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EXECUTIVE SUMMARY

Educational assessments and credentialing systenpaet of all education systems in the world oVéiese
systems have also been the focus of discussiom#andpection in many countries for a long timeeTh
reason for this prolonged focus on assessmentsatitication can be attributed to the key and @@nble
assessments and certification systems have intibé&eveducation system. Both assessments and
certification are central in every educational egsias they direct and legitimize the social andtipal
goals of each educational system (Broadfoot, 1I3n though there are often debates on theiratgkiy
and impact on education, it is also very diffidalimagine an education system without them. Bathomly
control the purposes of education, but also thereaif rewards to be accorded to citizens. Itésefore in
this context of acknowledging the power wieldedalsgessments and certification systems that wetbave
understand their social purpose in order to undedstheir potential role in constructing an expahde
secondary schooling in Sub Saharan Africa (SSA).

There are many challenges that face the contirseewedl as its education system, including the laick
availability of resources to fund an extended etlanasystem for most individuals. However, theresloot
seem to be a lot of choices but to find the ressineeded, or else the continent will buckle usteer
pressure of prolonged lack of access to advanceioettte individuals and the nations. It is notedtt
unlike high and middle income countries, SSA edoaoat characterized by:

* A syllabus-based curriculum, whilst most other ddes often adopt a combination of syllabus,
outcomes-based and standard-based forms of cumicul

e SSA curriculum tends to be geared toward the geteédr university instead of providing for
diversified pathways and is also not differentiai@dater for a wide range of learners;

¢ Many SSA countries still present hurdles in thecadion system in the form of external
examinations at the end of primary education;

« There seems to be very little innovations in thaneiation systems of both the Anglo and Franco
phone countries as they continue to pursue themgstvhich were left at the time of their
independence;

* School-based assessment capacity is extremely aloged and this in turn tends to reinforce the
over reliance on external examinations, whose bashkveffect on classrooms is not really positive;

« The performance of countries that have participatedhtional and international tests shows that
many students in SSA countries are not learningediorming to the level of their counterparts in
other continents;

< Within countries, there seems to be a wideninguaéty gap which should be a source of concern.
This inequality gap is caused by a lack of acoe$sarning opportunities and sometimes by
inequality in the quality of education provided.

There are many lessons which can be gleamed frercaiintries that have already attained the goalasfs
education, where universal school, not primary atlan is the norm, have a lot of lessons to offe8EA
countries. These lessons are instructive in thetdoe extending primary education to the end ofgu
secondary education in order to increase the nuoflerhool education to be attained in SSA cousitaad
also form the bridge toward senior secondary edtutathooling for most individuals. From these tess
the following suggestions are made in this paper:

« To provide for universal access to education beymirdary education by removing the hurdles
caused by an end of primary education external aation system, introduce sponsored mobility
through teacher assessments and present thextesha examination at the end of basic education
(8 — 10 years ) of education;

« Attempts to phase out early selection in educathoyuld include a curriculum that caters for a wider
range of abilities and leading to different furtkearning opportunities. The issue of introducing a
foreign language, like English and French, befagnitive skills have developed sufficiently in the
education system, must be addressed as well abiligpaf teachers to teach in a second language
should be developed sufficiently;
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* There is a need to establish and refocus the aluricfunction in educational systems of many
countries. This function must not only be seenresdriving engine for educational reform, but
must be adequately designed with appropriate liekag other monitoring functions such as
assessments and inspections.

« Instead of extending what is on offer in the curtien of basic education, it is suggested that a cor
curriculum in mathematics, natural and social szsras well as the foreign language applicable to a
particular country should be pursued. A syllabuseblacurriculum seems to yield more advantages
for a weaker education system than to introducenaiderable amount of flexibility. However, even
in this form of curriculum, it is suggested thatmmattention should be paid to the development of
deeper levels of cognitive skills;

« Examination Councils should use the resources pusly used in primary education examinations,
in assisting schools to develop better capacipssess their students, through the training of
teachers, development of exemplars, etc.. Capiceyamination councils needs development and
support.

* Suggestions are made on how to make the examisadiahe end of basic education ‘light touch’
instead of being one more hurdle in the system.tW¢haseful to report on is also recommended,;

e There is a need to intervene at the Examinations€its level of many SSA countries. Two types
of interventions are suggested,: (a) to diverdiBjirtexposure to other assessment systems beyond
the “O” or “A” levels of the Cambridge Universitystem, and the French Baccalaureate; and (b) to
further develop the capacity of these examinatymtesns.

e The quality of teachers is central to any attertpesxpand and improve an education system. Two
areas of improvements are suggested in this pégeteepening the subject knowledge of teachers
at the overlapping phases of primary educationbasit education; and (b) improving the capacity
of teachers in their knowledge of the pedagogyeirtteaching subjects;

* The monitoring of key points in the basic educasgstem of different countries needs to be
encouraged. Current national and regional assessystiems need to be further developed and
cooperation amongst countries encouraged. Insbnaitoversight, which is generally weak in most
systems, needs to be strengthened, in the formspéctions and school leadership.

« Although SSA countries could learn from other coig@ston what an appropriate and adequate
curriculum in basic education should be, there&son to consider relevance in SSA curriculum
which addresses issues uniquely faced by SSA sudla)ythe need to support fledging but yet
fragile democracies; (c) support informal econonmiés which many individuals may ultimately
lend; and (c) nurture and preserve the culturalatidtic inheritance, including languages of SBA i
the face of western invasions;

e Caution needs to be exercised and not to rushrapkgment all international experiments in
education, such as the recent focus on Nationalifigations Frameworks in many countries. These
detract from laying good foundations of a solid eation system.

« Lower income areas, e.g. rural and densely popliteas, tend to be poorly served by the current
SSA education systems. This inequality to accedgjaality education is one potential threat to
social instability and must be addressed soon.

« Lastly, it is imperative that a basic educationtaysmust also cater for those who are still andl wil
fall out of the education system in order not dolestablish a wide base of an educated citizenry,
but also to produce a large pool of human capitahflation in all countries quicker.
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2. INTRODUCTION

At the dawn of the Zicentury Sub-Saharan (SSA) is still experiencipgpulation boom. This means that
in contrast to the high and medium income count&&A has the record number of young people to
educate. Whereas industrialization in many cousifsidught about the emptying of rural areas, in SSA
countries, the rural areas are not being depopll&r the economic front, there are several product
systems which exist side by side. Agriculture, base family farms, remains the age old foundatibthe
African economy. Alongside this a modern capitaisdnomy has evolved to varying degrees in various
countries. The capitalist economy is characterinedn array of forms of business which can be pi#aiest
as in industrialized countries or represent whabis called the ‘popular’ economy, which is neither
traditional nor capitalist but provide livelihoodrfa large segment of the population. In termsosegnance,
Africa has survived several forms of power and atity from the slave trade, colonization, neo-
colonization, globalization, and many countriesénaxperienced internally sponsored forms of vicdenc
(Sall, 2003).

Education in high and middle income countries hasiged the human capital foundation to grow the
economy and supported the democratic politicaladisptions. In fact, education, as a source of keyd
and skills, is now recognized as the main forceinigieconomic growth in most high and middle income
countries (Caillods, 2004). However, the Africamieation systems in the main has not been ablsedoi
the role of supporting economic development andigileg democracies in Africa. On one hand EFA and
other attempts to meet the Millennium Developmeo&ls (MDGs) have resulted in the unprecedented
growth of the primary education in SSA, but on dllger hand secondary schooling still remains lichite
(King, 2007; Bregman, 2004). Yet, evidence shoves the contribution of education to economic and
development and competitiveness starts to kick theahigher levels of education (Lewin, 2006). Not
having enough secondary education provision irStBA education system is not only going to be
detrimental for the region’s ability to meet the KB, but the region’s chance to compete globallyaisd
to support the growing democratic trends will hesfrated.

This paper in particular focuses on the role thautd be played by curriculum, assessments and
certification in growing the SSA education systeassthis is no longer a luxury but a must. The prim
schooling system needs to be extended so that g asgpossible young (and old) learners acquiredrig
levels of education in SSA. The current lower juriecondary education system should be seen as the
bridge to cross over to a growing secondary edoicatystem. However, the goal of increasing pasitim
levels and making basic education a universal iigtSA should not result in compromising quality i
education. The main thesis of this paper is aboptaving the efficacy of curriculum, assessment and
certification to:

« Increase the completion rates of primary education;

* Increase the completion rates of secondary edutatitl

* Broaden access to senior secondary education.

This paper provides some insights on experiencesufitries that have succeeded in massifying school
education systems and thus gleam lessons whicd beuhpplied in the SSA context. Suggestions wal m
made on improving the body of knowledge and skdllbe taught and learned in basic education. Whys o
addressing the crippling wastage caused by a higgictive system will be addressed in this papeme
reflections on how the certification system of ateaded basic education system should look likelveil
tabled. Finally, further suggestions on monitoramgl evaluation systems which would need to beduired
in SSA education systems, will be presented.

The paper is limited in as far as it is mainly é¢oaél to secondary sources of information abousjistems
described and evaluated here. Secondly, the vedtarowledges that any meaningful transformatiothef
education system requires a wider scope of intéivethan the topic dealt with in this paper, irtihg the
availability of resources and capacity in the syst&he narrow focus of the paper is taken in thetgpat
curriculum and assessment issues are at the Heattication provision, and therefore worth of d&stan
on their own right.
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3. PURPOSE OF CURRICULUM, ASSESSMENT AND
CERTIFICATION IN EDUCATION

A study of social phenomena in education givesaights to the policy options we now take for gealnn
the use of assessment. Assessments and certificatiobe understood as the interplay between three
different concepts, namely competences, competiti@hcontrol (Broadfoot, 1996). There is no beitae

to understand this phenomenon than to examinenthesirialization period regarding the role of assent
and certification played in directing the shape sizé of education in first industrialized counttie
Industrialization has had a lot to do with the nifasstion of education, moving away from an appresghip
system, and using assessments as an ‘objectivedbivayabling mobility of individuals. Broadfoot (26)
asserts that mass scale education in Europe fanmgdinds its roots in the combined growth of podil
democracy and industrial capitalism of the ninetleeentury. The transition from a feudal to anuisiial
society brought about changes in the family’s eagic@nd educational role. According to many
sociologists, there was suddenly a need to sebciplsnstitutions which would socialize individgdior

their roles in the new labor market (Weber, 194idtkbeim, 1977). This need to educate people at auch
large scale to support the political institutioiglemocracy and the economic institutions of indaktation
necessitated profound changes in defining bodiégs@fvledge, the way that large numbers of childvene
to be inducted to the new forms of learning and disveloped a new concern for competence. Alongside
this preoccupation was the rising need to providerferitocratic competition on the basis of eqyadit
opportunity. Assessment and certification systerasevestablished and soon became part and parcel of
education systems as a way of evaluating individuaimpetences as well as credentialing competences
which would be matched with subsequent requiremangpportunities either for further learning ortire
labor market.

4. TRENDS IN HIGH AND MIDDLE INCOME COUNTRIES

Massification of education during industrializatioountries brought about a number of importantrraoin
the education systems of many countries. Thesemsftuched on curriculum, assessment and cetidfica
as well. In terms of curriculum, there was a needdtablish an undifferentiated or general curdoufor as
long as possible and for the majority of learnarthie education system. This meant that the rigichbaries
of the academic and vocational streams became paooelis, and where they still existed they were
prolonged for the senior secondary schooling phaki&h was seen as the end of schooling now instéad
the primary school phase (Caillods, 2004; Bregrd@04; Broadfot, 1996). For newly developed cowstri
the impetus seems to have been purely the develdpphéhe human capital for the labor market. Versp
(2007) for example demonstrates how the growtldatation in these countries has particularly sujggr
the economic growth of the East Asian tigers.

Curriculum and competence trends

In a new education system, intended for the mamsgfiot a select few, it has been important tofieele
what would be considered as critical competencealfocating life chances and admitting individuats
future active participants in these societies.His énd, Calloids (2004) points us to some comneatufes
that have emerged as trends of curriculum transftom in high and middle income countries, andehes
are:
» Curricula that meet the needs of all students
« Curricula that comply to the learning requiremenftthe future and contain both knowledge and
skills as well as relating to ethical and sociallsk
« A convergence between countries which emphasizbabies (numeracy, literacy, scientific
knowledge and foreign languages) and the moretimadi approach of giving equal importance to
other traditional subjects in addition to the basic
« Curricula that emphasize the basics as well aswmral competences (communication, problem-
solving, reasoning, ability to learn, and motivajiat the lower secondary phase by all countries.
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e Adiverse curriculum which is not exclusively acade, but vocational education is increasingly
being recognized as a valid form of provision, egdly at the secondary levels.

As a result we now find curricula that can be catezgd into generally three groups: (a) syllabuseloia (b)
standards-based; and (c) outcomes-based (DongéD%). A syllabus-based curriculum is typified by
details of prescriptions in the learning environtn&yllabuses are often established by ministries o
education or one form of authority, outside of slshool system. They also have been associatechigith
stakes examinations where competition has a majerim the education system, and for the uppel leve
provision, e.g. senior secondary education, unitiessare often involved in syllabi development. tha
other hand, standards-based curriculum is chaiaeteby a bottom- up approach where teachers i
significantly to the establishment of standardhisTorm of curriculum prescribes required knowledamd
achievement levels. An example of a well nuancech fof standards-based kind of curriculum can badou
in the USA, where there is an attempt to estatsisshe uniformity from the provision of the federtltss.
This form of curriculum tends to be sponsored byegnments instead of universities as is the catie wi
syllabus-based curriculum. An Outcomes-based auwg is slightly different from the first two, alse
emphasis here is on what students should be ablie & the end of the course. Again, an outcomeséa
curriculum generally favors industry and commutiased sponsorship. Schools in high and middle iecom
countries will generally adopt a mixture of thes#féetlent forms to varying degrees because in these
countries there is often greater flexibility andvway given to the teacher in the classroom.

Box 1: Translation of a policy in the USA

Even though there is nothing that can be considerée standard in the Federal education systetimeof
United States of America, the “No Child Left Behimmblicy seems to have had significant impact ow hg
basic education came to be viewed in that coulitttyilst the standards for graduation requirementewe
raised, this pressure was felt more at the midgllellof the system (Grades 4 — 8), at the poistagfching
between primary schooling to middle school. Morkjsct knowledge was introduced at this level ard th
guest was to establish the right balance betwesahileg the subjects and teaching children. Bro&jests
were unbundled into separate subjects, e.g. SBciehces into history, geography, etc. Requirenfents
teacher preparation and on-going professional dpwe¢nt became closely tied to the school curriculum
and its pedagogy. The philosophy behind this wansure that in this form, it would be expecteat il
children would experience the same kind of curtiouland this not left to the discrimination of sclscand
teachers. Secondary school curriculum has seemiregly pushed down the middle schools and this is
where the foundations for academic knowledge aiil$ ske supposed to be laid

Source: Georgia Professional Standards Commission

Selection trends

Again, developments from countritigat have attainebigh secondary participation rates show us that
there has been a merging of elementary and segosdawoling into a more comprehensive form of
provision. Many countries have extended elemergdungcation to the statutory school leaving age, whic
often coincides with the employment age for manyntoes. This change has therefore made selection
before the school leaving age unnecessary. Leaoppgrtunities beyond the general and basic edcugati
which is often at age 15 or 16, are also gettingetanore diverse in many education systems of dpeell
countries. The option for employment take up atHgfd6 seems to be theoretically a possibility,dut
option that does not seem to be taken up by maagigypeople in these countries. Many young people st
in one form of upper secondary education systemattedhpt to complete schooling. There has been a
realization in developed countries that:

In the information age of today — and increasiniglthe future — all students, not just college-tun

students, need high academic skills and knowledga¢ceed. In the past, some high school

graduates could find high-wage jobs that did nqtimee a rigorous high school education, but these

types of jobs are increasingly scarce. (Woodwa$89119).
This in high and middle income countries has mézatteven a diversified upper secondary system, in
which vocational education becomes a strong afteeto academic education; both will still conthias as
its foundation general education to allow for tbampletion and proficiency in higher levels of ciiye
skills and knowledge. Also, many of these countpies/ide for a range of post-secondary educatictesys
as further alternative learning routes to univgrsicks. All this has direct implications on hoglextion is
therefore structured at that crucial initial staend of compulsory or basic education.
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The next problem that has risen about the postpeneof school leaving age is that of certification
procedures employed at the end of basic educdtiamther words the purpose of certification at ¢mel of
basic education changed its purpose and form aaskdeto be seen as a serious selection tool a&s ihow
assumed that most young people will continue tanthe level of provision, being upper secondary
schooling. The increased levels of provision ireottountries can now be seen to have contributedhéd
Dore (1997) has come to label as ‘the diploma @isear a qualification inflation. In other wordhe more
widely education certificates are used for occugpeti selection, the faster the rate of qualifiaafiaflation.

The postponement of selection in many countrieshadsgwo major implications: a review of the exjplic
link between general and vocational education;aantification procedures employed at the end of key
stages of education systems — basic education Heeyst stage in most developed countries. Tise f
problem was illuminated in many countries by théaroof a school leaving age or basic educatiore Th
guestion was: ‘where to?’ Many countries have radpd differently to this question. Wolf (1995) for
example traces the developments in Europe, whieh higlded different responses and results to the
question of post-basic education. The United Kimgdor example has opted for some forms of National
Qualifications Frameworks (NQFs) in which differéotms of qualifications would be included, albsith
different results, and would create a parity oéest between the general and vocational tracks. NG#F&
first established in the United Kingdom (ScotlaBdgland, Wales, and Ireland); followed by Australial
New Zealand and followed by South Africa. A recssgsssstudy by Young (2004) for the International
Labour Organization (ILO) reveals mixed results antievements of the NQFs. Young attributes thit¢o
nature of institutions which have taken responisied for the development of these qualifications
frameworks as well as the legitimacy of the edwrabureaucracies in the different countries. Theeffect
has been that the more there is some national sens@n the nature of the qualifications brouglbuab
under one ‘roof’ and the more these qualificatibage remained educational in purpose, designegbiang
people in full-time schooling, the more succestiiel notion of a National Qualifications Framewoeess
to be. Again, this has direct implication for hoglextion at the end of basic education is concéipathas it
would lead directly to a system where differentichs are to be made.

4.3. Control trends
Examinations have remained a key feature in reiggland controlling educational practices of many
industrialized countries. However, in most high amddle income countries, the high stakes (public)
examinations have moved up the school ladder ardittebe at the end of high school. Caillods (2004)
notes only two countries which still have an efyiexternal examination at the end of school-leg\age or
end of basic education and these are France daddreEven for high-stakes examinations, therebeas a
lot of flexibility introduced in these examinatigmaaking it possible to:

* Include teacher-based continuous assessments iiasiiks certificated,;

* Vary the number of subjects the students are exarom;

« Vary the type of examination questions (e.g. esgags, multiple-choice, short response, etc.)

¢ Include various forms of assessments (e.g. orattigal, written, portfolio based projects).

* Accommodate for multiple examination takes durimg year instead of limiting this o just one

sitting.

So, whilst examinations are still valued as a majeans of controlling standards in education, tnmfand
content of examinations have changed over the yedhgse countries.

Some educational systems have introduced contaligh expressions of accountability in the form of
national assessment and inspection systems. hassessments, where they exist, have taken rimecio
administering to all learners at key stages oftfstem tests to all or a carefully selected sanifilese
assessments are carried out by teachers but eftented to parents, authorities and sometimesstpublic.
This form of control has met with a degree of resise from the teaching corps in some countries, wh
complain of the burdensome responsibility of thessessment activities (Wolf, 1995).

Another form of control, which is often considetede unrelated to assessment, is that of inspectio
National inspectorates where they exist are mearggulate and rationalize educational provisiosh s
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control educational practice. The English inspectigstem for example has a very long history widiates
as far back as the early nineteenth century. G20B(), evaluating the Office for Standards in Edioca
(OFSTED) has found that the English inspectionesystends to tangentially touch the assessmentsyste
and often found not be a very useful system tohtexacin the classrooms although its control fumctie
generally accepted by government and the publier&fbre there still seems to be a disjuncture berviiee
assessment and inspection function in most cosgntrie

5. ASOMEWHAT DIFFERENT SUB-SHARAN
EDUCATION SYSTEM

Education For All (EFA) has inspired decision makand donors alike in the Sub-Saharan region tieat t
guestion about life after EFA is generally accegsdot only being valid, but also urgent. EFA tr@sated
an unprecedented need for provision after primencation in most countries. In fact Bregman (20t
defined the problem as being one of finding sohdito ‘cope with the success of primary education’
Africa. However, the policy landscape and the resesiavailable for education in the different coiast
make it difficult to have a one-size fit all pragtion for the urgent need to transform the edwrasystem
which has been transpiring over the years (Lewdd62. This section will focus on how curriculum;
examination; classroom; national and internati@sakessments, certification; and inspection, haga be
handled in SSA. Inherent in this discussion isithéerstanding that, without putting more resouicehe
education system, improvement in curriculum, aseess and certification alone will not bring abolié t
desired changes. However, as it has been notkerenar, this discussion is limited by the factithd
sources are secondary and their validity stilltioase problematized.

5.1. Curriculum

On the surface, most of the SSA countries’ curtisutloes not differ significantly from that of thiggh and
middle income countries. School curriculum in gahar both primary and junior secondary education
covers what has come to be regarded as acceptidead education: languages; Mathematics; Socdil an
Natural Sciences (verspoor, 2007; Bregman, 200dyveier, the similarities are only skin deep, asdlaze
deeper differences that manifest themselves betiteetwo systems. First, the SSA curriculum cagegr
be described as mainly syllabus-based curriculume. Majority of countries have remained with the
curriculum form inherited from the colonial couesj in spite of the changes that have ensued in the
curriculum of the former colonizers over the yeavgith the exception of South Africa, both Anglopigo
and Francophone SSA countries have not changeadctineicula significantly over the past decadesoAl
the curriculum is still by far geared toward seanydeducation which leads to university (Bregmd&@04).

Box 2: The South African Curriculum

In South Africa for example, one of the first thintdpat the new government did was to embark on an
extensive curriculum reform, to purge it of all etpaid undertones. South Africa initially adopted a
ambitious model, that of a purely outcomes-basedatium. Very soon after the implementation of the
outcomes-based curriculum, it became clear thaméwecurriculum was problematic and had to be
reviewed. Problems had to do with under-specificatf knowledge and concepts, poorly qualified
teachers, poorly resourced schools, an excesgwehplex curriculum (Chisholm, 2004; Howie, 20047?),
The review resulted in a new South African curtignlwhich in form is still outcomes-based but now ha
specification of content. The new curriculum attésrtp combine an outcomes-based model with a
syllabus — based model.

Whilst the new curriculum presents vast improvers@nt the old syllabuses and is regarded as
contemporary, Umalusi’'s recent review reveals évain this new form is not without its problemstzes t
reviewed curriculum has now resulted into unwialidguments. The curriculum is characterized by lon
and multiple documents with poor articulation begwéhem. This has a potential to create difficalfigr
teachers who have to be familiar with all setsafuiments.

(o}

Source: Umalusi Report (2007)
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The stagnation of curriculum in SSA has not beenathly problem with the curriculum in these systems
The second characteristic which makes SSA curmouifferent from that of other countries is thatlie
main the former has remained strictly subject basetinot embraced the transversal skills which e
enthusiastically embraced by others, especially DEGQuntries (Rychen , 2005). Also, whilst the OECD
countries experiment in varying degrees with vaoatl or pre-vocational curriculum from anywhereidgr
the last years of basic education to senior secgrethucation, in a more comprehensive way, when
vocational education occurs in SSA curriculumeiids to be a separate track relegated to thoseleoss
to be of lesser abilities. Cameroon for examplerespa direct link of the vocational educationhe tvorld
of work and teach post-primary learners the craftamibia and Swaziland report an inclusion of sqmee
vocational subjects in the curriculum of the jursecondary system

http: //www.member s.aol .convsucord/camedi.html: accessed 30October 2007).

At the time when England was changing its curriouto introduce a qualification known as the General
Education Certificate (GEC) at the end of its basiacation system (age 15/16), the University of
Cambridge Local Examination Syndicate (UCLES) afdmduced a new qualification for its internatibna
markets, named the International General CertdichtSecondary Education (IGCSE). This qualificatio
has been introduced first to Namibia when it looksolind for a new curriculum to free it from theuBo
African apartheid curriculum. Swaziland is npiloting the newcurriculum as a way of localizing its
examination system which has been strictly the 48d “A” level system in the past. So, for different
reasons, two SSA countries have changed theircalum, but still adopt an externally controlledteys.

As desirable as it is, vocational education tendset difficult to implement. These difficulties lakieen
poignantly outlined in studies that argue againstvocationalisation of education in some selegteidan
education systems, especially post-primary edutgiEgsemon, & Schwille, 1991; Psacharopoulos, 1987)
The curriculum development function seems to b#eotve in many countries, in spite of the existerof
varying forms of curriculum structures and functan these countries.

Box3: Examples of curriculum functions in selectedSA countries.

Many SSA countries have Curriculum development mizggtions or centers. For example both the Kenya
Institute of Education and the Kenya Examinatioosiiil work together in developing teaching and
assessment syllabi. Similarly in Ghana, the WesicAf Examinations Council is involved in the
curriculum development process, and in ZambiaEtkeminations Council of Zambia is involved in the
work of the Curriculum Development Centre. Southid is an exception where there is no distinctreer
which is responsible for curriculum developmenteTig curriculum transformation that has just hayguk)
in South Africa was a project, managed by a tenipdnaisterial Committee. South Africa also does not
have an examination curriculum but the curriculusouiments contain assessment guidelines. Umalusi
recent evaluation of the senior secondary curriouti Ghana, Kenya, Zambia and South Africa, recal
great variations in how the curriculum aims or omtes were articulated; pedagogical methodology;
coherence, sequence, progression and pacing; atehteoverage by cognitive demand. The one area|
where there seemed to be greater overlaps wagheittontent coverage or what is prescribed to bghta
and this is typical of syllabus-based curriculalyCBouth Africa seems to have a differentiatedicufum
(Umalusi, 2007). This evaluation points to a sesiflaw in the curriculum function - that of notyjrag
enough attention to the development of cognitivet aansversal competencies and not providing for
differentiation for the students of lesser abittia the curriculum.

Source: Umalusi Report (2007).

D »n

Tthe difference in SSA curriculum and other cowdthas to do with the curriculum structure. ManASS
countries still have a curriculum system that diedelineates three levels of school education.

Figure 1: Curriculum Structure in selected SSA couiries

Country Structure
Angola 4+ 2+ 2+ 3
Botswana 7+5
Cameroon 7+ 5

! Website references will be detailed in the bibiagahy
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Commores 6 + 5 (or 6)
Congo DRC 8+4
Kenya 5+4+3
Madagascar 6+5+2
Mali 6+3+3
Mauritius 6+5+2
Mozambique 7+3+2
Namibia 7+3+2
Nigeria 6+3+3
Seychelles 6+4+2
South Africa 9+3
Swaziland 7+3+2
Uganda 6+4+2
Zambia 7+2+3
Source: (Purvis, 2004) and country websites

There is much hope that this structure could saonecto an end, as almost all the country websites
surveyed report an intention to move to a basication system, which extends the primary education
systems to incorporate the lower secondary educatistem. Only Kenya and South Africa from the
countries above seem to have taken these contepteaready and have structured their systemsBiatud
9 years of education respectfully. If these intamdiare true, then there are four things that teéeé done:
(a) to provide a place for every child who comestigh the primary education system and (b) to ekten
primary schooling to basic education; (c) to inseeaompletion rates for the whole basic educatiase;
and (d) to broaden access to secondary education.

5.2. Assessments

Four kinds of educational assessments stand dheiSSA education systems, namely examinations,
classroom assessments, national assessments emmadiiianal assessments.

5.2.1. Examinations

Examinations continue to play a major role througtbe history of contemporary education in Africa.
African countries have invested heavily in examorasystems. Even countries that previously haek ha
weak or freer progression systems (depending onylmawook at it), like Rwanda and Mozambique, they
have now started to invest in developing their @ration systemsIn most countries there are three kinds
of examinations which are administered by a natiaothority in Anglophone countries and by the rsiini
of education in francophone countries (Kelleghd@f4). These examinations are usually administeréiea
end of the primary school cycle, end of the jusicool cycle and end of the senior secondary saymté.
The positioning of transition hurdles in any edi@rasystem is very important. Examinations stilypl
major role in engendering competition and seledititBSA. Countries which are restructuring thesteyns
to a longer basic education term, and yet stillarsexamination at the end of traditional primariycl
levels, have created contradictions in their systamd this needs to be addressed. Moving thisdpdrais
produced notable and positive results in some cmslready. For example, by removing the exarionat
at the end of the lower primary education systganticipation rates in the South African educasgatem
grew within a very short period to a record 103%sSrEnrolment Rate (GER) in 2001, and in Kenya to
107% by 2006 (Department of Education, 2006; Mi,@28i07).

Both Anglophone and francophone countries’ exanonagystems have heir origins from the English and
the French education systems of more than halftugeago. This system has been described by Bregma
(2004) as being subservient to an academic seteptmcess. Even though many countries have
subsequently localized their systems, there dlevatying degrees of reliance levels to the Cawhdpei
examination system. Small countries bear the bfitite difficulties brought to bear by relying on a
external agency for such an important functionimBead Steward (1999) enumerate these difficuliies
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being: high unit cost; staffing difficulties; sugtibility to political pressure. Also, the Univergiof
Cambridge Local Examination Syndicate (UCLES) tetodsdvocate for a strong separation of curriculum
and assessment functions (referee and a playethasd rigid divisions have persisted in most Apgtme
SSA countries.

Examinations are not always useful in measuringdsteds in a system as they their backwash effebiein
classroom, especially in lower levels tends toilééd. However, public examinations continue taulsed
as the main indicator for quality in the SSA edigrasystem, in spite of the inherent weaknesses in
examinations (Kelleghan, 2004; Bregman, 2004; Yia@@06). Examinations persist because in the SSA
systems, characterized by large classroom sizeslyp@sourced schools, and under-prepared teadhess
are probably the only means to control disparamehts of the education system. Even though
examinations have traditionally been associatel what are known as ‘high stakes’ examinations for
university entrance where the emphasis is on niaingaa national (and increasingly, international)
standard for all who gain a particular qualificatithese have almost been the only means of ‘obgct
assessments available to the SSA countries, takiogonsideration their constraints. The typicalda of
assessment within this model is a centrally presdrisyllabus for each subject with recommended texd
model exam papers taken by students at the endairae, which works well with the curriculum forins
place in SSA. The key to the dilemma is not whetbaise or not to use examinations, but when ¢g us
how much, and what kind of examinations. Many ¢des in SSA have been pondefrbe question of
how much external examinations and how much classrassessments should b used in making important
decisions like promotion to subsequent gradesntieteor failing.

5.2.2. School- based assessments

There does not seem to be many education systeiob wde classroom assessments as part of promiotiona
marks at the exit and certificated points of theaadion system. Even though there is evidencentiaaty
education systems have endorsed the use of scheetilassessments in the make up of the final roark f
even high stakes examinations. School-based assessmalready included in policies of many edwarati
systems, but has yet to be implemented. In ZantbieXample, the 1977 Educational reforms proviaed f
the use of Continuous assessment, but only in 2@06 the initial pilots for grade 7 established
(Mutanekelwa & Mweemba, 2006). In Swaziland, tharinations Council is also just piloting the
inclusion of a 5% Continuous assessment mark iBuigor Secondary Certificate. Part of the problem
the poor up-take of school-based assessmentsasidthis violates the sacred traditions of thesedt
external examinations, which put a prime on religband validity in assessments (Poliah, 2006}t Badue
to the real lack of capacity of teachers to undtertaalid assessments which would be valid to blidred in
the certification of results. This second factoiurther compounded by the confusion that reigrthénarea,
conflating diagnostic or formative and summativeeasments done by teachers into one basket of
assessments by policy makers, examinations cowruilschools.

South Africa has been brave in including up to 28%ontinuous Assessments marks in the final mérk o
the Senior Certificate, and proposing a 75% forGhade 9 assessments. However, this bold movedtas n
been without its fair share of problems. PoliahO@Cenumerates these as being: teacher preparation,
variations in the scoring of assessment tasks areaulpers, increase in the workload of both teached
learners, cheating by learners / teachers/ schadslack of uniformity between schools. More than
anything else, it is clear that the legacy of dpsid has created a wide gap between schools, basixir
previous racial profile and their location and #agseviously advantaged are able to take up sdbesed
assessments convincingly and recent analysis afdbtieracy of continuous assessment as comparbd to t
external examinations at South African schoolsagconsiderable inaccuracies. Shepherd & vaBeey
(2007) note that schools in the wealthiest pertenate assessing better than schools in the pooeestntile
and that certain subjects tend to have better sissed accuracy. This tells us a lot about the agpaf
schools to handle school-based assessments, eeentidischool-based policy has been implementad. Th
further illustrates inequalities which can be foum@n education system.

Box 4: Grade 9 Reading and Writing results in SouthAfrica

2 This topic tends to dominate the annual confezsmé the Association of Educational AssessmeAfiiica (AEAA).
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Grade 9 R&W results by SES
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5.2.3. National and International assessments

National and international assessments are relativav in the education systems, and even newS6iy
(Kelleghan, 2004). Already there are differentddrof both national and international assessmanigich
SSA has participated and in varying degrees. Tsedategory is the kind of assessments that ievolv
similar activities in several countries. Exampléshese are the Monitoring Learning Achievement (L
project which is a joint UNESCO / UNICEF initiatiaad part of the Education For All (EFA) assessment
(UNESCO, 2003). Forty seven African countries hpadicipated in these studies since 1992, and the
performance of many African countries has beenddorbe wanting. (Kelleghan, 2004). The Southern
Africa Consortium for Monitoring Educational QualSACMEQ) is a test taken by a collaborative group
of fifteen ministries in southern and Eastern Adridgain, these assessments show that the perfoenadin
students under these countries is not meetingénelards of the ministries concerned, when theyadan
the case of Zimbabwe, the performance levels danmmtove over time (Kelleghan, 2004). In the cake o
South African learners, their performance has lwedated with the socio-economic status of thelirosds
(Van der berg, 2005). In other words, childrenistdrically disadvantaged schools seem to be doubly
disadvantaged by the status of the school, as #reshe children who perform at the bottom offitie.

Few SSA countries have participated in the Trend$fathematics and Science Study (TIMSS) and these
are: South Africa, Botswana and Ghana. Again, gréopmance of these countries has been poor (Reddy,
2006).The following graph shows the performance of elesmmtries in the SACMEQ 2000 Mathematics
test for example.

Figure2: TIMSS 2003
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Again, the analysis in the graph above shows thaests from ex House of assembly (H®8)t-perform
their counterparts form less advantaged schodsouth Africa. The performance of the former schals
close to the international average and almost d@oobbther schools in South Africa. This togetheth the
Grade 9 results show us the nature of inequatiiasare beginning to emerge in this system. Alghotiere
is no data available about the school systemshier@SA countries, the disparities between urbamaral
schools have already been mentioned in variousest@ehd should also indicate the source of inetijesiin
education. The fact that many children in many $8Antries cannot be provided for by their governimen
and have to rely on community schools and privaigigled schools should be a source for concerntabou
the standards in these varied sites (Verspoor,;Z@&gman, 2004; van der Berg, 2005)

The Programme d’Analyse des Systémes EducatifPags de la CONFEMEN (PASEC) is an assessment
system used in francophone countries. Assessmanésdiso been carried out by individual countisesh

as the Namibian and the National Learner Baselssedsment tested the achievement of grades 4iand 7
mathematics; the South African Systemic evaluabioBrades 3 and 6. So, SSA though a late staster, i
beginning to get in the game of national and irdéomal assessments. However, the capacity to oatry
these assessments is still low. But what is mangbling is the fact that the results of these ssidimost
always give an indication that children in SSA sabare nor learning enough content, not learnmipu

the required standards and achievement resulisaaiel amongst schools in one country (Kellegh@042
Soudien, 2006; Bregman, 2004; Reddy, 2006; Vers[287; van der berg,, 2005).

5.3. Certification

The African long history of certificating primarglecation has been traced to the post-colonial gsbme
writers (Cooksey, 1997; Dore, 1997). At this pdhere were expectations that primary educationccoul
realistically be linked to some forms of produdijyiespecially agricultural productivity. When this/th
was finally exploded for what it was, many donouistries began to promote self employment and
consequently vocational education as a connedtilkgbetween primary education and further oppottesi

% Ex-HOA are schools which were for former whitestia apartheid education, all characterized byilpge and
superior resources.
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These attempts are described in various countepsirts under the guise of poverty eradication
(Psacharopoulos, 1987; King, 2007).

There seems to be two general systems used téydediner achievements in the different countri@se
approach is that of indicating the marks or pe@gaigrade that has been achieved and leavingdgegnt
about the worth of the qualification to the receginstitution. The other method is that which neke
judgments on who has passed and who has failedcémtext of limited spaces in subsequent levels of
provision, both forms of certification still havieet same impact of selecting the best. Both sysstithfocus
the assessment on the retention of content inytlebas.

International acceptability of qualifications in &% of major concern as places higher up in thecation
system are scarce in low income countries. Manmnéga still travel outside of their countries imer to get
their education, especially higher education. Thif particular concern for small countries. Aault,
many countries still using UCLES are doing thig gfreat cost to their budgets which they can hardly
recover from their income just to have a Cambrilitgeed qualification. But in general the SSA edumat
certification system is probably providing the tem®bility for its citizens within the continent #se
qualifications differ from country to country.

6. WHAT ARE THE LESSONS FOR SSA?

Curriculum, assessment and certification are hahsibenewhat differently in the SSA education systems
What is striking about these systems is how mutdk has changed since many of these countrids firs
experienced independence. In particular, they nastto serve a very small clientele at the top dadtined
for universities. As only a few and usually the ltldar sections of society continue to access higgneels
of education in SSA, education seems to be onéngtiyution that is recreating a new social oridethese
societies. Education is doing this in two waysaassult of inaccessibility to levels beyond priynar
education for many children, and the differentiagedlity which seem to characterize the range lobsls
available in any given country.

Universal education, which lasts for anywhere betw@ and 10 years, would be a good start in the rig
direction. This in turn would stimulate demand $enior secondary education, which is where SSAldhou
be in the twenty first century. Many countriessalily have aspirations for universal basic educatisn
gleamed from the countries’ policies. It is truattthe availability of resources that will mak@dssible for
all children to have a place in school up to 8 -y&érs might prove to be a big stumbling blockdeiing
many countries to take this bold and necessary Bleywever, finances aside, there are critical isghat
need to be addressed in the curriculum, assessmdrdertification processes of many countries deoto
ensure that the extension of primary educatiohéddwer secondary level is possible.

6.1. Access to quality education

SSA has to make up time and catch up with manyldpgd countries if the continent ever hopes torbe a
economic global player and ever hopes to estabtaie political and social systems. It is therefor
important that the issue of providing universalesscto education beyond primary education is engolark
upon soon and with urgency; the issue of phasingauy selection is addressed; the issue of qualit
curriculum in education is tackled; the issue ohitaring and controlling quality is equally impontsand
urgent; and the issue of getting assessments atiicagion functions which will assist instead inipeding
the process of access to quality education mush lzegn.

6.1.1. Universal access to education beyond primary education

It has already been noted that many SSA systenesihgansions of extending primary education so that
what would be considered as basic education shocilgde the lower levels of the present junior selary
education. One source of barriers to the extensigmimary education to basic education can bedon
factors that militate against successful completibprimary schooling in the first place. One oésk is the
continuance of external examinations at the ergtiafary education, because this practice contradlit
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policy intentions. Examinations at the end of priyneaducation serve one purpose only, to selecresigict
the numbers of those who will proceed further. ®tier reason for non-completion is due to pootityia
primary education. Controlling for quality could Bealt with in a different way, and this will bedadssed
later. The critical issue here is to work on pravigplaces for all those students who will be cagrtimrough
from the primary education system, and allow spogtsanobility. This has been done in high and middle
income countries, and is done in some selected @BAtries, which now boast of high participatiotesaal
the way to senior secondary schooling. Cutting dewternal examinations at the end of primary sahgol
will also free up resources which could be utilizednewhere else.

6.1.2. Phasing out early selection

Extending primary education to universal basic etioa is not the same as phasing out early sefectioe
latter will be supported by putting in place defétte interventions targeted at ensuring that selectf
students does not happen early on the system. sSpmmhprogression means that all students must be
afforded a chance to participate in a quality etlonal experience where basic resources like teaks,
qualified teachers, and school and governmentuatmal supervision are available to all schodlse
intervention also assumes a wider range of learalmliiies for any cohort of children in a classmmaand
failing students is not only counter productivaridening access, but is extremely inefficient. trs
repetitions in SSA education systems are not hklpfthe students, the schools and the educatisteiss.
Targets must be set to reduce repetitions to zseld and schools to be held accountable for neting
these targets.

Secondly, a more diversified curriculum that meetgider range of ability range of students musinbe
place, especially at the current junior seconddocation, so that most students can acquire a basic
education level. The diversification of curriculuneans providing differentiated curriculum that will
provide challenges for the more able learners,stvkihsuring that what is considered to be basiwleudge
and skills is mastered by all students.

Thirdly, phasing out early selection means that $8éntries must be courageous in addressing the
difficulties caused by introducing students todyear learning through a foreign language like Esiglor
French before cognitive skills in mother tonguednbeen developed. This may go against the parents’
aspiration of an early acquisition of a Europeargisge, but Ministries of education should knovidvatf
what is pedagogically sound and what is not.

Lastly, the freed up capacity from examining, anacpssing primary school results and placemerjtshadr
schools, should be diverted to assisting teacheltseir classrooms in order to develop better forreaand

summative assessments. It is imperative that s@hers’ capacities to conduct formative assessnagats
improved as they are the only adults who can ieieevearly when children are not learning and aaingeat
required levels. Also, the judgments they makepfomoting students from one grade to another ame ve
important in making quality education.

6.1.3. Quality curriculum

Quality curriculum speaks to both the breadth astid of curriculum in education. Even though thesy
be an implicit aim of many education Ministriegvide flexibility and options for school choicesany
schools are not well equipped to exercise thedergptwithout disadvantaging many learners. It ipantant
therefore that ministries regard the process afi@uum development, implementation and monitorisg
central in their efforts to develop the educatigstems. This requires dedicated expertise in autrio
development and intermittent reviews. This wilhsequently stimulate the establishment of newhierks
used in schools and also prevent curriculum stammathe curriculum function in many SSA countries
seems to be ineffective and must be reviewed. Soldthe insistence to rigid separation between
curriculum and assessments and inspections oeef6t standards. Focus of country curriculum fuomi
should be about modernizing, providing relevanatagtess, and being vigilant about quality.
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Whilst today there are infinite choices that canrtagle by education systems in what they could
theoretically offer as teaching and learning matethe question of what schools are there foraghhas to
be given serious consideration by all countriesidation ministries wield an enormous power in dafin
what counts as knowledge in their countries. Breg(@805) has noted agreements across stakeholder
groups and counties of what has now become knowereral education and these are: (i) Sciences and
Mathematics; (ii) Social, Life Skills and Geo-Warldi) ICT and Technology; and (iv) Languages and
Communication. SSA education systems have to emisat¢he curriculum which they offer at basic
education level, not only covers these domainsidensd important to form the foundations for furthe
learning, but they are also vigilant about theestdtmodernity of such curriculum.

In SSA there is always a question about the extewhich vocational subjects have to be includethe
curriculum as a means of diversifying curriculunfieahgs. There is also a question about adequate
preparation for the economic participation of sdlgyaduates, which may be defined as ‘popular ecgno
or ‘informal economy’. This question tends to stése minds of policy makers to introducing dir&retining
in the school curriculum. Yet the limited naturere$ource and capacities of these countries neildghinst
a meaningful vocational curriculum in school sitksase is made instead of (i) improving the sdfient
content of practical training in schools which weblihk easier with employment — based trainingrl ate
and (i) increase instruction in subjects that rfemjlitate entrepreneurship (e.g. mathematics anduaes)
(Eisemon, & Schwille, 1991; Psacharopoulos, 1987).

Modern curriculum tends to take on different tetmdefine subject areas; e.g. Social Sciences;ralatu
Sciences, etc. This broad categorization of domafikeowledge is often not helpful in systems whigve
a weak teaching profession. For example the Sofribah experience has shown us that leaving cutrou
open-ended and defined by broad domains that mtiegubjects from different disciplinary sourcesas
very helpful to schools and teachers with lessuesgs and capacity. This is also indicated by tlenges
introduced with the “No Child left Behind” in USAiddle school curriculum has been changed to
traditional subjects in the USA (Georgia ProfesaidStandards Commissiofihe presentation of these
knowledge domains as curriculum or syllabuses fwittant for ensuring coherence, framing and sedngnc
in teaching and learning. Weaker forms of discplkmowledge are central in reproducing inequalities
education (Young, 2007). What this means is thamdtudents are made to access different knowledge
forms, this subsequently creates inequalities hadasis for self-selection in later life chanddse
selection of topics in a discipline could vary mler to cater for different abilities and offer raor
challenging topics for the more gifted. Contentarage of what is being learned must be the basis of
comparability and providing equality in all educattisystems. The idea of establishing new forms of
knowledge by naming subjects differently is notampatyically helpful.

The depth of curriculum has to do with the cogmitind other transversal skills being developeditiiiahe
curriculum and the whole school experience. Theoirtigmce of cognitive skills education has been
highlighted in the UNESCO (2005) report on quailityeducation.
Education systems that are more effective in estaibg cognitive skills to advanced level and dlstting
them broadly through the population will bring stger social and economic benefits than less éffect
systems. This implies that the subject structurta@fcurriculum is important, in that school syssdimat do
not impart literacy and numeracy would not be aisged with these benefits — and those that do s@ mo
effectively (i.e. those that are of higher qualiéy® associated with larger benefits (p.43).
Good curriculum should provide clarity about cortoepprocedures within each content area that @iregb
promoted. This gives guidance to teachers withroegathe differentiation between difficulty leveisthin
the discipline, as well as the levels of difficutgsociated with suggested assessment activiftesre
should be a range of cognitive operations demantlsthdents. The organizing principles of a good
curriculum should also allow for logical progressand appropriate sequencing between skills antkobn
areas, over the course of the year, and acrossegrfaears of study. It must be recognized thanitive
skills are learned through the content area, andhrebstract, e.g. problem-solving should be taumgihe
context of a subject like mathematics; analyzing evaluating information should be taught in theteat
of subjects like history, etc. Therefore, usinghbibte principle of breadth and depth of curriculitng
necessary that ministries establish and develgpctpacity in order to be vigilant about what iggtat in
their school classroom if the dream of providindgversal basic education in their countries is todadized.
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Already, it is apparent that SSA children are eatihing and achieving to the same breadth and @spth
high and middle income countries (Reddy, 2006; pecs, 2007).

Whilst an argument for borrowing from the definit®of curriculum boundaries in basic educationtbéo
countries has been suggested here, the of uniqueh&SA is also made. Almost all SSA countrieslman
characterized as fledging democracies and a s&lystdm should be a place where to socialize thag/ou
into this new order. Different countries must fitheir ways of reinforcing this element in their coulum
systems, but this cannot be left out purely to ckaas we have seen earlier on that in high incauatoes
this was considered to be an important role of atioic. The second important element of a SSA edcat
system curriculum has to be about values and auituall its manifestations. SSA’s uniqueness alorld
also stems from the values espoused about lifepitare that has been passed from generation to
generation, and its languages. These are the etsiti need to be protected as they are veryiéragthe
face of western invasions.

6.1.4. Certification

Assessments and certification are an importantisiedral strategy of extending primary educatiofot@er
secondary education in the SSA education. To tidstiken we need to reflect on how and when to ofe b
external and school-based assessments in ordehitva this goal. It has been suggested abovetimary
school external assessments are counter-produtivshould be done away with. This is how most high
and middle income countries massified their edocaglystems by removing hurdles. If examinations are
maintained, they will continue to squeeze the piygedf students’ mobility in the system. Insteathaol-
based assessments should be utilized for the piamaot students throughout the grades, up to tleoén
basic education.

When school-based assessments are used to spomsoobility of students in the system, other mexdns
intervention to guard against unequal outcomes fiset in motion instead. It is a known fact teather
assessments are generally of lower quality thanugzally set out by Examination bodies, whose tésni
only assessments and have over the years refireedpertise. It is prudent therefore that the terhi
Examination Councils over primary education mattfrange and become that of guiding and developing
this process in schools. There are a variety ofsvilayvhich this could be done, including a systéreat
approach to training teachers in assessments; mgorkith teacher training institutions to establish
assessment curriculum; setting exemplars for teachad even setting the end-of the year examinsfior
key grades but allowing teachers to mark thesenaaice decisions on promotions. The idea behind this
approach would be to help teachers in developiaiy &xpertise in both formative and summative
assessments in education. Assessment policiesHooks should require that promotion be based on
continuous and summative assessments, so thaeteaidn use assessments more in supporting leaming
the classrooms.

If external examinations are desired, the firshexations to be experienced by learners in theegayst
should be at the end of basic education. As bakicaion is not meant to be an end by itself, besims to
the end, external examinations even at this end haye a light touch and not meant to be highlgcele.
What will make this examination to be light and selective, is first to limit the subject areasmhich this
examination is to be provided to mainly the corgiculum or what is considered to be key compeena
the basic education system, e.g. language, numesacpndly, the results for certification must e a
large school-based assessments portion, minim@y. T hirdly, the certification should not be about
passing judgments on who has failed and who hasegdasather what areas of knowledge the learner has
been able to achieve and at what levels of cognghkills. It is very important to provide an assesst
system that will give indication of the skills aelied at the end of basic education than merelgadeof
the amount of fact retained. These skills becoraébtidge for further learning and entry into thiede
market. The skills also enforce a different kinctlafssroom pedagogy.

The present assessment expertise within the extiomrizodies and schools needs improvement andratter

intervention is needed for most SSA countries. Qmggestion is for UNESCO to build this capacity
through the Association for Educational AssessriteAfrica (AEAA) for anglophone countries, and to
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encourage an establishment of such an associatioancophone countries. UNESCO already has a close
working relationship with the International Assdma for Educational Assessment (IAEA) but not AEAA
The advantage of getting this intervention righthist the AEAA is already structured, meets ongailiar

basis annually and there are also regional formatfdhis organization such as the SADC associatith

the West African Education Council (WAEC) which vidform the basis for regional cooperation and
interventions. The development of expertise in gm®ent and certification has by and large beerndéfie
sole expertise of a commercial entity such as UCidE$host Anglophone countries, and this tends to
perpetuate the narrow trajectory that most countreese been traveling unfortunately.

6.1.6. Quality teachers

A strategy for the preparation and developmengathers is central in any attempts to extend pyimar
education to junior secondary education. Many atesitend to be concerned with the numbers of gxach
available in the system. The quality of the teaeghsomething often left to the ambit of instituiso
responsible for initial training in the first plaggamely universities. Further professional teacher
development initiatives can be haphazard and radliyreonnected to what is required in the classraom

Christie (2007) makes a poignant point that padickeat work in education are those that are mappeX
from a classroom situation. In this regard thea,dtarting point being the curriculum to be tausynd
learned, teacher development has to focus on teapbesessing sufficient knowledge for the subjiwty
will teach, possessing enough pedagogy skills pe ewith their classrooms and the students who ithab
them; and more importantly to have enough pedagmggach their particular subjects. Verspoor (2007)
example cannot emphasize enough the need for assatssto be curriculum referenced. The last part is
often amiss in teacher preparation programs aruthées enter classrooms not sufficiently equippeti wi
skills for reaching a range of student abilitied aot able to know enough if students are gettirgd if not
where they are getting lost. This is the mostaaltpart of making education work.

Further, we have already seen that in countrigshidaege achieved mass education at all levels thasdoeen
a shift in the middle level of the school systentemms of how knowledge is organized, changing from
generic to deeper content engagement around ytea8 4Georgia Professional Standards Commissibn). |
this is the phase which we anticipate to changkerSSA education systems in order to accommodatnf
extended basic education, then the teachers whaavitlle this phase must be better equipped with
specialized knowledge and its pedagogy. This éaila rethink of how classroom teaching is orgediat
the top end of primary education as subject instéathssroom teachers might be more appropriatedar
to ensure that students come out of basic educaithradequate subject knowledge for a smoother
transition to secondary education.

6.1.6. Monitoring and evaluating quality of achieve = ments

International experience shows us that most castto not rely solely on individual learner achieeats
to evaluate and monitor the quality of achieveméenthool education. On the contrary, other coestr
which have moved away from primary education exatims tend to have other means to evaluate the
performance of learners in the system in the fofmational and international assessments as well as
inspection of schools. In basic education theeenseto be two key points for monitoring, namely ¢hel of
the first phase of primary education (year 3 /r) the transition point to lower secondary (year)6/These
points are important in the sense that at the éydar 3 / 4 it is important to find out if studeritave
acquired adequate basic literacy and numeracysgkikquip them with skills for further learninghel'year
6 / 7 assessment is important as this is the phbsee the emphasis has changed to the acquisitiomoe
subject knowledge and skills. It is important talexate whether students have been able to leaquatigy.

Some countries like South Africa and Namibia antedé-rancophone countries have begun their own
systemic or national assessments at the first phaskthis should be encouraged for most counffies.
SACMEQ which is now implemented at year 6 in 15ntaes should be strengthened and if possible
extended to other countries. It is important toehasense of how SSA countries fare on their owin an
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against each other and also learn from each o#teause the circumstances in SSA are much moreasimil
than to the West. Also, the capacity to develofhagsessment instruments and capability in eacleary
country is not yet there.

The other monitoring device which is useful in eatian is that of inspection. Unfortunately inspentcan
easily become unhelpful when it is used only aseams to hold schools accountable to bureaucracyaind
to help schools as they struggle with a whole bbstducational problems they confront in theiraal and
classrooms (Grubb, 2000). It looks like the key igood inspection service is to have an appropbance
of management and curriculum oversight activittesdhools. Therefore, individuals who are know|edde
about subject matter and assessment issues argampio setting up inspection services, if they tr work
in improving the effectiveness of education. SchHeatlership training aught to include instructional
oversight instead of being limited to managemesuas. Also, the definition of the inspection segsibas to
overlap significantly with curriculum and assesstmaatters instead of being a parallel function. #tivan
anything else, if countries are conscious of tkegurality divides that exist in their countries, ls@as rural/
urban divides; low and high income areas, inspea@vices should focus on the support on bridgays.

6.2. To internationalize or not to internationalize

There are two ways in which the issue of intermatiization of education can be looked at in SSAe @Grto
examine the appropriateness of common systemssaS&A countries instead of disparate systems with n
points of comparability or to adopt some of thedeisis of developed education systems and thus wettin
the wheel in the process. This matter has to bsidered for curriculum, assessment and certificatio
matters by all SSA countries.

Regarding curriculum, the issues here are tho$erof and substance. Countries have to decide ofothe
of curriculum they have capacity for. The choicdarfn is generally a syllabus-based form; a stashstar
based form and an outcomes-based form. Many SSAtitesi are more familiar with the syllabus-based
curriculum and only South Africa is known to havade a significant break with this past to an ouesm
based form. Judging by the experience of SoutlcAfit may not be wise to embark on a radical chang
without first reflecting on the capacity of all sxs to handle the change at the classroom leve farm
alone is not the determining factor in ensuringli(puesubstance is a determining factor. Substasnee
determining factor in as far as deciding on whdk lvé considered to be adequate competences io basi
education. Young (2007) for example directs usitodguestion of thinking about what should be carsd
as appropriate knowledge for schools. He concltiisschools are first and foremost about propagati
disciplinary forms of knowledge as compared to atier form of socializing institutions by the incsety.
This conclusion seems to be vindicated by the patficurriculum considered to be appropriate f@iba
education in most countries with developed edunatistems.

The other issue that has come to vex SSA eduché#isiio do with the arrangements made regarding
gualification framewaorks that accommodate all ¢edted programs within the country and across
countries. Many countries have been consideringjfapagions frameworks in order to legitimize all
certificated programs in the education and trairsygtems within and across countries. However Young
(2004) argues that this broadening support foravati Qualifications Frameworks (NQF) across thelavor
is based on relatively little evidence on what NQf& achieve in relation to the goals claimedliiem.
There are also many countries which are signifieaot economically successful in Europe, Asia andiNo
America where there are no moves to introduce N@Fgeneral, NQFs have been introduced to deal with
the parity of esteem between general and vocateshatation. They have been introduced by countrits
weak vocational systems as well as countries viiting vocational systems. Countries with strong
vocational education systems like Scotland haveahagtter success in the implementation of NQFs, as
compared to countries like South Africa and Englsiaditing with weaker vocational education systems.

National and Regional Qualifications Frameworksehbgcome institutions and concepts that have come t

dominate the African discourse especially the Senntland Eastern regions. Chisholm (2006) attribiltes
Qualifications’ Frameworks’ emergence in theseangito what she calls ‘a policy diffusion through a
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network of agencies’. Her point is that in AfricaNational Qualifications Framework was exported by
policy entrepreneurs who borrowed from nascentcesdiof some countries in the North. South Afritthe
time of its transformation from a politically abhent system was a vulnerable system to be made a
laboratory for modernity. Whilst South Africa hasdm pulling backfrom the original versions of the
National Qualifications Framework, the country ¢oaés to propagate the original ideas to the regieh
we know that NQFs are expensive and the attenficountries with little resources get divertedhe t
creation of new institutions who muddle issues adostandards setting, assessments, qualificatimhs a
quality assurance and general provision is commedhiWhilst it is clear that NQFs are here as mpaent
feature of educational systems, caution shouldkbecesed in not compromising provision and alsaringa
in mind what schools are for and expectations naiddr It seems logical to consider building thie-su
systems first, e.g. basic education; a diversiieior secondary education system and higher edocat
before bringing them together into a frame.

SSA education systems are also notorious for lack-@peration unless engendered by external dogets
these countries are facing similar problems tharnréist of the world. They continue to look onlytagigh
income countries for their development and not aggbthemselves. Monitoring systems within and acros
countries need to be encouraged . A systematioaphpito the development of assessment capacityein t
region has to be found. It seems logical that ashnas the African Union already has projects ohéiig
education in Africa, this organization must alstkta basic and secondary education with urgencg|sa
the higher education will also not grow. This preglds made in the spirit of assisting in realizihg New
Economic Partnership for Economic Development (NBPA

/. WHEN STUDENTS FALL OUT

It is difficult to think about solving the probleat any part of the formal education without dealing
with the young out of the school system. Colon@atiot only left Africa with massive backlogs in
literacy, but the continent has been lagging bekweh after independence (Gebremarian (2001;
Maruatona, 2006). The low literacy levels in SSA aot only perpetuated by the lack of secondary
school places in secondary schools, but an abs#raggportunities for young adults to continue
with their education is hampering the educatioriesyis in SSA. The young adults soon become
adults and parents who have little capacity tosasiseir children in their own education. As
Gebremarian (2001) notes:

Primary education is a means to adult educatiorishdrdly ever an end in itself. (p)08
Further, the wastage of many young adults, whoctstill contribute actively in the economy of SSA
countries, because of their lack of adequate etugas a serious indictment to these countriesifrera
when many individuals work beyond the age of 65dndemn so many young people for life because they
did not succeed in their first attempts to acqtorenal education is a cause for serious concereedd

It is therefore not enough to develop a vibrant #miving basic education system for full time lears
without a corresponding system for adults outsid@ formal system. Many adult education prograensl
to be limited to basic literacy or primary schoaléls, and these militate against the raising tduedsirds of
education for the whole population. Those thattdid to be school-like as adult education as d f&estill
very young in many countries (Lolwana, 2007). Baslacation curriculum, assessment and certificatien
an important reinforcement for an effective basiaa@tion system in any country. Best programsterse
whose standards are based on the school standdridgke on the different context of adult learning
((Woodward, 1999). This is a clear call for theati@n of articulated pathways to educational arahemic
advancements for those young individuals who hallerf out of the formal school system.

8. CONCLUSION

* The South African NQF has been under review ferpast 7 years and recently the Ministers of Edoand Labor
have come up with a joint statement that dramdyiediers the ideas espoused in in the original NQF
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This paper spoke to the inequalities and inefficies that have been created by the schooling syistem
SSA. The highly selective system at the end optiteary school system has created a very steeprigra
in the education system, which in many countrig &ipublic mass education system is the thingef t
past. Drawing from the experiences of educatiotesys with mass education, this paper pointed to the
lessons for SSA education systems.

Suggestions have been made in the paper on howptove the efficacy of curriculum, assessment and
certification in the SSA school system in ordeeimsure a seamless progression of students tilldtiain a
minimum of 8- 9 years of basic education. Mattdrguality in the education have been raised and
suggestions made.

However, it is also acknowledged that some of #agions needed to correct this anomaly in the SSA
education system will be political, but most ofvitl require insightful educational interventiors¢hange
the system around. Above all, commitment to theserventions is needed if this very undesirablgasion
of low levels of education provision and participatare to be reversed.
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