mgsbvide a basis for self-actualization, (self-
Jemployment, further training, higher educationd amsponsible citizenship. Quality, appropriateness
and equity in school provision thus need to befallyeanalyzed in terms of the system’s capacity to
meet these goals. The analysis of schooling infh®er focuses primarily on the extent to which the
school sector is meeting, or can be relied upandst, the needs of higher education in pursuingvits
mandate for producing good graduates.

5.1 Performance patterns in the school sector

73) South Africa has a high proportion of its schoolrgpage cohorts actually in school, but the dropout

rates are very high. Recent studies (Umalusi Bp@dmparing syllabuses and examinations in South
Africa with those in Ghana, Kenya and Zambia suggest attrition rates in schooling in the four
countries are broadly similar, despite the non-BoAfrican countries having far more selective and
competitive school systems. In those countriesnany and junior secondary examinations act as
significant filters for progress to secondary sdhmp which is not the case in South Africa.
Nevertheless, the attrition rate in South Africaficoncern: this is clearly illustrated by the gmess of
what has been dubbed by the media ‘Madiba’s childrethe cohort that entered schooling in 1995,
immediately after the advent of democracy in 1994

74) The graph below illustrates the educational pragofghe cohort. Of the over 1.6 million learnersow

entered Grade 1 in 1995, 66% dropped out befohireg Grade 12. Only 21% of the cohort obtained a
Senior Certificate, and only 5% (85,830) of the abtobtained a Senior Certificate endorsement (the
statutory requirement for entry to degree study).

Figure 5.1: Senior Certificate 2006: Performance of the 1995 entering cohort

Did not write Senior
Certificate

‘Madiba's children’

Obtained
Obtained Endorsement
Certificate 85,830 (5%)

265,673 (16%)

25,554 (2%)

N

Dropped out
before Grade 12
1,111,320 (66%)

Failed Grade 12
177,022 (11%)

Data sourced from Cembi, N. and SAPA (2006): Concern about drop in university passes. The Star, 29.12. 2006

75) In 2006 528,525 full-time candidates entered f& #enior Certificate examination at public schools.

The table below shows the proportions of studeassipg the examination with endorsement (i.e. with
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the subject grouping and level of pass requiradelaibility for first degree study) and without
endorsement, disaggregated by gender.

Table 5.1: SC results 2006: full-time candidates with 6 or more subjects according to gender and type of pass

Number passing without endorsement Number passing with endorsement
Female Male TOTAL Female Male TOTAL
143,007 122,666 265,673 44,431 41,399 85,830

Source: Department of Education: Senior Certificate National Examination Results Technical Report 2006

76) Some relevant points to be made about performamdée 2006 Senior Certificate examination for
public school$ are:

* The pass-rate (with and without endorsement) i$%6.the lowest since 2001, perhaps reflecting
increasing levels of cognitive complexity in theaexnation papers.

*  The very low number of passes with endorsememidigative of the crisis in schooling. Only 16.2% of
the candidates who entered for the examinationimddgpasses with endorsement.

« 53.3% of the successful candidates are female.%237 the passes achieved by girls are with
endorsement, compared to 25.2% for boys.

77) Results from two recent trend studies indicateseerity of the educational challenge faced by ISout
Africa: the Progress in International Reading lawy study (PIRL) and the Trends in Mathematics and
Science Studies (TIMSS) study. In both of thesdisg) South African pupils came last.

78) PIRL 2006, conducted locally by the Centre for Batilon and Assessment at Pretoria University
tested 215,000 students from 41 countresgrades equivalent to fourth grade in the UnB&ates. The
study comprises a written test of reading comprsioenas well as a series of questionnaires related
factors that impact on the development of readitggdcy. In South Africa, about 30,000 pupils from
grades 4 and 5, drawn from 400 schools, were te$teel study provides the first reliable baselineada
of reading literacy in South Africa, across alivae official South African languages.

79) Results from the study, released in November 2603w that almost 80% of South African pupils do
not reach the lowest benchmarks. However, the salsly reveals the disparity between schools, and
thus the continuing legacy of apartheid educat#tdmost half the pupils whose home language is eithe
English or Afrikaans, and who were tested in theime language, attained at least the lowest
benchmark, whereas between 86% and 96% of SoutlbaAfpupils who have an African language
(other than Afrikaans) as a home language, who tested in this language, did not reach the lowest
benchmark.

80) A second international study series (from which tBo@ifrica has since withdrawn) is TIMSS, also
conducted by the IEA. In South Africa, the studyswandertaken by the Human Sciences Research
Council. South Africa participated in 1995, 1998d£003. Table 5.2 below shows the performance of
South African students, disaggregated by histoschbol type (Reddy 2003).

Table 5.2: South African Performance by Country and Former Racially Based Departments: TIMSS 2003

Math score Science score
National average 264 244
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Former African (DET) schools 227 200
Former White schools 456 468
International average 467 474

Source: Reddy (2003)

81) The table shows that:

overall, the South African national average is ailightly over half that of the international avgea

the performance of the country’s advantaged schiealsughly on a par with the international average
however, this mediocre level of achievement is eafm concern as these schools consume a
disproportionate share of educational and finan@aburces and represent the South African peak of
performance;

historically African, disadvantaged schools arefgrening at very low levels of performance, which
suggests that conditions have not improved forrtsgority of the country’s school-goers, and that
substantial disparities exist in achievement.

82) South Africa’s position at the bottom of the ligt 50 participating countries is particularly womgi

when compared with poorer countries. The 2003 TIM8®Iy included five other African countries
(Botswana, Egypt, Ghana, Morocco and Tunisia), Wisicare very similar educational challenges and
backlogs, such as the fact that instruction forgiteat majority of students is in a language othan the
home language.

5.2 Some issues arising

83) The very poor results reported above inevitablgeahe question: why, since South Africa spends a

bigger proportion of its gross national productestucation than most other developing countriesurs
education system so weak? Several explanationsecaffered.

84) Despite indications that all was not well with dgtyaln the schools, pass-rates in the Senior Geatié

rose dramatically during the tenure of the previBdsication Minister, from 57.9% in 2000 to 73.3% in
2003, just three years later. In 2004, Umalusi $tigated whether the public perception that staislar
were dropping in the Senior Certificate was justfior not. The Umalusi study assessed ‘conceptual
challenge’ levels in the national examination papever the previous few years, and concluded that
there had indeed been a decline in the number afectying items in the papers. For example, in the
case of English Additional Language, the subjethwie biggest number of registrations, the praport

of relatively challenging items in the examinatjgapers dropped from 34% in 2001 (when the pass-rate
in the SC was 68.9%) to 4% in 2003 (when the paksfose to 73.3%).
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Figure 5.2: ‘Challenge levels’ of English Second Language SC papers
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85) A decline in challenge in the only external exartiorain schooling is obviously of great concern, tas

a large extent, external examinations set the éapens and standards to which teachers and stident
aspire. The rapid rise in pass-rates shown abowmight about perhaps by a desire on the part of
education bureaucrats to signify improvements inosting, served instead to confuse teachers and
students about expected levels of performancengeraand amaze the public, and to greatly worry
employers and those working in higher educatiore ational Department of Education has, at least in
part as a result of the Umalusi study, insistec tightening of examination standards, and thishiess
reflected in a slight drop in the SC pass-rat&3®% in 2007.

86) A further explanation for South Africa’s poor schaegstem is suggested by a recent study by thehSout

African Centre for Development and Enterprise (CDED issues affecting the standard of schooling,
which investigated the important question of hoactesrs actually spend their time during the school
day (Simkins, Rule and Bernstein 2007). In exangjrtile commonsense assumption that one of the
major factors impacting on student performancehés actual time spent covering the syllabus, they
found that only 41% of the school day was spentialst teaching. The graph below shows the
breakdown of how the time is spent. The authorsmeemt that a disproportionate amount of time is
spent on such activities as choirs and sport inhihiers scheduled for teaching (the graph does not
include extramural activities). Planning and pregian within the school day also occupies a suiryis
amount of time. One of the problems revealed by thidy is the mismatch between what teachers
actually do during the school day and what the atlocal planners assume they do. If the planners
assume teachers spend up to 85% of their timelcteaching (Chisholnet al 2006), and the provision

of teachers occurs on this basis, it is clearahaioblem will result if teachers in fact only thdor 41%

of the time (or, more generously, for 41% + 9%rit includes assessment as part of teaching).
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Figure 5.3: How Teachers Spend their Time (Chisholm et al 2006)
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Data on teacher time drawn from a study commissioned by the Education Labour Relations Council 2005, reported in
Chisholm et al (2006).

87) The CDE study highlights several other issues impg®n learning effectiveness. These include such
matters as teacher content knowledge, so-calledr@ssive educational approaches which perhaps
inadvertently downgrade traditional sources of arith and knowledge such as textbooks, and the
difficulties in learning through an often poorly stered language. The findings confirm the conchsio
of a 2007 Ministerial Committee set up to study wdgme schools perform better than others. The
gualitative study, entitled ‘Schools that Work’ (@iie et al 2007), concluded that strong management
and clear focus on the core business of schooleaxiiing and learning) were the factors that mhde t
difference.

88) A third major factor impacting on educational pregg facing South African education is that of
language of instruction. South Africa has 11 o#fidanguages, and national policy dictates thabsish
may choose how to implement the overall generaicpabf ‘additive bilingualism™. However, as
Vinjevold (1999:220) concludes on the basis of aese conducted by the National Language Project,
parents who choose English-medium schools for tbeildren are perceiving English not ‘... as a
language but as a resource. Delaying acquisitiatmefresource is incomprehensible to parents.’ Thus
parents and the public continue to demand that régsurce be provided, despite the difficulties
experienced by learners in acquiring initial li@ran a language that is not their first — diffices which
must contribute to the high drop-out and repead&srin schooling reported by, for example, Crouch
(1999) and Crouch and Mabogoane (1997) from thethSédrican context, and in numerous tracer
studies and statistics such as those reporteatenrlihis paper.

89) In response to these difficulties, the DoE hasbéisteed a number of initiatives. Of these, the Deda

program is perhaps the most comprehensive. Dinaledted in 2001, when 102 schools across the
country were selected to benefit from specializeputs in Mathematics and Science. In 2006 the
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number of schools was increased to 400, and in B9@B0 (a further increase to 529 is expectedg Th
results to date have been mixed. The departmenpdiated to the fact that although only 6.5% of all
schools were Dinaledi schools, they contributedr a/¢hird of black African passes in Higher Grade
Mathematics in the Senior Certificate, and almothiad of the passes in Higher Grade Science (DoE
2007). It should be noted, however, that one of theedd for becoming a Dinaledi school is that the
school must have had relatively high passes bycaAffristudents in these subjects. The CDE study shows
that for 220 of the 400 Dinaledi schools, theradg/et no positive impact on results — howevas, still

too early to assess the success or failure ofritiative. In order for the Dinaledi program to leas
chance of meeting its target of doubling Mathensadod Science passes by the end of 2008, it is
essential that several fundamental reforms be im@hted, including upgrading the content knowledge
of teachers, strengthening the management of inepnent initiatives, providing high quality textbooks
to all schools, and halting the practice of prompttudents to the next grade with inadequatessiiitl
knowledge.

5.3 Assessment of prospects

90) As indicated in the brief analysis above, the Soifiican school system faces major challenges. In
terms of its capacity to produce sufficient numbefschool-leavers who meet the traditional higher
education entry requirements and expectationgptteving summary comments can be made:

* ltis evident that the low numbers of higher ediscatandidates being produced by the school system
represent a major constraint on growth in highercation. On the evidence of the performance of the
1995 entering cohort, only about one in five of #ge-group are at least nominally eligible for some
form of higher education, and only about 5% forrdegstudy. Notwithstanding the efforts made to
recruit growing numbers of mature adults, the siggtof qualified school-leavers makes it diffidolt
the higher education sector to make progress tatgdarget participation rate of 20% (see seddi@n
below). Moreover, acute shortages of candidateb gitod grades in Mathematics and Science are
frustrating attempts to increase graduates in progrthat are seen as being especially important for
economic development.

* What is probably more important than quantity @ 8tage is the quality of learning achieved by the
candidates for higher education. The legacy ofthpat, and ongoing challenges to learning quality o
the kinds outlined above, have powerful negatifeot$ on the preparedness of school-leavers (and of
many mature prospective students who were disadgadt by the system) for the demands of
traditional forms of higher education. As is outlthin chapter 6 below, this underpreparednesstaféec
high proportion of the existing undergraduate ietalprofoundly influences transition to higher
education, and thus is a key factor affecting sssfee articulation between further and higher etinca
and hence the production of good graduates. Itsis @ barrier to equity since, as evidenced by the
continuing disparities between schools with diffgrerigins, it is largely black communities thatar
disadvantaged. This situation clearly reinforcesghint that successful articulation requires muncie
than determining objective entry criteria.

* Analysis indicates that the academic communityisceons about the limited pool of candidates and the
underpreparedness of the undergraduate intake eaveraly justified. However, if the problems of
meeting national needs for graduates are to biewt#td mainly to the shortcomings of schoolingi&s
commonly the case in higher education institutipriben it is critical to assess the prospects of
substantial improvement in the output of the sclseator, qualitatively and quantitatively.

We argue that analyses of the school sector, ssichase referred to above, indicate clearly that th
sector will continue to face major challenges fur foreseeable future. Difficulties such as esshbig

a coherent, equitable system after such a longriisif harsh racial and class disparities, reangitind
training enough good teachers when the majorithefcandidates have themselves been disadvantaged
by the system, and surmounting the literacy anderany problems manifested in the primary phase,
are not amenable to quick solutions, even if sulbisttadditional funding were available.
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91) It is concluded from the evidence available thabilev continuing efforts to improve schooling
(including recent initiatives to strengthen furtleelucation outside the regular school sector, qaatily
in colleges) are essential, it is not realistiagty predominantly on such improvement to produee t
substantial growth in well-prepared candidates tatld be needed to solve the problems of graduate
production through traditional higher education rapghes. This paper therefore argues that, in these
circumstances, it is the duty of the higher edecatsector to actively seek and implement fresh
strategies that will enable the learning potentiathe student intake to be more successfully zedli
The alternative is to accept the continuation ef $tatus quo, with all the negative consequences fo
national development that this entails.

92) This argument is taken forward in the latter seiof the paper. First, however, it is necessary to
provide a brief account of current performanceguatt in undergraduate education, in order to plaee
options in context and to give an idea of the gy&tdssues involved and the kind of responses to be
considered, with particular reference to the furtiigher education interface.
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6. UNDERGRADUATE PERFORMANCE PATTERNS
AND ISSUES ARISING

93) There have major achievements in the higher edutatctor since the political transition, particiyla
in developing a policy framework, as discussedectisn 4.3. Perhaps the most important advance has
been the establishment of a single system outeohitphly fragmented and racially divided aparthelid-
dispensation. The legislative and high-level poligvelopment challenges involved in this have been
complex and time consuming.

94) However, given the significance of higher educatoatput for national development, it has become
important to examine how successfully post-traositpolicy been translated into improvements in
access and student performance. Data on enrolinamésbeen readily available, and valuable studies o
access have been undertaken (see for example Camp&ubotzky 2001; Cloete and Bunting 2000). By
contrast, opportunities for gaining detailed vies¥sstudent performance have only recently arisen, a
sector-wide longitudinal data were for a long timat available because of the legacy of institutiona
divisions and uncoordinated information systemshim apartheid dispensation. The following sections
offer a brief overview of aspects of undergradustteolment and performance patterns that highlight
issues at the further/higher education interface.

Please note Except where otherwise indicated, the sourdb®fata and tables in this chapter is the CHE'’s
Higher Education Monitor 6A case for improving teaching and learning in Soéftican higher education
(Scott, Yeld and Hendry 2007).

6.1 Access and enrolment

95) A concise and valuable account of changes in studetess and enrolment is given in the CHE’s
analysis of higher education in the first ten yedrdemocracy in South Africa (CHE 2004:59-71; &t-8
90). The data show considerable growth in the sizéhe sector and marked improvements in access
since the political transition, some relevant stats being as follows:

*  Overall headcount enrolment has grown by about Sbfe the early 1990s, to around 700,000.

»  Black African enrolment more than doubled in theyg@rs from 1993, reaching 60% of total enrolment
in 2001.

e The number of women enrolled exceeded that of merhke first time in 1999, and the proportion of
women has continued to grow.

* Progress has been made in changing the ‘shapeirofneents, which are now close to the target of
40% in Humanities, 30% in SET and 30% in Business@ommerce.

»  The proportion of postgraduates in the total enesltihas grown to about one in four.

96) These are significant achievements. It is importamote, however, that the race and gender disioib
of the enrolment — across disciplines, qualificatigpes and institutional categories, as well ds/éen
undergraduate and postgraduate programs — issatitantially skewed, with black and/or women
students under-represented in key professional, &I postgraduate programs. This, together with
continuing racial disparities in participation apdrformance, means that the gains made in the size,
shape and composition of the system need to bgmeted with caution. The following sections oféer
outline of key dimensions of the performance ofdistem.

6.2 Higher education participation
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97) Gross participation rates — that is, the total neimiX¥ people (of all ages) enrolled in some form of
higher education, expressed as a percentage oGl age group — represent a fairly crude but
nevertheless valuable measure for comparative pagdt is this gross participation rate that fenred
to in this paper.

98) South Africa’s overall participation rate is lowdomparison with those of countries at a similagstof
economic development. The participation rate in126@s 15%, and has grown only marginally since
then to an estimated 16% in 2005. The target sethé NPHE, based on participation rates in
comparable economies, is 20% in the medium ternE(RP@01:2.2). Developed countries’ participation
rates commonly exceed 40%.

99) Of greater concern is the disparities in partiégpatrates between South Africa’s main population
groups, as shown in the following table.

Table 6.1: Gross participation rates: Total enrolment in 2005 as percentage of 20-24 age-group

Overall 16%
White 60%
Indian 51%
Coloured 12%
Black 12%

100) The disparities are exacerbated by disproportibpédey enrolment of black people (and in some
cases women) in many high-status and scarce-ski#das such as SET, professional and graduate
programs.

101) The participation patterns appear not to be widaken into account in the academic community,
yet they represent a key element of the backdramtterstanding and assessing the performance of the
sector. They have significant implicatiofgr higher education policy and practice, includitige
following:

* The participation patterns clearly reflect the #paid legacy of inequalities in schooling and secio
economic conditions. However, this does not alter fact that, if South Africa is going to be alde t
meet its developmental needs for high-level skadls;oncerted effort has to be made to improve the
position substantially. Passive acceptance of ffieets of historical inequalities is not a viablgtion at
any level of the education system. What is needstéad is rigorous analysis of the factors affgctin
productive growth in higher education, and williegs to act in areas where real improvement is
feasible.

« It is evident that growth in higher education, matarly in the subject areas where growth is most
needed, will have to come predominantly from thelerrrepresented groups, that is the black and
coloured communities. This is necessary for reasdngoth equity — in that it is not socially and
politically sustainable for the higher educationtseto continue accommodating such a low proportio
of the majority population group — and developmeln that increasing the participation of the under
represented groups is key to substantial overalivr.

» The participation patterns appear to be at oddk wieé growth in overall black enrolment outlined
above, but are in fact a striking indicator of htow the base of black participation was before the
1990s. The improvement in black enrolment has lethroentators and others in the academic
community to take the view that the challenge @resentivity in the student sector has largely been
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met; however, the participation patterns show that issue of equity of access is far from being
resolved.

* The low black and coloured participation rates ¢ate that the current intake of students from these
communities is in fact a highly selected group.discussed earlier, there is high attrition in tblea®l
sector, only a small proportion of the age groupi&e the minimum requirements for entering higher
education (particularly degree study), and a nunabenstitutions have additional entry criteria.€rh
black and coloured students who gain admissiortlare mostly in the top decile of their groups in
terms of achieved performance. Unless the mosttidestudents are somehow still outside the sector,
it must be assumed that the current intake of stisd@ these groups — despite the fact that maay ar
underprepared because of poor schooling — gendrallg the intellectual capacity to succeed in highe
education.

This is a key consideration because there is aspigad view in the academic community that a high
proportion of the current intake are ‘not universitaterial’. It appears that underpreparednessiiggb
conflated with lack of potential to succeed. Thisw can readily lead faculty and universities to
conclude that little or nothing can be done at aigkducation level to facilitate such studentscegs —

put colloquially, that ‘it is not our problem’. Wargue that, given the country’s developmental needs
and the low black participation rates, this is adénable position.

102) The participation patterns have significant imgiieas for further/higher education articulationaas
key means of regulating and facilitating the flolvstudents between these major educational phases.
This is discussed further below.

103) While improving access is a necessary conditiontf@r sector to meet national needs, access
without success is largely meaningless. Given mmgoirtance of high-level skills in South Africa, the
emphasis in analyzing the effectiveness of theoseceeds to be on graduate output, in terms of
numbers, mix and quality. The following sectionenff an overview of what recent research on thi top
is showing.

6.3 Higher education throughput and graduation rate S

104) This section is intended to offer an overview giexds of recent undergraduate student performance
that provide necessary background to an analydigribfer/higher education articulation.

105) The data presented here come mainly from a studgumied by the Centre for Higher Education
Development, University of Cape Town, as part & @HE’s ‘Improving Teaching and Learning for
Success’ (ITLS) project (Scott, Yeld and Hendry 200rhe study was made possible by the DoE’s
recent production of basic cohort analyses of theewgraduate intake into all higher education
institutions in 2000 and 2001. These analyses tilaelkperformance of first-time entering studentslun
they graduate or leave their institution of originegistration without graduating, for up to fivears.
Longitudinal analyses of this kind are regardegrawviding the most reliable and comprehensive view
of student performance patterns. The DoE made dhert data available to the ITLS project for more
in-depth analysis, and we much appreciate themmggdng work and their co-operation in this regard.

106) The following data selected from the DoE and ITL8d&es are provided to show key student
performance patterns across the sector. Becauaelkodf full comparability between the 2000 and 200
cohort studies, only 2000 cohort data are preseamdeel, but the same broad patterns are clearleswid
in the 2001 data. The data cover first-time entgstudents, who constitute the great majority @f th
intake.

6.3.1 Overall undergraduate completion and attritio  n
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107) The DoE’s figures show that after five years, thegpession of the 2000 intake of approximately
120,000 — most of whom would have been undertatkireg-year programs — was as follows:

Table 6.2: Performance after 5 years: All first-time entering students

Graduated within 5 years 30%
Left without graduating 56%
Still registered 14%
Estimated ‘final’ completion rate 44%

108) The category ‘left without graduating’ refers toudénts leaving their institution of original
registration. The DoE estimates that 10% to 11%he$e students transfer to other institutionst i$ i
assumed, rather optimistically, that 70% of tramgig students, plus 70% of those still registeaéer
five years, will eventually graduate, then thealircohort completion rate would be 44%.

109) The sector-wide attrition revealed in these figusdsighly disturbing. The number of students ‘lost
from the cohort is approximately 65,000. The undtdization of the country’s talent evident here is
particularly serious in the current environmenscércity of high-level skills, and constitutes distacle
to development.

110) The overall figures include students in distancaecatlon, who represent a substantial proportion
(some 32%) of the first-time entering intake. Asudbbe expected, the throughput rates of the distan
education institutions (the University of South i&& and the former Technikon SA) are lower than
those of the ‘contact’ institutions, and this néggy affects the overall performance of the sector
However, while differentials in efficiency betwedistance and contact education are understandable,
is important to bear in mind that distance educatatput is a key element of graduate production in
South Africa because of the significant proportdmparticipation represented there. The performarice
distance education institutions should thereforeb®odiscounted as somehow irrelevant or unabketo
improved.

111) Important though the overall figures are, perforogmpatterns that can point to key underlying
problems — and thus indicate priority areas fousieg improvement efforts — can only be identifigd
disaggregation of the data, by parameters suchaes gender, qualification type, subject area and
educational background. Because of limitations h&f turrent higher education information system,
much in-depth analysis of this kind has not yetnbdéeasible. However, the ITLS project has
disaggregated the available cohort data by som@#&mmeters, and selected data are presented tzelow
give a broad idea of current performance pattesndifferent programs and student groups.

6.3.2 Contact university degree programs

112) Contact university degree programs constitute tast-performing sub-sector of undergraduate
provision. Even so, only 50% of the 2000 cohordgeded within five years. Disaggregating the data b
qualification type and ‘CESM’ — that is, ‘Class#ition of Educational Subject Matter’, a term used i
the information system — indicates that there lsstantial attrition across a range of key subjeeas
The CESMs shown in the tables below were selectethe basis of large enrolment and/or strategic
significancé".

113) The following table covers three-year degree pnmgrawhere most university undergraduate
enrolment is concentrated:

Table 6.3: Performance in general academic first B-degrees, by selected CESM: All first-time entering students excluding
UNISA (distance education)
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CESM Gradéjzitggr\évithin S;;Itlerresgijgzrresd
04: Business/Management 50% 7%
15: Life and Physical Sciences A47% 13%
16: Mathematical Sciences 51% 9%
22: Social Sciences 53% 6%
12: Languages 47% 7%

114) The following table covers students entering foeaty professional Bachelors degrees, which are

commonly highly selective:

Table 6.4: Performance in professional first Bachelors degrees, by selected CESM: All first-time entering students

excluding UNISA (distance education)

Graduated within Still registered
CESM 5 years after 5 years
04: Business/Management™ 60% 7%
08: Engineering 54% 19%
12: Languages 42% 13%
13: Law 31% 15%

115) Even if it is assumed that 70% of transferees hnde still registered after five years will gradyat

high attrition is evident in many university progrst among the key CESMs analyzed across all first
degrees, there are only two cases where the fofabrt attrition rate can be under 40% (and both of
these cases are highly selective professional anogjr.

6.3.3 Contact ‘technikon’ programs *¥

116) The performance of the 2000 contact technikon dolvas notably lower than that of the contact
university intake. After five years 58% had left toansferred without graduating, and only 32% had
graduated.

117) The following table covers students entering threar national diploma programs, where the
enrolment is concentrated:

Table 6.5: Performance in National Diplomas, by selected CESM: All first-time entering students excluding Technikon SA
distance education)

Grad within Still registered
CESM 5 years after 5 years
04: Business/Management 33% 8%
06: Computer Science 34% 11%
08: Engineering 17% 14%
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21: Social Services/Public Administration 29% 6%

118) The figures here are illustrative of high attritiaoross key subject areas. Among the key CESMs
analyzed, there are no cases where the loss frenmtake may be less than 50%. The shortages of
technological skills in South Africa have highlightthe importance of vocational education, busit i
evident that the policy efforts made to redresshilseorical imbalance between ‘academic’ and ‘caree
focused’ provision are not yet meeting expectatmmseeds.

6.3.4 ‘Equity of outcomes’

119) As noted earlier, in South Africa the dominant apteons of development are closely bound up
with the need for equity, particularly the redre$sistorical racial disparities. This applies asatm to
higher education as to any other sphere. Beforeasmahd the time of the political transition, eguitas
equated in many quarters primarily with access. él@n, as the complexities of racial and class
inequalities have been uncovered, there has beereasing recognition that access does not
automatically lead to success, that access witketess is not meaningful, and that particulanatie
has to be given to fostering ‘equity of outcomés’use the term introduced in the White Paper ghéri
education (DoE 1997).

120) While racial disparities in higher education penfience have been recognized for a long time, the
extent of the challenge across the sector has emhatgarly in the recent ITLS research. The foltoyvi
tables have been selected to provide an overview.

Table 6.6: Graduation within 5 years in general academic first Bachelors degrees, by selected CESM and ‘race”.
First-time entering students excluding UNISA (distance education)

CESM Black White
04: Business/Management 33% 2%
15: Life and Physical Sciences 31% 63%
16: Mathematical Sciences 35% 63%
22: Social Sciences 34% 68%
12: Languages 32% 68%

121) The disparities in five-year completion rates ardeast as marked in the four-year professional
Bachelors programs. In summary, among the CESMsqaiatification types analyzed in the contact
university programs, in almost all cases the blamkpletion rate is less than half the white coniget
rate. The inclusion of UNISA (distance educatiomnjdsnts does not make a substantial differenckeo t
white/black five-year completion ratios in the CESMudied.

122) The position in the (three-year) National Diplonmdifferent, as shown in the following table.

Table 6.7: Graduation within 5 years in National Diplomas, by selected CESM and race: First-time entering students
excluding Technikon SA (distance education)

CESM Black White
04: Business/Management 31% 44%
06: Computer Science 33% 43%
08: Engineering 16% 28%
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21: Social Services/Public Administration 29% 23%

123) In the CESMs studied, the black and white compteti@tes are notably closer together. However,
the great majority of the enrolment in these progras black, so the poor completion rates indicate
serious loss of potential black graduates. Againgiiporating distance education students makés litt
difference to the black/white ratios.

124) The high levels of attrition and ongoing racialpdigties in participation and graduation rates have
adverse consequences for national development,hamd important implications for the education
system as a whole, not least articulation betwkersthool and higher education sectors. The folgwi
section outlines some brief observations on théopaance patterns and some key issues for themsyste

6.4 Some observations and issues

125) Although comprehensive cohort studies have beamedaout on only two intakes, it is evident from
institutional data and experience across the ségtdrthe performance patterns outlined abovearg-1
standing. The persistence of the patterns indidhi@sthey will not change spontaneously: concerted
efforts will need to be made to change the key tiyithg conditions that cause them.

126) The performance patterns clearly reflect the legatypartheid and the difficulty of redressing
embedded inequalities. While it is important toogmize this, there is also a danger that the gersie
of severe educational disparities, along with gsultant under-performance of the sector as a wiole
consciously or unconsciously accepted by the ettt establishment — particularly the academic
community — as being unavoidable, at least forregaion. Given the importance of higher educaition
the contemporary world, passive acceptance oftdtassquo must inevitably have serious consequences
for national development and the exacerbation efNbrth-South divide. We argue that it is therefore
critical for all sectors of the education systemdentify the conditions that are perpetuating ¢heent
performance patterns, and to decisively addressetfaxtors that are within their control, with & of
better meeting national needs. This is discusseddubelow.

127) The gains made in widening access to higher educatie being neutralized by high attrition and, in
particular, by lack of equity of outcomes. For exdan in the CESMs analyzed by ITLS in
undergraduate degree programs, the absolute nwhbkack graduates was consistently lower than that
of whites, even where the majority of the enrolmeas black.

128) The accessibility of higher education in South édrican be compared with that in other African
countries. While detailed comparative researchhantopic is still to be done, it is evident thaistacles
or filters affecting student progression can ocaudifferent stages of the education system irecbffit
countries — typically at the end of primary or jpmsecondary school, or between further and higher
education, and between undergraduate and postdeasiumy. The factors affecting progression range
from socio-economic conditions to filters basedconventional academic performance criteria. In Bout
Africa, while substantial attrition still occurs a&arious points of the school system, enrolment in
undergraduate education has increased (as outlinedctions 5.1 and 6.1). However, as access has
widened, obstacles and filtengthin higher education have emerged more clearly. Asutinput figures
show, attrition occurs most commonly at the endhef first year, but is clearly significant at other
undergraduate levels too (see for example Scoltl aed Hendry 2007: 28).

129) Two inter-related points arise here that are releva this paper. First, whether obstacles to
progression occur before or within higher educattbair effects on graduate output are much theesam
Unless compensatory mechanisms are put in plaég,ptedominantly students (or aspirant students)
from disadvantaged socio-economic or educationekdraunds who do not succeed in gaining a higher
education qualification.
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130) Second, focusing only on improving access is ndficgent to bring about efficient growth in
graduate output or equity of outcomes. To achiéssd outcomes, what is required — in addition to
material support — is effective continuity throuidje various phases of the education system, inojudi
articulation mechanisms that are not just formutait take full account of student learning needsegt
points of transition. These issues are discussétkichapters below.

131) In the South African context, the performance pateshow that improving equity — of access and
outcomes — is the key to improving graduate ougpetall. In terms of participation, growth must m
primarily from the most under-represented groulpat is the black and coloured communities. In terms
of efficiency, while no group can be said to bef@ening optimally, improving the performance of the
most under-performing groups is essential for achggthe substantial growth in graduate output tbat
needed for development. Equity — together withstinategies that foster it — has thus become driica
economic growth as well as for socio-political csiba.

132) The groups from which graduate growth must prirgazdme are those that are least well served by
the current education system. This points clearlyhe presence of systemic problems that need to be
purposefully addressed, in the interests of natideselopment. As argued in chapter 5, there ishmuc
evidence to indicate that improvement of schootingnot be relied on as the sole or primary means of
overcoming the performance problems in higher efiluta It follows that, despite the common
academic view that it is not the responsibility ofher education to compensate for deficiencies in
schooling, the higher education sector has an atitig to identify and address systemic challenbas t
are within its sphere of responsibility and influen as a key element of its contribution to
transformation.

133) It is of course fully acknowledged that there argonfactors affecting educational performance —
particularly socio-economic conditions — that atgs@e of the education system’s control, and that
there are clear limitations on the higher educatsattor’'s resources. However, experience with
educational development over the last two decautdisdtes that there are key areas of the educétiona
process in higher education where alternative aapres can make a significant difference to student
performance, particularly through improving undensting of students’ learning potential and using th
to facilitate equity of opportunity and outcomes.

134) Work in this area has been extensive but is stififined to the periphery in many institutions. The
challenge now is for successful developmental aggres to be drawn into mainstream educational
practice in the universities. Recognition of theganmic links between equity and overall system
performance in the South African context is at bieart of the case for this. The alternative is the
persistence of entrenched obstacles to equity filctbacy, and of lack of capacity in the sectomieet
the country’s growing need for high-level humarotese development.

135) The remaining two chapters focus on two key aspefctsirther/higher education articulation that

have a substantial bearing on equity and efficieimcyhigher education, viz. student selection and
accommodating diversity in the curriculum.
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/. ASSESSMENT AT THE INTERFACE

136) Understanding what makes for effective articulati@tween major educational phases, particularly
between further and higher education, is an esdezitment of the educational improvement agenda in
South Africa. As observed at various points in thégper, successful articulation requires much more
than a well-designed qualifications framework aait, fjustifiable and transparent progression ddter
fundamental though these are. The real goal ofudation needs to be seen not just as regulatiag th
interface between phases but as facilitating sstgketansition, which will be manifested in tum i
successful completion of the higher phase. In thge wf the further/higher education interface, this
involves two key, complementary aspects: selecsiinglents equitably, on the basis of their ability o
potential to succeed in higher education; and émguhat higher education provision — particularly
the early stages of higher education — has thectgidaoth to meet the legitimate and diverse laagni
needs of the student intake and to ensure thatpppte exit standards and learning outcomes are
properly met. This chapter focuses on issues ihestuselection.

7.1 Development of alternative access mechanisms

137) As outlined in chapter 5, it is clear that the gahé&vels of schooling in South Africa are cause f
concern. For higher education, the low levels posdblems, particularly in the areas of selectiod an
access, as well as placement into appropriateliged curricula. Put differently, the major concern
relating to higher education selection, admissiemm access can be summarized as follows:

* There are simply not enough students with endorserpasses, particularly in Mathematics and
Science, to fill the higher education places resflito meet the country’s needs for high-level skill

* The low levels of preparation of even the tinyehho currently obtain a Senior Certificate with
endorsement (about 16% of the candidates who wréeexamination) mean that the majority of the
intake are underprepared for traditional first-yeaurses, and consequently that placement into more
appropriate curriculum provision is essential.

A growing body of evidence (Yeld 2001; Yeld and Ela€997; Herman 1995; Barslat al 1994;
Badshaet al 1986) suggests that Senior Certificate resultébelow 60% aggregate range do not
effectively predict future academic performance.ivdrsities are therefore faced with the highly
unsatisfactory situation of having to select a agrable proportion of their students on a bassakm
to be unreliable.

138) Assessment of students at the interface betwednefuand higher education carries high stakes in
that it largely determines university entrance, #mgs bears the burden of shaping access to wiaat is
key resource for individual advancement as wethaspublic good. Because of its power to exclute, i
has a controversial history in South Africa. Intmardar, reliance on the racially segregated school
leaving examinations in the apartheid era genenmasidtance and a need to explore alternative fofms
assessment, designed to allow for fairer studeldcten processes that would take account of
entrenched disparities. The persistence of theltzgidrlegacy and socio-economic disparities hasinea
that this area of educational development hasmoeti to be very significant.

139) Given the historically highly skewed nature of ealimnal provision and consequently of
performance in South Africa, higher education gally obliged to comply with both constitutionaldan
statutory requirements for redress. This is pravifde explicitly in the South African ConstitutigiRSA
1996), which stipulates in the Bill of Rights tHEguality includes the full and equal enjoymentadif
rights and freedoms. To promote the achievemenrtjoélity, legislative and other measures desigoed t
protect or advance persons, or categories of pgrstisadvantaged by unfair discrimination, may be
taken.’
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140) Taking its cue from this, the Preamble to the Highducation Act (DoE 19%) explicitly requires
the admissions policy of each public higher edocatnstitution to specify publicly how it intends t

make provision for the redress of past inequality.

141) In recognition of the complexity of the admissidasrain in South Africa, Higher Education South
Africa (HESA) is in the process of developing agamf enrolment services, as illustrated below.

Figure 7.1: HESA enrolment services

HESA'’s Enrolment Services Program
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142) According to Griesel (2006: 3), ‘... the idea of @pensive higher education enrolment system

offering a range of services to students, insttigiand the sector reaches back to the accessaitmpsr

of the late 1980s and early 1990s, and the congignequity and quality of opportunity’. The sereg
therefore currently include assessment servicealfernative or additional information to that piched

by the school system, and a comprehensive infoomatervice about higher education offerings. They
will in future include career advice and materiatsgechanisms for setting and monitoring statutory
regulations for entrance, and the provision of cidpdo ‘... provide accurate information and analy/se
on system flow, efficiencies and strategic secttioa that may be deemed necessaop ¢it:1).

143) As noted earlier, the regular route for entry tgrde study has been a Senior Certificate with

endorsement. However, in the late 1990s a new saaqoete, known as the ‘Senate Discretion’ route,
was introduced, widening access to higher educai®rfollows: * The Committee of [University]
Principals shall issue a certificate of conditiomademption [endorsement] to a person who, in the
opinion of the Senate of a university, had demastt, in a selection process approved by that senat
that he/she is suitable for admission to bacheldegree studies, which certificate shall be vatid f
admission to that university only’ (amendment t@&ation 28 of the Matriculation Board’s exemption
requirements). The majority of institutions haveritlfied, as their selection process, the use sif ti

the core generic areas of academic literacy, nuryeaad mathematits, coupled with placement on to
extended programs (see chapter 8) or some forenoédial provision.

144) According to the Director of the Matriculation Bdarapproximately 6,000 Senate Discretion

certificates were awarded to candidates enterighgenieducation in 2006 (C. Lotter, pers. comm.jsTh
represents about 4% of entering first years adtossystem, making it a small but significant asces
opportunity. At this stage, Recognition of Priorakeing (RPL) procedures and processes — another
officially supported means of alternative accesare not a major route into higher education for
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undergraduate study. By and large, students egtetrthis level do so via tests approved as part of
institutional Senate Discretion routes.

145) Table 7.1 below shows the score ranges betweeanricaty advantaged and disadvantaged schools,
illustrating clearly the difference in performartsetween the two school types.

Table 7.1: Performance Data from the Alternative Admissions Research Project 2006

Placement Test in English for Educational Mathematics Test
Purposes (PTEEP)
Score ranges Former African (DET) Historically Former African (DET) Historically
Schools Advantaged Schools Schools Advantaged Schools
Top 30% 45 - 57 75-79 50 - 66 81-91
Middle 30% 34-44 68 - 74 34-49 66 - 80
Bottom 40% 12-33 28 - 67 0-33 19-65

146) It can be seen that if admissions offers were tanlagle only to the top achievers of the overall
applicant pool, very few ex-DET students would lbendted. Clearly, some more relative measure is
needed if South African higher education is to ddalented students in a context of very diversg an
overwhelmingly poor prior schooling.

147) In order to meet this daunting selection challersgweral small-scale projects have been undertaken
in South Africa to investigate the success of alive access routes and mechanisms. On the whole,
however, they have tended to be tied to curricutlewelopment initiatives, and thus are difficult to
evaluate in terms of selection. Studies into tkeiccess have also tended to be restricted toyest-
performance rather than graduation. Important selecelated projects and initiatives in South A&i
of this kind are (or were, since the majority haeen discontinued): the UNIFY (University Foundatio
Year) program in Mathematics and Science at thedygity of Limpopo; the College of Science at the
University of the Witwatersrand; and the TTT (Teddst Teach) project at the then-University of Nata
(now the University of KwaZulu-Natal).

148) From the point of view of assessing the effectigsnef alternative admissions procedures, the
Alternative Admissions Research Project (AARP),eoast the University of Cape Town (UCT), is
perhaps the most promising, as it tests sizeahigbets of candidates at 20 of the country’s 23 highe
education institutions, and recommends studentsa faide range of programs. The findings are thus
somewhat independent of specific instructional@ffeand the reliability and validity of the AAREsts
have been rigorously evaluated (for example, sexkKat al 1993, Yeld 2001).

149) The AARP Project consistently makes the point inuah reports that good performance in either the
AARP assessments or the Senior Certificate (or)bistta reasonable predictor of success in higher
education. Research on the performance of studehtitted to the University of Cape ToWhhas
shown, however, that for students from educatigndibadvantaged as well as advantaged backgrounds,
those who achieve good results on the AARP tedthawe lower exclusion and higher graduation rates
than students who do poorly on the tests, irrespecf their Senior Certificate scores (in otherrds)
the AARP results predict graduation success momsistently than do the results of the Senior
Certificate examinations).

150) The essential differences between the Senior @atef examinations and the AARP tests are as
follows: the Senior Certificate examinations aréiegement tests, based on school subjects (History,
Biology, etc.), whereas the AARP tests are testgodéntial in the domains of Academic Literacy and
Mathematics. The AARP tests are thus not curricedligned, and are carefully constructed to elicit
meaningful test performances that do not simplyicaefe those of the Senior Certificate. For example
the Academic Literacy tests include instructionamponents which research has shown to alter
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performance, and the Mathematics tests set o@atthtand test content that is not covered in theadc
curriculum, and provide instructional scaffolditgdughout the test.

151) Student performance on such tests is quite corahtledifferent from their performance on traditibna
achievement tests, where prior opportunity to leeather than ‘potential’, is privileged. The enbad
performance of talented but educationally disacaged students (it is important to note that weak
students tend to continue to perform poorly in #gproach) has resulted in access to higher edacati
being gained by many hundreds of educationallyddiaataged students who would otherwise not have
been admitted.

152) While (as always) more research is needed, the AARPerience suggests that alternative
admissions procedures can indeed provide a rotaéhigher education for students who will overcome
prior disadvantage, particularly when their eduarsl needs are identified and met. This cruciakatav
is discussed in chapter 8 below.

153) It should be noted that whereas the AARP test®seto minimize the effects of prior schooling,
and thus to widen participation by providing arealative means of identifying talent, the National
Benchmark Tests (see section 4.2.2) have a vefgrelift goal. In a nutshell, the National Benchmark
Tests will simply provide a snapshot of what studdrave learned and achieved in the three domains
covered by the tests (Academic Literacy, Quantigatiiteracy, and Mathematics). The aim of the NBTs
is to provide accurate information on the basisvbich institutions can ensure that their academic
offerings genuinely meet the educational needbeif students.
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8. SOME IMPLICATIONS FOR TEACHING AND
LEARNING IN HIGHER EDUCATION

154) Chapter 7 has argued that, in the South Africantestnselecting students on the basis of their
potential to succeed, rather than only on achigaformance, is a necessary condition for advancing
equity and hence for improving participation anddyrate output overall. It is not, however, a sidfit
condition. Given the ongoing effects of the apadhegacy on schooling, alternative forms of se@att
mean, by design, that opportunities are given toemsing numbers of students who are talentedn(ofte
within the top decile of their group) but signifitly underprepared for the demands of traditional
undergraduate programs. If such students are edpwdg to the traditional curricula and approaches,
experience has shown that the great majority —iqudmtly in professional and SET programs that
require proficiency in mathematics and/or precisioacademic language — do not succeed, and ditop ou
or are excluded on academic grounds. This conssitilite ‘revolving door’, where access is shortdive
and not meaningful.

155) The prevalence of the revolving door in South Aris plainly evident in the performance patterns
outlined in chapter 6. Its cost to the country,reifehis is calculated in the most basic way, ineterms
of state subsidy spent on students who do not gtaduuns into billions of rands a year. The most
important cost, however, is in the under-develogma@nmuch of the country’s talent, which, in an
environment of scarce skills and chronic social dmhlth problems, should not be accepted.
Government has indicated its view of the importaopicthis matter in (as noted earlier) shifting eragis
from access and growth towards success, as medawenhpleted qualifications (DoE 2001; 2003).

156) Two decades of experience with Academic Developnp&BY) in South Africa has confirmed that,
to enable talented but educationally disadvantagadkents to have a realistic opportunity to suceeied
the terminology of the 1997 White Paper, to promemjaity of outcomes as well as equity of accegs — i
is essential for developmental selection to be demented by educational strategies within the
universities that are able accommodate diverse atidual backgrounds. This is a complex topic,
detailed discussion of which is not possible héng, two key types of equity-related strategies are
outlined below by way of examples of what needsdaone to ensure that developmental approaches to
articulation lead on to student success.

8.1 Curriculum reform: ‘Extended programs’ and beyo nd

157) Since the underpreparedness associated with phoolgng has primarily affected black people in
South Africa, effective further/higher educatioti@riation has been identified as a key area cfaesh
and development by AD specialists since the 1988s. ‘articulation gap’ resulting from a mismaitch
between the outcomes of black schooling and theaddmof traditional courses was recognized at an
early stage of AD work as a systemic fault that wassed not only by the deficiencies of the school
system but also by the inability or unwillingnedshagher education institutions to adapt their pices
to accommodate a changing student body.

158) There are a number of indicators that the articutagap remains a systemic problem requiring
systemic responses rather than peripheral suppootivemedial activities. The indicators includee t
shortages of (mainly black) school-leavers meetivgtraditional selection criteria, particularly tine
case of SET and professional programs; high fiesiryattrition rates, pointing to large-scale under-
preparedness for the transition to higher educatiod the fact that, despite the selectivity of iigher
education system, only a small minority graduatéharegulation time in most programs (under one in
three of all students excluding those in distandecation, and a much smaller proportion of black
students), indicating that few students succeddliowing the traditional curricula as they arerfally
planned (Scotet al 2007:23-29).
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159) The articulation gap is also complex, involving rostly subject knowledge but also conceptual
development, academic language proficiency andr@bademic literacies, and approaches to study. It
should not be surprising, then, that there is amepldence in institutional experience that ‘moretfue-
same’ support methods, such as additional tutomaldecontextualized programs, such as generity stu
skills workshops, are generally not in themselvelfecéve for addressing the levels of
underpreparedness that arise from deficient sangoli

160) To deal successfully with the articulation gap, Wisaneeded in the first instance is alternative
introductory curricula that are designed to takeoaat of the realities of students’ prior educagion
experience, to recognize their learning potenéial on that basis to enable the students to baildds
academic foundations and learning approaches thiatfagilitate advanced learning. Alternative
provision of this kind, in the form of ‘foundatiowourses, was introduced by some universities én th
early 1980s (soon after black students began feebmitted to enter historically white universitieahd
quickly evolved into structured, multi-disciplinafyundational curricula that added a semestery@aa
to selected students’ degree programs. The keyoparpf such provision is twofold: to facilitate
responsible widening of access, by ensuring thatestts can be placed in introductory courses tlest m
their learning needs realistically; and to providdented but disadvantaged students with a solid
grounding for successfully completing their studies

161) For some time, foundation programs were prelimintarythe regular degree curriculum, which
remained largely unaffected. As AD has evolved, &y, and new opportunities have arisen,
foundational provision has increasingly been irdatggt with ‘mainstream’ curricula, to form what are
generally known as ‘extended’ curriculum prograimsthese models, the exit standards and learning
outcomes of the regular curriculum are unchangetifdundational and regular elements are intertdine
in the early phases of the program, often in cveatvays, and flexible arrangements of the senior
courses in the curriculum are made possible, tmalor differentials in the pace of progress thioug
graduation.

162) In recent years, foundational or extended programge been introduced in virtually all higher
education institutions, and have benefited fromstaritial financial support from the state. Theyéav
become a central strategy for equity of accessanyninstitutions, and are increasingly being ev&ida
on the basis of their contribution to equity of @arhes and hence to improving graduate output dveral
They have faced strong criticism from the left @ne right, and their implementation and achievement
have been very uneven across the sector. There hawever, been considerable successes, and many
thousands of students — most of whom would not Heeen admitted on the standard entry criteria —
have come through foundational provision to congptbeir studies.

163) For the purposes of this paper, the central pane Iis that foundational provision has represeated
systemic, curriculum-based response to the systeamtinuity problems encapsulated in the concept of
the articulation gap. There is good evidence theh @pproaches can be successful in promotingyequit
while maintaining quality and standards. Howevdreyt have remained on the margins in many
institutions, despite the evidence in the perforoegpatterns that a high proportion of the studetatkie
are not well served by the traditional curriculutrustures and approaches. The main challenge now is
to find ways of incorporating such strategies inmainstream provision, to the extent that all staslen
who need them can benefit from them. The followsegtion outlines a further dimension of this
challenge.

8.2 Dealing with diversity in mainstream courses

164) While foundational provision has proved to be a kayans of facilitating equity of access and of
outcomes, it is not sufficient in itself to overcerthe forms of educational disadvantage that affect
many talented students in South Africa as a restulpoor quality schooling and socio-economic
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conditions. AD experience shows that aspects okiprdparedness can re-surface at various stages of
undergraduate and even postgraduate studies. gdsa, foundational provision is too easily undone by
mainstream curricula and teaching approaches thaigd and geared to a traditional elite studsody

that now represents a small minority of the intakde diversity in educational background necelsari
characterizes the student intake in the South adfiricontext, and will in fact increase as partiégrat
grows towards more effective and representativelev

165) It follows that dealing successfully with such disigy in mainstream provision, to the extent that
graduate output can grow in quantity and qualitymeet national needs, is the central educational
challenge facing the higher education sector. Tésponsibility for successfully accommodating
diversity must clearly rest primarily with the aeagic community — with institutional leadership and
with individual academic staff in the classroomefidnare, however, substantial obstacles in theokay
achieving this.

166) In the first instance, there is much resistandiénacademic community to investing time and effort
in addressing what is regarded as a responsilafitthe school sector and a reflection of intractabl
social problems. There are very understandable eglesmof this position, particularly in view of the
competing demands on academic time and the neéditdo the international scholarly community.
However, failure of the academic community to emgagoductively with local developmental needs
will have far-reaching implications for the countijhere is consequently a major onus on sector and
institutional leadership to increase awarenessuélbpmental priorities in the academic commursty,
that a productive balance and linkage can be aellibetween ‘teaching’ and ‘research’.

167) Second, it is evident that many academic teachiaif) are themselves not adequately prepared for
dealing effectively with the increasingly diverseident body, and with teaching situations that are
unfamiliar to them. The ‘craft knowledge’ that cheterizes most academic teaching can be very
effective in certain conditions but lacks a systémar research-informed knowledge base that can be
brought to bear on unfamiliar situations. This ihighly complex matter, involving deep issues of
academic identity, and is beyond the scope of phiser. It is important to recognize, however, that
raising the level of ‘educational expertise’ in thigher education sector is equally a responsytélitd a
challenge for the sector as a whole, if it is toceed in making the contribution to development tha
country is entitled to expect of it.
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NOTES

' For details of the NQF, see SAQA (2005) and the=N@d SAQA websites listed under this reference.

" The name is derived from the Nguni word ‘uMalusianing ‘shepherd’ or, in the African context, ‘giian of the
family assets’.

" Information obtained from the official Umalusi wsite:
http://www.umalusi.org.za/Inveloper.asp?iP=79&iMVele07/12/2007&iS={22794D0B-68B9-4B63-9EB5-
9533572F7A42}

v The old Senior Certificate, written for the lashé in 2007, was based on the program requirenuamtained in the
policy document ‘A Resume of Instructional Progra@snn Schools, Report 550’ (2001/08).

Y Higher Education South Africa (HESA) was forme®D05 as the successor to the two statutory reptabee
organisations for universities and technikons (nmiversities of technology), the South African Usisities Vice-
Chancellors Association (SAUVCA) and the Commitbédechnikon Principals (CTP). The launch of HESAsan
part driven by the restructuring of the higher edign sector, which resulted in the establishmémniegv institutional
types, but also by the need for a strong, unifiedybof leadership. HESA represents all 23 publivensities and
universities of technology in South Africa and isextion 21 company (http://www.sauvca.org.za/Resa/

"' It may be noted, however, that some private sextorpanies and entities (such as the ChartereitLibesof
Secretaries) have been long-standing providersmfio mainly vocational post-secondary progrants an
qualifications.

! Distinctions between ‘academic’ and ‘vocationalUeation are contentious in a range of ways, matgtinter alia
by argument in relation to terminology, includirigese terms and others such as ‘professional’, écargentated’ and
‘career-focused’. Discussion of such issues is bdybe scope of this paper, so the terms are usadéneral sense
here.

" ‘Madiba’ is the clan name of former President Nel$/andela.

™ Pass-rates in the Independent Examination Boad@nmonly in the high 90%s. The IEB examinatiam@sveritten
by the majority of private schools: public schoate prohibited from writing them.

¥ PIRL is coordinated by the International Associatfor the Evaluation of Educational AchievemefA4), United
States Department of Education. The report is abkglat http://nces.ed.gov/pubs2008/2008017.pdf.

Xf_These countries included Argentina, Columbia, Mooy Slovenia, South Africa, Trinidad and Tobagua] aurkey.
X! Additive bilingualism in essence means that addél languages are gradually added to the homei¢ayegas media
of instruction. In South Africa at present, the mul aim is that students will have all their salivog in English or
Afrikaans in the senior years of schooling, but aitive at this point through additive bilinguatis

*" The tables shown here are reproduced or adamiedScott, Yeld and Hendry (2007) with the permissibthe
CHE, the copyright owners.

*V This category contains significant numbers of stugl who transferred to and completed three-yegneds within
the period, so the completion rate for the quadifin type may be somewhat inflated.

* While technikons as institutions have ceased it &ecause of the recent institutional mergeesctitegory of
‘technikon-type’ programs remains valid becausetraosh programs continue to be offered, in comprsive
institutions and universities of technology.

“ The majority of these tests are developed by therdative Admissions Research Project, Universft€ape Town.
I performance on the AARP tests has not been usadasier to access — that is, poor performanddeiProject
assessments has not been used to reject apphdhotaould otherwise have been accepted. The saomplehich this
research was conducted was therefore not as tedaeatis often the case with selection studies faikes it possible
to compare the subsequent academic performandadergs who had done well enough on the Projets tehave
been recommended for admission on that basis,thathof students who had done poorly on the Progsts, as the
latter group would have gained access to the utigtit on the basis of their Senior Certificate tesu

BIBLIOGRAPHICAL REFERENCES

Badsha, N., Blake, G.T.W. and Brock-Utne, J.G. 1#8#&luation of the African Matriculation as a
Predictor of Performance in the University of Nd¥dical SchoolSouth African Journal of Scienge,
220-221.

38/40



ADEA — 2008 Biennale on Education in Africa

The interface between further and higher education in South Africa:
Factors affecting the higher education sector’s capacity to meet national needs

Barsby, T., Haeck, W. and Yeld, N. eds. 1994. Actahility in Testing: the Contribution of Tests to
Increased Access to Post Secondary Education. @dritan Association for Academic Development -
Workshop Publication Series No.2. Cape Town; Ursingiof Cape Town.

CHE (SA Council on Higher Education) 20@buth African Higher Education in the First Decaife
Democracy Pretoria: Council on Higher Education.

Chisholm, L., Hoadley, U., Kivilu, J., Brookes, HPrinsloo, C., Kgobe, A.,Mosia D., Narsee, H. andeR
S. 2006.Educator Workload in South AfricRretoria: Human Sciences Research Council.

Christie, P., Butler, D. and Potterton, M. 2007h&us that Work. Unpublished Report of the Minigter
Committee, 13 October 2007.

Cloete, N. and Bunting, I. 200Bligher Education Transformation: Assessing Perfanoein South Africa
Pretoria: Centre for Higher Education Transfornmatio

Cooper, D. and Subotzky, G. 200he Skewed Revolution: Trends in South African éfigtducation
1988-1998 Cape Town: Education Policy Unit, University bétWestern Cape.

Crouch, L. 1999. Education Data and the 1996 Cerg&use Crucial Apparent Problems and Possible
Strategies for Resolution. EduSource 24, 10-16.

Crouch, L. and Mabogoane, T. 1997. Aspects of hatieEfficiency Indicators in South African Schools:
Analysis of Historical and Current Data. EduSout8g4-28.

DoE (Department of Education, South Africa) 189Higher Education Act. Pretoria: Government Gazett
No. 19842.

DoE (Department of Education, South Africa) 189EZducation White Paper 8: Programme for the
Transformation of Higher EducatioRretoria: Government Gazette No. 18207.

DoE (Department of Education, South Africa) 20R&tional Plan for Higher EducatiarPretoria:
Department of Education.

DoE (Department of Education, South Africa) 200&estigation into the Feasibility and Desirability
of a Single Examination System at NQF Exit Points4l Unpublished Report of the Ministerial
Committee.

DoE (Department of Education, South Africa) 280Bunding of Public Higher Educatioschedule to the
Higher Education Act (Act No. 101 of 1997), NovemB803. Pretoria: Ministry of Education.

DoE (Department of Education, South Africa) 2D0Bvestigation into the Current System of
Differentiation, namely Higher, Standard and Lov@made, in the Senior Certificate Examination
Unpublished Report of the Ministerial Committee: R4y 2003.

DoE (Department of Education, South Africa) 280The Higher Education Qualifications Framework.
Pretoria: Government Gazette No. 30353.

DoE (Department of Education, South Africa) 2B0Report on Dinaledi Initiative in 2006.

Griesel, H. ed. 2006. Access and entry level bemcksn the national benchmark tests project. Pietori
Higher Education South Africa. ISBN: 0-9585086-5t8;27.

39/40



ADEA — 2008 Biennale on Education in Africa

The interface between further and higher education in South Africa:
Factors affecting the higher education sector’s capacity to meet national needs

Herman, H.D. 1995. School-Leaving Examinations,e&&n and Equity in Higher Education in South
Africa. Comparative EducatioB1(2), 261-274.

Jipsa 2006. Joint Initiative for Priority Skills 4aisition. http://www.info.gov.za/asgisa/jipsa.htm

Kraak, A. and Young, M. (eds) 200Bducation in Retrospect: Policy and Implementagorce 1990
Pretoria: Human Sciences Research Council.

Kruss, G. 2004Chasing credentials and mobility: Private highewuedtion in South AfricaCape Town:
HSRC Press.

Lolwana, P. 2006. Umalusi: A Historical Perspecti®estoria: Umalusi.

Lotter, C. 2007. Minimum Admission Requirementsh&a / Vocational HE Admission Interface.
Presentation to Tshwane University of Technologybg 2007.

Mabizela, M. 2001. Towards a contextual analysistnfctural patterns of private-public higher edigrain
South Africa. Unpublished MEd dissertation, Univigref the Western Cape, Cape Town.

Moleke, P. 2005lnequalities in Higher Education and the Structofehe Labour MarketCape Town:
HSRC Press.

NCHE (National Commission on Higher Education, $oifrica) 1996.A Framework for Transformation
Cape Town: CTP.

Pandor, N. 2005. Education key to improving ecormognowth and promoting social cohesion. Edited
extract from address by Minister of Education NakRahdor. Cape Times, 7 September 2005, 15.

Reddy, V. 2003. TIMSS 2003 results. Pretoria: HurSaiences Research Council (HSRC).
http://www.hsrc.ac.za/research/programmes/ESSD3R0G3/index.html.

RSA (Republic of South Africa) 1996. The Constitatiof the Republic of South Africa (Act No. 108).
Pretoria: Government Printer.

SAQA 2005. The National Qualifications Framewo#én Overview
http://www.ngf.org.za/html/docs/english.hif@ccessed 12.11.2007). See aldtp://www.saga.org.za
(accessed 12.11.2007)

Scott, I. 2003. Balancing excellence, equity angmamise in a less-industrialised country: The a#sgouth
Africa. In G. Williams (ed)The Enterprising University: Reform, Excellence &uaplity. Buckingham:
SRHE and Open University Press.

Scott, I. 2009. Who is ‘getting through’ in Soutfrida? Implications for the reconstruction of tloerhal
curriculum. In Featherman, D., Hall, M. and Kris|®¥. (eds)The Next Twenty Five Years? Affirmative
Action and Higher Education in the United Stated &outh AfricaUniversity of Michigan Press
(forthcoming).

Scott, |., Yeld, N. and Hendry, J. 20@¥ case for improving teaching and learning in Soéttican higher
education Higher Education Monitor No. 6. Pretoria: Couraril Higher Education.

Simkins, C., Rule, S. and Bernstein, A. 2007. Dimgpfor Growth: Addressing the Maths and Science
challenge in South Africa’'s schools. Johannesbihig:Centre for Development and Enterprise.

40/40



ADEA — 2008 Biennale on Education in Africa

The interface between further and higher education in South Africa:
Factors affecting the higher education sector’s capacity to meet national needs

Umalusi 200a. Umalusi official websitehttp://www.umalusi.org.za

Umalusi 200B. Evaluating syllabuses and examinations: An Unmaachnical report comparing the
syllabuses and examinations from Ghana, KenyahS#fnica and Zambia. Pretoria: Umalusi

Van der Berg, S. 2004. School education and tramsftion. http://transf.audit.co.za/ articles/education/pdf

Vinjevold, P. 1999. Language Issues in South Afri€dassrooms. In Taylor, N. and Vinjevold, P. eds.
1999.Getting Learning RightReport of the President’s Education Initiatives®arch Project. Johannesburg:
Joint Education Trust, 205-226.

Yeld, N. and Haeck, W. 1997. Educational Histoead Academic Potential: Can Tests Deliver?
Assessment and Evaluation in Higher Educaién5 -16.3.

Yeld, N. 2001. Equity, Assessment and Languageeafihing: Key Issues for Higher Education Selection
and Access in South Africa. Unpublished dissenatigniversity of Cape Town.

Yeld, N., Grobler M. and Sekwane C. 2004. Invesitgainto the examination of English Second/Addiab
Language by selected examination authorities iry&aes 1992, 1999, 2001 and 2003. Commissioned
research. Pretoria: Umalusi.

Yeld, N. 2009. Getting In: Admissions Policies.Heatherman, D., Hall, M. and Krislov, M. (ed$)e Next

Twenty Five Years? Affirmative Action and Higheu&ation in the United States and South Africa
University of Michigan Press (forthcoming).

41/40



