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EXECUTIVE SBUMMARY

This summary begins with an introduction to the Tertiary Education
Sector Assessment. It 1is followed by the findings and
recommendations for the tertiary education sector as a whole and
the findings and recommendations of each of the four subsectors.
It concludes with recommendations for high priority initiatives for
consideration by potential donors.

I. INTRODUCTION

This report presents the results of an evaluation study of tertiary
education in South Africa conducted in-country by a team of South
African and international educators from October to December, 1991.
Commissioned by the United States Agency for International
Development (USAID), the Tertiary Education Sector Assessment
(TESA) was intended to describe and analyze the challenges facing
universities, colleges of education, and technical training
institutions in the new South Africa. The fundamental premise of
this study is that a nonracial gender-equal system of higher
education is essential to a democratic society. 1In addition to
contributing to the discussion of education reform now ongoing in
South Africa, the TESA report is meant to lay the groundwork for
the provision of technical and budgetary assistance by USAID and
other donors. Efforts which are tied to the three goals of
eradicating apartheid, advancing mnational development, and
maintaining educational quality should have the highest priority.

II. THE TERTIARY EDUCATION SECTOR
1. Overview

South Africa’s tertiary education sector consists of four distinct
levels or subsectors: universities (numbering 21 in all),
technikons (15), technical colleges (137), and colleges of
education (101). Universities offer liberal arts and professional
programs from the undergraduate through the doctoral 1levels.
Technikons offer nondegree level tertiary education, largely in
technical fields. Technical colleges provide vocational and
occupational training for students at both secondary ard
postsecondary levels. Colleges of education train teachers throuch
three- or four-year diploma offerings. Technikons and universities
also provide teacher education.



2. Findings

Government oversight. Starting with tne Bantu Education Act of
1953 and the Extension of University Education Act of 1959, all
schooling in South Africa has been officially divided along
racial/ethnic lines. Africans were systematically excluded from
high-quality academic education and technical training, and black
schools were placed under racially separate ministerial control.
As a result, there are presently 15 differant ministries of
education: for Whites, Asians, Coloureds, Africans, v i for the
self-governing and independent states. Whereas univercities and
technikons have considerable autonomy, technical colleges and
colleges of education are strictly controlled by their respective
ministries.

Enrollments. Women students are unequally represented in all
tertiary institutions except colleges of education. The access,
retention, output, and quality of black graduates are major

challenges. Africans and other people of color have been
educationally disadvantaged for decades, and they are particularly
under-represented in science, engineering, technology, and

advanced degree programs generally. Barriers to increased African
enrollments include the low quality of African teacher education
and rising student fees.

Faculty and administration. Sector-wide inequities in staffing and

leadership must also be addressed, as well as the unequal
distribution of resources to the historically black institutions.
Curricula fail to reflect the tradition and experience of all South
African citizens. The administration of technical and teacher
education colleges and the composition of university councils are
undemocratic. There is little lateral flow of information among
institutions.

Finance. During the past five years, the national education budget
has increased from R5 billion to R12 billion, partly in response to
the crisis in black education. But much of the increase has been
used to keep pace with inflation and declining exchange rates, and
a substantial proportion of the total budget has gone to the school
sector. 1In fact the proportion of the budget dedicated to tertiary
education declined from 22.2 percent in 1985 to 19.5 percent in
1290, placing South Africa below many middle-income countries.
This has resulted in reductions in the number of grants available
to disadvantayed students and deep cuts 1in the government’s
subsidies of higher education institutions.

Future levels of government spending on tertiary education will

depend on tlie overall economic health of the courntry. The
Jgovernment cannot realistically be expected to devote a higher
percentage of its education budget to the tertiary sector. A

modest increase of the higher educaticn budget may be anticipated

2



as long as the country’s average annual economic growth rate
reaches 3 percent per annum. If the growth rate continues at the
1985-90 1levels of less than 1 percent, the outlook becomes
extremely gloomy.

Funding inequities are critical in the meantime. The education of
Africans is drastically underfunded. The subsidy formula‘’s
criteria have been used to channel more funds to predominantly
white institutions at the expense of their black counterparts.
Because the formula does not reward growth or support academic
development programs, it discriminates against the growth
institutions, which are largely black. Government financing of
technical and teacher training colleges has also been skewed by the
segregation of races in these institutions.

Cost effectiveness. The segregation and duplication of
institutions and programs have led to overall inefficiency in the
use of resources. Growth rates at the historically white

institutions are disproportionately low given the greatly expanded
pool of (largely African) candidates, and certain programs are
particularly cost ineffective. Colleges of education have inflated
staffs: the same number of students could be taught by half the
existing lecturers. At the historically black institutions as well
as at UNISA, the combination of inadequate academic preparation,
underqualified staff, and inferior facilities has produced high
failure and drop-out rates and thus internal inefficiency. This
situation is especially troubling given the country’s widespread
skills shortages and the underdevelopment of high-level African
manpower.

Articulation and rationalization. South Africa’s fragmented
tertiary education sector is badly in need of articulation and
rationalization. It is almost impossible for students to move from
technical colleges to technikons or from technikons to
universities. Institutions and programs need to be rationalized to
eliminate duplication and inefficiency, but without reducing the
number of higher education opportunities available to students of
all races and both sexes. A unitary education system under a
single ministry is an urgent priority.

Planning. Education planning in South Africa is currently
splintered among statutory and nonstatutory planning bodies and
such organizations as the ANC, PAC, and the Urban Foundation. It
is clear that even the most minimal program of reform will include
the removal of restraints on African enrollment at any institution,
expanded financial support for African ri.adents, and the increased
recruitment of African faculty and administrators. Innovation is
proceeding within a number of exemplary institutions and programs;
these positive accomplishments need to be extended to the sector as
a whole. :



3. Recommendations

Unify the entire educational sector under a single ministry of
education with two broad divisions: one for schools and the
other for higher education. This ministry would share
authority with an education council including representatives
from at least four regional boards of education.

Establish a system of community colleges to provide remedial
work in math and science, offer postsecondary vocational
programs, function as adult education institutes, prepare
students for wupper-level university study, and help
underprepared students gain access to tertiary programs.

Reorganize the tertiary education subsectors, possibly by
transferring the administration of colleges of education to
the universities and technikons or by establishing a three-
tiered system composed of national universities, regional
universities (combining the function of technikons zand
colleges of education), and community colleges.

Promote the enrollment and academic success of black students
through new recruitment and selection procedures and through
academic support programs.

Reduce subsidies to the white institutions to make more
funding available to the historically black colleges and to
Create more grants and loans for needy students. Revise the
subsidy formula to favor increased enrollment  of
socioeconomically disadvantaged students and to reward
academic success rates and enrollment in science and
technology courses.

Establish a differential student fee schedule based on
parental income.

Establish a national loan program, a nationwide system of
grants for the neediest students, and a national merit
scholarship program.

Diversify higher education funding sources to include
education taxes, state lotteries, and community financing.

Establish a planning commission to assess the cost
effectiveness of institutions and programs and advise the
government on funding distribution.

Set up an education bank to coordinate and administer grant
and loan funds received from the government, the private
sector, and foreign sources.



III. THE TERTIARY EDUCATION SUBSECTORS
l. Universities
a. oOverview

South Africa has 21 universities, 4 of them historically white and
English speaking, 5 white and Afrikaans, 7 historically segregated
"ethnic" black institutions, 3 newer homeland universities, and 2
bilingual institutions: the University of South Africa (UNISA) and
the University of Port Elizabeth.

b. Findings

Enroilments. In 1990, 302,000 students were enrolled in
universities, representing two-thirds of the enrollment of the
entire tertiary sector. Half of these university students were
white; one third, African. Over 130,000 of them were involved in
part-time distance education at UNISA and VISTA University. The
total number of students enrolled in higher education is in line
with international figures for higher education enrollment. But
whereas there were 30.9 white university students per 1,000 of
population in 1989, there were 2.6 Africans. This is despite the
rapid increase in African enrollments over the past decade.

In 1990, only 16 percent of the 44,632 full-time African university
students were enrolled in historically white universities. The
African student populatijon is expected to double in the next 10
years. Even if the English-medium universities begin to admit more
Africans, the black universities will have to double in size by
2001 to accommodate the influx.

Barriers to African enrollments. Despite the increasing demand by
Africans for higher education, there remain sionificant barriers to
their participation, including inadequate prior academic
pPreparation, restrictive admissions policies, inequities in
institutional funding, rising student fees, lack of financial aid,
lack of campus housing, and the resistance of white students.
Bantu Education has left many Africans unprepared for advanced
academic work; in 1990 their pass rate on the Standard Ten exams
was 36 percent (8 percent with matric exemption) compared to 96
percent fer Whites. Strict admission policies at a number of white
institutions effectively limit the number of African enrollments,
and of the few who are admitted, many subsequently fail and
withdraw. This high failure rate disqualifies institutions who
admit large numbers of aAfricans from commensurate increases in
government subsidies. Africans are also particularly hard hit by
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fee increases of 15 to 20 percent per year coupled with decreases
in scholarship funding and shortages of student housing. Finally,
white students resent what they regard as preferential treatment of
Africans, including the perception of watering down of academic
standards to accommodate them. Academic assistance programs offer
one solution to such problems, but their cost is high, and the
government will not fund them.

Faculty and administration. Africans are also dramatically under-

represented among university faculty members and administrators.
Even at the historically black universities, they tend to be
outranked by white staff and to be undernqualified in terms of
degrees. Redress will not be easy. Tenured white staff cannot
easily be dismissed, funding is not forthcoming for new positions,
and the pool of qualified African candidates is small. Gender
imbalances among faculty and administration are somewhat less
proncunced but still a significant problem.

Historically black institutions. Black institutions as well as
individuals are subject to inequity. The historically black
universities have far fewer resources than their white
counterparts. Their staff-student ratios are much higher. Their
faculty is comparatively underqualified. Their libraries are
smaller, their 1labs are underequipped, and their residential
accommodation is in short supply. Their governance and curricula
are only now recovering from Bantu Education policies and beginning
to be Africanized. '

Meeting manpower needs. Given the country’s need for qualified
manpcwer, the great potential of tha African population needs to be
developed. Africans are particularly excluded from such

professional fields as engineering, natural and physical sciences,
business, computer technology, and the health sciences. Bantu
Education has left many of them without the necessary skills for
such study, and the black institutions themselves offer few courses
in these fields. 1In all of South Africa in 1987, fewer than 2
percent of the 1,544 engineering graduates were Africans: at Unibo
in 1989, there were just 3 degree recipients in science out of a
graduating class of 2,217. Research programs are well established
in some of the historically white universities, although here too
there are significant weaknesses in certain scientific and
technological fields. The black institutions have their areas of
expertise, but these will have to be greatly expanded to meet the
country’s future needs.

Finance. Black institutions have been particularly hard hit by the
decline in higher education spending. Their subsidy levels have
been frozen despite their mushrooming enrollments. Without the
alternative funding sources of the white institutions (including
private gifts and government grants and contracts), they have been
forced to raise their fees dramatically, thus passing on the burden
of government spending cuts to those who can least support them.

6



In general, too, these institutions are less cost effective than
their white counterparts because their academic programs are small
and new and their unit costs are correspondingly high.

Rationalization. Apartheid has led to considerable duplication of
higher education institutions and programs, particularly in urban
areas. There are no national standards for university admission or
accreditation. The Committee of University Principals is the main
vehicle for coordination and planning; in 1987 it produced a report
with specific recommendations for rationalization of the tertiary
sector. Some progress has been made, but it seems unlikely that
sector-wide rationalization will ever be worked out through
institutional consensus.

€. Recommendations

. Develop a single national matriculation or entrance
examination as a reliable basis for affirmative action
policies and scholarships.

. Develop extensive academic support programs and make them a
crucial element in the government subsidy formula. Reward
institutions enrolling large numbers of disadvantaged
students.

. Create more faculty positions throughout the subsector.

. Establish an affirmative action program to recruit African

faculty. Expand the candidate pool through scholarships for
postgraduate study and inducements to attract expatriate
scholars back to South Africa.

. Provide financial support and study leaves to help existing
faculty at the historically black universities (HBU’s) earn
Ph.D. degrees.

. Establish massive instructional development programs at the
HBU’s, including exchange visits with foreign universities.

. Upgrade libraries, student residences, and lab facilities at
the HBU’s.

. Help the HBU'’s develop their fundraising capability.

. Set up dual degree and transfer programs to give Africans
access to the broader range of science and professional
training available at the historically white universities.

. Expand professional degree programs at the HBU'’s.



. Transfer to the universities many of the applied research
programs now owned by state-controlled research counciis.

. Establish cooperative research init:iatives with universities
in other parts of Africa and throughout the world.

. Establish a differentiated funding model for universities
whereby they receive a lesser or greater percentage of their
operating and capital funding from the state and retain more
or less autonomy as a consequence.

. Make greater use of long-term debt financing (e.g., 20-30 year
bonds) for major capital projects.

. Establish an external body to evaluate and regularize the
quality of instruction and academic evaluation at universities
throughout the country.

. Establish a program of accreditation to help set minimum goals
and ensure uniform standards of performance and evaluation.

2. Technical education
a. Technikons
i. Overview

Admission to one of South Africa’s 15 technikons requires a senior
certificate. Geared towards the needs of a specific profession or
industry, technikon programs last from three to six years.

ii. Findings

Enrollments. Sixty-four percent of the 84,364 technikon students
registered in 1990 were white; in 1989, 67 percent of the students
were male. 1In 1989 there were 10 white students and .2 Africans
studying at technikons for each 1,000 of their respective
populations. Africans comprise 5 percent of the student body at
the 7 historically white institutions. Technikon enrollment is
growing at an annual rate of 17 percent. African enrollments are
increasing more rapidly, but the number of students involved is
tiny. Academic support prc¢ jrams have been established at a number
of institutions to help academically disadvantaged students.



Faculty and administration. Technikon staffing and governance are

also imbalanced. 1In 1991 Africans comprised 3.3 percent of all
faculty, and women comprised 33 percent. 1In 1990 only two of the
historically white technikons even had Blacks on their staffs.
Pover in the technikons is concentrated in the rectors’ offices,
whose composition in 1990 was 86 percent white, Faculty are
generally underqualified throughout the subsector.

Meeting manpower needs. Because job opportunities in technical
areas have been shrinking with the general economic decline, 62
percent of students major in humanities, only 24 percent in
science, and only 14 percent in engineering. More science and
technology graduates will be required

Historically black institutions. The predominantly African
technikons will have to be upgraded. Their courses are fewer, less
advanced, and less specialized, their physical facilities are
inferior, and they are underfunded compared to the historically
white institutions.

Finance. Since Africans generally cannot afford the high fees
charged at the white technikons, the predominantly black
institutions are bearing the brunt of increasing enrollments. But,
given the reduction of government subsidies, they too are being
forced to raise their fees.

Cost effectiveness. Differences in cost effectiveness between
historically black and white institutions are less dramatic than
they are in the university subsector. But in general technikons
are not being fully utilized, courses are unnecessarily duplicated,
and staffing levels are inflated.

b. Technical colleges
i. overview

Technical colleges provide six levels of secondary and tertiary
training in commercial and industrial subjects. The minimum
admission requirement is a Standard 7 certificate.

ii. Findings

Enrollments. Seventy-six percent of the 72,000 technical college
students enrolled in 1990 were studying at the secondary level.
Only 2 percent of the students enrolled in the 69 historically
white colleges were black. Excluding the TBVC, overall there were
10 white students and .45 Africans studying at technical colleges
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for each 1,000 of their respective populations. Females
constituted 38 percent of total enrollments.

Faculty. There were no black staff at the white institutions;
sector-wide about 80 percent of the staff was white. All senior
administrative positions were in the hands of whites who reported
to the various departments of education.

Finance. As with technikons, the historically black colleges are
poorly equipped. However they receive a disproportionate share of
government funding, leaving them with expenditure rates per student
that are five times higher than those of the white colleges. This
cost ineffectiveness is due to the segregation of the system and
the scattered distribution of the colleges.

¢. Recommendations for technical education

. Increase the intake of African students, especially women, at
white technikons.

. Establish a unit at each institution to sensitize staff to
changes in the racial and political environment.

. Fund technikons and technical colleges to develop teaching and
learning strategies to improve the pass rates of African
students.

. Establish discipline-specific grants and scholarships to
encourage Africans to enroll 1in engineering and science
courses.

. Provide scholarships to encourage the most promising African
students to continue their education and eventually join the
faculty.

. Help current staff members upgrade their qualifications.

. Offer attractive packages to Africans in industry to induce
them to take up teaching.

. Involve faculty in policy formulation and implementation in
their own institutions.

. Set up instructional design units at institutions throughout
the country.

. Reward staff for practical research aimed at alleviating
problems in their communities in areas such as health and
housing.
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. Involve students in practical community development projects.
. Upgrade the facilities of the historically black institutions.

. Rationalize advanced 1level programs at technikons and
technical colleges.

. Reduce the overall number of technical colleges and/or convert
them into community colleges.

3. Colleges of education
a. oOverview

Teachers are trained in colleges of education (of which there are
101), in universities, and (for vocational subjects) in technikons.
All but one of the colleges of education are administered by a
government department of education, and 66 of them are controlled
by the central Department of Education and Training (DET). Each of
the 12 historically white colleges is affiliated with a uriiversity
which oversees staffing, curriculum, and academic assessment. In
addition, almost all the universities vffer their own teacher
training programs.

b. Findings

Enrollments. Enrollments will have to expand throughout the
subsector to meet South Africa’s anticipated demand for 277,000 new
teachers over the next 10 years. Colleges of education enrolled
54,142 students in 1991, of whom 65 percent were women. Seventy-
five percent of the students in the white colleges were female.
Africans are concentrated at the historically black colleges, where
the great majority of students are in three-year programs, as
upposed to the four-year programs that are almost universal at the
white institntions. ~However the failure rate of African students
is high and black colleges enroll many more repeaters than white
colleges. Over 50 percent of the African students take more than
three years to complete a diploma. As a resuit, black colleges are
overcrowded. Many white colleges, on the other hand, have tco few
students, and several have been closed.

Faculty. Until 1984, the colleges of education were not permitted
to appoint faculty members from other races. White staff, however,
could be appointed to black colleges. 1In 1989 100 percent of the
staff at historically white colleges were white. Forty-three
percent of the staff at black colleges were white. Many of the
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lecturers at black colleges are less qualified than those at the
white institutions.

Historically black institutions. Financial and human resources are

inequitably distributed to the African and coloured colleges on the
one hand and the white and Indian colleges on the other. Staff-
student ratios are higher and facilities are inferior at the former
institutions.

DET-controlled colleges. Faculty at the colleges controlled by the
Department of Education and Training show few signs of post-
apartheid values and enthusiasm for the challenge of teacher
training. Unlike their counterparts in colleges with university
affiliations, they do not share in academic decision-making. The
syllabuses in these colleges are rigid, the institutional ethos is
stifling, and the current educational approach will continue
adherence to the status quo.

c. Recommendations

. - Reconceptualize the role and orientation of the colleges of
education. ‘

- Upgrade the teacher training of all Africans, and especially
those in the fields of mathematics and science.

. Initiate a massive program of staff development for all
college of education staff members throughout the country.

. Provide resources for the development of new curricula,
syllabi, and teaching materials.

. Establish exchange programs with colleges of education and
universities in other countries.

. Encourage more contacts between colleges of education and
progressive faculties of education in the universities.

. Encourage applied research projects growing out of classroon
experience and curriculum workshops.

. Initiate community service and adult education programs.

. Initiate formal inservice programs for primary and secondary
school teachers throughout South Africa.
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IV. HIGH-PRIORITY INITIATIVES

The TESA team recommends the fullowing sector-wide projects for
immediate consideration by prospective donors.

. Sponsor a commission of educators from South Africa and abroad
to hold a nonpolitical public dialogue on South African higher
education. The work of the commission might include a series
of invitational symposiums and culminate in the formulation of
a body of policy statements.

. Support a cadre of international experts in institutional
development and academic administration to serve at several
exemplary black universities, technikons, technical colleges,
and colleges of education.

. Provide technical and budgetary assistance for the
identification, selection, and financial support of Kkey
administrators and faculty members in selected black
institutions to pursue specialized training, both professional
and academic, and to earn advanced degrees.

. Support the development of academic programs at selected black
institutions, especially in such fields an engineering,
technology, mathematics, applied science, agriculture,
business, and public administration. Also fund the
development of academic support programs, English language
institutes, and computer service centers.

. Provide technical and budgetary assistance to establish
linkages between South African institutions and comparable
institutions abroad and in other African countries.

. Develop a proposal for establishing a system of community
colleges in South Africa.

. Provide assistance in planning, organizing, and funding a
national nongovernment corporation or trust to administer the
award of competitive scholarships based on financial need to
students admitted to institutions of higher education.
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CHAPTER 1

INTRODUCTION
1.1 OVERVIEW AND STRATEGIC FRAMEWORK

Tertiary education in South Africa reflects the prevailing
conditions of a nation in the throes of momentous political,
economic, and social changes as it begins to divest itself of
apartheid. Increasirgly, South Africans are adjusting to the idea
of living in a democratic society based on respect for the human
rights of all its citizens. Universities, technical institutions,
and colleges of education are also coming to realize that they,
like other sectors of their society, must actively participate in
bringing about many of these changes through their instructional,
research, and community service activities. Progress is slow but,
as this sector assessment shows, there is reason for cautious
optimism and hope.

Several major assumptions about the future of South Africa underlie
this report. The transformation to democratic government, the
dismantling of apartheid, the 1lifting of international economic
sanctions and academic boycotts, and the continuing advancement of
science and *“echnology will change the lives of all South Africans.
There will be dramatic changes in the number, composition, and
distribution of the population who are served by institutions in
all four subsectors of tertiary education: wuniversities,
techrikons, technical colleges, and colleges of education. There
will be growing demands foir larger enrollments in these
institutions to accommodate more and more black students. Costs
and tuition fees will continue to rise. There will be fierce and
increasing competition for 1limited fiscal resources as public
priorities shift in response to new social needs. Employment
prospects for increasing numbers of diploma, certificate, and
degree recipients will tighten, then hopefully brighten as the
econory turns slowly upward. Finally, as the national government
becomes more democratic, there will be public pressure to hold
individual institutions accountable for their use of public funds.

Faced with such pressures, tertiary institutions will inevitably
have to set new goals and initiate innovative policies. Priorities
will have to be established, not only by the new government and the
institutions themselves, but by nongovernmental agencies such as
USAID who wish to offer assistance. As new policies are drawn up,
revised asking budgets are prepared, and nongovernmental requests
are formulated and considered, efforts that are tied to the three
goals of eradicating apartheid, advancing national development, and
maintaining quality and excellence should have the highest
priority; those tied to other objectives, laudable as they may be,
should receive less consideration.
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In the beginning, as the appalling apparatus of apartheid is
dismantled, the sector’s full attention should undoubtedly be
focused on reconstruction, that 1is, on structural and
organizational changes at the national level. It should also be
centered on various forms of institution-building, that is, on the
reform of racially based, male-dominated administrations,
faculties, student bodies, curricula, and research activities.
Individual institutions must implement radical procedures to
provide educational opportunities for all students, particularly
Blacks who have been (and continue to be) dlsadvantaged,
discriminated against, and demoralized. Universities, colleges,
and technical institutions will need to deal forthrightly with such
issues as student recruitment, access, equity, compensatory
education, faculty hiring, and democratization. Priorities will
change in the future, and new, more appropriate tecaching and
research programs will be institutasd, but they will succeed only to
the extent that the universities, technlkons and teacher training
institutions have laid a proper nonracial, nonsex1st institutional
base for their development. Under the new dispensation, the first
five years may well be the most critical for higher education.

Beyond the basic systemic reforms that must be implemented to root
out all traces of apartheid in higher education, there are the
additional reforms required to build a broad-based high-quality
tertiary system that will promote the ecoromic, social, and
political development of the new South Africa. The tertlary
education sector has always been a vital force in the country s
development. It will continue to play an important role in the
economic, social, and cultural life of the new South Africa as a
reconstructed, nonrac1al democratic society becomes increasingly
technological, and as problems facing the nation become more
complex. The highly skilled graduates, innovatiwve research
programs, and extension services of the country’s postsecondary
institutions are essential to the future well-being of the nation.

In simple terms, promoting national development means giving top
priority in resource allocation, academic programming, staff
development, student recruitment, and public relations to
developmentally important subject areas. The critical areas for
South Africa include basic education and teacher training, business
and economics, public administration, agriculture and environment
studies, and science, mathematics, and technology. Currently the
mix of graduates is skewed not only by race and gender but by field
and discipline: too many in narrow vocational technical areas, too
few in the critical professional fields, too many in art-based
programs, too few in basic and applied research, and certainly far
too few in programs dedicated to turning out thinking,
kunowledgeable citizens and the future leaders of a democratic
society.

National development will also be served by improving the overall
quality and effectiveness of the tertiary system. As this report
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will show in detail, academic quality has suffered from
inappropriate racially based overexpansion, serious
under-resourcing, inadequate planning, too little monitoring of
performance, and almost no public accountability. The system as a
whole is plagued with low productivity and high costs resulting
from institutional redundancy and the inefficient use of faculty,
administrators, support staff, and instructional resources and
facilities. Other factors contributing to cost ineffectiveness
include the wide gap in the subsidization of students; too many
failures, drop-outs, and repeaters, especially among black
students, resulting from unrealistic program requirements and
artificial standards; and too many councils and senior
administrators wedded to an outmoded elitist concept of the ideal
university.

In short, the most compelling challenge for tertiary education in
the new South Africa will be to achieve both equity and excellence.
This challenge, which incorporates the issues of access, retention,
and success, will require the diversification of the governing
bodies, administrations, faculties, and enrollments of all
institutions to reflect the diversity of the country’s population.
At the same time, these institutions will be expected to establish
and maintain high standards of quality in admissions, instruction,
research, and community service. Dedicated to the abolition of
apartheid and to the advancement of local, regional, and national
development strategies, they must also commit themselves to quality
and excellence. If they succeed, higher education will contribute
to a better standard of living, a stronger economy, and a firmer
democracy, thereby enriching the lives of all South Africans.

1.2 OBJECTIVES OF THE TESA PROJECT

This report presents the findings of the Tertiary Education Sector
Assessment (TESA), an evaluation study which proceeded for
approximately ten weeks in-country during October-December, 1991.
It is one of the first steps in the development of a longer range
sector assistance strategy for USAID. Once the Comprehensive
Anti-Apartheid Act of 1986 is repealed or substantially modified by
the U.S. Congress, USAID wishes to be in a position to play a
significant role in assisting the tertiary education sector of the
new South Africa. Therefore the general purpose of the assessment
is to describe and analyze the major challenges facing the sector
with a view to identifying ways and means for improving education
under a post-apartheid system, fostering educational reform under
the present system, and contributing to the current debate on the
future of nonracial higher education throughout the country. More
specifically, according to TESA’s Scope of Work, the goals of the
assessment are to:



1. Provide a comprehensive and indepth analysis of the
constraints and challenges which face the tertiary
education system in South Africa and provide information on
options for a post-apartheid system

2. Investigate the basis for a rationalization of
postsecondary educational institu:ions and provide
information for the current debate on rationalization

3. IcGentify those tertiary-level institutions which are best
placed to make a significant contribution to national
development and educational needs

4. Locate key departments within South African postsecondary
institutions which, given strategically defined support,

will provide critical human and material resources for
development

1.3 MEMBERS OF THE TESA TEAM

The members of the international TESA team recruited by the Academy
for Educational Development with the concurrence of the USAID
Mission in Pretoria included:

i. University subsector specialists

¢ Sherman Jones, Provost, Clark-Atlanta University,
Atlanta, Georgia

® Tom Lodge, Associate Professor of Political Science,
University of the Witwatersrand, Johannesburg

2. Technikon/technical subsector college specialists

* Peter Dzvimbo, Dean, Faculty of Education, University of
Zimbabwe

* Brian Figaji, Vice Rector, Peninsula Technikon, Cape Town
3. Teacher education subsector specialists

® William Fanslow, Associate Professor, School of
Education, University of Massachusetts, Amherst,
Massachusetts

¢ Peter Hunter, Professor and Director, Academic Support

Program, and Deputy Dean, Faculty of Education,
University of the Witwatersrand, Johannesburg
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4. Educational economists

® Jack Kennedy, Administrator, Office of Apportionments,
Grants and Fiscal Assistance, California State Department
of Education, Sacramento, California

® P.N. (Pundy) Pillay, Lecturer and Coordinator of Commerce
Academic Support Program, University of Cape Town

5. Educational statistician

® Monica Bot, Director, EduSource, South Africa
6. Research assistants

¢ Angela Arnott, EduSource

® Beth Libby, EduSource
7. TESA team leader

® William A. Stuart, Dean Emeritus, Rutgers University, New
Brunswick, New Jersey; International Consultant on Higher
Education, East Hampton, New York

On more than one occasion during the study, the composition of the
TESA team came under criticism from a number of informants. The
concerns were with the lack of African and female representation on
the Tean. These were admitted shortcomings, ospecially in the
politicized atmosphere of today’s South Africa. The aim was to
field a group of international and South African experts with
experience in the transformation, establishment, and operation of
nonracial institutions of higher education that are dedicated to
serving the needs of diverse populations of students, both male and
female. Efforts were made to recruit a more representative team.
While the criticism served tu sensitize the Team to the issues
involved and helped to focus the data-gathering, analysis, and
assessment processes of the study, the concern about the lack of
participation of black South Africans and women is a valid one.

A more positive feature of the TESA team’s composition is worth
noting. Four distinguished South African educators were members of
the group, including two nonwhites. They were involved in
assessing each of the subsectors as well as the financial
underpinnings of the entire tertiary education sector. Their
individual contributions provided unique knowledge, experience, and
depth to a study that demanded expertise, common sense, and good
judgment.
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1.4 REVIEW OF DOCUMENTS

Guided by a preliminary work plan provided in the Scope of Work,
the TESA Team adopted a variety of strategies for gathering and
analyzing the basic data required for the sector assessment. In
the beginning, the initial task was to assemble and review as many
relevant published and unpublished documents as possible, including
statistical and demographic data, as well as university, technikon,
and college announcements, calendars, annual reports, ana various
promotion pieces. This procedure was started even before the
arrival of the Team in Johannesburg under the direction of Monica
Bot and the two research assistants. It continued throughout the
project. During the course of the study, additional information in
the form of policy statements, government reports, pronouncements,
monographs, internal memoranda, and personal correspondence was
collected and examined. Many professional journal articles and
newspaper clippings were also studied. Most of the key documents
utilized by team members to conduct the sector assessment are
referenced in the attached Bibliography.

Many of the statistics gathered and examined by the Team exhibited
serious shortcomings due, in part, to the divided and fragmentary
character of the tertiary education sector. Few truly national
statistics are routinely compiled by the government or any other
agency. Thus for each subsector and for the sector as a whole, a
significant amount of demographic information is simply not
available or does not exist. Furthermore, in reviewing the
statistics which are available, there are serious questions
concerning validity and reliability that cannot be satisfactorily
answered. As a result, the Team has been selective in reporting
such data and has attempted to issue the appropriate disclaimers
where necessary.

1.5 GRIENTATION

The majority of the TESA team arrived in Johannesburg on Sunday,
October 13, 1991. Orientation meetings, arranged in advance by
members of the Tertiary Education Program Support (TEPS) project
and USAID/Pretoria, began the next day. These sessions consisted
of briefings, presentations, and discussions concerning the current
structure of the tertiary education sector; issues related to
Africanization, democratization, and access to education; criteria
for identifying exemplary institutions; and a variety of policy
initiatives. They were conducted by spokespersons of key
professional, political, and educational organizations and groups
with a stake in the future of higher education in South Africa, and
they included individual South African members of the TESA teanm.



At the same time, contact was made with the Primary Education
Sector Assessment (PESA) team whose schedule of work in-country
overlapped with TESA’s in order to facilitate a coordination of
effort, especially in the area of teacher education. It was
agreed, for example, that PESA would address issues relating to the
inservice training of teachers while the TESA team would
concentrate on the study of preservice training programs.

1.6 INTERVIEWS, CONFERENCES, AND GROUP DISCUSSIONS

Based on work plans and travel schedules agreed to by all TESA team
members, visits were made to the campuses of a representative group

of institutions in each subsector. Normally the specialists
traveled in pairs, but on occasion they split up and made separate
visits. In all, one or more members of the Team visited 39

institutions: 10 universities, nine colleges of education, 15
technikens (that is, all of them), and five technical colleges.
Several of the larger institutions 1like Wits, UCT, and UWC were
visited more than once by different individuals and pairs.

In addition, during the long weekend of October 26-27, five members
of the Team, including the Team Leader, attended and participated
in the Kenton-on-the-Katberg Conference at the invitation of the
University of Fort Hare. Along with the PESA Team Leader the TESA
Team Leader also attended a meeting of teacher-college rectors at
the Department of Education and Training (DET) in Pretoria on
October 24.

In all of this field work, the TESA team sought to gather and sift
information and viewpoints from a cross-section of representatives
and stakeholders in each subsector, inquiring into subjects and
issues outlined in advance and articulated in the Scope of Work.
Interviewees included a wide range of professional educators from
vice chancellors and rectors to junior lecturers and school
teachers. They also included political leaders, foundation
representatives, business executives, parents, students, and a
sampling of the public. Except for a few encounters with a handful
of public officials, the TESA team worked independently of the
South African government. A record of the array of persons
contacted during the course of the TESA project is provided at the
end of this report.

1.7 DRAFTING THE REPORT

Guided by a preliminary outline agreed to by all members, the Team
began drafting the report on November 20. This effort proceeded
until November 23 when, at the end of an all-day meeting in which
major findings and conclusions were formulated and discussed, a
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final detailed chapter outline was determined by the group. During
this time, a special meeting was held with ANC representatives.
Also, presentations of initial findings and preliminary conclusions
were made to USAID officials on November 25, and to the Deputy
Chief of Mission (DCM) and several staff members of the U.S.

Embassy in Pretoria on the 26th. Following these meetings, a
series of policy options and recommendations were shaped and
developed by the Team as a whole. Thereafter the Team Leader

worked with individual Team members to prepare the final draft.

On December 9, 1991, an initial version of the report was submitted
to the USAID Mission. Subsequently, the draft was reviewed by
numerous officials, TEPS and ABEL project colleagues, and various
staff members of the Mission and the U.S. Embassy. The purpose was
to identify factual errors cr misunderstandings, and areas of
special sensitivity or possible disagreement. Comments on the
report by the Mission staff were received by the Team Leader and
the Academy for Educational Development and taken into account in
the editing and preparation of the final report.

1.8 USES OF THE REPORT

The TESA team set out to measure the current status of the tertiary
education sector in South Africa today. It also set sights on the
transformation of that sector and the establishment of a more
democratic, broad-based, Africanized system for the South Africa of
tomorrow. This report presents our findings and recommendations.
Part I focuses on the tertiary education sector as a whole.
Chapter 2 presents the Team’s sector-wide findings, Chapter 3
recommends a number of high-priority initiatives meriting technical
assistance and funding, and Chapter 4 presents longer-term
recommendations for restructuring and financing the entire sector.
Part II focuses on the four subsectors. Chapters 5 and 6 describe
the two major issues confronting South Africa’s universities: the
legacy of apartheid and the challenge of South Africa’s future
development. Chapter 7 makes recommendations for the reform of the
universities in the 1light of these twin concerns. Finally,
Chapters 8, 9, and 10 present the Team’s findings and
recommendations for technikons, technical colleges, and colleges of
education respectively.

While the main body of the report has been condensed to make it
more accessible to the reader, it is worth emphasizing that
valuable and more complete information and analysis are in the
Appendix to the report. The reader is encouraged, therefore, as
time allows, to review the Appendices as well as the main body of
the report.

As the dialogue on the future of tertiary education in South Africa
begins in earnest, the TESA team hopes that this report will
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contribute to a better understanding of how the present
apartheid-based system operates, and how students, instructors,
administrators, and various constituencies, including the public,
are affected by it. By the same token, it was the Team’s intention
to help clarify major issues, identify specific challenges and
urgent needs, and explicate racially-based, sexist constraints
which must be overcome. Most important, however, are :he Team’s
suggestions for change and improvement. The report wiil be truly
successful if it generates new ideas, sparks innovative solutions,
and stimulates cre.tive thinking in the transformation and
reconstruction of higher education in South Africa.

While the report provides information and some new ideas to
stimulate and foster the public debate on higher education, it also
demonstrates the need for further inquiry and investigation as well
as much more indepth analysis and evaluation. A partial listing of
subjects or topics requiring further study includes the following:

* National goals for tertiary education
* National planning for a unitary system of education
* Feasibility of a master plan for tertiery education
* Long-range planning in tertiary educatio.

* Institutional autonomy and public accountability

* Equity and excellence

* Inter-institutional coordination

* Articulation and transferability

* Preparatory, compensatory, and remedial education

* Adult and continuing education

* Financing tertiary education

* Needs analysis and student financial aid

* Coordination of bursary management

* Student fee policies

* Regionalism and the rationalization of resources

1.9 A NOTE ON TERMINOLOGY

For the sake of clarity, the TESA team has followed local usage
(which often differs from official government nomenclature) in
referring to different groups within the South African population.
Thus in this report, English and Afrikaans-speaking Whites are

referred to collectively as "Whites." The three groups who have
all experienced degrees of racial discrimination are popularly
referred to as "Blacks." oOur report generally follows this usage,

Within the black population, there are "Africans," that is, people
who are mother-tongue speakers of Bantu languages, "Indians," who
are descendants of nineteenth-century indentured 1laborers and
traders from the Indian subcontinent, and "Coloureds," people of
mixed racial descent. The terms have no scientific validity.
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Usage of them in this report does not imply that the Team believes
that irraces are distiiict or different.

An explanation of usage is useful in one other area. The 1913 Land
Act set aside 13 percent of South Africa’s land for African
occupatinn. The African "reserves," as they were known then, were
scattered through the eastern half of the country. In 1959 the
government began establishing separate administrative structures in
these reserves, grouping them into 10 internally fragmented units
that official spokesmen claimed corresponded to the precolonial
territories of different ethnic groups: Zulu, Xhosa, Tswana, and so
on.

Over the years, these "homelands" have acquired varying degrees of
political autonomy. Four of them, accordingy to South African law,
are fully independent: Transkei, Bophuthatswana, Venda, and
Ciskei. In fact they remain heavily financially dependent on
Pretoria, and most of their revenues come to them through the South
African Department of Foreign Affairs. Moreover their independence
has received no formal recognition outside South Africa.

In this report we refer to these four regions as the "independent
homelands" or "TBVC territories." The remaining territories are
referred to as "nonindependent homelands." They include Gazankulu,
KaNgwane, KwaNdebele, KwaZulu, Lebowa, and QwaQwa.

All ten of the homelands maintain their own education departments.
In the TBVC territories; these departments administer all sectors
of the education system, including universities. In the
nonindependent homelands, the 1local edvcation departments are
responsible for primary and secondary education and teacher
training. Their universities fall under the Department of
Education and Training (DET) in Pretoria.



PART I

THE TERTIARY EDUCATION SECTOR



CHAPTER 2

OVERVIEW OF THE TERTIARY EDUCATION SECTOR
2.1 BSTRUCTURE OF THE SECTOR

South Africa’s higher education sector is not an all-embracing
system, nor can it be called a structure. To the contrary, it is
highly fragmented and disjointed. Based largely on principles of
racial and ethnic segregation, its pattern is a result of
historical ‘happenstance, politics, and occasional planning. It
consists of four subsectors: universities (numbering 21 in all),
technikons (15), colleges of education (101), and technical
colleges (137). See Appendix A for maps illustrating the locations
of these 274 campuses.

South African students may progress through 12 years of primary and
secondary education (fro-~ Sub A to Standard 10) based on their
performance in an examination ait the end of each year. These
examinations are controlled by individual schools with a degree of
moderation exercised by the relevant education department. However
the senior certificate examination at the end of the last year of

school (Standard 10) is externally set, marked, and moderated. The

majority of tertiary institutions base their admission criteria on
the results of this examination: a pass is the minimum entry
requirement. for a college of education, a technikon, or a diploma
course at a university. A higher level pass is the minimum
requirement for degree study at a university.

Each of the four tertiary education subsectors has its own mission.
Technical colleges provide vocational and occupational training for
students at both secondary and postseccndary levels. The minimum
entry requirement is a Standard 7 (Grade 9) certificate.
Technikons offer nondegree-level tertiary education, largely in
technical fields. Colleges of education train teachers through
three- or four-year diploma offerings, and technikons and
universities also provide teacher education. Finally, universities
offer liberal arts and professional programs from the undergraduate
througn the doctoral 1leveis. The varicus levels of the South
African education system are illustrated in Table 2.1 below.



Table 2.1.—Relationship between formal ~ducation sectors and
levels of education, 1990

Secter I1evel of BEducation
Pre- Primary| Secondary Post- Tertiary
primary secondary
Public ordinary
school education X X X
Private ordinary
school education X X X
Special school
education X X X
Technical college
education X X
Teacher education X
Technikons . X
Universities X

Source: Educational Realities in South Africa

South Africa’s total population in 1990 was 33.1 million, including
24.5 million Africans and 4.9 million Whites. According to the
Department of National Education’s Preliminary Education Statistics
for 1991, enrollments in 1991 were as follows:

Standard 10 329,478
Technical colleges 76,435
Technikons 104,652
Universities 308,172

These figures exclude the TBVC institutions.

Starting with the Bantu Education Act of 1953 and the Extension of
University Education Act of 1959, all schooling in South Africa was
officially and legally divided along racial/ethnic lines. The
effect of these Acts was to systematically exclude African students
from high-quality academic education and technical training. One
of the legacies of this policy is a collection of historically



segregated tertiary institutions. According to the Department of
National Education (DNE), the number of technical colleges can be
divided into racial groupings as follows:

69 for Whites

3 for Indians

14 for Coloureds

22 for Africans in the RSA

21 for Africans in the self-governing territories
8 for Africans in TBVC

The number of technikons can be similarly divided:

for Whites

for Indians

for Coloureds

for Africans in the RSA

for Africans in the self-governing territories
for Africans in TBVC

for correspondence (all races)

HPLURRRBRBQ

The 21 wuniversities in South Africa can be grcuped into §
categories:

4 historically white English-medium universities
(Cape Town, Witwatersrand, Natal, Rhodes)

5 historically white Afrikaans-medium universities
(Stellenbosch, Potchefstroom, Pretoria, Orange Free State,
Rand Afrikaans)

7 "ethnic" black aniversities
(Fort Hare, Durban-Westville, North, Western Cape, Medunsa,
VISTA, Venda)

3 homeland universities
(Transkei, Bophuthatswana, Zululand)

2 bilingual universities
(the University of South Africa or UNISA—the massive
correspondence university—and Port Elizabeth)

Another legacy of the segregated system is the 15 different
ministries of education currently existing in South Africa for

Whites,

Africans, Coloureds, Indians, and the self- -governing and

independent states:

Department of Education and Culture (Hcuse of Assembly) for
white education

Department of Education and Training (DET) for the
education of Africans in white-designated areas
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Department of Education and Culture (House of
Representatives) for coloured education

Department of Education and Culture (House of Delegates)
for Indian education

Education departments of the 4 independent homelands

Education departments of the 6 non-independent homelands

These 15 ministries of education are represented in the following
chart compiled by T. du Pisani, S.J. Plekker, C.R. Dennis, and J.P.
Strauss in "Education and Manpower Development," 1990, No. 11.
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2.2 EQUALITY OF ACCESS AND OPPORTUNITY

South Africa’s racially-based education system has produced the
following:

1. A large proportion of black students inadequately equipped
for higher education, particularly in science, engineering,
commerce, and other technical areas

2. Inadequately qualified and insufficient numbers of teachers
and teachers of teachers

3. A racially inequitable allocation of physical and financial
resources at all levels of education

These factors have ensured that a relatively small proportion of
Blacks, especially African and coloured students, have been able to
gain access to the historically white institutions, that there is
low student enrollment in technical and professional field: of
study, and that there is a poorer quality of teaching staff as well
as a relative lack of financial and physical resources at the
historically black institutions.

Whites—especially men—have been the main beneficiaries of higher
education in South Africa. This is evident in the leadership and
staffing of almost every institution, as well as in the student
enrollment of many of them. In a democratized system, leadership
and faculty would be substantially African, places and financing
would be systematically allocated to the neediest students, and the
curriculum would be sensitive to local cultures, especially to
those groups historically discriminated against. These things will
not happen by themselves. Systematically designed programs of
affirmative action will be required to achieve such goals.

2.2.1 Gender imbalances

Women are unequally represented in most tertiary institutions. For
example, female students tend to be channeled to and concentrated
in nonprestigious courses. This is a problem that begins in
primary and secondary schools. Young women need encouragement to
take courses they have traditionally shunned or been excluded from
in large numbers.

2.2.2 Racial imbalances

2.2.2.1 Enrollments
The access, retention, output, and quality of black graduates are
major challenges facing the country. As Table 2.2 indicates,
people of color have been denied equal access to educational
institutions.
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Table 2.2.—Percentage enrollments at tertiary institutions by
race, 1989

Colleges of Technikons Universities
education
African 61 14 32
Coloured 16 8 7
Asian 2 8 7
White 21 70 54

Source: du Preez

This table shows clearly that equity cornsiderations are of central
importance in any dialogue on tertiary education in South Africa.
Hence it is essential to institute admission policies directed
toward positive discrimination in favor of Africans. Certainly
there is a specific need for national and local policies which will
increase the admission of Blacks to institutions which have been
(and continue to be) predominantly white. The historically white
institutions will need to keep their admissions policies and
teaching structures under constant review in order to develop (or
initiate, as the case may be) selection procedures promoting black
enrollment and academic success.

2.2.2.2 Barriers to increased African enrollments

Because of poor secondary education, most Africans and other
students of color do not have the grades required for admission to
the predominantly white institutions. Colleges of education
produce black teachers in adequate numbers. But their training and
qualifications are not equal to those of other teachers in South
Africa. The inequitable distribution of resources among colleges
of education has reduced the capacity of these institutions to
improve their curricula. Thus black student teachers continue to
receive a mediocre education, which is then passed on to black
secondary students who find it difficult or impossible to cope with
Standard 10 examinations. This is how intergenerational inequality
is perpetuated at the expense of African students.

The other issue of access affecting all students is that of
increasing student fees at all tertiary institutions. Students
will be required to carry an increasing financial burden for higher
education as the state’s contribution decreases and tertiary
institutions have no choice but to increase student fees.
Privatization of tertiary education is likely to be a disadvantage
to African students who come from poor socioeconomic backgrounds.
It can be used by conservative forces as a subtle mechanism to
exclude Blacks from tertiary education.
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Assisting students to pay higher fees is one of the objectives of
the various loan and bursary schemes proposed in Chapters 3 and 4.
Financial support and housing allocation must give priority to
students with the greatest need. These are in fact the African
students.

2.2.2.3 Academic support programs

Access alone, however, is not enough. Africans must also graduate
in sufficient numbers and with the skills needed to provide a
service to scciety. As it is now, too many black students fail in
all the subsectors. Academic support programs can help in
imprcving retention and increasing the pass rates of black students
in tertiary institutions.

2.2.2.4 Higher level training

Few Africans receive the higher diplomas at the technikons: the
National Higher Diploma and the master’s. At the university level,
few Africans graduate with degrees in the sciences and engineering,
and few receive advanced degrees in any area.

2.3 EQUITY IN STAFFING AND LEADERSHIP

The inequitable distribution of races among the faculty and
administration of tertiary institutions must also be addressed.
See Chapters 5, 8, 9, and 10 for a full discussion of staffing
inequities in the various subsectors. As for administration, until
the 1980’s Whites tended to predominate at leadership levels within
all tertiary institutions. This is still the case with teacher
training colleges, technical colleges, and technikons, but no
longer always true with respect to the historically black
universities.

Staff development programs and affirmative action policies in staff
hiring are the best ways of dealing with this issue. Substantial
resources are needed immediately to support the higher-level
education of Blacks with the potential to become lecturers and
senior administrators. International institutional linkages may
also provide a means of increasing the number of black faculty in
South African universities.

2.4 INSTITUTIONAL EQUITY

Whites have disproportionately reaped the benefits of tertiary
education in South Africa. They have enjoyed the best facilities
at universities, technikons, technical colleges, and colleges of
education. PFacilities in black institutions, especially at the
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university and teachers college levels, are simply inadequate. The
predominantly African universities are disadvantaged both
financially and in terms of human resources. African technical
coileges tend to be of very poor quality in all the regions visited
by the TESA Tean. In contrast, black technikons, with the
exception of one, tend to compare favorably with their white
counterparts.

There are also pror. .aced disparities between the types and levels
of programs offerea at black and white tertiary institutions. The
predominantly white institutions have more graduate programs as
well as a monopoly on science and engineering courses. Policies of
rationalization and improved articulation will have to be developed
to address this problem.

2.5 AFRICANIZATION OF CURRICULA AND RESEARCH PROGRAMS

An Africanized curriculum should accomplish the following:

® Reflect the culture and experience of the various social
groups represented in the South African national community

® Within that diversity, recognize the special place of that
which is distinctively African

® Within that approach, draw upon western and other
international traditions, knowledge, creativity, and
perspectives

® Explicitly sensitize students to the prejudices and
misconceptions perpetuated through the apartheid education
system and racist and sexist traditions

Relevant aspects of institutional curricula need to be reviewed
and, where necessary, revised in the light of these considerations.
Inter-institutional workshops on such themes would facilitate this
process.

2.6 DEMOCRATIZATION OF GOVERNANCE

2.6.2 Colleges of education and technical colleges

Colleges of education and technical colleges have no autonomy.
Like the school sector, the majority of these institutions are the
direct responsibility of their respective department of education.
The Chief Executive Director of Education exercises almost total
control over those sectors. Although colleges of education and
technical colleges have formed the Association of College Rectors
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and the Association of Technical College Heads, respectively,
neither of these bodies has statutory powers. Civil servants
determine administrative matters, curricula, budget issues,
admission policies, and examination details. No formal provisions
exist for linkages or relationships between colleges, except where
colleges of education are affiliated with universities. All lires
of communication are top down. The autocratic nature of leadership
is reflected in instructional methods which emphasize lecturing,
note-taking, and memory recall and discourage discussion, group
work, and learning through negotiation. 1In these inflexible and
authoritarian environments, obedience and conformity are rewarded,
and enterprise and initiative are discouraged. In most cases,
college principals are loyal administrators rather than educational
leaders, and there are few formal mechanisms within their
institutions for consultative or consensual decision making.

While it might be impractical to install in the colleges processes
c© governance that are comparable to those in technikons and

iiversities, principals could be given more autonomy and
encouraged to exercise initiative. A more representative
arrangement of internal decision-making could be established.
Principals will need to be trained in the skills required for a
more independent style of leadership. In particular they will have
to learn how to plan, how to communicate more effectively, and how
to conduct administration in a more democratic fashion. At the
same time, nongovernment interests should be given the opportunity
to. play a role in determining the issues which affect these
institutions. A possible framework to enable such participation is
outlined in Chapter 4.

If the top-down flow of initiative is to be reversed, another
essential task would be the creation of forums to facilitate
regular communications between institutions. At present, all lines
of communication are vertical; there is no provision for lateral
flows of ideas and information.

2.6.3 Universities and technikons

In contrast to the colleges of education, universities and
technikons have considerable autonomy in managing their own affairs
without government interference—determining missions, undertaking
curriculum development, appointing staff, spending revenues, and so
on. Among universities there are greater variations in leadership
style and character of governance than within any of the other sets
of institutions. Until recently the historically black
universities were governed in a very domineering fashion, and
pressures for conformity are still powerful at Afrikaans-medium
institutions. At all universities, however, rectors or vice
chancellors are leaders, not simply administrators, and their own
attributes ani predis ssitions can have a formative impact on the
instituticn they heac



In many respects the governance of technikons is similar to that of
the universities, except that their academic boards do not have the
same status as university senates. Technikon rectors and councils
are hence more powerful and interventionist than their university
equivalents. Similarly, elected student representation on most
decision-making levels is now common at universities whereas it is
unusual in technikons. And whereas universities are increasing the
numbers of elected representatives on their senates, councils, and
boards, technikons have beqgun to do this only in one instance.

University councils, however, are more in need of reform than their

counterparts in the technikons. In too many cases, they are
composed of overlapping categories of state nominees and business
executives to the virtual exclusion of anyone else. Without

compromising their autonomy, this is one respect in which
universities should be encouraged to become accountable to a wider
cross-section of the public. The recent restructuring of Fort
Hare’s council points in a direction that others could follow.

Each subsector has a statutory committee at the executive level
(the Committee of University Principals and the Committee of
Technikon Principals) which provides advice to the Minister of
National Education on matters that affect it. Each boldy may issue
reports, and each meets periodicaily to discuss issues bearing on
its subsector and to consider matters referred to it by the
Minister. Neither committee is a decision-making body, and neither
provides a forum for coordination, planning, or budgeting.

The University and Technikon Advisory Council (AUT) was established
by legislation in 1984. TIts charge duplicates, and in many ways
supersedes, the roles of the Committee of University Principals and
the Committee of Technikon Principals. The AUT advises the
Minister on the following matters pertaining to universities and
technikons:

1. The provision of any law pertaining to institutional
administration

2. The establishment, development, and extension of
institutions

3. Academic fields of study

4. Courses offered

5. Criteria for the granting of subsidies

6. Any matter referred to it by the Minister
Like the two committees mentioned earlier, the AUT has no
decision-making responsibility and does not provide a forum for the

overall planning, budgeting, and accountability of the sector.
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In summary, each university and technikon is broadly permitted to
do as it will with or without reference to the goals, needs, and
financial resources of the state government which provides funding
for most of the subsectors’ operating costs. Thus both
universities and technikons are better placed to resist or modify
the authoritarian ethos which prevails generally within the South
African education systen.

2.7 PUBLIC SPENDING UN TERTIARY EDUCATION

2.7.1 Introduction

Public resources for education, especially African education,
increased substantially during the 1980s, from R765m in 1979-1980
to R11,563m in 1989-90. In the last few years, however, the
ability of the government to spend on education and other social
services has been constrained by low economic growth rates, the
need for resources to service government debt, and general economic
mismanagement. All of these have ensured that high rates of
inflation and unemployment are endemic features of the South
African economy. Much of the increase in education spending has
been necessary to keep pace with inflation, especially in the
purchase of inputs (books, equipment, and so on), in the
construction of schools, and in maintaining teachers’ salaries in
the face of a rapidly rising cost of 1living. In addition, the
declining exchange rate has effectively increased the cost of
imported inputs, especially textbooks and equipment.

The main feature of state funding of the universities and
technikons in recent years has been a series of drastic subsidy
reductions. These have been due to the economically austere
conditions ‘and the government’s stated objective of diverting
public resources to primary education.

2.7.2 BSources of institutional funds

The government is the major provider of funds for all the
institutions of higher <education. In the case of technical
colleges and colleges of education, grants are provided from the
budgets of tiie respective departments of education. Universities
and technikons have been funded since 1984 and 1987, respectively,
in accordance with a subsidy formula. This formula has not been
officially applied since 1988.

The universities and technikons also derive a proportion of their
funding from other sources, namely tuition fees, investments,
private donations and research contracts, government research
contracts, and auxiliary enterprises like residence fees. As the
state subsidy has declined, these institutions have had to look
increasingly at such alternative funding sources. The ability of
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the individual institutions to derive funds from these
nongovernment sources varies considerably. Table 2.3 shows the
proportion of university funds derived from each fund source
category in 1985 and 1989.

Table 2.3.—Percentage of university funds in each fund source

category
Fund source category 1985 1989
Tuition fees 13 16
Government subsidy 57 51
Government grants and contracts 4 4
Private gifts and contracts 8 11
Investment income 8 9
Auxiliary enterprises 5 5
Other 5 4
Total 100 100

Source: Bunting, 1991

The same data is provided in the following table for technikons for
the period 1988-1989.

Table 2.4.—Percentage of technikon funds in each fund source

category
Fund source category 1985 1989
Tuition fees 14 16
Government subsidy 64 60
Government grants and contracts 2 3
Private gifts and contracts 5 4
Investment income 6 8
Auxiliary enterprises 5 5
Other 4 4
Total 100 100

Source: Bunting, 1991

Financial assistance for students comes from a variety of sources:
government, universities, technikons, the local business sector and
foundations, and foreign governments and foundations. The state
provides a large number of scholarships for students training as
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teachers. Universities and technikons provide bursaries,
especially to the needy, but their ability to do so has been
constrained in recent years by the diminishing government subsidy.
In 1989, only 1 percent of technikon and 4 percent of university
expenditure was on bursaries. In addition, many universities have
established student loan schemes. The 1local business sector
provides a significant number of bursaries for students, especially
in the commerce, engineering, and science faculties. Finally, a
major source of student financial assistance 1is foreign
governments, particularly the United Kingdom, the U.S., Canada, and
the European Economic Community. There are also significant
contributions from foundations in the United States and Europe.
Much of the foreign student aid is channelled through organizations
such as the Kagiso Trust, the Education Opportunities Council, the
Foundation for Peace and Justice, and the South African Institute
of Race Relations. However it is extremely difficult to quantify
" the level of, or the trends in, student financial assistance from
private sector and overseas sources.

2.7.3 Level of public spending

It should be pointed out that case studies of particular
institutions are not attempted in the following analysis. Because
of the diverse nature of institutions and the inequalities in their
funding, it was felt that this would be an inappropriate exercise.
Instead, detailed financial information and analysis are provided
on as many institutions as possible. -

2.7.3.1 The education budget

The South African education budget for the financial year 1989-1990
was R13,460m including the budgets of the independent homelands.
The education budget (exclusive of the independent homelands) for
the period 1985-86 to 1990-91 is given in the table below. This
table also shows the education budget as a proportion of the total
budget and of the GDP.



Table 2.5.—Education budget as a percentage of the total budget
and of the GDP, 1985-1990

r Year Education budget % of total % of GDP
(Rm) budget
1985-86 5,110 16.2 4.2
1986-87 6,204 16.2 4.4
1987-88 9,222 19.7 5.6
1988-89 10,264 19.1 5.2
1989-90 12,027 18.9 5.2
1990-91 14,541 20.3 5.5

Source: South African Reserve Bank, Quarterly Bulletin, March 1991

The education budgets of the independent homelands in 1989-90
represented between 19 percent (Ciskei) and 24 percent (Transkei)
of their total budgets.

2.7.3.2 The higher education budget

Trotter (1988) showed that the tertiary education budget in South
Africa, inclusive of TBVC, increased from R236m in 1975 to R1,459m
in 1985. As a proportion of the total education budget, the higher
education budget increased from 22.6 percent in 1975 to 24.1
percent in 1980 and then declined to 22.2 percent in 1985.

Trotter also provided a racial breakdown of higher education

expenditure for 1975 and 1985. This was achieved through analysis
of the budget of institutions categorized by race.

Table 2.6.—Higher education expenditure by race, 1975-1985 (Rm)

Race 1975 1985
White 201 1,030
Coloured 9 73
African 19 307
Indian 8 49
Total 237 1,459

Source: Trotter, 1988

As the following table shows, public expenditure on higher
education (universities, technikons, and colleges of eGucation) in
1989-90 amounted to approximately R2,350.6m. This does not include

2-15


http:R2,350.6m

the TBVC region. A further R245.6m was spent on technical
colleges, but it is difficult to separate the secondary and
postsecondary components of this budget. In the TBVC region,
approximately R123.5m was spent on the four universities. However
the data on technical education is sparse and that on teacher
training unavailable for this region.

Table 2.7.—Composition of public higher education expenditure,
1989-90

Institution Expendi.ture

Rands (million) Perc.:ntage

Universities 1,378.5 58.6
Technikons 293.8 12.5
Teacher training colleges 678.3 28.9
Total 2,350.6 100.0

Note: Excludes TBVC
Sources: Bunting, 1991; DNE, 1990

The expenditure of R2,350.6m on higher education represents
approximately 19.5 percent of the total education budget. This
confirms that the decline in the proportion allocated to tertiary
education, which began in 1985, is continuing.

2.7.3.3 International comparisons
Table 2.8 below provides a comparison of tertiary and general

educational expenditures in South Africa and a range of high- and
middle-income countries.


http:R2,350.6m

Table 2.8.—Comparison of tertiary and general education
expenditures: South Africa and a selected group of countries,
late 1980’s

Country Education Tertiary education
expenditure expenditure as %
of all education
% of GNP % of govt. expenditure
exp.

High income
Japan 4.8 n.a. 22.2
UsA 6.2 22.0 40.0
Hong Kong 2.5 23.0 25.1
Upper middle
income
South Korea 3.4 29.8 9.5
Venezuela n.a. n.a. 35.3
Argentina 1.6 9.5 43.5
South Africa 5.2 18.9 19.5
Lower middle
income
Mexico 2.0 n.a. 31.7
Chile n.a. n.a. - 21.6
Botswana n.a. n.a. 14.1
Zimbabwe n.a. n.a. 8.7

Note: South African figures are for 1989. n.a. '- not available

Source: UNESCO, Statistical Year Book, 1990

It is evident from the table that the proportion of the South
African education budget allocated to higher education is
significantly lower than that for the high-income as well as most
of the middle-income countries. The fact that this proportion has
been declining consistently since 1985 has serious implications for
the development of skills and national economic growth.

2.7.4 The subsidy formula

Universities and technikons have been financed since 1984 and 1987
respectively in accordance with the South African Postsecondary
Education (SAPSE) 110 formula. Prior to 1984, the basis for state
funding of universities was the total number of students. Before
1987, technikons were fully financed by the state on an annual
"item budget basis" whereby needs were determined, evaluated, and
paid for by the state. The SAPSE formula, on the other hand, is
based partly on student enrollment and partly on success rates. It
is also weighted in favor of postgraduate students and enrollment
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in the¢ natural sciences as opposed to the humanities, and it
rewards the research output of universities.

In changing the basis for funding from one based on input (total
number of students) to one based on input (full-time equivalent
students) and output (pass rates, research publications), the state
attempted to address the twin problems of high failure rates and
low research output, especially from the Afrikaans and black
universities.

The SAPSE formula is applied to an annual statistical audit of each
institution. The state subsidy is calculated from these figures,
particularly the ratio of intake of FTE (full-time equivalent)
students to the pass rate. The subsidy formula for "educational
and general programs" operates on the basis of ten weighted cost
units, one each for instruction or research professionals,
support/administrative staff, service workers, supplies and
services, buildings, equipment, published books in the human
sciences, published books in the natural sciences, journal articles
in the human sciences, and journal articles in the natural
sciences.

The state also made provision in the subsidy formula to supplement
the subsidies of the smaller, mainly black, universities, through
the addition of 1,000 students to the actual number of subsidy
students.

The state has now reduced its subsidies for universities and
technikons in real terms, and in fact it abandoned subsidization on
the basis of the SAPSE formula in 1988. Technikons, for instance,
are now told how much money is available for them and advised to
arrange the division of these funds through the Committee of
Technikon Principals. Essentially the state has concluded that it
can only meet 80 percent of technikon expenses, with the rest
having to be found from student fees and the private sector.

In the case of universities, payment is made on the basis of the
so-called "A-factor." The A-factor reflects the ratio of the
government’s actual contribution to the amount calculated according
to the subsidy formula. It is not clear how the Department of
National Education determines the A-factor for each institution.

Table 2.9 shows the state’s financial contribution to universities
and technikons for 1985 and 1989. Universities experienced a real
cut in their funding during this period, while technikons showed an
average increase of 5.4 percent. There are indications that
technikons experienced real cuts in the state’s contribution in
1991. The 1988 and 1989 state contributions were precisely the
same in real terms.



Table 2.9.—State funding of universities and technikons,

1985-1989 (Rm)

Institution 1985 1989 Av. real growth
rate p.a.

Universities 812.0 1,378.5 - 2.8

Technikons 131.0 293.8 5.4

* Computed on the basis of an average inflation rate of 17% p.a. for this

period

Source: Bunting, 1991

Table 2.10 shows the growth rates in enrollment and government
subsidy for a range of high student growth and low student growth
universities. While it would be unrealistic to expect the subsidies
of the 1low-growth universities to be cut further given their
established infrastructure, it is evident that the failure of the
state to provide funding commensurate with student growth has left
institutions such as Medunsa and the universities of Zululand and

the Western Cape in a particularly serious financial crisis.

Table 2.10.—Growth rates in enrollment and state subsidy,

selected universities, 1985-1989

University Growth rates (% p.a.)

Enrollment Subsidy
(real terms)

Low growth of

student _enrollment

Potchefstroom 0.0 - 4.7

Rhodes 1.7 - 6.5

Stellenbosch 1.3 - 6.2

Witwatersrand 2.6 - 4.0

High growth

Medunsa 10.0 - 4.0

VISTA 24.2 13.0

Western Cape 13.1 2.0

Zululand 23.5 - 4.0

Source: Bunting, 1991

Table 2.11 shows growth rates in enrollment and subsidy for the
technikons between 1988 and 1989.
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Table 2.11.—Growth rates in enrollment and state subsidy,
technikons, 1988-89

Technikon Growth rates (% p.a.)
Enrollment Subsidy
(real terms)
Cape 14 - 2
Northern Transvaal 49 - 34
Mangosuthu 53 10
M.L. Sultan 34 9
Natal 10 15
OFS 2 36
Peninsula 9 - 16
Port Elizabeth 31 2
Pretoria 7 - 2
RSA 81 39
Vaal Triangle 37 12
Witwatersrand : 40 - 17

Source: Bunting, 1989

The high-growth technikons, Northern Transvaal, Mangosuthu, M.L.
Sultan, Port Elizabeth, and Wits, have been seriously affected
either by real cuts or disproportionately low growth in the state’s
subsidy. The RSA technikon also shows a wide discrepancy between
its enrollment growth rate and subsidy, although the impact here
would be less severe given that it is a distance-education
institution.

2.7.5 B8ummary of issues
Considering the known distribution of the population of South

Africa, the disparities in financing education are indicated in the
table below.

Table 2.12.—Total education expenditure, 1989-90

African education R 5,210,265,020
Coloured education R 1,370,445,000
Indian education R 589,284,000
White education R 4,392,681,000

Source: South African Institute of Race Relations, 1990



Such disparities cry out for simple social justice and highlight
the urgent need for South Africa to share resources already
committed to education equitably among people of different racial
and socioeconomic backgrounds.

Although the subsidy formula devised for financing technikons and

universities was abandoned in 1988, funding is still based on the

criteria used in this formula. The effect of this has been to
perpetuate inequalities between the historically white (HW) and the
historically black (HB) institutions. The SAPSE formula favors the
HW English universities because of their superior publishing record
and success rate as well as their relatively higher number of
postgraduate students. Thus it has been used by Whites to channel
more funds to predominantly white institutions at the expense of
the black institutions. In addition, a considerable proportion of
higher education subsidies is going to middle and upper-income
families, most of whom are white.

Because the formula does not reward growth, the growth
institutions, mainly black, have been affected critically. The
established HW universities have been affected as well,
particularly their 1leading sectors (engineering, science,
medicine), which have not been adequately compensated in the
formula.

The structuring of the subsidy formula also has other serious
equity implications. Given that many black students are in what
are regarded by the state as high risk Categories, the subsidy thus
functions to discourage enrollment of black students at
historically white institutions. Furthermore, the state does not
fund academic support programs established at these institutions to
help the educationally disadvantaged cope with the requirements of
tertiary education.

In the face of diminishing public resources, the institutions
increasingly have had to generate alternative sources of revenue.
However their capacity to do this varies considerably. The HB
institutions, with fewer private donations and research contracts
and lower investment income, will have to increase tuition fees
substantially unless the pattern of state funding is altered
drastically.

Diminishing state resources have meant that expenditures for most
institutions have been decreasing in real terms since 1988. Again,
the HB institutions have been affected more seriously. Because the

HW institutions have an established infrastructure, their capital

expenditure needs are less urgent. In the face of declining public
resources, they have been able to shift resources from capital
expenditure budgets to their educational programs so that the
latter do not suffer. The HB institutions are in a much worse
position. Lacking basic infrastructure and staff and/or having
debt for recent capital expenditure, they do not have the ability
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to reallocate resources to their educational programs. For these
institutions, the choice is how to allocate diminishing resources
to ensure that overall development continues. This has undoubtedly
affected their efficiency as reflected in the gquality of output as
well as in their ability to offer increased access to a larger
proportion of the socioeconomically disadvantaged populatic:.

In the case of the technical colleges and colleges of education,
budgets are determined by the respective education departments.
The segregated nature of these institutions has resulted in the
inequitable allocation of resources. In terms of allocated
resources, African students in the colleges of education are
considerably worse off than students of other races. On the other
hand, the proliferation of geographically scattered technical
" colleges for Africans has led to a relatively high expenditure per
student for this group as well as for Coloureds.

2.7.6 Future funding

The financial base of the South African tertiary education system
is highly dependent on government funding. Given this dependency
and the government’s stated desire to reduce funding of higher
education in order to divert resources to the primary and secondary
sectors, the ability of institutions to respond to rapidly growing
needs may be limited.

Given the present population of South Africa and the current
economy, we can estimate the cost to the state of accepting full
responsibility for providing equal educational opportunities. The
following data come from a 1990 report by the South Africa
Foundation and the Pretoria University Economics Department:

¢ Taxes would have to be increased by 25 percent to equalize
spending on education.

® Education would have to be allocated 42 percent of the
state budget and 11 percent of GDP in contrast to the
current 13.3 percent of the budget and 3.5 percent of GDP.

¢ Total primary and secondary education spending would have
to rise from R9.3b to R21.7b.

® Present spending on black education would have to be
increased fourfold from R5.4b to R21.7b.

More realistically, the extent of future state funding of higher
education depends crucially on the rate of economic growth and the
priority allocated to higher education in the government’s budget.
High rates of economic growth during the next decade may relieve
the burden to the state of increased revenue through taxation. 1In
such a climate, it is not unreasonable to expect the government to
maintain its commitment to education at the current level of 20

2-22



percent of the total budget, even in the face of competing demands
in the areas of health, welfare, and security.

However, even assuming that the government -maintains its present
commitment to education in general, it is unlikely to maintain its
relative commitment to higher education. South Africa has a
pressing need to provide basic (literacy) educatioin and to upgrade
the primary and secondary schools. This effort will require vast
financial resources. 1In a word, the state will have no choice but
to reduce its historical financial commitment to higher education.
Indeed, since 1987, when the subsidy formula was abandoned, the
effects of this reduced commitment have become increasingly
evident.

As stated earlier, what the state can afford to spend on education
in general and :n higher education in particular will depend on the
level of economic growth. Appendix C shows that the growth record
of the South African econony during the 1980s was extremely bleak.
However, in light of the present political climate and expectations
of a democratic goverrment, a series of reasonably optimistic
projections of the growth rate have been computed by economists for
the period 1990-1995. Appendix D shows the implications of these
projections for educational expenditure in a variety of scenarios.

2.8 EFFICIENCY OF TERTIARY INSTITUTIOWNS

It is well known that the implementation of a racially defined
education system has led to the inefficient allocation and usage of
scarce public resources at all levels of higher education. Three
indices of efficiency are readily distinguishable: capacity
utilization, internal efficiency, and external efficiency.
Internal efficiency is 1loosely defined as a measure of the
cost-effectiveness of the system with reference to its output.
External efficiency refers to the ability of the education system
to meet the needs of economic and broader . human development.

2.8.1 Capacity utilization

Educational efficiency in South Africa has been hindered partly
because of the allocation of resources for the establishment of
institutions, mainly universities, in the self-governing and
independent homelands when expansion of existing institutions would
liave been the more prudent policy. The state’s insistence on
separate technical education, resulting in the geographical
fragmentation of African technical colleges, has also contributed
to the inefficient use of resources.

The HW institutions have refused to enroll larger numbers of
socioeconomically disadvantaged students, ostensibly on the grounds
of limited resources and the poor secondary school education of

2-23

B



these applicants. 1In reality, however, the intent has often been
to maintain the uniracial character of these institutions.
Therefore their growth rate has been slower than the rate of the HB
institutions and dispro; orticnate to the number of eligible higher
education students. Tea:cher training has been particularly stunted
by the under-utilization of the white colleges of education due to
falling enrollments and the refusal of the state to allow entry to
other races.

2.8.2 Internal efficiency

Internal inefficiency in the HB institutions as reflented in
measures of success and cost effectiveness is largely the
consequence of a racially based education system. A large
proportion of the intake in the historically black institutions are
students who have received qualitatively deficient school
education. The combination of poor student quality, inadequate and
poor staff, and lack of facilities has resulted in high drop-out
and repetition rates at the HB institutions. Moreover these
factors have contributed to the low cost effectiveness of many of
the scientific and technical faculties at the HB institutions.

Internal inefficiency, however, is not limited to HB institutions.
Several HW technikons are characterized by relatively high failure
rates of first-time entering students and high unit costs
(Table 8.18). Also, several faculties at the HW universities are
comparatively cost ineffective (Appendix K).

The internal efficiency of the University of South Africa is of
particular concern, especially as distance education is the only
avenue of higher education for a large proportion of the black
population. Although its unit costs in terms of absolute rands are
low, other efficiency measures, such as the failure rates of
first-time entering students (Table 6.8) and the ratio of enrolled
unit cost to unit credit cost (Table 6.7), reflect a high degree of
internal inefficiency.

2.8.3 External efficiency

The external efficiency of an education system is its ability to
meet the manpower needs of a country for economic and broader human
development. The persistence of skills shortages and the
underdevelopment of black high-level manpower raise questions about
the effectiveness of the tertiary education system in producing the
skills essential for development.

While the magnitude of the skills shortage is a subject of debate
among academics, business people, and policy makers, there is
little doubt that critical skills deficiencies exist in certain
areas (Barker, 1989; Swainson, 1990). Serious shortages have been
identified in engineering, accounting, and managerial positions in
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high-level and middle-level occupations. Artisans and various
categories of technicians also seem to be in short supply.

The skills shortage debate, however, goes beyond the needs of
economic development. Large numbers of skilled persons are needed
to raise the population’s quality of life. Of particular concern
here are doctors and teachers.

2.9 ARTICULATICON AND RATIONALIZATION

There is no real mobility of students among any of the four
distinct types or levels of tertiary institutions in South Africa,
each with its own hierarchy of qualifications. The current control
and management of postsecondary institutions are located either
entirely at the national level or, in the case of autonomous
institutions, at the local level. This structure does not promote
any form of interaction between the subsectors.

Many of the issues raised in the subsector assessments cannot be
resolved without restructuring and reorganizing tbz entire
macrosystem of education. This fundamental reorganization of
tertiary education will be driven by the necessity to remove all
racial divisions. Mechanisms must be developed to redress racial
inequities in educational opportunity by helping students, young
and old, to gain the necessary academic skills to enter higher
education and by assisting young people who have dropped out of
school for whatever reason to reenter the system. To accomplish
these tasks on a scale that will have the maximum impact, action
must be taken at the national level, and resources must be supplied
by the state.

The urgent need for a unitary education system uinder one ministry
of education must be addressed promptly. Some sort of system-wide
coordinating body is required to make binding policy decisions, and
each of the different types of institutions need to be represented
on such a statutory body. If established, this body would be
charged with the responsibility of safeguarding the interests of
all students and, at the same time, ensuring the efficiency of the
system as a whole.

Finally there is the sector-wide issue of teacher education. The
training of teachers is conducted at universities, in colleges of
education, and in technikons. The current student-staff ratio for
all colleges of education in the country is 12.5 to 1. Colleges in
the House of Representatives have the highest ratio (13.3 to 1),
while the colleges of the DET have the lcwest ratio (8.7 to 1). If
one applies the student-staff ratios now operative in technikons
and universities (see table below), the same number of education
students could be serviced by half the existing staff. This
suggests the possibility of attaching colleges of education to
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universities or to technikons and thus achieving significant
savings.

Table 2.13.—Student-staff and student-institution ratios per
institutional type, 1990

Institution Students Staff No. of Students/ Students/

type instits. staff inst.
All | No All | No |All | No|All |No | All | No

DLI DLY DLY DLY DLY

Technical

Oolleges * 72,174 ? 3,278/ ? | 129|128 | 22 |? 560 | ?

Oolleges of

education 67,266 - 5,370f - 100 - 12.5 | - 672 -

Technikons 86,384 | 58,214( 2,289|2,195| 15 14 38 27 | 5,75814,158

Universities (302,036(169,202|10,651|9,175| 22 19 28 19 |14,3828,905

* Excludes TBVC
Note: DLI = Dpistance learning institution. Technikon RSA, UNISA, and VISTA are

taken as DLI's. _
. Source: Extracted from Educational Realities in South Africa

2.10 EDUCATIONAL PLANNING

Goals of education and educational planning have been closely tied
to the government’s policy of separate development and the
inequitable distribution of financial, material, and human
resources throughout the educational system. The inadequacy ot the
education system has been one of the most explesive issues in South
African politics over the past two decades. But despite the
political battles, outside of government there have been
surprisingly few efforts to develop detailed alternative models to
the existing institutions and the teaching that goes on within
them.

Educational planning and policy making are presently in a state of
flux because of a proliferation of stakeholders who are expressing
their own views of what the goals of education in the new South
Africa should be. These include various statutory and nonstatutory
planning bodies as well as sv.h organizations as the ANC, PAC, and
the Urban Foundation.



It is obvious that the future v.genda for establishing the goals of
education in South Africa is likely to be set by the groups that
are dominant politically and economically. Some have been
proactive in terms of initiating debate on policy formulation while
the other groups have been reactive to those initiatives. This
situation is undesirable because the present imbalances in
education, and in tertiary education in particular, are likely to
continue if all parties do not agree on the form, content, and
orientation of education in a rew South Africa.

Nevertheless, any attempt to plan the future development of South
African tertiary education cannot ignore the uncertainties of the
political environment. Reaching consensus about the details of a
new political order is 1likely to take a long time; all the
participants agree that the discussions will last for years, not
months. Whatever form of democracy emerges from this process, it
will reflect the compromises and bargains that are characteristic
of negotiated agreements. It is unlikely that a post-apartheid
government will have the unilateral power to reconstruct South
African society in a more equitable fashion. In acceding to a
nonracial political system, white South Africans will doubtless
attempt to maintain their privileged access to educational
resources. In such a context, it may be difiicult to reconstruct
tertiary education so that it uses resources more efficiently, is
more popularly oriented, and meets national economic needs more
effectively.

Notwithnstanding these difficulties, a post-apartheid administration
will lose support rapidly if it does not act swiftly to alleviate
the basic shortcomings of the education system. Within the
tertiary sector, the essential ingredients of even the most minimal
program of reform will include the removal of any existing
restraints on black enrollment at any institution, financial
support to expand African participation in higher education, and
measures to hasten the recruitment of African faculty members and
administrators.

Certainly the future development of higher education is likely to
be vigorously debated and existing institutions will undergo
unprecedented critical scrutiny. To date, democratization of
access and structure have been options more or less readily
embraced by institutions motivated by moral impulses and
enlightened self-interest. In a few vears such measures will
become imperatives for survival.

2.11 EXEMPLARY INSTITUTIONS, DEPARTMENTS, AND PROGRAMS

Tertiary institutions should begin immediately to address the
issues discussed above. For the sake of illustration it may be
helpful to cite some specific examples of innovation that
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individual institutions have already adopted. The mention here of
particular cases does not imply that this is all there are.
Obviously the present study has not been exhaustive, and even among
exemplary practices it has been necessary to be selective.

Among the more interesting developments in each of the subsectors
have been those directed at improving student access and academic
succzss, staff development, inter-institutional relationships,
increased staff and student participation in institutional
policy-making, and Africanization.

At Fort Hare, a recent conference convened by the staff association
and supported by the administration provided an opportunity ror
campus-wide participation in policy debates and concluded with
recommendations to the institutional authorities. Increased
student participation in institutional poli~y-making has also been
a feature of recent developments at the Peninsula Technikon. The
trend may be expected to spread. In addition, both Port Elizabeth
and Peninsulz Technikon have taken important steps to improve
access for all students of color and to provide special support to
ensure that they will succeed academically.

The University of the Western Cape has a large work-study program
providing part-time on-campus employment to 1,200 students,
enabling many to enroll who could not otherwise have afforded it.
The University also has a team 'of eight specialists who promote
staff development along lines consistent with the university’s
democratic orientation. Similar initiatives have emerged at the
University of Durban-Westville. At Wits, the Academic Support
Program now has a group of senior personnel involved in providing
workshops for faculty who are concerned about responding to the
increasingly heterogenous student intake.

The Soweto College of Education has implemented and tested a new
staff development inservice training program under the direction of
the rector. With assistance from the U.S. Information Service, a
consultant in language and language teaching skills held workshops
for coll=ge lecturers and local primary teachers. fhe lecturers
have continued the program on their own. The workshops provide
stimulating democratic forums where teachers and lecturers can
discuss problems and begin to reach practical solutions.

In Bloemfontein, the University of the Orange Free State, the local
technikon, and the Bloemfontein Technical ZCollege are cooperating
in a bridging program designed to facilitate the access of black
students to higher education. The University is alsc introducing
English-medium instruction, initially in two subjects in each
faculty.

Unitra and Setlegelo have beqgun to Africanize their leadership.
Unitra bas an African vice rector; Setlegelo is in the process of
promoting an African woman to a senicr position.
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Only one of the self-governing states has taken advantage of
national legislation permitting colleges of education to affiliate
with universities of their choice. This is Gazankulu, whose Giyani
College of Education is now linked with Wits University. This
successful arrangement provides resources and assistance for
college curriculum development and for examinations,
administration, staff selection, and governance. The University is
also represented on Giyani College’s council and senate. The only
private college of education, Promat, is also affiliated with Wits.
In both cases, the arrangement appears to have encouraged the
recruitment of highly motivated staff members.

Finally, it may be expected that the recent emergence of
community-oriented administrations at certain black universities
will produce further imaginative innovations on these campuses.
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CHAPTER 3

HIGH-PRIORITY INITIATIVES
3.1 INTROOUCTION

The first step in developing an effective strategy for providing
technical and budgetary assistance to South Africa’s tertiary
education sector is to determine the basic financial needs of the
274 institutions which comprise its four major subsectors. More
specifically, attention ought to focus on financial needs over
and above those which can be expected to be met by the
reconstituted interim or permanent government of the new South
Africa in its annual appropriations to higher education.

Second, as the new government begins the process of establishing
itself, and as the sanctions which vere established under the
Anti-Apartheid Act of 1986 are modified and lifted, funding
priorities should be formulated which are synchronized witn the
development plans of both the institutions and the new
government. As discussed in Chapter 1, potential projects should
be judged against the twin goals of eradicating apartheid and
advancing national development.

The third step in designing an effective assistance program is to
seek the cooperation of all the major donors, both national and
international, public and private, with ar interest in the
development of higher education in South Africa. Close links
between governmental and professional colleagues who are in the
business of financing education can provide the cooperation,
cooxdination, and cross-fertilization that are essential to
effective project support.

Based on our findings, the following represents a listing of what
the TESA team regards as the critical needs of South African
tertiary education.

3.2 COMMISSION ON HIGHER EDUCATION

Donors such as USAID, the Commonwealth Secretariate, UNDP, the
Ford Foundation, and the Mellon Foundations should sponsor a
broad-based, nonpolitical public dialogue on South African higher
education. The proposed commission would consist of
distinguished educators from South Africa and abroad. It would
include one or two government officials, but the body would not
be sponsored by or in any way funded by the present Pretoria
government. The process of review would involve all major
stakeholders, numerous international experts, and a variety of
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special interest groups. Research papers, policy statements,
conference reports, and testimony would be solicited from
organizations like NEPI, UDUSA, CUP, CTP, AUT, SERTEC, SANSO,
IDT, and the Urban Foundation.

The TESA report could perhaps serve as a starting point for
defining the terms of reference and establishing the broader
scope of the work of the commission. 1In fact, the work plan of
the TESA team would probably provide a good basis for setting the
commission’s agenda. '

The purpose of establishing a commission of this sort would be to
raise and expand the level of discussion and debate on the issues
facing tertiary educaticn and the options open to the new
government and to the institutions. Its major aim would be to
help build a consensus on needed reforms and policy changes and
to negotiate a general agreement on new goals and objectives. To
this end, two major project designs would seem to be appropriate.

3.2.1 Invitational symposiums

Under the aegis of the commission, donors might sponsor a series
of national invitational symposiums or seminars designed to
provide open discussions on key issues in higher education in
strategic locations throughout the country. These symposiums
would be pegged to topical issues ranging from the subjects
outlined at the end of Chapter 1 to broader questions such as the
socioeconomic dynamics of educational reform, the miracles of
molecular medical research, and the linkages betwezen learning and
public pclicy in a democratic society. Sponsorship would entail
the appointment of South African and expatriate facilitators, a
central group of planners, selected seminar leaders and
specialists, and various staff members to record and distribute
copies of symposium proceedings.

3.2.2 Policy formulations

Either as part of the seminar program or separately from it,
donors could also underwrite a series of policy statements
centering on the major issues, options, and recommendations
outlined in this report, as well as those explicated and
elaborated by NEPI, UDUSA, CUP, CTP, SASCO, the Urban Foundation,
and so on. Teams of experts, both South African and expatriate,
would be recruited and charged with the task of studying and
analyzing policy issues and making recommendations to the new
government.
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3.3 DEVELOPMENT OF HIBTCRICALLY BLACK INSTITUTIONS

3.3.1 Institutional development

Donors should support a cadre of international experts in
institutional and academic administration to serve at several of
the black universities, technikons, technical colleges, and
colleges of education that have been identified as exemplary
institutions by the TESA team and others. Experienced
international project managers have developed effective means of
conducting successful technical assistance programs of this sort,
both large and small, in a variety of developing societies. The
purposes of such a project might include the following:

l. To increase internal and external efficiency and improve
the guality of the educational programs

2. To enhance the management capacity of the institutions

3. To strengthen their research capacity and community
(extencion) services

4. To assist staff development through the provision of

inservice training, mentoring activities, and fellowships

awards

The following particular activities might be included in this
program:

® Improving academic courses of study, faculty
qualificaticns, teaching methods, academic policies, and
laboratory technician training

® Upgrading and extending existing academic support
facilities

® Providing instructioral materials, equipment, and
furnishings

® Establishing productive linkages with employers in the
private and public sectors

® Setting up career counseling centers, job placement

offices, and tracer study projects on university campuses

® Developing administrative, planning, and evaluation
capacity through staff training

® Providing and upgrading equipment, including computers,
for administrative units
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¢ Formulating policies rewarding applied research and its
dissemination

Specific grants might also be provided to augment and support
some of these activities.

Task force responsibilities would include the mentoring of
selected black South African counterparts in various aresas of
specialization. Administrative specialists would include
advisors in such areas as institutional planning, financial
administration, library development, and fundralslng Academic
spec1allsts would include consultants in engineering and applied
science, mathematics and statistics, education, agriculture,
health, business and public administration, adult education,
research administration, Engllsh language development, and
university extension services.

At the university level, such a project might run three or four
years and provide the consultative services of a team of
specialists to six or seven black universities where
institutional development needs are greatest. The project might
also target selected faculties in those universities where the
requirements for national development are most pressing.
Included would be such universities as UWC, UDW, UNIBO, UFH,
Zululand, and the University of the North; and within these
institutions, such faculties as education, basic sciences,
agriculture, engineering, animal husbandry, business management,
and public health. Special emphasis would be placed on the
development of English language proficiency and a mastery of
computers. As many as 600 person-months of consultant services
could be committed.

3.3.2 Administrative and acaiemic staff development

Technical and budgetary assistance should be provided for the
identification, selecticn, and financial support of key
administrators and faculty members in selected black institutions
to pursue specialized training, both professional and academic,
and to earn advanced degrees. For new appointees, the staff
development program would include the following:

® Probationary appointment of the candidate in a
university, technikon, college of education, or technical

college
® Service in a department under the supervision of a mentor

® Overseas candidacy for a master’s and/or doctoral degree
under a bursary or fellowship

® Continuing service in the home institution upon receipt
of the degree
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The program would include such additional features as inservice
training, both in-country and overseas, study leaves in other
African institutions, and attendance at seminars, workshops, and
conferences. Well-designed exchange programs would also be
highly desirable.

Candidates for such 2 program should include central
administrators with acknowledged potential and junior faculty
members in the professional faculties, especially engineering and
applied science. Even more attention should be paid to the staff
development needs of departments of mathematics, statistics,
computer science, and laboratory sciences, where the
developmental needs of the new South Africa are greatest.

It should be noted that specific staff development projects may
be designed as a part of an ongoing institutional development
program (such as the universities example outlined above) or as a
separate free-standing project. 1In the latter case, an
international training program might be organized for selected
staff in academic disciplines and areas of technical and
managerial expertise needed to erhance eouity and advance
national development. For example advanced training in the U.s.
might be provided for faculty in the sciences, mathematics,
engineering, and so on regardless of their university
affiliation. One of the objectives of such a project might be to
promote racial integration in selected faculties and departments
of both historically black and historically white institutions.

3.3.3 Program development

Technical assistance should be provided to support the
development of the basic academic programs of selected black
institutions. Such a program would offer expertise in curriculum
development, research design, and extension services.

Concomitant support could also be provided in the form of
specialized equipment, instrumentation, supplies, teaching
materials, and so on. High on the list would be books, journals,
and a variety of library adjuncts such as microfiche, audiovisual
materials, and remote database access. These resources would be
required for most of the particular programs discussed below.

3.3.3.1 Programs advancing socioeconomic and political
development

With adequate outside funding and a reallocation of existing
subsidy monies, new experimental approaches to programming should
be developed in the black institutions which are best suited to
meeting the political and socioeconomic needs of thz new South
Africa, especially when viewed in regional perspective.



3.3.3.1.1 Engineering, technology, mathematics, and
applied science

The basic need is for more scientists, technologists, and
engineers in the South African economy. Like so many of the
country’s educational troubles, shortages in these areas begin at
the bottom and are exacerbated by racial and gender inequalities.
The TESA team estimates teacher shortages in mathematics and
science in African schools at between 70 and 90 percent.

Colleges of education are not only indifferent to the problem but
also lack the laboratories, specialist faculty, and curricula
needed to train effective science and mathematics teachers.
Moreover the prevailing authoritarian, teacher-dominated approach
to teacher training precludes the development of the critical,
inquiring minds and problem-solving skills that are essential to
the teaching of math, science, and technology.

Basic reform in this area should probably begin at the bottom, "
but interventions will be required at all levels. As occurred in
the U.S. during the so-called Sputnik Era, innovative programs
should be developed at primary, secondary, and tertiary levels,
and in colleges of education, to stimulate teaching and improve
learning in the laboratory sciences of chemistry, physics,
biology, and biochemistry, in the new mathematics, and in
computer science and computer-assisted technology.

This stimulation of interest in science and mathematics must be
treated seriously. It should permeate the entire system. New

and revised programs should be planned nationally; they must be
adequately financed and fully sustained; and there must be room
for continuous experimentation and innovation.

The reform efforts undertaken in each of the subsectors need to
be closely coordinated. It is for this reason, in part at least,
that the TESA team recommends a major restructuring of tertiary
education and suggests the integration of teacher education into
either the technikons or the universities. It is our hope that
this reorcganization will foster a new spirit of inquiry,
curiosity, and learning in a new generation of black and white
students.

3.3.3.1.2 Agriculture

In this field new programs should be designed for future farmers
based on learn-by-doing principles. Students in such programs
should supplement course work with internships, work-study
activities, and cooperative education arrangements. Active
participation in student enterprises should also be an integral
part of the curriculum. This hands-on, do-it-yourself approach
to professional education has been highly successful in several
of the state universities in California.
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3.3.3.1.3 3Business

Here new approaches using the case method of instruction should
be tested, coupled with work-study, internships, and other
hands-on learning activities centered in local accounting,
management, banking, agribusiness, and investment firms.

3.3.3.1.4 Public administration

There is an urgent need for training and high-quality programs in
all aspects of public service in a new democratic society. Some
important curricuium changes are under way at UDW, UFH, UCT, UWC,
UNISA and elsewhere, but, considering the magnitude of the task
of transforming existing governmental structures at both national
and local levels, they are simply a beginning. Consider, too,
that approximately 96 percent of top management positions in
public administration are presentiy held by whites. When the
time comes, a crash program will be required to launch a massive
training activity, perhaps with the assistance of such prominent
institutions as the Woodrow Wilson School, Georgetown, Stanford,
Clark-Atlanta, and Tufts Universities, to help reform South
Africa’s racially based, deeply entrenched bureaucratic civil
service systenm.

3.3.3.2 Academic support programs

Conducted under a variety of names at different universities,
academic development or support programs have been set up to help
students bridge the gap between secondary school and the
university. Generally focusing on basic skills, they try to
bring students to the point where they can do university-level
work. Most of the existing programs, however, are poorly
conceived in the first place and, in the minds of many staff, are
regarded as marginal activities that should not become part of
the mainstream curriculum. As a result, in most institutions
students themselves must pay for the special instruction they
receive. The government subsidy does not cover such
extra-curricular education.

Programs of this sort, however, represent the only hope that
many black students have of receiving a university education.
What is needed is basic university reform that focuses not on the
so-called standards that black students have failed to reach but
on the students themselves. To meet the requirements of all
students, both black and white, the need is for flexible
curricular offerings in English language, mathematics, the
laboratory sciences, and study skills. 1In addition, regular
faculty should be extensively involved in student support
services of all kinds, including diagnostic testing, remedial
learning facilities, tutoring, computer-assisted instruction,
mentoring, and so on. Innovative programs of this type need
development, encouragement, funding, and broad-based support.
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In the U.S., the University of Maryland Eastern Shore (UMES) has
received national recognition for its success in establishing a
university-wide program to improve the basic skills of its
entering students (part-time, full-time, transfers, college-age,
and adults) and to maintain enrollment through graduation.
Nearly all the students of this component of Maryland’s state
university are black. Thus its faculty and administrative staff
have had experience in dealing with America’s own brand of
racism, and many of them are eager to share their expertise with
their counterparts in southern Africa. Many other well known
HBU’s in the U.S. have expressed similar interests, especially
the so-called land-grant institutions.

Potential donors would be well advised to capitalize on such
international interest and expertise and to underwrite a discrete
two- or three-year project in one or more of the African
universities (or technikons) to establish a model basic skills
program. Such a program would include workshops, seminars, and
observation tours, as well as evaluation, assessment, and
publication features designed to disseminate useful information
about its progress to other jinstitutions. Technical and
budgetary assistance should also be provided to support a
partnership between a U.S. university like UMES and a dynamic
African university like UWC. The project as a whole might
provide the following inputs:

¢ Consultant services to assist in program planning and
supervision, curriculum development, teaching materials
preparation, inservice staff training, English language
training, academic counseling, and project monitoring and
evaluation

® Fellowships and training grants (including travel funds)
to upgrade the gualifications and skills of program
faculty and administrative staff and technicians

® Funds for research, program assessments, and the public
dissemination of information, including publications

¢ Funds for survey and tracer studies

¢ Furnishirgs and fittings, language and listening
laboratories, audiovisual equipment, computer accesses,
and other specialized teaching/learning facilities

¢ Texts, library books, periodicals, journals, monographs,

computer software, film strips, microfiche, and other
instructional materials
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3.3.3.3 English language institutes

A mastery of the English language is essential for students who
aspire to higher qualifications in most South African tertiary
institutions. Therefore the establishment and expansion of
English language institutes are highly desirable. They should be
an integral part of the tertiary system and be designed to serve
an array of constituencies including developmental students in
the universities, diploma candidates in the colleges of
education, teachers, business executives, adult farm laborers,
and working mothers. 1In addition to Engllsh (EL) and English as
a second language (ESL), there are also increasing needs for the
special uses of English (ESP), particularly for students in the
technikons and technical colleges. Program inputs should include
specially trained teaching staff, large functional language
laboratories, sophisticated aud10v1sual equipment and supplies,
computer-assisted instruction, and modern telecommunications
facilities.

Meeting the neecd. of so many disadvantaged Blacks, both
college-age students and adults, presents special problems of
enormous proportions. As a result English language training
should not only be included in 1nst1tut10n bulldlng and academic
support projects but should also develop into a major
free-standing project supported and financed on its own merits.

3.3.3.4 Computer service centers

Assistance is urgently needed in the design, installation, and
development of institution-wide information and computer services
facilities. Trained staff, computer hardware, ancillary
equlpment and supplies are all required on most black campuses
in every subsector. Centers of this sort should be organized to
serve an entire campus community. Properly designed, +hey would
provide the following:

® Academic computing services to students, faculty, and
visiting scholars and researchers

¢ Administrative computing services
¢ A central management information system

¢ A full array of communication services, including
telephone, audiovisual, and teleconferencing capability

¢ Assistance in faculty development, curriculum design (in
computer science, statistics, engineering, and so on),
and technical staff training



3.3.4 International institutional linkages

Technical and budgetary assistance should be provided to
establish linkages with comparable institutions abroad and in
other African countries. The lifting of boycotts will gradually
relieve the academic and intellectual isolation of South African
institutions of higher education from the rest of the world. But
reestablishing old relationships and forming new contacts with
colleagues in Europe, North America, and otner parts of Africa
will not occur automatically: they will need financial support.

Such linkages might take the form of faculty and student
exchanges. They might involve collaborative research, curriculum
design projects, and program development activities. Special
relationships might be established between the HBU’s of the U.S.
and the HBU’s of South Africa. The presidents of the HBU’s
interviewed by the Team made special note of wanting to work with
the better known U.S. historically black universities such as
Howard, Tuskegee, Clark-Atlanta, Morehouse, Spelman, Florida A&M,
and Hampton. Mentoring on a large scale might also be
undertaken. With imaginative funding, the faculty of education
at one of the up-and-coming black universities in South Africa
might be adopted by Columbia’s Teachers College or Harvard'’s
Graduate School of Education. A california community college
might form a working bond with one of the nascent comiunity
colleges in the newly established OFS region. Or a new faculty
of agriculture might be taken under the wing of Cornell
University, UC Davis, or some other U.S. land-grant university.
Such arrangements will offer benefits to both institutions, not
the least of which will be the breaching of the international
isolation under which South African instituticns, especially the
African universities, have labored since their inception.

On a more mundane level, many South African institutions
experience great difficulty in obtaining useful management data
on students, staff, finance and facilities. For instance, some of
the institutions visited were unable to disaggregate their
database on students, drop-out rates, retention rates, costs, and
so on. Foreign institutions have developed significant skills in
the area of data collection and analysis, and local institutions
could learn many useful lessons from them. An exchange or
linkage in this area could help institutions develop their own
knowledgeable educational and administrative software designers
and operators.

3.4 DEVELOPMENT OF CONMiUNITY COLLEGES

Technical assistance should be provided to develop a proposal for
establishing a system of community colleges in South Africa. It
appears likely that such institutions will emerge in one form or
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another in the near future. Planning consultants and experienced
community college educators, especially from North America, will
be needed to help the government in developing this new
subsector.

In the TESA team’s view, one of the primary missions of the
proposed community colleges would be to provide access and
success in higher education to disadvantaged black students. In
the new South Africa, educational opportunity will be open to all
young men and women, regardless of race. The challenge will be
to design a community college system that will provide equal
access (through open admissions, for example) and at the same
time offer academic programs (including basic skills programs) of
high quality.

What is needed to begin with is a major design project to explore
the possibilities for a community college system in
post-apartheid South Africa. Desirability and feasibility should
be analyzed, alternative models should be examined and
evaluated, and policy questions should kz assessed. Opinions of
professional educators, university academics, NGO officials, and
the public should ke solicited. Recommendations should be based
not only on these local contributions but also on the experience
of community college veterans from other countr:.es.

The experience of educators in California would be particularly
valuable in such a project. Nowhere in the world have community
colleges been developed more extensively than in this U.S. state:
surveys reveal that over half of all adult Californians attend a
community college at some time in their lives. In view of the
effectiveness of these institutions at local community levels,
and given the similarities in the economic, social, ethnic, and
racial problems which confront both educational systems, it is
recommended that the services of several californian community
college representatives be enlisted in exploring the
appropriateness of this type of institution for post-apartheid
South Africa.

3.5 NATIONAL SCHOLARSHIP PROGRAM

Finally, a national scholarship program should to be developed to
provide educational opportunities for increasing numbers of
talented black students, both male and female. Assistance is
needed in planning, organizing, and funding a national
nongovernment corporation or trust for the purpose of
administering the award of competitive scholarships, hased on
financial need, to students admitted to institutions of higher
education. Such a program would facilitate access to higher
education for young people in the remotest parts of the country.
Increasing student mobility, it wouid at the same time attract
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well-educated young men and women to fields deemed essential to
national development such as science, mathematics, engineering,
education, agriculture, and public administration. Such a
program could be financed through adjustments to government
subsidies as discussed in Section 4.4 in the next chapter.

Drawing upon the experience of experts in bursary management in
South Africa and upon the expertise of administrators of such
pbrograms as the National Merit Scholarship Corporation and the
College Scholarship Service of tha Educational Testing Service in
Princeton, New Jersey, a detailed proposal should be prepared for
establishing a practical, workable program. Among possible
features of this proposal, the following are important:

® The scholarship corporation or trust to be established
should be sufficiently flexible to be able to receive
funds from a variety of sources, including government
mirnistries, multinational business flrms, and foreign
governments; to invest those funds in national and
international securities; and to administer them in
accordance with the preferences of the participating
sponsors but governed overall by the policies of the
corporation’s control board.

®* The scholarship program should be widely p .blicized,
especially in the secondary schools, to attract a large
number of the potential applicants for adm1551on to
tertiary institutions.

® All scholarships or bursaries awarded should be outright
grants fcr full-time enrollment based on the annual costs
of a complete nrogram of study for a certificate,
diploma, or degree at the tertiary institution of choice.
No conditions or commituents should be attached requiring
repayment, employment, or service.

¢ The amount of each award should be determined on the
basis of individual financial need, that is, on the
difference between the ability of the student and his or
her family to pay for tertiary education and the cust of
attendance at the institution of choice.

® Scholarships should be awarded on a competitive basis by
geographical area or region, as determined by the
corporation’s governing body, to ensure equity and
diversity among the scholarships awarded each year and
among the tota. group of scholarship recipients.

® Scholarships should be awarded without regard to, and
separately from, the admission decision of a particular
institution.



Sciolarship recipients should be allowed to carry their
scholarships to any recognized tertiary institution to
which they are able to gain admission.

Provision should be made for each participating
scholarship sponsor to be recognized as the underwriter
of a n&... Lursary. All corporate sponsors should be
encouraged to supplement each of their annual awards with
an unrestricted grant-in-aid to the chosen institution.
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CHAPTER 4

LONG-TERM RECOMMENDATIONS

4.1 UNIFYING AND REGICNALIZING THRE OVERALL ADMINISTRATION OF
EDUCATION

It would be presumptuous of a small group of people charged with
the task of investigating the tertiary education sector in South
Africa over a limited period of time even to suggest its overall
restructuring. However all the available data, together with
analyses of the projected costs of education, lead to the
conclusion that the tertiary education sector must become more
efficient and effective. For one thing, the multiplicity of
divisions, one for each institutional type (technical colleges,
colleges of education, and so on) within each department of
education within each ministry of education makes system-wide
coordination very difficult. An ideal system would consist of a
single ministry of education with two broad divisions, one for
schools and the other for higher education. Regional boards would
constitute a second level of management within this unitary
structure. :

Figure 4.1 represents a system of educational administration which
would permit a degree of regional and institutional autonomy while
at the same time strangthening the coordinating powers of
government. Such a system would also ensure that the allocation of
resources and the expenditure of funds were more politically
accountable. TInitially it may be prudent to regard each of the
four provinces as a region. Further study will be necessary to
arrive at a basis for any further divisions. The Development Bank
of Africa has used an economic viability model to divide the
country into nine regions, three in the Cape, four in the
Transvaal, and one each in the OFS and Natal.
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Beginning at the top, a ministry of education would share authority
with an education council. The minister and the council would
formulate strategic goals, settle policy questions, determine
budgetary parameters for each sector, and set salary levels. The
council would be composed of senior officials, two persons
nominated by each of the regional boards, and representatives of
national professional bodies, employment sectors, trade unions,
academic staff associations, and other appropriate groups.

The next level of decision-making would be the (four) regional
boards of education. These boards would include an executive
director, two representatives each of schools, community colleges,
and colleges of education, and one person from each university and
technikon c¢ouncil. They could also include stakeholder
representatives similar to those on the national education council.
Within the budgetary limits and policy goals determined by the
ministry and the education council, the regional boards would
rationalize roles, functions, and facilities between different
institutions within the region, allocate funding within each
sector, and determine broad curriculum matters. The levels of
funding for primary, secondary, and tertiary education would be set
nationally.

At the third level, universities and technikons would retain
autonomous councils. Their existing powers would be diminished
only to the extent that regional board decisions concerning
rationalization were binding. Colleges of education and community
colleges would each nominate a representative to a regional council
for their respective sets of institutions. These bodies would have
the same sort of authority enjoyed by university and technikon
councils. A regional school council would include nominees or
elected representatives of district school boards, themselves
chosen by individual school committees.

Each of the three sector-wide decision-making levels could develop
their own specialized subcommittees, and each would require some
permanent staffing. The defining characteristics of this system
would be Jjoint decision making by representatives and
administrators from the full range of educational institutions, a
major role for people elected or nominated by subordinate bodies or
outside interests, and the promotion of articulation between
institutions and sets of institutions within each region.

Whatever the outcome, the restructuring process must be as
democratic as possible, and should include the following:

* Finding a neutral coordinator
® Establishing a working group

®* Ensuring that the working group includes representatives
from government, the private sector, political groups,
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unions, each of the tertiary education subsectors, teacher
associations, and any other groups with an interest in
education

This working group would establish policies to govern the
negotiations for and 1mp1ementatlon of the restructured system. It
would also determine the aim and objectives of education, including
policies that would be applied nationally to correct imbalances of
gender, race, and access. Finally, it would consider the longer
term development of the educational system. Here the problem will
be to design a system that is both effective and democratic, one
that will facilitate rationalization and reallocation of resources
without depending on authoritarian direction.

4.2 ESTABL."SHING COMMUNITY COLLEGES

4.2.1 Need for community cocllages

It is apparznt that the scheol system is not preparing all of South
Africa’s young people to compete equally for admission to tertlary
education. Few matriculants from DET schools have passes in
mathematics and science. Added to this, many people are looking
for a second chance at education, including those who dropped out
of school or were compelled to join the work force and who ncw
desire to improve themselves academically.

There is a wide gulf between how students are expected to perform
in the final year of secondary school (even at white schools) and
what is required of them in their first year at university. But
universities would be misusing their resources if they channelled
an excessive amount into remedial education. Academic support
programs cannot be expected to do all the work of reteaching basic
skills.

To increase the number of black studerts in englneerlnq and the
sciences in particular, an institution is needed that is mandated
inter alia to assist underprepared students gain access to tertiary
education programs. This seems to be one of the best ways to
redress racial and gender imbalances in tertiary education.

In fact a strong case exists for the establishment of a unique type
of South African community colleg- to perform a number of functions
including the following:

1. Equipping students with postsecondary vocational
qualifications

2. Undertaking remedial wor): in math and science
3. Functioning as an adult education institute
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4. Preparing students for university study

Graduation from a university preparatory ccurse at such an
institution might function as an alternative to matriculation as a
university admission requirement.

The government’s Education Renewal Strategy refers to a similar
type of institution %“ut calls it an "Edukon." The Education
Foundation has also been vigorously prcaoting the establishment of
community colleges throughout the country. So, apart from the TESA
team’s analysis, other actors in the field of education have also
identified a need for this type of institution.

4.2.2 Role of community colleges

In Community Colleges in Canada, Paul Gallagher describes these
institutions as:

products of provincial or territorial legislation and
function(ing] as instruments of economic and social
policy implementation within their jurisdiction rather
than as independent institutions with autonomy in their
ow:u right. As public institutions, they are also key
agents for broadening accessibility to post-secondary
education. (Gallagher, 1990, p.3)

A South African community college should be an educational
institution with the following features:

1. It has an open admissions policy.

2. It serves the education and training needs of the local
community.

3. It provides the means by which any person, regardless of
his or her academic background, can progress in order to
gain admission to a technikon, college of education, or
university.

While community college curricula could include programs such as
music and art appreciation, entrepreneurial training, vocational
guidance, civic education, and anything else requested by the local
community, their short-term focus should be literacy and numeracy
education, artisan training, and bridging or transfer programs.
This focus 1is essential to increase the access of Blacks to
tertiary education and specialized technological fields at
technikons and universities.

For bridging or transfer programs to be effective, they must be

given the same status as the senior certificate exami.ations, and
they must be accepted by a majority of tertiary institutions.
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These institutions should collaborate closely in the design and
evaluation of community college curricula.

4.2.3 Establishing a community college system

The design of a system of community colleges should be based on the
following assumptions:

1. It is pot educationally desirable to have yet another type
of institution added to the existing system of schools,
technical colleges, colleges of education, technikons and
universities.

2. The state should in large measure fund community colleges.

3. Such funding must be achieved through rationalization of
the postsecondary education sector.

Based on these assumptions, three options are possible.
4.2.3.1 Option one

The first option is to convert all 137 technical colleges into
community colleges. Technical college principals are generally
amenable to such a proposal. The advantages of this strategy
include the following:

© The number of existing technical colleges and their
geographic spread will make them accessible to iost
communities.

® New capital investmwent will be very low and will entail
expansion of existing under-resourced facilities only.

¢ Discussions of the new mandate for techni:al colleges could
lead to rationalization of courses between community
colleges, technikons, and even universities.

¢ Further rationalization could be achieved by combining

groups of existing technical colleges to form multicampus

community colleges.

® The effort to eradicate illiteracy will be uniform
throughout the country.

¢ Large numbers of people will be served.

¢ Greater efficiency will be achieved in the provision of
education and training.

This option also has two disadvantages:
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e Existing staff at technical colleges will have to undergo
training to help them cope with the new mandate of adult
education and bridging programs.

e Institutions and staff may resist this new mandate.

4.2.3.2 oOption two

A second possible strategy is to convert selected technical
colleges and colleges of education into community colleges. This
option has two main advantages:

® The presently under-resourced institutions can be converted
and be given a new image and additional resources.

¢ Regional education boards could be given the responsibility
of identifying colleges to be converted, thus solidifying
their commitment to the new system.

The disadvantages of this option are as follows:

® Since community colleges become an additional institutional
type, only limite” rationalization takes place with very
little cost saving. 1In fact, costs may increase.

e Community colleges will not be as accessible to all
students and every community.

e The impact that community colleges could have on the issue
of access is reduced.

® Culleges selected for conversion will possibly be seen as
having failed as colleges of education or technical
colleges.

4.2.3.3 Option three

The third possibility is to start a community college movement
which has no campus but rather makes use of existing facilities
made available by sympathetic institutions. The overriding
advantage of this option is that the cost will be very low:
virtually no capital cost will be involved except for a possible
nominal rental charge. However this strategy has several
disadvantages:

®¢ Colleges could only function after hours when facilities
become available.

e For this reason, such a system would not help to solve the
problem of idle youth who cannot find employment or
admission to tertiary education.
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¢ Students who need help academically are less 1likely to
attend late afternoon and evening classes.

¢ It will be difficult to attract staff to work in the
afternoon and evenings only.

¢ The movement will have to rely on the goodwill of existing
institutions.

e Organizational identity will be difficult to establish.

¢ Institutional «credentials will be questioned and
articulation agreements will be difficult to negotiate.

4.2.4 Rationalization of academic levels

With the conversion of technical colleges into community colleges,
it should be possible to initiate improved articulation by
rationalizing the hierarchy of qualifications as follows:

¢ Since only 24 percent of the total techrical college
stucdent population is studying at the NTC IV, V, and VI
levels, transfer of students to a technikon after NTC III
would mean that the NTC IV to VI levels could be
discontinued. This would enable community colleges to
accept more students.

® Similarly, if effective articulation between technikons and
universities were negotiated, technikon students could
transfer after the National Higher Diploma (or B Tech
degree in the new proposals), thus making the master’s
diploma and laureatus at technikons redundant.

¢ This would mean that, if their grades were good enough for
admission, students from school might enter the tertiary
sector directly or go to a community college, then transfer
to a technikon, and after the N.H. Diploma transfer to a
university if they wished to study further.

The following figure represents this situation diagrammatically.
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4.3 RESTRUCTURING THE TERTIARY SUBSECTORS

The imperatives of rationalization seem to require a considerable
reorganization of the tertiary sector. Colleges of education, in
particular, represent grossly under-utilized facilities. Moreover
the relative cost of training teachers in comparison to other
professional groups is very high, and, despite the existence of
several excellent colleges, the overall quality of teacher training
leaves much to be desired. The following four options, illustrated
in Figure 4.3, demonstrate ways in which the sector could be
reorganized to address these problems.
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Figure 4.3.—Four options for restructuring the tertiary education
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4.3.1 Option one’

This option would involve lea:'t change in the existing structure.
The four subsectors would continue to exist as at present, although
the technical colleges would be transformed into community colleges
along the lines suggested in Section 4.2.3. The main change would
be the introduction of new procedures to ensure the mobility of
students between institutions. As with the other three options,
each institution (or set of institutions in the case of colleges of
education and community colleges) would be represented on regional
boards of education. Among the concerns of these boards would b«
the closer cnordination and articulation of institutions.

Two or three carefully identified exemplary <{technikons should
initiate discussions concerning articulation and student mobility
with the local technical colleges and university authorities. Once
restructuring is undertaken, it should involve staff development
programs focusing on the design of curricula to promote
articulation. Visits should also be undertaken to institutions or
countries where policies promoting articulation and student
mobility have been successfully applied.

This model would maintain the sharp inequities of quality and
resources between institutions within the sector. However these
inequities might be alleviated by more extensive university
outreach Activity in the area of teacher training, for example,
along the lines of the Wits model of granting affiliate status to
the Giyani College. Without rationalization, teacher training
would probably remain expensive in per capita terms in any case.

On the other hand this option would encounter the least political
resistance. It would not threaten any institutionzl interests,
and, in the short term, it would avoid the expenses that a more
ambitious program of reconstruction would require.

4.3.2 Option two

This option would transfer the administration of teacher training
to the universities. Studernt tc.... ers would remain-on their former
coll=ge campuses, but these institutions would become satellites of
university faculties of education. Universities would take over
the full responsibility of training teachers, and college staff
members would become members of the university. There could be
degrees of absorption and control, of course. At one extreme, the
university education faculties might merge with the colleges.
Alternatively, they might exist in a supervisory relationship to
them and help to upgrade the college curricula to the point where
students would qualify for both degrees and diplomas. Diplomas
might well be retained for an interim period subject to university
accreditation. University faculties would also continue to train
senior secondary teachers and educational managers at the B.Ed.,
M.Ed., and D.Ed. levels.
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Such reallocation of resources would offer savings on
administrative overhead and an increase in the quality of teacher
training. Another advantage of this option is the possibility that
universities would make fuller use of college facilities for
outreach activities, part-time courses, and the enrichment of
distance education. The main drawback is that not all universities
have the resources to take responsibility for teacher training.
Education faculties tend to be very small, even at the larger
institutions.

4.3.3 option three

This option involves a division of teacher training functions
between universities and technikons, with the universities
continuing to train secondary school teachers and educational
managers. The technikons would devote much of their capacity and
resources to conducting diploma courses for teachers, upgrading
them to a junior degree level of B.Ped.

Under this model the colleges of education would effectively become
technikon satellites, enabling the technikons to extend their
provision of vocational and technical training to smaller urban
centers and rural areas. Placing basic teacher training under the
leadership of the technikons would reinforce the career-oriented
focus and professional emphasis of all of their programs. It would
also save administrative costs. The disadvantages of this option
include the fact that technikons, as they are presently
constituted, do not have the range of academic disciplines needed
for a full program of teacher training, particularly an enriched
one. Moreover colleges of education might well resist being
assimilated into the technikons.

4.3.4 option four

Option four is an adaptation of the U.S. model of a hierarchy of
higher education institutions. It would have three essential
components. First, leading the sector, would be comprehensive
nati~rnal universities, including most, if not all, the existing
South African universities. These institutions would be centers of
basic and applied research, providing degree programs to the
highest level and giving greater emphasis than at present to
postgraduate education and academic training. They would offer a
full array of undergraduate degree courses but would not offer
diplomas or narrow vocationally oriented courses. A second tier of
institutions, regional universities, would carry out the present
functions of both the technikons and teachers colleges. They would
offer professional degrees up to master’s level and would also
undertake applied and problem-focused research. They would be
multicampus institutions, .ach incorporating a geographically
proximate cluster of existing institutions with considerable
resource reallocation between them. Finally, the third cier would
be the community colleges, the basis of which was outlined above.
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This system would promote a reallocation of space and facilities,
allowing all existing institutions to be vused more cost
effectively. It would narrow the gulf between technical and
academic education, especially in the regional universities. It
would enhance the stature of the teaching profession and many other
professions as well. On the other hand, it would change the
concept of universities that now exists in South Africa, and it
would blur the institutional identity developed by the technikons.
It might also accelerate the expansion of the comprehensive
national universities and the regional universities well beyond an
affordable level.

4.4 RESTRUCTURING THE S8UBSIDY FORMULA

The racial inequity inherent in the present subsidy formula has
been described in Sections 2.7.4 and 2.7.5. Serious consideration
should be given to the redistribution of resources from the more
affluent HW institutions to the poorer HB institutions. New
subsidy formulas should be weighted to favor the enrollment of
students from socioeconomically disadvantaged backgrounds,
particularly women. The HW institutions should also be rewarded
for their intake of such students. Other factors that should be
weighted in the formula are success rates and intakes into science,
engineering, and other technical fields. Success rates should be
included to encourage efficiency and prevent excessive growth.

The analysis below provides a hypothetical example of how the
subsidy may be redistributed to ensure a more equitable allocation
to the HB institutions. The figures used are the state’s 1989
subsidy for universities.

Total subsidy (excluding UNISA): R1,222.8m
Subsidy to HW universities: R947.9m
Subsidy to HB universities: R274.9m

If the subsidy to the HW universities was reduced by 25 percent on
average, the amount generated would be R237m. The cost of
increasing the HB university allocation by 25 percent on average
would be R55m. This would leave R182m which could be divided
equally for bursaries and loans. R91m for bursaries would have
funded 9,100 students fully at universities in 1989 at an average
cost of R10,000. This would have represented an average increase
per student of R2,020.

On the other hand if the subsidy to the HW universities was reduced
by 10 percent on average, the amount generated would be R95m. If
the HB university allocation was increasea as above, this would
leave R40m for bursaries and loans, an average increase per student
of R810 over 1989 levels.

%


http:R1,222.8m

This simplistic exercise shows that a redistribution of resources
from the richer HW institutions is possible with relatively high,
but not unaffordable, fee increases for most students at these
institutions. The jiampact on poorer students could be tempered by
a differential priciny system whereby institutions would charge
tuition fees in accordance with parental income. Differential
pricing could also extend to fields of study: students entering
the humanities might be asked to pay more to discourage growth in
these fields.

4.5 GRANTS AND LOANS

Financial assistance for South Africa’s students is crucial. The
sources for such funding are the state, the local business sector
and foundations, and foreign governments and foundations. One
option is for the state to direct a proportion of its higher
educatinn subsidy to financial assistance for students.

Grants or bursaries may be of two types: those based on need and
those based on merit. These need not be mutually exclusive. Funds
generated for grants and loans may be optimally used if centralized
under the authority of an Education Bank (see Section 4.5.3 below) .

4.5.1 National loan scheme

Serious consideration should be given to implementing a national
loan program to help students meet the costs of their higher
education. Such a scheme would increase the access of all students
to higher education if loans were easily available. Loans would be
approved based on financial need and merit, they would carry the
lowest feasible interest rate, and they wnuld be repayable over a
number of years following a student’s exit from an institution.

Proposals are now being discussed to encourage South African banks
to participate more actively in such a loan program. 'To encourage
their participation, consideration might be given to some kind of
guarantee of repayment by the national government along the lines
of the guaranteed student loan program in the United States.

It is important that the loan be viewed as an investment in the
student. Qualification for a loan should not depend on the income
or credit worthiness of the student’s parents. If this were
otherwise, many African students would L. ineligible for such loans
and the goal of increasing access would be defeated.

An alternative means of establishiny a national loan scheme would
be for the government to give each eligible tertiary institution a
renewable capital grant to establish a separate revoiving loan
fund. Each institution would then be responsible for administering
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its own loan program without the direct involvement of the
cgovernment or the banks.

If a national loan scheme were developed, special features could be
built in to encourage young people to enter professions vital to
the national interest. For example, the loan could be on a pro
rata basis up to some portion of the loan amount for each year that
a student worked in a designated profession. Persons who entered
primary or secondary school teaching, for instance, might be
eligible to have up to 50 percent of their loans written off, 10
percent for each year of service as a teacher.

4.5.2 National merit scholarship program

A competitive merit scholarship program would be another way of
encouraging the most talented students of whatever race to pursue
such professions as engineering and school teaching. The value of
the bursaries should be high enough to attract the attention of
such students, and the scholarship recipients should receive ample
publicity. It is reasonable to expect that the corporate sector
would have an interest in providing financial support for such a
national program. In any event, the scholarships should be
administered by a nongovernmental organization.

4.5.3 Education Bank

Consideration should also be given to establishing an Education
Bank to administer a nationwide student loan program and to
coordinate funds for bursaries received from government, the
private sector, and foreign sources. Donors would be able to
specify individuals or institutions that should benefit from their
grants, but at the same time they wcuid be encouraged to channel
their funds through the Education Bank. Centralization of funds
would ensure their optimum use: a single large capital base would
generate more student bursaries than the present system involving
a number of agencies.

4.6 DIVERSIFIED SOURCES OF FUNDING

Three possibilities exist to expand the resources available for
higher education:

1. Education taxes
2. State lotteries
3. Community financing of community colleges

In order to generate funds for education, new or increased taxes
could be levied on such items as liquor, tobacco, and dividend
income. State lotteries could be designed for the same purpose.
Finally, in many developing countries, communities pay for the
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establishment and sometimes even the recurrent costs of schools.
Black communities in South Africa have resisted community financing
as long as Whites have had free or highly subsidized education. As
Whites start to pay for education, Blacks should become more
willing to do likewise, especially in rural communities.

4.7 NATIONAL PLANMNING COMMISSION FOR HIGHER EDUCATION

Consideration should be given to establishing a National Planning
Commission for Higher Education. The functions of such a body with
respect to financing would be as follows:

1. In consultation with the Departments of Manpower and
Economic Development, to develop guidelines for meeting
the skills and human development needs of the scciety

2. To advise the state on the distribution of its resources

3. To assess the cost effectiveness of institutions and
faculties

4. To oversee the Education Bank
4.8 RESPONSIBILITY FOR FINANCIAL RESTRUCTURING

In attempting to achieve the above objectives, there are important
and clearly defined roles for each of the five groups of actors on
the educational stage, namely, government, citizens (students and
parents), the private sector, the foreign sector (foreign
governments and foundations), and the institutions of higher
education.

4.8.1 Government

The highest priority for the government should be the
redistribution of resources from the more affluent HW institutions
to the poorer HB institutions. Next, resources should be directed
toward bursaries and loans for the socioeconomically disadvantaged.
This will be especially necessary to ensure access of such students
to the HW institutions as the latter raise tuition fees to meet
their budget deficits. Third, the state could consider policies to
expand the sources of revenue, includiny the development of a state
lottery and the implementation of an education tax. Finally, the
state could divert a larger proportion of its resources for
research to the universities instead of to the bureaucratic and
expensive parastatal organizations such as the CSIR, the HSRC, and
the FRD.



4.8.2 Citigens

As the state becomes increasingly unable to subsidize higher
education, some of the burden of financing has to fall on students
and parents. There is no alternative. In a society in which
income and wealth are distributed on a highly unequal basis, it is
rational to suggest that the rich should now start paying
considerably more for higher education. This will become
increasingly necessary if the state starts to divert more of its
resources to the HB institutions and/or continues to implement real
cuts in tertiary sector expenditure.

As the rich start to pay more for higher education, it becomes
politically easier to persuade less affluent communities to start
contributing to education costs as well. This will be especially
necessary if the community college concept is to flourish.

4.8.3 The business sactor

The local business sector will remain one of the chief sources of
funds for bursaries, research grants, and funds for capical
expenditure for individual institutions. Differential tax
incentives could encourage the business sector to conrtribute
resources to the HB institutions and bursary funds to the Education
Bank.

Some commercial banks currently operate student loan schemes. It
might be more cost effective if these institutions transferred such
operations to the Education Pank and offered subsidized loans to HB
institutions in their place.

4.8.4 The foreign sector

Foreign governments and foundations contribute substantial funding
to South Africa’s education sector. Consideration should be given
to using such resources for two broad functiocns:

1. Providing bursaries for needy students

2. Building the capacity of the HB institutions through
funding of residences, 1libraries, equipment, and staff
development programs

4.8.5 Educational institutions

The HW institutions will need to implement substantial tuition fee
increases if the state adjusts its funding in favor of their HB
counterparts. Such fee increases will be painful but unavoidabie.
'The HW institutions will need to market these proposals as such
rather than blame the state.



Both HW and HB institutions may wish tc consider a differential fee
system based on income or field of study. This would serve to keep
fees low for pocrer students.

Table 4.1 provides a summary of the financing functions of the five
actors identified above.

Table 4.1.--Education financing: the role of government,
individuals, business, the foreign sector, and institutions of

higher education

Goverrment Individuals (local Foreign Institutions
kusiness sector of higher
sector education

(1) . (1) (1) (1) (1) .

Restructuring Higher Bursaries |Bursaries Implementing

of the subsidy |fees of higher fee

formula structure

(2 (2 (2) (2) (2)

Bursaries Community loans Resources Different

and loans financing for HB fee structure

instits.

(3) (3)

State lottery Capital

Educ. taxes grants

(4) (4)

Research Research

grants grants
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PART II

THE TERTIARY EDUCATION SUBSECTORS



CHAPTER 5

UNIVERSITIES AND THE LEGACY OF APARTHEID
5.1 ENROLLMENTS

5.1.1 Level of university enrollments

In 1990, 302,041 students were enrolled in South African
universities including those in the TBVC territories. This number
represented nearly two-thirds of the enrollment in the tertiary
education sector. Approximately half the students enrolled at
universities in 1990 were white, and about one-third were African.
Excluding the two primarily part-time distance education
institutions (UNISA and VISTA), the enrollment of essentially
full-time students was 169,207.

Many critics of the higher education system claim that there are
too many students enrolled in universities and not er.ough in other
types of tertiary institutions. Comparisons with other nations,
however, suggest that the number of students enrolled in South
African universities might be a bit low to satisfy future needs of
the country. World Bank statistics show that South Afiica enrolls
about 9 students per 1,000 population in higher education. Around
the world, the industrialized upper income countries enroll an
average of 18 per thousand, middle income countries enroll an
average of 12.5, lower middle an average of 8.4, and low income an
average of 1.2. In the United States, the average is about 50, but
half that number is in community collzges. The South African
average of 9 is in the lower middle range along with countries like
Botswana, Colombia, Egypt, Jamaica, and Thailand. South Africa
should try to maintain its higher education enrollments at least at
this level to further its national developiment goals.

Although the total enrollment in South African higher education may
be comparable to other countries, the participation of its citizens
by race is inequitable. Whereas there were 30.9 white university
students per 1,000 of population in 1989, there were 2.6 Africans.
This puts the participation rate of the African population at the
level of low-income countries.

5.1.2 Enrollments by institution

The university subsector features considerable disparities in size.
With one exception, the black universities are considerably smaller
institutions than their white counterparts. The white
universities’ average enrollment is over 12,000, with the largast
being the University of Pretoria. The average enrollment at the
black universities 1is about 6,000, with the largest being the
University of the Western Cape. English universities tend to be
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larger than their Afrikaans counterparts, though in 1990 the
University of Pretoria was the largest residential institution in
the country with 23,000 students.

If present growth trends continue, the disparities in size between
black and white institutions are likely to lessen. In general, the
historically black universities are expanding their student
enrollments swiftly. This is most dramatically the case with the
University of the Western Cape, whose student population almost
doubled in five years, from 6,772 in 1986 to 12,732 in 1990. The
University of Zululand increased its student numbers by over 80
percent between 1986 and 1988. In 1989, the University of
Durban-Westville reported an 8 percent increase in enrollment over
the previous year. 1In 1990, Fort Hare’s student body grew by 9
percent, and Transkei’s by 10 percent.

Rand Afrikaans University proved the exception to the more modest
rates of growth on the white campuses with a 5 percent increase,
probably attributable to its increasing popularity with English
speakers attracted by lower fees and by admission requirements
lower than those of the neighboring University of the
Witwatersrancd. Pretoria, Stellenbosch, and Potchefstroom featured
reductions in their enrollments between 1989 and 1990. For white
universities generally, however, the 1980’s was a decade of steady
expansion. Between 1979 and 1988, the number of students enrolled
at the Afrikaner universities rose from 47,254 to 63,726, while
enrollment at the English-medium institutions grew from 33,306 to
40,318. UWC and UDW’s expansions were consequences of decisions to
open their campuses to African students following the installations
of leadership committed to making the institutions more responsive
to broad social demands. In their present racial composition, they
are the campuses that are most broadly representative of the
national population. However both universities have been obliged
to impose limits on admissions since 1990. 1In the cases of Fort
Hare and the Transkei, on the other hand, homeland government
pressures have Kkept the doors open for larger numbers of
enrollments.

5.1.3 B8taff-student ratios

Historical inequities and recent patterns of expansion are
reflected in the pronounced inequalities between institutions in
academic staff-student ratios. 1In general, these correlate with
divisions within the subsector: historically white wuniversities
tend to have smaller student-lecturer ratios than the predominantly
black institutions. Most institutions, black and white,
experienced rising student-lecturer ratios through the 1980’s.
Between 1983 and 1986, student numbers nearly doubled while the
number of lecturers remained virtually constant. As Table 5.1
illustrates, this has resulted in especially heavy teaching loads
at UWC and Transkei.
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Table 5.1.—Student-lecturer ratios, 1988

University Student-lecturer ratio I
Cape Town 9 :1
Durban-Westville 14 : 1
Fort Hare 13 : 1
Medunsa 5 :1
Natal 11 : 1
North 18 : 1
Orange Free State 12 : 1
Port Elizabeth 12 : 1
Potchefstroom 13 : 1
Pretoria 12 : 1
RAU 15 ¢ 1
Rhodes 8 : 1
Stellenbosch 10 : 1
UNISA 36 : 1
VISTA 37 : 1
Western Cape 18 : 1
Witwatersrand 11 : 1
Zululand 20 : 1

Source: DNE (1988: 25,89)

In 1988, ratios at the white universities varied from 8:1 (Rhodes)
to 15:1 (RAU). At black universities, apart from Medunsa, the
lowest ratio was at Fort Hare (13:1) and the highest at 2Zululand
(20:1). In 1988, Medunsa employed one lecturer for every five
students, a normal ratio for a medical school because of the
intensive nature of instruction.

These ratios may not be an accurate reflection of the situation in
particular classrooms at each institution. In the case of the
larger white English institutions, staff are often spread thinly
across a large number of departments. Student-staff ratios are
fairly high in departments with particularly heavy enrollments. 1In
1991, Wits had 450 undergraduates taught by 9 lecturers. In the
same year, UWC’s history department registered 1,700 students,
while its sociology department enrolled 1,400. The number of
teaching staff in each department was nine and seven respectively.
Finally, Unitra’s history department has 450 first-year students
taught by 6 lecturers. Overcrowded departments in this institution
depend on honors students to grade papers and examinations.

5.1.4 Institutional enrollments by race

Another important higher education issue in South Africa is where
African students are being educated. Of the 112,202 African
students in 1990, 1less. than 1 percent were at Afrikaans
universities, 6 percent were enrolled at the English-medium
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institutions, 24 percent were enrolled on VISTA campuses, 43
percent were registered with UNISA, and the remaining 26 percent
were enrolled at the historically black universities. Excluding
UNISA and VISTA, there were 44,632 full-time African students in
1990; 84 percent of these were at one of the black universities.

The Afrikaans universities have made minimal progress in
diversifying their enrollments by race, thus tying up a large
portion of state support for higher education in institutions that
are unavailable to 75 percent of the population. Since 1984, the
open English-medium universities have taken a number of steps to
increase the enrollment of Africans and to decrease the number of
white students in their student bodies as indicated in the table

below.



Table 5.2.—Racial composition of enrollment at English-medium
white residential universities, 1984-90

Cape Town Natal Rhodes Wits
Year Group N % N % N % N %
1984 White 10,140 85.2 8,205 78.5 2,900 85.0 14,513 87.2
Asian 276 2.3 1,298 12.4 123 3.6 1,007 6.1
Black 316 2.7 722 6.9 282 6.3 866 5.2
Coloured 1,168 9.8 227 2.2 107 3.1 250 1.5

Total 11,900 100 10,452 100 3,412 100 16,636 100

1985 White 10,079 85.1 8,390 74.9 2,903 82.1 14,413 86.8
Asian 269 2.3 1,583 14.1 140 4.0 980 5.9
Blazk 338 2.9 994 8.9 374 10.6 988 5.9
Coloured 1,154 9.7 236 2.1 116 3.3 232 1.4

Total 11,850 100 11,203 100 3,533 100 16,613 100

1986 | White 9,796 83.3 7,980 72.6 2,869 79.2 14,911 84.3
Asian 286 2.4 1,737 15.8 169 4.6 1,180 6.7
Black 421 3.6 1,019 9.3 445 12.3 1,341 7.6
Coloured 1,262 10.7 254 2.3 140 3.9 246 1.4

Total 11,765 100 10,990 1cO0 3,623 100 17,678 100

1990 White 9,795 72.3 8,163 63.7 2,971 78.1 13,814 75.7
Asian 467 3.4 2,547 19.9 185 4.9 1,580 8.7
Black 1,378 10.2 1,818 14.2 514 13.5 2,531 13.9
Coloured 1,905 14.1 275 2.1 132 3.5 308 1.7
Total 13,545 100 12,803 100 3,802 100 18,233 100

Source: Department of National Education, Pretcria

While the English-medium universities have opened their doors to
African students, in many ways they are revolving doors. In 1991,
for exampie, 24.2 percent of the newly admitted students at Wits
were African, at Cape Town the proportion was 27.2 percent, and at
Natal it was 36.2 percent. Unfortunately the failure rate of these
students has been high. This past year, of 963 students excluded
(not readmitted) at Wits, 45 percent were African. Africans
comprised 14 percent of the student body. At the white
universities, it has been estimated that about 75 percent of
African students fail to earn degrees, compared to 30 percent of
the white students.
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5.1.5 Growing African enrollments

The numbers and proportion of Africans within the student
population have grown rapidly over the past decade. By the year
2000 the number of African high school matriculants (the minimum
requirement for college admissions) is expected to double and
African enrollments ore expected to reach 225,000, an increase of
115,000 over 1990 (6% per year). Enrollments of other students
will increase at a more modest rate of approximately 1.5 percent
per year, adding a total of about 30,000 students by the turn of
the century.

Even if the English-medium institutions were to double their
overall enrollments from 48,000 to 96,000 in order to accommodate
the increased numbers of African students, this would not be
adequate. Such an enrollment expansion, in any case, is unlikely.
There is also evidence that drastically increasing the African
enrollment at these universities might raise tension by threatening
to lower academic standards, limiting educational opportunities for
white situZents (since the universities have total enrollment limits
imposed by the state), and affecting subsidy allocations.

This leaves the ten black universities and the distance
universities as the institutions most likely to accommodate the
increased enrollment of Africans in higher education. A projection
for enrollment of Africans in various institutions follows:

¢ Assume 50 percent of enrollment at English-medium
universities will be African . . . . . . . . . . 22,310

¢ Assume 33 percent of enrollment at Port Elizabeth
will be African . . . ¢« ¢« ¢ ¢« & ¢« + ¢ ¢« « ¢ o« o « « 1,573

¢ Assume 10 percent of enrollment at Afrikaans
universities will be African . . . . . . . . . . 6,376

e Assume that UNISA and VISTA will accommodate
40 percent of total new demand of African students 46,000

e Then the remainder of the African students will
be enrolled at black residential institutions . . 38,741

These estimates assume no overall enrollment growth at the white
universities and a 30,259 decrease in white student enrollments in
higher education generally.

One conclusion seems clear: in order to do their part in
accommodating the expected increase in African students, the 10
black universities will have to expand their capacity from an
average of 6,000 students to 12,000-15,000. Such expansion will
require a major financial commitment.
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5.2 BARRIERS TO AFRICAN STUDENTS

While there will be increasing demand by Africans for higher
education, there remain significant obstacles to their
participation in the subsector. Major barriers include the
following:

1. Inadequate prior academic preparation

2. Admissions policies and practices

3. Lack of financial aid

4. Rising student fees

5. Subsidy funding

6. Lack of residential space

7. Resistance to enrollment of African students

Given the relatively high participation of Whites and Indians in
higher education, we conclude for these purposes that the barriers,
if any, facing the populations are minor. Therefore such barriers
are not discussed except in one instance, that of rising student
fees.

5.2.1 Inadequate academic preparation

Forty years of Bantu Education have left Africans ill prepared for
a rigorous program of higher education. The Staniard Ten pass rate
for Africans in 1990 was 36 percent compared to 95 percent for
Indians and 96 pz=rcent for Whites. Only 8 percent of Africans
taking these exams passed with a matric exemption. 1In addition,
relatively few Africans take the matric examinations in mathematics
and science, and of those taking the exams, only approximately 7
percent pass.

As a consequence of this lack of prior preparaticri, Africans
graduate from universities at much lower rate than other ethnic and
racial groups in South Africa.

5.2.2 Admission and retention policies

By law, all South African universities rely on the matric
examinations as a basic requirement for admissions. They are then
free to establish stricter admissions requirements if they so
choose. Many have chosen to do so, especially the more prestigious

white institutions. The practical effect of these stricter
admissions requirements is to deny reqgular admissions to increasing
numbers of African and coloured applicants. Such restrictive

admissions policies should cone under close scrutiny in the new
South Africa.

Even the basic requirements, however, remain a problem. Since few
Africans and Coloureds pass the matric exam compared to Indians and
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Whites, this hurdle represents a major barrier to their
participation in higher education.

Retention of African students is another serious problem. Since
1985 African students have comprised from 24.2 to 36.2 percent of
the newly admitted students at UCT, Wits, and Natal; yet, according
to the annual reports of the universities and newspaper articles,
the African representation in the total enrollment at these three
institutions in 1991 was as follows: 10.1 percent at UCT, 13.9
percent at Wits, and 14.2 percent at Natal. This suggests
considerable dropping out of African students. 1In 1991, as noted
earlier, 45 percent of the 963 students excluded at Wits were
African.

There is general concern about the failure rate of all students at
South African universities; the problem is merely more extreme for
the African population. For example, a study by Hofmeyr and Spence
released in 1989 reported university failure rates for a sample
student population who started their matriculation in 1980 as
follows:

Table 5.3.—University failure rate (all students)

% graduating
Degree Sample size 3 years 4 years
B.Sc 1,012 15% 18%
B.Comm 918 23% 18%
B.A. 1,768 26% 15%
Total 3,698 27% 17%

Source: Study by Hoffmeyr and Spence, 1989, compiled from HSRC Reports

5.2.3 Lack of financial aid

Available research indicates that approximately 85 to 90 percent of
African university students are dependent on an annual grant
(bursary) from the state in order to attend a university. Black
students comprise 46 percent of the total enrollment in the
universities and technikons. Of the 118,270 bursaries awarded in
1990 (including those awarded by universities and technikons
themselves), 80 percent of the number and 73 percent of the rand
value were awarded to black students. In 1987-88, the average
grant was R1,350-2,500.

Various efforts are under way to introduce a national loan program
in South Africa. The most widely discussed effort has been
initiated by the Independent Development Trust. Under this plan,
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the governmern® would administer the program and students would
repay the loans through the tax system over a number of years
following their enrollment in a tertiary institution. To date
reactions to this proposal have been mixed.

5.2.4 Rising student fees

Student fees at South African mmiversities historically have been
relatively low. This situation has changed since 1987 as the level
of subsidy to all the universities has been reduced in real terms.
Most universities, both the HWU’s and the HBU’s, have raised fees
substantially in recent years, with normal increases in the 15 to
20 percent per annum rancs=. Current student fees at selected
universities are as fellows.

Table 5.4.—Student fees at selected universities

Universities Fees (in rand)
1991-92 1992-93
tuition tuition

B.A. B.A.

UDW R2,700

OFS 3,666

Transkei 3,666 2,400

Fort Hare 2,100 2,750

Rhodes 4,225 4,800

Zululand 6,875

North 3,450

Natal 3,800 4,815

Western Cape 2,750 3,600

Wits 4,720 5,654

ucT 4,600 5,520

Stellenbosch 3,250

VISTA 1,940 2,200

Potchefstroom 3,440

Pretoria 3,360 4,032

1992-93 fees based on survey by institutions
Source: Institutional publications

In the past, student fees at the HB universities have been about
one-half to two-thirds of what the white universities have charged.
This pattern is changing in isclated cases because of the financial
pressures on all institutions. For example, the above table shows
that the Unizulu expects to charge tuition of R6,875 in 1992, the
highest of any university.



Not all students are accepting such increases with joy. Fort Hare
had to cancel classes for two weeks in the spring of 1991 after
students protested against the latest round of 20 percent increases
in fees. The fact that fees are rising at rates sukstantially
above inflation causes concern among all student populations. But
it impacts on Africans most cf all. As indicated earlier, some 90
percent of these students require financial assistance to attend
universities because they have little or no money. Rapidly rising
fees only exacerbate their problems.

5.2.5 8ubsidy funding formnula

State funding mechanisms mav also be a barrier to the participation
of African students in higher education. The subsidy to a
particular institution is based, in part, on the number of FTE
students who pass their courses. At certain institutions, this may
temper any dramatic increase in African enrollment due to the
higher failure rates of African students compared to better
prepared white students. Table 5.5 shows that overall pass rates
are much lower at the HE institutions.

Table 5.5.—Pass rates, 1989

Universities Pass rate
Cape Town 82 %
Natal 82
Stellenbosch 81
Rhodes 80
Wits 80
Port Eli:abeth 77
Pretoria 76
OFS 75
RAU 75
Potchefstroom 75
Medunsa 72
Zululand 67
Western Cape 66
North 65
Fort Hare 65
Durban 64
VISTA 63
UNISA 47

Source: DNE, Educational Realities in South Africa
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5.2.6 Lack of residential space

According to many sources, African students need more help finding
living accommodations than their white counterparts, especially at
the urban universities. At these institutions most students live
off campus, at their homes, or in apartments of their own. For
example, in 1988 Wits had 2,000 hostel places and 4,693
applications; at UCT there are 3,300 hostel places and over 14,000
students. African students attending urban campuses often live in
a township outside the city and cannot afford to pay rent on a
private apartment near the campus. In any case, many white
landlords will not rent to Africans. This situation places a
premium on campus lodgings for African students.

$.2.7 Resistance of white students and faculty concern with
standards

There is continuing resistance to the enrcllment of African
students at the Afrikaans universities; at the same time African
students are reluctant to attend these institutions. But while
Africans are generally not enrolled at Afrikaans universities, the
enrollment of coloured students is being embraced at a number of
these institutions. RAU now competes actively with the UWC for
Coloured students in the Transvaal region, and the university
expects a coloured enrollment approaching 20 percent in the next
few years.

Increasing tension between white and African students and concernc
by the faculty with "standards" are matters of ongoing discussion
at the English-medium institutions. Some faculty are indignant at
the prospect of teaching increasing numbers of unprepared students.
The concerns of white students have to do with a watering down of
the curriculum to accommodate the needs of African students and the
perceived preferential treatment of Africans in the areas of
admissions, bursaries, accommodation, and acadenic support programs
that divert resources frowm other "essential" programs. As various
university faculties have been raising admission standarfs cver the
years, fewer and fewer Africans can meet them. Yet the number of
Africans enrolled continues to increase through waivers of these
requirements. As more Africans have been admitted at the
English-medium universities, fewer white applicants have been
accepted.

5.3 RACIAT: INEQUITY AMONG FACULTY

5.3.1 Overview

South African universities are likely to experience increasing
pressure to alleviate the social inequalities and authoritarian
traditions entrenched in their structure, culture, and demography.
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These characteristics, discussed in other sections of this report,
are especially obvious in the racial composition of their
zrrollments, in their governance, and in their teaching methods.
Some institutions have made impressive progress in reorienting
their student intake, in reforming their governance, and in
reorganizing their teaching programs. The racially skewed
character of university staffing is 1likely to be a much more
enduring inequity and one, which to date, universities have yet to
make substantial efforts to redress. Nor are the inequalities
reflected in the social composition and culture of universities
limited to those related to race and class. South Africa is a
sexually oppressive society and this is reflected in its
educational system. After discussing the racial composition of
academic and administrative staff, this section will examine the
extent to which gender inequalities characterize universities.

In general, black faculty are virtually absent from the academic
staff of Afrikaans-medium universities: OFS has one; PE, two;
Potchefstroom, one; Pretoria, eight; RAU, two; Stellenkosch, eight
(DNE 91/06). Black scholars form a small proportion of the
academic staff at the historically white English-speaking
universities—in each case well below the proportion of black
students. The situation at Wits is generally illustrative for this
group of institutions. Out of a total of 849 in 1991, 74 academic
staff are black (50 African, 15 coloured, and 9 Indian). Of these,
the heaviest concentration is in the science faculty (25), followed
by 24 in the arts faculty. Forty-three are lecturers, 9 are senior
lecturers, 4 are professors, and the rest hold junior positions.
At UCT, out of 760 full-time academic staff, 46 are black (24
African, 24 coloured, and 8 Indian). According to the UCT calendar,
Blacks are largely employed in the faculties of arts and social
sciences. Of senior posts at UCT, Blacks hold 19 of 46 senior
lecturer or professor positions—a higher proportion than at Wits.
One UCT deputy vice chancellor is an African woman, MampLela
Ramphele, a social anthropologist. Natal employs a larger number
of black academic staff of whom Indians form the majority. On the
white English campuses, Rhodes has the smallest proportion of black
academic staff, 12 out of 275.

Black staff are better represented at historically black
universities, but racial inequalities and imbalances still persist.
buring the 1960’s, UWC, UDW, Fort Hare, North, and Zululand
recruited their staff mainly from the Afrikaans-medium
universities, with most of the rest drawn from their own graduates.
To some extent this remains the case: at the University of the
North, of the 273 academic staff listed in the calendar, 127 are
white and 145 are African. Apart from the 115 faculty members who
received their highest degree from the University of the North,
alumni of UNISA (47), Pretoria (32), and Potchefstroom (21) are
prominent among the remainder of the staff. Out of 71 departments,
43 are chaired by Whites trained at Afrikaans universities; there
are only 22 African department heads. Of the 145 African academic
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staff, 25 hold doctorates and 33 have a master’s degree. The 1990
Fort Hare calendar indicates a similar picture: out of 221
faculty, 143 are white (DNE figures are slightly different), 39 of
the 41 professors are white, only 3 out of 54 departmental heads
are African. UNISA, Stellenbosch, and Pretoria have supplied
postgraduate training for a substantial proportion of the Fort Hare
staff (67 out of 221;. However only 10 of the 78 African acadenmic
staff at Fort Hare have a doctorate.

UWC and UDW also have large numbers of Whites among their academic
staff; otherwise their faculty members are coloured and Indian
predominantly. In both cases, a spate of recent appointments has
helped to alter the intellectual ethos of each institution. UWC
has been especially successful in recruiting staff from the exile
community and from English-medium universities. The UWC history
department is comparable in its qualifications and distinction to
those at Wits and UCT.

To summarize, Africans are especially badly under-represented
within the academic staff of wuniversities. Even at the
historically black universities, they tend to be outranked by white
staff and to be underqualified. 1In general they are concentrated
in arts and social science disciplines. They are unevenly
represented in science departments, and they are virtually absent
from the faculties of engineering, commerce, dentistry, and
agriculture.

5.3.2 Barriers to racial equity

Attempts to redress inequality will be difficult. Tenured white
staff at black institutions cannot be dismissed easily, and
financial restraints inhibit the degree of expansion that would
substantially reduce their proportions. Some conservative staff
can be expected to leave voluntarily, especially if financial
provision is made for early retirement. For example a mixture of
ideological pressure and financial inducement was responsible for
the departure of several key figures at UWC. But, again,
sufficient resources to enable early retirement on a large scale
are unlikely to be available for some time.

If funds were available, there should be a number of new positions
at the growing black universities, which have too little staff to
accommodate their enrollments adequately. In addition, the newly
"freed" institutions like UWC, Fort Hare, and the University of the
North have a particular zeal and commitment to attract African and
coloured faculty. These institutions are seeking to overthrow
Bantu Education and its after-effects.

In any case, even if leadership at black universities succeeded in
creating a large number of vacant posts, they would encounter
considerable difficulties in filling them. The rather low rates of
postgraduate enrollment at the M.A. and Fh.D. levels at all South
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African universities mean that in many disciplines, especially in
the humanities and social science, the profession is failing to
reproduce itself.

Certainly Africanizing the faculties of the universities will
remain a problem until the pool of university educated Africans
becomes larger. Only 63 Africans received Ph.D. degrees from South
African universities in 1989. Not all of these went into higher
education. There is a community of older expatriate scholars who
might be attracted back to South Africa. There is also a pool of
younger people currently earning degrees in the United Kingdonm,
Canada, and the United States. The fact remains, however, that the
number of such persons is inadequate if one were serious about
Africanizing the academic staffs at universities.

In their efforts to recruit well-qualified black staff, the HBU’s
can expect to confront increasing competition from the
English-medium HWU’s. Both Wits and Cape Town have allocated
resources to create "supernumerary" posts to be filled by young
black scholars. Departments apply for one of these posts after
identifying a promising candidate. In most cases the appointment
has taken the form of a tutor recruited from the postgraduate
population. UCT has recently expanded this procedure with the
adoption by council of an equal opportunity employment policy. The
university is now committed to a program of affirmative action in
which it will do "everything in its power to help prepare black
persons and women to become equal competitors—for every post." The
policy provides additional posts in academic and administrative
departments for "appointment-worthy" candidates "not recommended
for the particular vacant post under consideration." The
university will seek to create graduate and postdoctoral
fellowships with the goal of developing the careers of Blacks and
women. Departments will institute search procedures directed at
identifying black and female applicants and will be required to
report on their efforts in this respect. Finally, the university
will appoint an executive officer to monitor the progress of
affirmative action programs.

5.3.3 Administrative starf

Numerically, Blacks are better represented in university
administrations than they are on the faculty, but once the data are
analyzed, a predictable pattern emeryes. Whites virtually

monopolize the most senior positions at the historically white
universities and at VISTA. As might be expected, Coloureds and
Indians are reasonably represented in all but the most senior
administrative positions at UCT and Natal, but both these
institutions have yet to employ significant numbers of Africans in
other than unskilled and junior capacities.



S.4 GENDER IMBALANCES AMONG STUDENTS AND FACULTY

Student enrollment in all undergraduate courses is nearly 3:1 in
favor of men. As the table below shows, the disparity is less
pronounced among full-time students.

Table 5.6.—Full-time equivalent enrolled students at
South African universities by sex and course level, 1988

Undergraduate M 88,028
F 73,204
Honors M 11,469
F 7,555
M.A-Ph.D. M 5,189
F 2,018
Source: DNE, NATED 02-215 (91/01)
Men predominate in most fields. This is the case even in

education, despite the larger number of women in the teaching
profession. Among teachers, however, there are more men in the
upper secondary positions, for which a university qualification is
a requirement. Women exceed men only in home economics, languages,
and psychology, and they represent over one-~third of enrollment in
art, health care, philosophy, and the social sciences. Women are
especially badly under-represented in agriculture, architecture,
commerce, engineering, law, and mathematics.

Women are also poorly represented in all universities at the level
of governance and senior administration, and within the teaching
staff of academic departments. In the table below, note the
example of Cape Town, one institution which is particularly
concerned with developing measures to alleviate gender
inequalities.
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Table 5.7.—UCT academic staff by status and sex, July 1991

Female Male Total
Professors 5 159 164
Associate Professors 15 109 124
Senior i.ecturers 47 163 210
Lecturers 60 107 167
Asst. Lecturers 44 20 64
Part-time Lecturers 20 26 46
Teach. Assistants 116 140 256
Junior Res. Fellows 1 2 3
Tutors 66 129 195
Others 8 29 37
Total 382 884 1,266

Source: UCT Establishment Section

Women working or studying at South African universities are also
affected by a combination of institutional discrimination and
gendered social assumptions. The latter have attracted
considerable public attention recently as a consequence of
investigations into sexual harassment at UCT and Wits. These two
institutions are the first universities in the country to address
the issues systematically. The abuses they highlighted are
probably pervasive. The Wits report has yet to be made public.
UCT published the findings of a committee led by Mamphela kamphele
in October 1991. Though sexual bullying was by no means confined
to relations among students, the problems appeared te be especially
concentrated in residences. The UCT committee found several cases
of female students being compelled to provide domestic services for
male students in return for food. "Normal" traditions on campus
included groups of men chanting "on your backs," men throwing water
bombs at fat women, and groups of men sitting outside dining halls
rating women on scores of one to ten. Such behavior was common
among both white and black male students, though in many cases
abusive treatment of women was defended by black students as "part
of African culture." They were highly critical of university
efforts to check sexual harassment as "an arrogant attempt to
impose western standards." The report argues that the issues of
sexual oppression have been overshadowed too frequently by the
fight against apartheid. 1In response, UCT is drawing up a code of
conduct and planning a program of reeducation for men and women.
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5.5 INEQUITY OF RESOURCES AT BLACK UNIVERSITIES

5.5.1 Underqualified academic staff

Faculty at the HBU’s are underqualified compared to the academic
staff at the mainly white universities. Smaller proportions hold
higher degrees, and a large group are trained at a very narrow
range of institutions. Only a small number undertake research or
publish in leading scholarly journals. Historically these
universities recruited from a shallow pool. Under the constraints
of Bantu Education, they had neither the inclination nor the
resources to attract the best qualified personnel.

This is less the case now because, under new managements, some
black institutions have made energetic efforts to recruit staff
from the English-medium HWU’s and from among expatrlate South
Africans; UWC and UDW have been especially successful in this
regard. Even so, black universities are still heavily burdened
with senior staff who were recruited in uncompetitive circumstances
in the 1960’s and 1970’s.

Moreover, even if the will at the top has changed, many of the
disircentives remain. The HBU’s cannot offer comparably attractive
working conditions. Their facilities are poorer and their teaching
obligations are heavier. The universities can compensate for this
by offering senior positions to relatively inexperienced
applicants, but otherwise they have to depend on idealism and
social commitment.

5.5.2 Deficiencies in facilities and equipment

Linked with the issue of strengthenlng the qualifications of HBU
faculty is the need to improve facilities. With one or two
exceptions, these universities do not possess research libraries.
In many cases their resources are woefully inadequate even for
teaching undergraduates. Certain institutions are also badly
equlpped to train students in the natural sciences, though here the
record is more uneven.

$5.5.2.1 Libraries

This subsector demonstrates considerable imbalances in resources.
A comprehensive plcture is beyond the scope of this report, but the
general pattern is evident from disparities in library size,
measured in numbers of volumes. The libraries at HBU’s tend to be
smaller than those at the HWU’s, with a narrower range of
periodicals. Many black universities cannot afford subscriptions
to the more expensive journals that are important in the areas of
science and technology. The overall disparity in holdings is
partly attributable to the more recent foundation of the HBU’s, but
not entirely. Fort Hare, comparable in terms of size and age to
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its neighbor, Rhodes, has a library of less than half its size. To
an extent, computerized networks such as UNINET can help alleviate
such disparities if black universities can gain access to HWU
library catalogues. But given the expense and inconvenience of
interlibrary loan programs, such facilities are poor compensation
for badly stocked lihraries.

The picture is not all bleak. UDW is exceptional among HBU’s for
the quality of its library, which contains 160,000 volumes and an
impressive range of current periodicals taking up an entire floor
of a seven-storey structure. It also has an excellent historical
records section which has been enriched recently by a series of
private bequests. Elsewhere, small book collections are also
sometimes housed in impressive buildings. UWC has just completed
the constiruction of a new 1library block. It now has a
well-designed and well-equipped building with ample study space.
UWC researchers also have access to major research libraries in the
vicinity. Finally, the library resources at UFH are relatively
rich as a consequence of its much longer institutional existence
than the other HBU’s.

It should be pointed out that libraries across the subsector have
been affected by reductions in state funding and the failing
exchange value of the land. Between 1982 and 1985 (before the
state’s subsidy cuts were introduced), the book purchases of a
sample of eight wuniversities were reduced from an annual
acquisition of 120,000 titles to 80,000.

5.5.2.2 Laboratory equipment

Certain black universities are especially disadvantaged in terms of
laboratory equipment in science faculties. At the University of
the Western Cape, for example, we were told by the Dean of Science
that a recent inventory found that the average age of equipment was
15 years old, with many of the microscopes used by first- and
second-y2ar students dating back to the university’s establishment
in 1969. At that time laboratories were equipped based on the
assumption that class numbers would not exceed 25. Currently all
practical sessions are run twice each day to accommodate classes
that in the first year can number 200 students. In certain
departments such as microbiology, students do not have access to
computers and hence are unable to learn how to manipulate data.

In general, equipment shortages make it difficult for both teaching
and research to keep abreast of technological changa. This is
especially true in the field of electronics. The faculty’s
equipment budget for 1991 was R60,000, a large proportion of which
is spent on maintenance. Instructors and research students within
the UWC science faculty are also affected by the absence of
specialized journals in the library. In comparison to staff and
senior students at certain other black universities, though, they
are relatively well off. Given the proximity of UCT and
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Stellenbosch, postgraduates and staff have access to research
oriented libraries, and the three Western Cape institutions share
certain off-campus scientific facilities.

The Principal of the University of the North reports a situation in
his science laboratories very similar to that at UWC. Shortages
and inadequacies of equipment are especially distressing in the
biology and chemistry departments. With enrollment doubling over
the past three years, additional resources have been expended on
adding residential accommodation and classroom space at the expense
of support for the laboratories and the library.

In both these institutions, deficiencies of equipment and
facilities can be partly explained by recent sharp increases in
student numbers. The 1959 generation of HBU'’s received generous
government funding initially—they were, after all, showcase
apartheid projects. Fort Hare possesses what is, according to its
latest report, a "magnificent department of chemistry building,"
and its department of zoology, in 1990, was able to donate a "large
number" of redundant microscopes to local schools. But generous
rates of capital expenditure in the 1960’s have not been
maintained, and Fort Hare scientists paint a very similar picture
to their colleagues in the Western Cape and the North of
laboratories which are barely equipped to teach basic science to
undergraduates. The Fort Hare science faculty spends 80 percent of
its budget on materials. There has been no expenditure on capital
equipment since 1973. Undergraduate classes are repeated three to

five times because of equipment shortages, and there is a

student-lecturer ratio of approximately 40:1.

The University of the Transkei has benefitted from being a key
component of the nationalist program of the homeland’s government.
Its ambition to develop as a comprehensive institution has received
generous government endorsement. Quite apart from underwriting the
construction of the medical school, the government provided R9m for
an extension to the science laboratories.

At Unibo, however, the problem with science does not relate to
shortages of equipment, but rather a lack of students. Each year
200 to 300 spaces are reserved for science students, but the
faculty never receives more than 50 applications. 1In response to
this situation, the faculty initiated a one-year science program
for matric students, enabling students who have matriculated
without science or math to make up these subjects to qualify them
for enrollment for a B.Sc. Despite the success of this program over
its four years of existence, the Dean has now been told to close it
down. The science labs are needed to accommodate fine arts
students presently taught in rickety prefabricated structures whose
lifespan ends in 1993.

UDW has unusually good science and technical facilities including
a new pharmaceutics laboratory that has enabled it to double its
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first-year pharmacy intake—a necessary consequence of the
rationalization process that has closed down the pharmacy
department in the neighboring University of Natal. According to
the FRD survey, UDW was the only university among 12 monitored
between 1984 and 1988 that succeeded in increasing its science
student intake over arts and social science.

5.5.2.3 Residences

All universities which enroll large numbers of African students
have recently experienced a rising demand for residential
accommodation. Here it is more difficult to make distinctions
between the HBU’s and the HWU’s. Both are attempting to expand
their residences as a consequence 9f increases in African student

enrollment. With the exception of Rhodes and |Natal
Pietermaritzburg, the white |universities have not been
predominantly residential; most of their students lived in the
vicinity and commuted to classes each day from home. At Wits,

however, shortages of accommodation were so acute in the beginning
of 1991 that African students arriving from rural areas began their
enrollment at university by sleeping in classrooms.

At Natal, Wits, and UCT, most students who live in university
residences today are black, mainly African. Adequate accommodation
is recognized as a vital factor in ensuring that students cope with
course demands, and the three main English HWU’s have embarked on
ambitious programs of residential expansion. UCT, for example,
recently bought an apartment block for R40m. UDW increasingly
houses African students in its residences, and it too has begun to
purchase nearby apartment blocks. 1In the past, UWC has tended to
lodge its students in homes in the local community. This process
has now reached its limits, and the university needs to construct
residences for its growing African student body.

With its recent expansion, the University of the North appears
ready to accommodate the largest residential student population in
the country, 7,500 students in 1992. Unlike other institutions,
the rural HBU'’s have to be mainly residential because their student
catchment area is geographically more extensive than that of the
urban institutions. Situated amid desperately poor communities,
they cannot rely on lodgings or rented premises. Any future
expansion of these institutions will have to include generous
provision for the construction of residences.

5.5.3 Conclusion

There are considerable disparities in facilities, resources, and
equipment between the predominantly black and the historically
white universities. To be sure, they do not suggest a uniform
picture of deprivation within the black institutions. 1In certain
cases, these universities have been affect:d by recent expansion
rather than an entrenched tradition of financial discrimination.
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Certain of them have been the beneficiaries of politically
motivated facility expansion. Even so, in most black universities,
shortages of equipment make teaching even basic science courses
difficult and nore advanced work almost impossible.

5.6 CURRICULUM DEVELOPMENT

5.6.1 Overcoming Pantu Education

Curriculum development at the white and black universities has not
follov2d the same path over the past thirty years. The white
universities have had a strong history of institutional autonomy.
Within the framework of the general policy of apartheid, they were
permitted to pursue their own aims, which included matters of
curriculum. For the most part, curriculum development at the white
universities developed within the accepted western traditions of
inquiry, pedagogy, research, and so on.

Such autonomy has not been true at the African universities until
quite recently. For the past thirty years, one of the objectives
of the government for Bartu Education has been to control all
aspects of higher education for Africans, including curriculum.
The result was a stifling of curriculum development, criticism, and
debate, and a stunting of programs in science, engineering, and
math. Because the faculties at Durban and UWC had more autonomy,
matters are currently not as dire at those institutions. More
generally, concepts of academic freedom, debate, and criticism are
finally beginning to find their way as state control has eased and
as new leadership has been appointed.

5.6.2 Africanization of the curriculum

Africanization is one of those elusive concepts on which it is
difficult to gain consensus. At the black universities, it seems
to mean overthrowing Bantu Education and establishing a curriculunm,
co-curriculum, research, and public service agenda that is in tune
with the needs of a new South Africa, particularly its African
population. An aspect of this strategy involves curriculum change
and the employment of persons, including a critical number of
Africans, committed to the new missions of the black universities.
Defined in this way, the Africanization process is Jjust now
beginning at the HBU’s. Serious liscussions of purpose are under
way at Fort Hare, Transkei, and the University of the North where
Africanization can be expected to affect the curriculum mostly in
the social sciences and humanities.

It is more difficult to know what Africanization will mean at the
white universities. Tf similar in outlook to Rand Afrikaans
University, the Afrikaans institutions will not be much affected by
any concept of Africanization. That is to say, RAU has a clear
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image of itself and its destiny as an Afrikaans university which
precludes any Africanization.

The effect of Africanization at the English-medium universities is
more problematic. Already there have been changes in the patterns
of enrollment at those universities. Yet the faculties will remain
overwhelmingly white, and the curriculum, research, and public
service agendas will not change substantinlly just because more
black students attend them.



CHAPTER 6

UNIVERSITIES AJKD NATIONAL DEVELOPMENT
6.1 PROFESSIONAL TRAINING AND RESEARCH CAPABILITY

6.1.1 Meeting manpower needs

Tertiary level institutions are expected to produce a significant
number of graduates to meet the country s medium- and high-level
manpower requirements. One of the issues that the Team
considerec was whether there were too many students enrolled in
higher education in South Africa. The conclusion was that there
were not. Rather, there are too few students enrolled in
technikons, and too many students enrolled in arts and humanities
in universities.

The percentage of university students majoring in the sciences,
math, and engineering has been decreasing in recent years:
engineering from 8 percent 10 years ago to 4 percent today, the
physical sciences frem 15 to 10 percent, and medicine from 8 to 5
percent. In looking toward its future as an advanced,
technological nation, South Africa has a need to develoc more
students in math, engineering, and the various sciences.
Improving the teaching of science and math at the primary and
secondary levels, especially at the DET schools, will greatly
assist this effort. Upgraded instruction in these fields at the
black universities will also be essential.

As well as failing to train sufficient numbers of scientists and
engineers, Scuth Africa is also short of gqualified managers.
According to a report in Business Day, "by the turn of the
century South Africa will need between 100,000 and 120,000 new
managers" (26 November, 1991). The two main business schools,
Wits and UCT, have the capacity to provide a maximum of 400 MBA
graduates a year. UNISA also makes an important contribution,
functionine in liaison with a prumber cf private colleges which
use its syllabi in part-time programs. UDW and RAU also maintain
g raduate business schools, but even when their programs are taken
into account, there is still an acute shortage of advanced
managerial training facilities. The situation is all the more
alarming when one considers the racial composition of the
professions. At present, only 4 percent of South African
managerial positions are held by blacks. As companies begin to
Africanize their hierarchies, the volume of demand for executive
training will expand very rapidly.



6.1.2 B8hortage of African graduates in professional fields

As described in the last chapter, black students encounter a
number of barriers to participating in higher education. 1Ir. the
case of professional fields, the barriers are even higher. Many
of these fields require higher scores on the matric exam, a solid
background in math and science, and a good grasp of English. Due
to Bantu Education, many Africans and Coloureds do not have the
background to complete a program of specialized studies without
considerable assistance. Few Africans complete courses of study
in such areas as engineering, computer science, natural sciences,
health sciences, and commerce.

In 1987, less than 2 percent of the 1,544 graduates in
engineering and engineering technology in all of South Africa
were Africans—approximately 20 students. Only 4 percent of the
graduates in business were Africans, and there were only 13
computer science graduates. The situation has not improved
dramatically since then. For example, the Wits Business School
enrolled 6 Blacks in its 1991 full-time MBA class of 176
students.

As the table below shows, few graduates of the black universities
earn degrees in science and mathematics.

Table 6.1.—Graduates in science and math at selected historically
black universities

University Number % of total diploma,
certificate, and
degree recipients

Bophuthatswana 3 ~
Durban-Westville 105 9
North 48 4
Western Cape 36 2
Zululand 18 2

Source: Compiled from annual reports of institutions

Thirty-five percent of the majors at Bophuthatswana were in
education, with another 27 percent in business or law.
Durban-Westville, a university designated for Indians in 1960,
graduated 9 percent of its students in the sciences and math, a
percentage comparable to the traditional white universities. But
this institution also had a typically large percentage of its
majors in the social sciences and education.
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The same situation exists on the graduate level. In 1989, only 5
percent of master‘s and doctoral students were African. In that
year, Africans received 367 master’s degrees and 63 doctorates from
18 South African universities. Of these, only 63 of the master’s
and 16 of the doctorates were in the areas of agriculture,
business, computer science, engineering, health sciences, life and
physical sciences, and mathematics. None of the doctorates was in
agriculture, business, or computer science.

The situation in the health field is better for Blacks than in
other specialized areas because of the existence of Medunsa, the
Medical School of South Africa. Medunsa was established to train
black health practitioners. As shown below, except in nursing it
educates the vast majority of black students enrolled in the health
practitioner area.

Table 6.2.—Medical school enrollment: black students, 1988

University Medicine| DDS |Nursing| Vet [Pharmacy| Other
/surgery

ucT 39 2 7 10

Durban 3 4 15

Westville

Medunsa 650 166 162 53 164

Natal 242 32 1 19

North 73 126 17

OFS 1

UPE 19 2

POTCHE 10

Pretoria ’ 2 1

RAU 4

Rhodes 27

UNISA 3,093

UWC 28 2 36 11

Wits 134 15 35 17 82

Zululand 164

Total 1,065 212 3,597 57 218 319

Source: National Ministry of Education

Sixty-one percent of Blacks in medicine, 78 percent in dentistry,
93 percent in veterinarian medicine, and over half of the others
were enrolled at Medunsa in 1988.

Aside from Medunsa, most of the opportunities for study in
professional fields are at the traditionally white universities.
But just at the point when many more Africans are applying to these
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institutions, all of them are raising their minimum requirements
for admission, particularly in the science faculties. The case of
the University of Cape Town is instructive. 1In 1990, the science
faculty’s concern for "too many marginal students . . . being
admitted" led to more demanding admissions standards (Faculty of
Science Annual Report to the Senate, 1990). Relatively few
Africans had gained admission to the faculty of science even ltefore
these new admissions criteria were adopted. It should be noted,
however, that the increase in applications by Africans has been
substantial over the past few years. The table below shows
applications by race to the faculty of science in 1990 and 1991.

Table 6.3.—Applications to UCT faculty of science

Black [Coloured| Indian| White| Total
Applications 1991 808 361 294 582 2,045
Applications 1990 571 306 270 483 1,630
% of all applica-
tions 1991 40% 18% 14% 28%
1990 35% 19% 17% 30%
Offers 1991 115 156 151 355 777
Offers 1990 131 115 150 284 680
% of all offers
1991 15% 20% 19% 46%
1990 19% 17% 22% 42%
Offers as a % of
applications 1991 14% 43% 51% 61% 38%
1990 23% 38% 56% 59% 42%
Registrations 1991 44 101 22 174 341
Registrations 1990 52 73 24 168 317
% of all registra-
tions 1991 13% 30% 6% 51%
1990 16% 23% 8% 53%
Registrations as a
% of offers 1991 38% 65% 15% 49% 44%
1990 40% 63% 16% 59% 47%
Registrations as a
% of applications
1991 5% 28% 7% 30% 17%
1990 9% 24% 9% 35% 19%

Source: Faculty of Science Annual Report to the Senate, 1991

Note that applications from Africans increased 41 percent in this
period to 808, the largest group of applications. White applicants
also showed a healthy increase. Thirty of the African students
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qualified for regular admissions, 4 percent of those who applied in
1991. Overall, only 14 percent of the Africans were offered any
kind of admissions compared to 43 percent for Coloureds, 51 percent
for Indians, and 61 percent for Whites. Finally, 44 of the 115
Africans with offers (38 percent) accepted enrollment in the
science faculty in 1991. Overall, 44 percent of those with offers
ended up registering for classcs.

South Africa has an acute need to develop manpower in the areas of

math, science, engineering, and management. To this end, the
government in the new South Africa will have a strong interest in
the education of Africans. Comprising 70-75 percent of the

population, this group represents an untapped resource in helping
the country meet its future needs.

6.1.3 Research

Several South African universities have develoved impressive
research capacities which place them in the forefront of African
institutions generally. In fact a large proportion of the
continent’s scientific, technical, and medical research is
concentrated in South Africa. Continuing support of this research
will be essential to the country’s future economic growth.

The argument that the research facilities at certain universities
constitute vital national resources deserves to be taken seriously.
It should not, though, be understood as an excuse to delay making
these institutions more accessible and more democratic. Nor should
it imply that other universities should not develop their own
research programs. Such development must be a key ingredient in
the effort to redress the inequalities between the historically
white and black universities.

Even at the leading institutions, research is unevenly concentrated
in certain faculties and disciplines. The relatively small numbers
of postgraduate students producing resea.ch dissertations in the
humanities and social sciences has serious implications for the
future staffing of all universities, and particularly for any
future efforts to improve the quality of teaching at the HBU’s.
The main research centers are avowedly committed to boosting their
postgraduate enrollment. It would be a pity if resources allocated
to achieve such a goal were used to reproduce the current racial
inequalities in postgraduate registration.

The country’s political isolation has broken virtually all linkages
between South African universities and those elsewhere on the
cont inent. A few disciplines have made pioneering efforts to
construct professional associations which bring together South
African academics and those of neighboring countries: the
Association of Sociologists of Southern Africa is one of these.
With the progressive loosening of the academic boycott, personal
contacts between institutions across South African borders are
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beginning to open. These contacts will be essential to the future
of the country’s university research.

6.2 DISTANCE EDUCATION

Though it is often not a first choice, distance educaticn has been
a convenient source of higher educatlon for many South Africans.
The two distance institutions, the Unlver51ty of South Africa
(UNISA) and VISTA, offer degrees mostly in education, the social
sciences, the humanltles, and law. In 1990, 43 percent of the
overall populatlon of university students and 64 percent of
Africans in higher education were enrolled at these two
institutions.

6.2.1 The University of South Africa

More African students are registered at UNISA than at any other
university. By 1989, with 39,935 African students, 215 Chinese,
5,019 coloured, 9, 678 Indian, and 53,525 white enrollments, UNISA
had become a predomlnantly black 1nst1tutlon with respect to its
student population. This development represented a rapid shift in
the composition of its student demography. In 1974, of its 34,000
students, 27,000 were white, and 4,000 were African.

In terms of its staff and governance, on the other hand, UNISA
remains an essentialily white university. In 1991, 19 of *he 22
members of its all-white council were Afrikaners. Of its nine most
senior officers, seven held degrees from the University of
Pretoria. DNE figures indicate that of its 1,160 permanent staff,

1,115 were white and 38 African. In 1991, 1ts 6 deans were all
tralned at Afrikaans-medium universities, as were 57 out of 68
department heads. Though the majority of its students are
instructed in English and many of its teaching staff are English
speaking, in many ways UNISA is an Afrikaner institution.

UNISA was founded in 1873 as the University of Good Hope. It only
assumed its role as a correspondence university in 1946. It is
headquartered in Pretoria, which is where all the teachlng staff
are located. There are branch libraries and, in some cases, study
centers in Johannesburg, Cape Town, Durban, P1etermar1tzburg, and
Windhoek. UNISA’s main library is one of the largest in South
Africa, with holdings of 1,100,000 volumes and 9,000 periodicals.

Study is in English or Afrikaans; students may opt for either.
Most of the teaching is undertaken through correspondence.
Studer’.s receive a study guide for each module of their chosen
courses, a bound set of short essays written by UNISA staff that
introduce the literature and themes of the module. In the first
year, a course contains two modules; in the second year, three, and
in the third, four. The study guides are published in the two
official languages and revised at least once every three years;
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they are serviceable, but hardly attractive. Students complete
assignments which are marked and returned. They write examinations
in regional centers. Most departments also offer a limited amount
of contact teaching through two week-long "practical courses."
These are not compulsory, but students are encouraged to attend
them. The practicals are held twice a year in the regional
centers. Departments also send out "tutorial latters" about twelve
times a vyear. The letters supply guidance for completing
assignments and examination preparation, general comments, reading
notes, and so forth. In addition, students can obtain additional
advice and .astruction from their tutors through correspondence and
telephone calls. There are prescribed and recommended becoks for
each course. Students must purchase the prescribed books; they may
borrow the recommended titles from the library.

UNISA is cheap and accessible compared to the residential
universities. The only admission requirement is a matriculation
exemption. In 1991, a complete B.A. degree (ten courses) cost
R3,600—1less than a third of the tuition costs at most white
universities. Prescribed books add another R1,000 to this sum, in
addition to the postal costs of returning library books.

In comparison with distance institutions elsewhere, notably the
British Open University, UNISA teaching makes very little use of
audiovisual material and does not enjoy the support of a public TV
network. For the last two years, though, it has broadcast lectures
on the radio, and certain departments also distribute audiocassette
tapes. But in general UNISA has to use materials and methods that
can reach students living in poor communities without access to
television.

As might be expected, UNISA completion rates are much lower than
those of residential universities. A significant proportion of its
students drop out before the end of the year. In the department of
political science, for example, out of a first-year enrollment of
800, only 500 took the year-end examinations. Overall, the pass
rate was 35 percent.

As one of the largest correspondence universities in the world,
UNISA represents a remarkable achievement. For a long time it has
been a major point of access for Africans to higher education, not
just in South Africa, but throughout the region. Indeed, one
member of the TESA team, the Dean of Education at the University of
Zimbabwe, was himself once a UNISA student and spoke warmly about
the quality of the instruction he received. Among its
distinguished African alumni, UNISA can count several generations
of political prisoners whom it has taught during their terms of
confinement.

On the other hand, UNISA must bear some of the historical

responsibility for the inferiority of the teaching at the HBU’s.
UNISA was the examining body for the ethnic universities and
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determined their syllabi for the first decade of their existence.
After that UNISA study guides were one of the staple sources of
instructional material.

Recent events suggest that changes may be forthcoming in UNISA’s
hitherto conservative and autocratic administration. In 1990,
UNISA recruited to its security department a former employee of the
Johannesburg City Council who had resigned after it was revealed
that he had been employed to spy on black trade unions and
political bodies. UNISA’s academic staff association (which has

never received formal recognition from the wuniversity), 1in
conjunction with the local representatives of NEHAWU (National
Education and Health Workers’ Unior), organized a series of

well-attended public meetings in protest. After an extensive
series of negotiations, the UNISA council agreed to rescind the
decision to employ the former JCC informer.

6.2.2 VISTA University

VISTA is the only specifically African university established
outside the homelands. It was founded in 1981 as a nonresidential
and decentralized institution whose mission was (and still 1is)
almost exclusively to serve urban Africans, mainly in the
Transvaal. It consists of a network of campuses located in the
urban African townships: Soweto, Mamelodi (Pretoria), Sebokeng
(Vaal Triangle), Batho (Bloemfontein), and Zwide (Port Elizabeth).
Prior to 1986 it was not aliowed to admit non-African students
without the minister’s written permission. Most students at VISTA
are registered for the part-time secondary teacher’s diploma and
some are involved in correspondence courses.

6.2.3 PFuture expansion

There is general agreement that distance instruction is likely to
remain an outstanding feature of the South African university
system for the foreseeable future. It is widely felt, though, that
because of its significant contribution to the process of
democratizing access to tertiary education, distance education
should be an activity undertaken by a larger number of
universities, for example through regional consortiums. Distance
education is too important to be monopolized by one or two
institutions.

6.3 FINANCE

6.3.1 Inequalities in institutional resources

A few regional comparisons may illustrate the inequality in the
resources available to South African universities. 1In the Western
Cape, for instance, UWC’s enrollment in 1985 was 62 percent of
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UCT’s, but its total resources were only 29 percent of those

available to UCT. In 1989 the UWC enrollment had increased
proportionally to 88 percent, but its funds increased *o only 36
percent. As Table 6.4 shows, a similar situation exists with

respect to UWC and Stellenbosch.

Table 6.4.—University funds and enrollments: some regional

comparisons
Enrollments Funds
1985 1989 1985 1989

Western Cape
UWC (as a proportion of

UCT'’s) 62 88 29 36
UWC (as a proportion of

Stellenbosch) 55 86 86 37
Natal
Zululand (as a proportion

-of Natal'’s) 21 43 25 24
Zululand (as a proportion

of UDW’s) 37 75 70 55
UDW (as a proportion of

Natal’s) 57 57 35 44

Northern Transvaal
North (as a proportion
of Pretoria’s) 30 32 27 25

Source: Computed from Bunting, 1991

In Natal, Zululand’s student enrollment as a proportion of Natal’s
1ncreased from 21 to 43 percent between 1985 and 1989, but its
available funds declined from 25 to 24 percent. Zululand fares
even worse against UDW, which, in turn, compares favorably against
Natal in teruas of the proport10na1 growth of enrollment and funds.
Finally, in the Northern Transvaal, the University of the North’s
enrollment growth (as a proportlon of Pretoria’s) increased by 2
percent, but its available resources fell by a corresponding 2
percent.

6.3.2 Bources of income

Universities have six sources of funds: government subsidies;
tuition fees; government grants and contracts; private gifts and
contracts; investments; and auxiliary enterprises such as
residences and canteens. Major differences are apparent in various
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institutions’ capacity to generate revenue from each of these fund
categories. Except as noted, the fiqures in the following
paragraphs all relate to 1989,

Medunsa (67 percent), Zululand (65 percent), and VISTA (63 percent)
derived a large proportion of their funds through the government
subsidy compared to Cape Town (39 percent), Durban-Westville (41
percent), Rhodes (45 percent), and Stellenbosch (42 percent). The
mean figures for English historically white (EHW) , Afrikaans
historically white (AHW), and  historically African (HA)
universities were 46 percent, 52 percent, and 63 percent
respectively. The University of the Western Cape received 53
percent of its funds from the government subsidy.

Three institutions, UNISA (23 percent), Western Cape (23 percent),
and North (20 percent), derived a relatively large proportion of
their revenue through fees. In 1990, fees generated about a
quarter of Wits’ revenue, R52m. UCT’s income from fees was about
the same, R51m in 1990, representing 26.5 percent of the operating
budget, 7.5 percent more than in 1985. At the other end of the
spectrum, in 1989 Medunsa received only 5 percent of its funds in
this way. The mean proportion for EHW, AHW, and HA universities,
excluding Medunsa, was 15 percent, 14 percent and 17 percent
respectively.

Government grants and contracts include funds received for work
undertaken on behalf of the government or government-sponsored
agencies such as the CSIR and the HSRC. The University of
Durban-Westville received an unusually large proportion of its
income from grants and contracts in both 1988 (22 percent) and 1989
(36 percent). At the low end of the spectrum were the Universities
of the Western cCape and VISTA (both 1 percent), and the
Universities of the North, South Africa, Zululand, and Medunsa (all
zero percent). The mean proportions for EHW, AHW, and HA
universities were 5 percent, 4 percent, and 0.25 percent
respectively.

The EHW universities, especially Cape Town (15 percent), Natal
(19 percent), and Wits (18 percent), as well as Stellenbosch,
obtained a relatively large proportion of their income through
private gifts and research contracts. The lowest figures in this
category were for UDW (1 percent) and the North (3 percent). The
mean percentage for EHW, AHW, and HA universities were 16 percent,
10 percent, and 8 percent respectively.

VISTA (17 percent), Stellenbosch (15 percent), and Cape Town (15
percent) were at the upper end of those receiving income from
investments, while Medunsa (4 percent), Zululand (2 percent), and
Potchefstroom (1 percent) were at the bottom. The means for the
EHW, AHW, and HA were 9 percent, 9 percent, and 8 percent
respectively.
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Rhodes University (12 percent) and the University of the North
(10 percent) were the largest beneficiaries from their auxiliary
enterprises, while UNISA (1 percent) and UDW (2 percent) derived
relatively little from this source. The mean proportions for EHW,
AHW and HA universities were 7 percent, 5 percent, and 6 percent
respectively.

6.3.3 B8tate subsidies

Being public institutions, South African universities depend on
government funding for a major part of their operating costs.

Since 1984 the state has employed a subsidy formula (SAPSE 110)
theoretically intended to reward universities for postgraduate
recruitment, stricter selection of undergraduates, better pass
rates, and h1gh levels of research output. In fact the formula is
complicated and calculated upon a number of factors that include
enrollment numbers, mixture of disciplines (with scientific and
technical disciplines receiving higher 1levels of subsidy), new
capxtal requlrements (buildings, equipment, and maintenance) linked
to increases in enrollment, and so forth. The proportion of
funding resulting from 1ncent1ves within the formula to encourage
research and excellence is relatlvely small. Finally, the formula
does not include any provision for financial aid to students.

In 1987 the Minister of Education and Culture announced that future
subsidies would be 1linked to restrictiens on the number of
full-time students. In other words, increases in undergraduate
enrollments would no longer qualify universities for increases in
state subsidies. The minister justified this decision with
reference to high failure and drop-out rates as well as the
underutilization of the technikons. Universities were expanding
too swiftly and admitting insufficiently qualified students. 1In
1988 this ruling was amended after negotiations with the Committee
of University Principals. The new formula would allow the
universities to expand their student numbers but not more than 2
percent per annum.

Different perceptions exist about the merits of the formula. In
1990, the Deputy Vice Chancellor for Financial Affairs at Wits was
quoted as saying that South Africa was "at the forefront of
devising subsidy systems for universities" (FM, July 6). Other
commentators have been more critical, pointing to "the effect it
will have once applied to predomlnantly black universities with
relatively high failure rates, low research output and few
graduate students" (File, 1985, p. 15). At least in theory, the
sub51dy dlscourages the enrollment of black students at white
universities, since many of these students fall into what
government officials see as high risk categories. This is why many
analysts view the subsidy formula as one of a series of measures
introduced by the state in the 1980’s to try to influence and
control university programs and bring them into line with the
government’s priorities. Universities would retain formal autonomy
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over how they spent their revenues, but they would risk being
penalized through subsidy reductions if they ignored government
recommendations.

Whatever its supposed merits or flaws, from its inception the
subsidy formula has never been properly applied. In 1984 the
government announced that subsidies to universities would be cut by
2.4 percent over the previous year. In 1987 all universities
received 17 percent less than their entitlement under the subsidy.
In 1988 these reductions were applied unevenly across the
universities, ranging from 20 percent to 29 percent. The
differentials became even greater in 1989, severely affecting (as
they were clearly intended to) the institutions with rapidly
expanding student enrollments. That year the UWC subsidy was
50 percent less than its allocation according to the formula. The
same trend continued into the 1990’s. In 1991, according to its
own calculations, UWC received 46 percent of the amount specified
by the formula, in comparison to UCT’s 71 percent and Rhodes’s 69
percent.

In money terms, UWC’s 1991 subsidy of R55m was under half that of
UCT (R119m), despite both institutions Laving comparable student
enrollments (13,800 and 14,398). In effecy, state expenditure per
student at UCT is about what it is at UWC, a reversal of the
pattern that prevailed in the early 1980’s, when per capita state
expenditure tended to be higher in the black universities than in
the white ones. This was a reflection of their smaller size and
their larger capital expenditure requirements at the time. In
1982, for instance, the state’s expenditure per student at UCT was
R4,583 and at UWC, R6,619.

Homeland universities were promised special consideration when the
subsidy was introduced in 1984. Zululand, for example, was told
that it would continue to receive additional support from the DET
to "remove the backlog in facilities and library stock"; and that
it would only have to raise 5 percent of its capital costs
(Unizulu, 1. 1990, pp. 3-4). Accordingly, its initial subsidy was
40 percent higher than the formula allocation. This swiftly
dropped to €7 percent of the formula allocation in 1988; in money
terms the allocation has remained almost static since then.

The TBVC universities have their own financial arrangements. The
University of the Transkei depends for 84 percent of its income on
a government grant, which by 1987 (the latest statistics available)
was barely keeping pace with inflation. This grant is made on the
basis of annual budget estimates submitted to the university rather
than on a fixed formula, which makes planning difficult.
Nevertheless government funding through much of the 1980’s was
comparatively generous, enabling the establishment of a medical
faculty, the extension of science 1laboratories, and the
construction of a second campus. By 1987, however, expenditure on
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library books was sharply reduced from the previous year, a telling
sign of financial stress.

6.3.4 8tudent fees

Since the early 1i950’s when the expansion of white enrollment in
higher education began, the state has provided a substantial
subsidy to members of the white middle and upper classes who wanted
higher education for their children. These parents could have paid
a reasonable amount for the education of their sons and daughters,
but they were not required to do so. In fact student fees were
kept extremely low in the European university tradition. The
alternative would have been to set fees at a reasonable level and
then institute a national or institutional program of financial
assistance for those students who could not afford then.

The fact is, though, that higher education in South Africa has
historically been an inexpensive commodity for the student. Until
1987, student fees at a typical university accounted for only 7
percent of its operating budget. Now, however, because of fee
increases and reductions in government subsidies over the past four
years, student fees account for 15 to 20 percent of operating costs
at most universities. This rising 1level has caused much
consternation in South Africa, despite the fact that as a
percentage of costs, it falls in the same range as students
attending public universities in the United States pay: 15 to
33 percent. At many private U.S. universities, in fact, student
fees cover as much as 60 to 75 percent of operating expenses.

Nevertheless, rising fees present a purticular problem to
historically black South African institutions. In the face of
subsidy cuts, some black universities have had no alternative but
to increase their reliance on fee income. From 1985 to 1989, the
maximum increase in the proportion of funds derived from fees for
all the white universities was 3 percent. In the same period both
the University of  Zululand and the North had to double the
proportion of funds received from fees, and UWC increased its
proportion from 16 to 23 percent.

These increased percentages have been based on a combination of fee
increases and expanding enrollments. As the growth rate in student
numbers slows (as it has to because of limited resources for
infrastructure development), we can expect to see even larger
increases in student fees at these institut-ons. Whereas white
universities are planning fee increases for the 1990’s of between
15 and 25 percent, the historically black institutions are
contemplating much larger rises, both in tuition and residence
fees. UWC, for example, is planninc an increase of 45 percent. 1In
some instances this new fee structure may lessen the comparative
advantages these universities hold for black applicants.
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As discussed earlier, rising student fees are hitting African
students particularly hard since they have fewer financial
resources than their white counterparts and they already acquire
most of the available bursaries. Thus the burden of diminishing
public resources for university education is being transferred
disproportionately to students in institutions which cater largely
to the socioeconomically disadvantaged sectors of the population.
The established universities, with their low growth rates, higher
research capability and output, and alternative sources of income.
are better equipped to deal with the financial crisis.

6.3.5 Fundraising

Fundraising programs are not limited to white universities, but
they are at a considerable advantage in mounting them given their
location, skills, social linkages, and international reputations.
The EHW universities, for instance, as well as Stellenbosch, derive
a healthy proportion of their funds through private gifts and
research contracts as well as through investments. This has meant
that, although they have had to increase fees substantially in
recent years, fund income through fees has remained relatively
constant or grown only slightly between 1985 and 198¢.

Nevertheless, even universities 1like Wits and UCT, which are
located in wealthy communities and have strong institutional links
with big business, derive a much smaller proportion of their budget
from private sources than they do from the government. TIn 1990,
grants and donations to Wits contributed R3.1m of its operating
revenue—about 1.5 percent. Investment income generated another
R8m. Of course this does not represent the total of private sector
~donations to Wits. 1In 1989, for example, its foundation raised
R37m for projects that included new buildings and endowed chairs.

6.3.5 Expenditure

In 1989, to%al expenditure was R2,186.5m by residential
universities, R220.4m by UNISA, and R2,406.9m by all universities.
For residential universities, this represented an average annual
increase of 17.3 percent since 1985; for UNISA, 18.5 percent.
Expenditure by most universities was thus in line with the official
rate of inflation for this period.

Expenditure on educational programs by residential universities
amounted to R1,594.1m or 73 percent of total expenditure, having
increased at an average annual rate of slightly under 17 percent.
Expenditure per pupil in 1989 was R9,088 for the residential
universities, R1,775 for UNISA, and R6,295 for all universities.

Table 6.5 shows expenditure per pupil for the individual
universities for 1985 and 1989. With one exception (UWC), there
has been negative growth in real terms for all the institutions,
with the Universities of 2Zululand and VISTA showing especially
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large decreases in growth of expenditure per pupil. fThe UWC figure
should be treated with some caution because this institution has
certainly not been blessed with abundant resources. Because of
rising student numbers and high student-steff ratios, UWC has had
to divert a relatively large proportion of its resources to its
educational programs. Thus it has had to give up funds allocated
for building facilities and purchasing equipment in the face of
diminishing public resources.

Table 6.5.—Expenditure per student, 1985 and 1989 (rands)

University Fxpenditure Annual av. 1985-1989
per student growth rate (%)
1985 1989 Nominal Real
UCT 9,037 13,424 10 - 7
UDW 4,297 6,944 13 - 4
Medunsa 16,450 28,066 15 - 2
Natal 7,730 13,025 15 - 2
North 4,221 6,373 11 - 6
OFS 7,165 11,340 12 - 5
PE 6,403 9,463 10 - 7
Potch 6,484 | 10,913 14 - 3
Pretoria 5,153 8,486 13 - 4
RAU 5,754 8,369 10 - 7
Rhodes 7,246 | 12,122 14 - 3
Stellenbosch 6,776 | 12,278 16 - 1
VISTA 1,481 1,608 2 - 15
UwWe 2,304 5,488 24 + 7
Wits 6,970 11,643 13 - 4
Zululand 8,594 7,523 -3 - 20
Res. Univers. 6,157 9,088 10 - 7
UNISA 1,292 1,775 8 - 9
All 4,445 6,295 9 - 8

Notes: 1. Expenditure per student refers to educational programs only,
aot total expenditure per pupil. 2. Average annual rate of inflation
for the period 1985-89 wus 17 percent.

Source: Computed from Bunting, 1991

A comparison of expenditure per student (educational programs only)
and total expenditure per student shows that the percentage
difference between these two measures is greatest in the
historically black institutions. This implies that these
universities have been unable to contain capital expenditure,
primarily because of their general underdevelopment and rapid
student growth.
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Table 6.6 shows that of the 7 institutions with the greatest
discrepancy (more than 40 percent.) between educational expenditure
per student and total expenditure per student, 6 were black. UDW
shows a phenomenal 100 percent increase of total expenditure over
educational expenditure per student.

Table 6.6.—Educational and total expenditure per student. 1989

(rands)
(1) (2)

Educational Total exp. %

expenditure per student Increase of

per student (2) over (1)
UCT 13,424 17,694 32
UDW 6,944 13,902 100
Medunsa 28,066 36,519 30
Natal 13,025 16,644 28
North 6,373 9,462 48
OFS 11,340 14,441 27
PE 9,463 12,625 33
Potchefstroom 10,913 14,354 32
Pretoria 8,486 12,663 49
RAU 8,369 11,390 32
Rhodes 12,122 16,967 40
Stellenbosch 12,378 16,948 37
VISTA 1,608 2,336 45
uwe 5,488 7,776 42
Wits 11,643 14,708 26
Zululand 7,523 10,637 41
Res. Univers. 9,088 12,465 37
UNISA 1,775 2,034 15
All 6,295 8,482 35

Note: Total expenditure includes expenditure on educational programs,
auxiliary enterprises, and fixed asset and debt servicing.
Source: Computed from Bunting, 1991

Because of their established infrastructure, the historically white
universities have been more effective ‘in ensuring that a large
proportion of their resources is devoted to educational progranms.
" Most of these institutions have been able to spend in excess of
three-quarters of their resources on educational programs, with
relatively little expenditure on auxiliary enterprises such as
residences and fixed asset and debt service. The historically
black universities, on the other hand, have had to use a large
proportion of their resources to purchase equipment and build
residences and other infrastructure.
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6.4 COST EFFECTIVENESS

Given their shrinking budgets and the disproportionate share of
government resources represented by expenditure, it is reasonable
to ask how cost effectively universitics are run. One crude
measure is to compare the expense of producing qualified graduates
across similar faculties in a range of institutions. Such an
exercise is described further in the next section. But even
without comprehensive data, it is obvious that there are wide
disparities in cost effectiveness between different universities.
At Durban-Westville, for example, only five students graduated in
1989 from its engineering faculty. Given a faculty environment of
269, either large numbers of students must be failing to complete
their studies or they are taking a very long time to do so.
Clearly the maintenance of an engineering faculty at UDW does not
represent an efficient allocation of resources.

6.4.1 Unit costs

Table 6.7 provides a comparison of unit costs for weighted FTE
enrolled students and degree credit students. The last column of
this table shows the ratio of the degree credit unit cost to the
enrolled unit cost. This crude measure may provide some indication
of drop-out rates in the sense that a high ratio implies a higher
cost involved in obtaining a degree credit. UDW, Potchefstroom,
VISTA, UWC, Zululand, and UNISA have particularly high ratios, with
Pretoria, RAU, and the OFS only slightly less so.

These findings are confirmed for UDW, VISTA, UWC, and Zululand by
the relatively high failure rates at these institutions (Table 6.8,
Column 1). The figures of Tables 6.8, Column 1 and Table 6.7,
Column 3 do not correlate for the Afrikaans universities. An
analysis of what constitutes success at the first-year level may
throw some light on this issue. Furthermore, the relatively low
first-year pass rates at Medunsa and the North are not reflected in
the ratios computed in Table 6.7.



Table 6.7.—Comparison of total costs per weighted FTE enrolled
student and per weighted degree credit student, 1989 (rands)

University Enrolled unit Degree credit 2 :1
cost (1) unit cost (2) (3)
UCT 14,980 18,500 1.23
UDW 13,980 21,140 1.51
Medunsa 27,130 36,200 1.33
Natal 14,610 17,890 1.22
North 6,030 7,910 1.31
OFS : 12,180 16,760 1.38
UPE 11,740 15,210 1.30
Potch 12,640 17,860 1.41
Pretoria 10,690 14,760 1.38
RAU 9,500 13,130 1.38
Rhodes 14,160 17,930 1.27
Stellenbosch 14,250 17,710 1.24
VISTA 3,900 6,120 1.57
UWC 6,950 10,690 1.53
Wits 13,040 16,930 1.30
Zululand 9,410 14,480 1.54
Res. univers. 11,540 15,830 1.37
UNISA 3,780 8,210 2.17
All 9,630 14,410 1.50

Source: Bunting, 1991



Table 6.8.—Undergraduate success rates in universities, 1989

(percent)
e . . )
University First time Other Total
entering under- under- under-
graduates graduates graduates
ucT , 78 85 83
UDW 45 71 62
Medunsa 48 73 71
Natal 77 84 82
North 50 65 60
OFS 69 78 76
UPE 66 80 76
Potch 78 80 79
Pretoria 76 81 79
RAU 72 81 79
Rhodes 71 83 79
Stellenbosch 77 85 83
VISTA 59 66 64
TTWC 59 70 67
Wits 72 82 80
Zululand 62 71 68
Res. univers. 67 78 75
UNISA 35 47 46
All 63 68 67

Source: Bunting, 1991

The measures of unit costs and success rates are usually regarded
as indicators of the internal efficiency of an education system.
Although they may be of relevance in the South African context,
they should be viewed with a degree of caution because of the
heterogeneity of the system. The high failure rates and the high
ratis of degree credit unit costs to enrolled unit costs at the
historically black universities is undoubtedly due to, inter alia,
the poorer quality of student intake and the relative lack of staff
and facilities.

6.4.2 Unit costs by field of study

A further measure of internal efficiency may be obtained through an
analysis of the unit cost of the output according to field of
study. Again this is a crude measure of efficiency because it
,measures the total allocation of resources to a faculty against the
number of graduates and diplomates emerging from that faculty.
Furthermore it includes only the direct allocation to the faculties
and therefore ignores overhead costs and expenditure on buildings,
debt servicing, and auxiliary enterprises. Therefore such measures
are not comparable to the figures in Table 6.7. See 2ppendix K for
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a series of tables illustrating the cost per output unit for
various fields of study and institutions. As these tables show,
the cost per unit of output varies con51derab1y between
institutions. It is highly costly to produce graduates in certain
faculties of the black institutions, namely agrlculture (North),
commerce (North and VISTA), computers (UWC), engineering (UDW) and
life sciences (Zululand and North). On the other hand, it is
relatlvely cheap to produce graduates in law, languages, social
sciences, and public administration at these institutions.

On the basis of these findings, Table 6.9 compares the cost
effectiveness of these institutions by field of study. The
categorization is made on the basis of comparison with the lowest
cost per unit institution within a particular field of study.

Table 6.9.—Cost effectiveness by institution and field of study

Field of study Moderate cost Low cost
effectiveness effectiveness
Agriculture - North
Commerce UDW VISTA
Potch
Rhodes
UWC
Zululand
Computers UDW UWC
Natal
North
P.E.
Engineering RAU UDW
- Potch
Languages UDwW -
Life & physical sciences UDW Zululand
North
Public administration North -
UWC -
Social sciences - VISTA
- Zululand

Source: Analysis in Appendix K




The m2asures of cost effectiveness may not necessarily mean that
these institutions are internally inefficient. The HW
universities, because of their established infrastructure and
higher student enrollment in the technical faculties, are reaping
the benefits of economies of scale which enable them to achieve
lower average unit costs. The scientific and technical faculties
in most of the HB institutions are in their infancy and are often
characterized by low student enrollment and inadequate staffing.

However in the 1light of the great discrepancies between
institutions with respect to certain faculties, serious
consideration must be given either to abandoning the high-cost
faculties or to improving their cost effectiveness.

6.5 RATIONALIZATION AND COORDINATION

6.5.1 Duplication of programs

The requirements of apartheid and the historical competition
between white English and Afrikaans speakers have led to
distortions in planning for the higher education needs of the
country and to considerable duplication of institutions and
programs, particularly in the urban areas. There is at least one
English and Afrikaans university in most of the major urban areas
of the country, with another not very far away. Beyond this waste,
the Extension of University Education Act of 1959 created a whole
new class of higher education institutions for Africans, Indians,
and Coloureds because these groups were then prohibited from
enrolling in schools not reserved for them.

Specialized degree programs are particularly redundant. Eight
universities offer degrees in engineering: three English, four
Afrikaans, and one Indian. Nine offer degrees in medicine: three
English, three Afrikaans, one Indian, and two African. In
dentistry, there is one program for the English, two for
Afrikaners, and one each for Indians, Africans, and Coloureds.
Eighteen of the universities in South Africa offer degrees in law.
Table 6.10 summarizes this situation.
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Table 6.10.—Institutions offering specialized degree programs

£ ——————— et
=—____——-—_——

Institution | Engnr. | Medicine v?f. Law Pharm. Agri. Dent.
med.

UCcT
Natal
| Wits
POTCHE
toria X X X _ X X X X

< - -
b
27— - -]

RAU
_Stellenbogch
Durban

OFS

Medunsa

| Transkej
|_Rhodes
| UPE
UNISA
L Fort Hare X
Zululand
BOP £
orth X X
|_Venda
Lvista X

Western Cape X X

Source: University catalogs and The World of Learning
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Given the value placed on autonomy and the absence of any central
control, traditional white universities have aimed to be as
comprehensive as possible. As a consequence, all the HWU’s are to
some extent doctorate-granting, research-oriented institutions, and
all offer programs across a great number of areas.

Interviews by the Team revealed that the traditionally black
universities also believe that they should be comprehensive
institutions, but that state control and a lack of financial
resources have prevented them from realizing this dream. Even
though the University of Transkei has just graduated its first
medical doctor, for the most part the black universities are still
undergraduate institutions.
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6.5.2 Lack of national standards

Universities set their own criteria for measuring academic
achievement, and there are no common mechanisms to ensure uniform
standards of evaluation. The difficulties begin with admission
policies. DET matriculation results are demonstrably inadequate in
measuring potential, developed ability, and achievement. But
historically black universities have had no choice but to use them
as the basis f admission. The HBU’s do not have the resources to
establish the a.ternative selection procedures employed by some of
the mainly white institutions.

Impressionistic and anecdotal evidence also suggests that
considerable unevenness and inconsistency exist in the criteria
used to evaluate student performance at different universities.
Most inscitutions use external examiners to regulate standards,
but, increasingly, these are not employed for undergraduate
assessment. In any case, the choice of external examiners is
usually left to the discretion of heads of departments, and there
are no clear guidelines to promote consistency among examiners
throughout the system.

Cultural and political distinctions among South African
universities also inhibit the emergence of uniform levels of
assessment. Afrikaans-medium universities, for example, do not
appoint non-Afrikaans speaking examiners for obvious reasons. The
universities in the TBVC territories are completely autonomous.
The historically black universities were for a long time isolated
from the English-medium HWU’:s, and even today contacts between them
are superficial.



CHAPTER 7

RECOMMENDATIONS FOR THE UNIVERSITY SUBSECTOR
7.1. ESTABLISH ON:Z NATIONAL MATRICULATION EXAMINATION

As mentioned in the last chapter, the matriculation examination
taken by most African students is not a reliable indicator of their
performance in higher education. The exams taken by white, Indian,
and coloured school children have varying degrees of utility as
predictors. Some universities compensate for the 1lack of
dependable indicators by devising their own selection procedures
for black students who do not meet automatic enrnllment
requirements. Such procedures vary from institution to
institution. However, judging from the continuing high failure
rates among black students at the institutions in which they are
' .ed, these new procedures are themselves imperfect in identifying
potential.

The prerequisite for a more rational admission procedure would be
an entrance examination which is uniformly set and evaluated.
Affirmative action policies and merit scholarships could then be
based on a reliable set of performance indicators. In the short
term, though, it might be too ambitious to expect that a national
matriculation examination could fairly measure past and future
performance in such a sharply differentiated schooling system. As
an interim step, universities might collaborate in designing and
administering a uniform set of tests, either specifically for
disadvantaged students or as a general university entrance
requirement. The design of such tests should probably be based on
the expertise generated by the special selection procedures of the
English-medium HWU’s. In exploring appropriate evaluation methods,
machine-scorable objective tests should also be investigated.

7.2 BSTRENGTHEN ACADEMIC SUPPORT PROGRAMS

The admission of larger numbers of black students is insufficient
by itself to correct historical inequalities in university
education. Until secondary education is reorganized, large numbers
of African students with the potential to perform well at
university will arrive at such institutions underprepared.
Academic support programs provide special assistance to these
educationally disadvantaged students.

The experience at English-medium HWU’s suggests that with careful
alternative selection procedures and academic support which is well
integrated into the mainstream curricula, learning difficulties can
be effectively alleviated within the first year. Enriched and
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intensively taught first-year credit courses stretched over two
years also seem to be effective in enabling African students to
progress in scientific and technical subjects. Academic support
programs consume relatively modest proportions of university.
budgets. Their extension will be a necessary accompaniment of
expanding black enrollments, and they should be a crucial element
in the state subsidy formula. At present the existence of such
programs does not qualify universities for extra funding.

An implication of this argument is that the disproportionate
instructional burden undertaken by the HBU’s should be properly
recognized. One way to do this would be to alter the allocation
made to teaching in the funding formula. Institutions that enroll
large numbers of students from disadvantaged backgrounds could be
financially rewarded in acknowledgement of the more intense forms
of teaching they require.

More formal systems of tecaching evaluation and expanded staff
development programs might encourage greater sensitivity among
university instructors to the needs and perceptions of
disadvantaged students. At the moment there are few incentives to
experiment with forms of instruction other than the lecture or the
seminar, both of wrich too frequently involve recital rather than
discussion.

7.3 EXPAND FACULTY NUMBERS

Through the 1980’s, the student population al..ost doubled while the
number of university 1lecturers remained nearly static. As a
consequence teaching duties have become increasingly burdensome.
Moreover, with the growing number of admissions of underprepared
students, the task of teaching has become more complex and
difficult. Even the most imaginative academic support programs
cannot solve the problem of too few teachers instructing too many
students in the large classes that predominate in the humanities
and social sciences. The creation of additional faculty positions
has become an urgent necessity.

Measures must be taken to provide an adequate pool of scholars for
faculty positions. An assertive program of affirmative action will
be needed to identify, recruit, and employ Africans. Scholarship
support should be provided, including tuition and living expenses
for as long as three to five years. In addition, inducements
should be created to attract expatriate scholars to return to South
Africa. A substantial group of black South Africans hold senior
positions at American and European universities. To return, many
might reasonably expect salaries and benefits competitive with
their present levels of remuneration. Assembling appropriate
compensation packages for the exiles would require some ingenuity.

7-2

G



7.4 BTRENGTHEN THE HISTORICALLY BLACK UNIVERSITIES

7.4.1 Institutional, staff, and program development

See Chapter 4 for specific recommendations regarding institutional,
staff, and program development in the historically black
universities. Financial support is particularly needed to assist
faculty already employed at the universities to earn Ph.D. degrees.
One way to help HBU faculty optain terminal degrees without
loosening their institutional affiliations would be a program that
encouraged them to register for a Ph.D. at their own university,
supported a year of course work and project design at a U.S. or
other institution, and provided funds for teaching replacements to
enable a further two years of data collection and analysis in South
Africa.

7.4.2 Pacilities development

Support is needed for construction and renovation of library
facilities, as well as the acquisition of books and journals.
Journals in scientific areas are a necessity. In universities
where most students live on campus, additional residential space is
needed to accommodate expanded enrollments. Lecture halls and more
classroom space will also be necessary, and there is a pressing
need for laboratory facilities and equipment.

7.4.3 Expansion of fundraising capability

Most South African universities have established charitable
foundations, but these function with varying degrees of
sophistication. It is the larger and richer institutions that are
best organized to reach potential foreign donors. Expanding the
black universities’ fundraising capability would be more useful
than one-time donations for the construction of particular
facilities.

7.5 DEVELOP PROFESSIONAL TRAINING AND RESEARCH CAPABILITY

7.5.1 Treunsfer opportuaities and dual degree programs

Transfer opportunities need to be fully explored if Africans are to
have access to a broader range of professional programs. At
present it is difficult for a student to transfer from a technikon
to a university without losing substantial academic credit. It is
somewhat easier for a student to transfer from a university to a
technikon. Steps should be taken to encourage transfer
opportunities between universities and technikons—particularly in
those areas where both offer the same professional program, for
example, engineering or nursing.
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Most of the specialized programs of study exist only at the white
universities. Since in all likelihood full-time black students
will continue to enroll first in the black institutions, they
should be given the opportunity to transfer to the white
universities to complete their studies in these specialized areas.
This could be accomplished in two ways: by establishing formal
dual degree programs in specific areas such as engineering,
medicine, and agriculture, or by making it easier to transfer.
There are many examples of dual degree programs among U.S.
universities. Students in these programs spend three years at one
institution meeting certain course and performance requirements,
and then they transfer to the second institution, spending their
last one or two years there. 1In the end they earn two bachelor’s
degrees, for example, one in mathematics and the second in
engineering. In a straight transfer program, on the other hand,
students would begin their studies at one institution and then
transfer to another to complete their work for a single degree.

7.5.2 Upgrading academic programs at black universities

With the introduction of dual degree and transfer options, black
universities will require considerable upgrading of facilities and
human resources to provide the busic science instruction that is
the foundation of specialized technical and vocational disciplines.
Consideration should be given to developing specialized
professional degree and master’s programs at one or more of the
black universities. Special emphasis should be placed on the life
sciences, physical sciences, computer science, and mathematics. In
addition, black universities couald develop specialized degree
programs in fields (a) for which they are comparatively advantaged,
(b) which do not require expensive facilities, and (c) which are
currertly underdeveloped in terms of national reeds. Examples are
agricultural extension, small business development, and community
health programs.

7.5.3 Research programs

Only a small proportion of current government expenditure on
research goes to universities. A much greater share flows directly
to government controlled research councils. 1In terms of both cost
effectiveness and quality, there is a strong case to be made for
changing the ratio of government research expenditure in favor of
the universities. Many of the applied reseaich programs undertaken
by bodies such as the HSRC could be relocated to campus facilities.

The HBU’s, in particular, might be appropriate places to focus on
community issues and social problems. These institutions have a
comparative advantage in such areas of applied research as public
health, street law, and rural sociology. Programs targeting
disadvantaged students for postgraduate training at the HWU’s would
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help maintain their research capacity while at the same time
reducing inequities.

Political barriers still inhibit the development of formal
institutional ties, but it is not too early to begin exploring the
possibilities of cooperative research initiatives between South
African and other African universities. African agencies such as
the Dakar-based CODESRIA could play a decisive role in this
respect.

7.6 REFORM UNIVERSITY FINANCING

7.6.1 Differential funding

Until now South African universities have existed as essentially
state-funded institutions with varying ‘degrees of autonomy to
conduct their own affairs. Since the government no longer has the
resources to continue such a financial arrangement, both the state
and the institutions will have to determine their future
relationship. Given their individual histories and constituencies,
the universities have varying capacities to raise the funds needed
to carry out their missions. At the same time, the scate will
continue to have an interest in what the universities are doing.

A few institutions may wish to march to the beat of a different
drummer. They should be allowed to do so provided they have the
funds and provided they are committed to national policies of
affirmative action, access, Africanization, democratization, and
compensatory education. Others will have no other source of
funding except the state. Having to depend on government funding
to carry out their missions, these institutions should be required
to live with a larger state input into their affairs than the
former group.

Thus three general funding options seem possible, each calling for
a different set of relationships to the government:

1. OQuasi-private institutions
2. Publicly aided institutions
3. Publicly controlled institutions

An appropriate national body would decide each instituticn’s
relationship to the state. The assumption is that no additional
government subsidized universities would be established in the near
future.
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7.6.1.1 Option one

Under the first option, the state would provide a small to medium
percentage of the university’s education and general expense budget
through a subsidy. The university would take sole responsibility
for capital expenditures through bond issues, fundraising, and
internal funding. 1In turn, the government would appoint a third of
the university’s council of 30 members.

7.6.1.2 Option two

Under this option, the government would provide a medium percentage
of the university’s educational and general expenses through a
subsidy. As in Option 1, the university would be responsible for
its own capital expenditures. The government would appoint half of
the institution’s council of 30 members.

7.6.1.3 Option three

Under the third option, the state would provide a high percentage
of the institution’s educational and general expenses, again
through a subsidy. Financed by bonds and fundraising, capital
expenditures would be a joint responsibility of the government and
institution. The state would appoint two-thirds of the membership
of a 30-member university council. There would be a single council
for all publicly controlled universities.

7.6.1.4 Advantages and disadvantages

Due to the differing amounts of the government subsidy, tuition
levels would be highest at the Option 1 universities and lowest at
those of Option 3. Overall, the .:doption of these funding options
would result in a lower state suksidy for this subsector. Part of
this savings could be reallocated to a national bursary program
targeted to the neediest students.

A criticism of this model of differentiated funding is that it
could increase the government’s control over university councils
and might infringe on the autonomy of the institutions. Admittedly
this might be a threat, but the Team does not feel that it is a
major one. The belief is that the government of the new South
Africa will be democratic in all of its dealings. It stands to
reason that the state should have some input into institutional
policy development if it is being called upon to contribute the
major share of funding. The suggestion is that this input should
occur at the council level.

Another criticism concerns the elimination of university councils
at the institutions falling under state control. A single council

is suggested for this set of institutions in order to provide
effective planning, coordination, and resource allocation.
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7.6.2 Capital financing

Capital projects at universities currently depend heavily on state
funding. For approved projects, the state provides 85 percent of
the funding for academic and administrative buildings and 50
percent of the funding for other capital improvements. Although
the Team did not have access to extensive data on this matter, it
appears that only 1limited use is currently made of long-term
(20-30 year) bonds to finance capital projects. For example, in
the fiscal year 1990-91, state authorization was granted to
universities for private loans for approved capital projects of
R29m, an average of R1.3m for the 21 universities. Given the
government’s reduced financial commitment to the tertiary sector,
universities should increasingly consider dekt financing for
capital projects. It is also assumed that gifts to higher
education by individuals and businesses would gualify for a certain
amount of tax relief.

7.7 STANDARDIZE INSTITUTIONAL EVALUATION AND ACCREDITATION

Expected levels of performance vary widely within the subsectors of
the tertiary education systen. Within disciplines, too, no
consensus exists concerning curricular goals. While there is merit
in intellectual variety, sharp differences in academic expectations
place many students at an acute disadvantage when they enter the
employment market or wish to transfer from one institution to
another.

Consideration should be given to the establishment of a
accreditation program to systematically evaluate the quality of
teacher instruction and student performance in all universities.
Such a program would help set minimum goals and ensure uniform
standards of performance and evaluation. Among other tasks would
be the monitoring of examination criteria to ensure their
consistency among institutions. The Committee of University
Principals could appoint the members of the accreditation board,
including representatives of each of the universities and
professional associations.



CHAPTER 8

TECHNIKONS
8.1 INTRODUCTION

Technikons are fully fledged educational institutions at the
tertiary level. They were instituted to provide advanced
technical education as well as to train certain categories of
teachers for secondary schools and technical colleges. According
to DNE NATED 02-150, "Technikons must prepare students for a
specific profession or career and must be aimed at the practice,
promotion, and transfer of technology." Admission to a technikon
requires a minimum of a senior certificate or equivalent
qualification. Technikons offer the following hierarchy of
diplomas and certificates:

Entry qualification Program

Senior Certificate National Certificate

National Certificate National Higher Certificate
National Higher Certificate National Diploma

National Diploma National Higher Diploma
National Higher Diploma Master’s Diploma in Technology
Master’s Diploma Laureatus in Technology

While this is the hierarchy described in DNE documents, very few
technikons still offer the National Certificate and National
Higher Certificate courses. The minimum duration of the
technikon program is three Years, with a maximum of six years for
the Laureatus in Technology.

8.2 GOVERNMENT OVERSIGHT

Technikons and technical colleges are accountable to orie of the
following ministers:

® The ministers of education in the three houses within the
tricameral system (for Whites, Coloureds and Indians)

® The Minister of Education and Development in the Cabinet
(for Africans)

¢ The ministers in the self-governing territories

® The ministers of education of the independent homelands



Apart from acts governing general affairs education, each racial
group of technikons has a specific Own Affairs act:

e Whites: Technikons (National Education) Amendment Act,
1988 [Act 33 of 1988]

e 1Indians: Advanced Technical Education for Indians, 1968
[Act 12 of 1968]

e Africans: Technikons (Education & Training), 1981 [Act
27 of 1981])

® Coloureds: Peninsula Technikon Act, 1982 [Act 52 of
1982] :

These acts govern the administration of the institutions and give
the minister final approval of the introduction of programs and
courses. This is primarily because of the cost implications of
new or changed programs.

Several statutory and nonstatutory bodies also oversee the
technikons. The University and Technikon Advisory Council (AUT)
advises the minister on the following matters pertaining to
universities and technikons:

1. The provision of any laws pertaining to administration

2. The establishment, development, and extension of
institutions

3. Academic fields of study

4. Courses offered

5. Criteria for the granting of subsidies

6. Any matter referred to it by the minister

The Certification Council for Technikon Education, generally
referred to as SERTEC, is responsible for setting norms and
ensuring that academic standards are maintained at technikons.
SERTEC evaluation teams are made up of people from industry, the
SERTEC council, and technikon staff members. All technikon :
diplomas are issued by SERTEC and signed by a SERTEC official and
the rector of the particular institution. SERTEC is moving
toward becoming an accreditation body.

Finally, the rectors of all the technikons, excluding the TBVC
technikons, form the Committee of Technikon Principals (CTP).
This committee is constituted in terms of articles in each of the
own Affairs acts.
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8.3 ENROLLMENTS

8.3.1 Racial disparities

Of the 84,364 technikon students registered in 1990, 21 percent
were African, 8 percent Coloured, and 7 percent Indian. As the
following table shows, the racial composition of enrollments is
also significantly imbalanced considering the numbers of
technikon students per thousand of population.

Table 8.1.—Number of students per thousand of population studying
at universities and technikons, 1989

r--Population group Number per thousand
Universities Technikons
White 31 10
Indian 20 6
Coloured 6 2
African 4 0.5

Source: Educational Realities in South Africa

According to the Human Sciences Research Council, African student
enrollment in technikons grew by 45.5 percent between 1980 and 1990
(Fingertip Facts, 1991). Monica Bot, on the other hand, puts the
increase of African student numbers at technikons between 1989 and
1990 at 74 percent (Bot, 1991, p. 10).

As the table below shows, the predominant racial group among
students at each of the technikons still reflects clearly the
racial group for which the institution was established.
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Table 8.2.—Percentage distribution of technikon students by race,

1990

Technikon % of total students

African Coloured| Indian White
Cape 1.2 9.6 0.7 88.5
Northern Transvaal 99.0 0 1.0 0
Mangosuthu 100.0 0] 0] 0
M.L. Sultan 18.7 3.9 72.3 5.1
Natal 5.8 2.8 4.0 87.4
OFS l.6 1.0 0 97.4
Feninsula 22.3 73.4 2.7 1.6
Port Elizabeth 10.0 11.2 2.4 76.4
Pretoria 1.5 0.6 0.3 97.6
RSA 30.7 7.2 5.0 57.0
Vaal Triangle 5.4 0.2 1.5 92.9
Witwatersrand 10.9 1.6 3.3 84.2
Ciskei 100.0 0 0 0
Transkei 97.6 2.4 0 0
Setlegelo 100.0 0] 0] 0

Sources: Educational Realities in South Africa and perscnal communication,
Nov. 1991

In 1990 the student bodies of the predominantly white institutions
had the following racial composition.

Table 8.3.—Racial composition of selected technikons, 1990

Africans Coloureds Indians Whites
Cape 82 658 47 6,083
Natal 322 154 221 4,831
OFS 49 29 0 2,927
Port Elizabeth 400 448 96 3,031
Pretoria 151 63 33 9,595
Wits 898 133 274 6,880
Vaal 238 13 69 4,071
Total 2,140 1,490 740 37,418

Source: Educational Realities In South Africe

This table clearly shows that students of color are seriously
under-represented in the white technikons. The situation is
exacerbated by the fact that the school system continues to produce

8-4

<

&



African students without the required subject combinations and
grades to enter these institutions. In the absence of nationwide
intervention programs, Africans will continue to be shut out by
present admission criteria.

8.3.2 Gender disparities

Women and men have unequal access to technical educatijon. By the
end of 1989, 50,806 men and 24,991 women were registered in
technikons. Table 8.4 shows the distribution of students by gender
and race in selected institutions.

TABLE 8.4.—Distribution of students in selected technikons
by race and gender, 1989

Africans Coloureds Asians Whites

M F M F M F M F
Cape 53 28 410 164 23 16 3,556 | 2,168
TNT 1,830 867 2 0 0 0 7 17
Peninsula 196 76 2,430 1,269 85 51 64 22
M.L. 495 315 123 104 2,966 1,656 126 114
Sultan
Mangosu. 1,235 336 0 0 0 0 0 0

Source: Personal communication, November 1991

As set out in Table 8.5 below, the statistics for 1990 show that 32
percent of technikon students were women. The majority of female
students were in programs such as secretarial, business, education,
and health.
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Table 8.5.—Headcount of enrolled students according to population
group, qualification, and sex, 1990

Il

institutions is not broken down by category.

Source:

DNE statistics

Qualification and sex
Prediploma Postdiploma Total
Pop;igzéon Male Female Total Male Female | Total Male Female | Total
Whites 32,145 | 17,634 49,779 | 3,090 926 4,016 | 35,235 | 18,560 | 53,795
Indians 3,652 1,905 5,557 212 95 307 3,864 2,000 5,864
Coloureds 4,586 2,000 6,586 204 152 356 4,790 2,152 6,942
Africans* 12,185 4,036 16,221 275 325 602 | 12,460 4,363 ]| 17,763
Nat. States 991 306 1,297 4 68 72 995 374 1,369
RSA 11,194 3,730 14,924 271 259 530 | 11,465 3,989 | 15,454
TBVC 940
Total 1 84,364 |

* Only the final total in this line is all-inclusive since data for the TBVC

Of the 84,364 technikon students registered in 1990, white females
coloured
females, 2.6 percent; and African females (not counting female
students in the TBVC institutions), 5.2 percent.

constituted 22 percent;

Indian females,

2.4 percent;

8.4 ACADEMIC SUPPORT PROGRAMS

The accessibility of technikon education to Africans is hampered by
the poor quality of their secondary education throughout the
Their high failure rate has given rise to preparatory,
bridging, and academic support programs whose form and content vary

country.

among the institutions.

In general they are meant to expose

students to math, science, and communication so they can cope with

the demands of the technikon courses
ranges from one semester to a year.

The duration of the programs
In a few technikons they are

run and evaluated by departments and individual staff members who

have an interest in providing basic skills to students.

While programs of this kind would seem to be of tremendous benefit
The majority of the

to students,

they do have some drawbacks.

technikon students interviewed by the Team were not in favor of
such programs because they had to pay for them themselves and they



felt their time was being wasted in repeating what they had done at
Standard 10.

8.5 FACULTY

8.5.1 Racial aad gender inequity

Generally speaking, up to about 1985 institutions were not allowed
to appoint staff members belonging to races other than that for
which the institution was established. Only white staff could be
appointed to positions at white institutions, but the converse was
not true. Black institutions were permitted to appoint both black
and white staff members. Table 8.6 below enumerates the permanent
staff at technikons by race for 1990. Of the seven traditionally
white technikons, only two have black staff members.

Table 8.6.—Numper of technikon educators with permanent
appointments according to .imnstitution and population group, 1990

Technikons White |Indian |Coloured |African Total
Cape 271 0 1 0 272
N. Transvaal 102 0 0 21 123
Mangosuthu 74 2 0] 6 82
M.L. Sultan 48 105 0 0 153
Natal 260 3 0 0 263
OFS 90 0 0 0 90
Peninsula 52 13 91 0 156
Port Elizabeth 156 0 0 0 156
Pretoria 348 0 0 0 348
RSA * 92 0 1 1 94
Vaal Triangle 158 0 0 0 158
Witwatersrand 325 0] 0 0 325
Transkei 7 3 0 6 16
Setlegelo (Bop) 5 4 1 24 34
Ciskei 17 1 0 1 19
Total 2,005 131 94 59 2,289

* Offers only distance tuition
Sources: Educational Realities in South Africa; DNE, NATED 02-300, 91/06

Table 8.7 below gives a historical perspective for the period
1988-1991. Although the growth rate for African staff was 126
percent for 1989-90 and 17 percent for 1990-91, the increase
brought the African component only to a level of 3. 3 percent of all
technikon educators. The excuse glven by people in authority for
the lack of Africans on the staff is that there are few qualified
Africans who can be employed as lecturers.
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Table 8.7.—Number of technikon educators with permanent
appointments by racial group, 1988-91

Racial group 1988 1989 1990 1991 +*
(excludes provisional
TBVC)

Other (undefined) 1 1

White 1,879 1,954 2,005 2,072
Indian 121 120 131 143
Coloured 92 92 94 91
African 12 26 59 69
Total 2,105 2,193 2,289 2,375

w

Sources:

The same gender disparities found among students enrolled at
technikons also exist among the teaching staff.
1991 there were 1,516 men compared to 736 women on the faculty.

This assumes the same racial composition for, Setlegelo Technikon as in 1990.
Educaticnal Realities in South Africa; NATED 02-214 (91/08); NATED

02-215 (91/01); persunal communication

For instance in

Table 8.8 shows gender disparities among staff in selected
technikons.
Table 8.8.—Teaching staff by race and gender, 1991
Total
Africans |Coloureds| Asians| Whites
M F
Cape 0 1 0 241 176 85
TNT 23 0 0 102 78 45
Peninsula 1 89 13 56 131 28
M.L. Sultan 0 1 102 40 113 31
Mangosuthu 5 0 2 64 58 13
Source: Educational Realities in South Africa

Women of color teaching in technikons are concentrated in the
secretarial, health, and personnel programs.
the engineering sciences.

rectors said that it was due to "tradition."

8-8

Few women teach in
When asked about this, rectors and vice



€6.5.2 Qualifications

The designations of rank used for technikon educators are lecturer,
senior lecturer, associate director or department head, director,
vice rector, and rector. Interestingly, it is the number of
students in the subsidy formula that specifies the distribution of
posts according to level and sets the ratio between these levels.
This budgeting procedure determines how many lecturers, senior
lecturers, and so on each institution may have. The minimum
qualification needed for appointment at a technikon is an M+3
(Matric plus a 3-year qualification, for example, a degree).
However to pass the salary "bar" in the salary scales, a lecturer
needs an M+4 qualification, that is, an honors degree.

Most technikons require applicants to have at least two years of
relevant industrial experience plus the necessary academic
qualifications. As the number of qualified people has increased,
so have the minimum requirements of the institutions. Nevertheless
technikon staff are still in need of improving their
qualifications. As the table below shows, only 49.8 percent of the
teaching staff have a qualification equivalent to M+4.

Table 8.9.—Percentage of technikon educators by qualification
level, 1991

” Level of qualification <M+3 M+3 M+4 M+5 >M+5 ”

” % of total staff 2.7 20.5 49.8 24.7 2.3 "

Source: Calculated from data in DNE, NATED 02-218 (91/01)

8.6 ADMINISTRATION

8.6.1 Administrative structure

Technikons generally enjoy the same 1level of autonomy as
universities in that their councils have governing and executive
authority. All technikons that are autonomous are governad by two
statutory bodies, a council and an academic board. The council is
accountable to the relevant minister on matters defined in the
specific technikon act. Appointed with the approval of the
minister, its members include representatives of donor companies,
local authorities, commerce and industry, other state departments,
and the alumni. This body is responsible for administering the
affairs of the institution.



The academic board deals with all matters pertaining to instruction
and discipline of students, academic programs, and any other item
referred to it by the council, of which it is a statutory
subcommittee. The rector is the chief executive officer of the
institution and is accountable to the council. Depending on his or
her leadership style, the rector may make use of the rectorate (the
rector and vice rectors) and/or a committee systen. Most
technikons use both the rectorate and a system of committees as
advisory bodies, the power to make decisions being vested in the
rector. The council, rector, and rectorate are therefore powerful
units within any technikon.

The most commonly used organogram for technikons is set out below.
Note that not all technikons have deans or associate directors.

FIGURE 8.1.—Common organogram used at technikons

COUNCIL!eeeeeeccaaans esees Usually a 4-year term

RECTOR |[ccceeeeecsseecssssss Permanent position

VICE RECTORS |...... cessessens Permanent positions
REGISTRARS DEANS OF FACULTIES .. Permanent/rotation
DIRECTOR OF SCHOOLS |.¢eceeee ... Permanent

ASSOCIATE DIRECTOR OR

HEAD OF DEPARTMENT | .cceocoocas Permanent or elected
SENIOR LECTURER ' s 8 8 0 ¢ 5 & 0 0 8 8 00 Permanent
LECTURER | ceececcscocsse «+se.. Permanent




8.6.2 Racial inequity in leadership
The overwhelming majority of technikons are controlled by white

councils and management. As the table below shows, only those
estaklished for Blacks have councils that are racially mixed.

Table 8.10.—Racial composition of technikon councils

Technikon Council members

7 white institutions All white

RSA (correspondence) All white

Setlegelo (BopS) 6 white, 3 African

Northern Transvaal 13 white, 7 African

Mangosuthu 11 white, 4 African, 1 Indian
M.L. Sultan 5 white, 1 Coloured, 13 Indian
Peninsula 10 white, 10 Coloured, 3 African
Ciskei Details not available

Transkei Details not available

Source: Personal communication, November 1991

As indicated %y the data below, the positions of authority at
technikons are still almost exclusively in the hands of Whites.

Table 8.11.—Racial composition of technikon senior management

Position Total no.| White |Indian |[Coloured African
Rertor A 15 13 1 1 0
Vice rector 28%* 24 1 2 1
Total %3 37 2 3 1

* The number of vice rectors per technikon varies from 1 to 4.
Source: Annual reports

8.6.3 8taff associations and unions

Technikon lecturing staff are generally organized in staff
associations at each institution. These associations have a
national body that meets with the Committee of Technikon Principals
(CTP) from time to time to discuss matters affecting their
membership. At some institutions the local staff association is
represented on the technikon council.



More recent developments include the establishment of academic
unions to renegotiate service conditions for their members. The
Union of Democratic University Staff Associations (UDUSA) also
wishes to extend its membership to technikons.

8.6.4 Btudent councils

Students on technikon campuses are represented by democratically
elected student representative councils (SRC). The constitutions
governing these SRC’s are institution specific and there is no
formal national body representing all the councils. SRC’s do not
play a prominent role in the predominantly white institutions. On
the other hand, SRC’s are extremely active in policy formulation
and implementation at the predominantly African or black
institutions. At one technikon, the SRC actually heads and
coordinates the Transformation Committee, which is responsible for
preparing the institution to deal with the demands of the new South
Africa.

SRC’s on black campuses are more directly tied to
extraparliamentary liberation movements than their white
counterparts, and many of their activities are often regarded as
political. These students have been at the forefront of protests
against injustices in South Africa, both on and off campus. As a
result, the interaction between the institutional administration
and the SRC is intense and direct at black institutions.
Confrontations between students and the police, while having
decreased dramatically in 1991, are not unusual. In contrast, such
confrontations have never occurred on the campuses of historically
white institutions.

Student representation on decision-making bodies or in consultation
meetings varies greatly between the technikons. A majority of
institutions, however, confine their SRC’s to such activities as
caring for the social well-being of the student body and ceremonial
functions.

8.7 CURRICULUM

Courses offered by technikons cover most specialized occupations
from applied engineering and the biological, chemical, and physical
sciences to the commercial sciences, the humanities, and art.
Table 8.12 shows the distribution of courses according to
certificates.



Table 8.12.—Distribution of courses at technikons, 1991

Type of diploma Technology Humanities
National Certificate 7 15
National Higher Certificate 1 10
National Diploma 93 58
National Higher Diploma 59 33
Master’s Diploma 41 20
Laureatus 22 5
Other 38 11

Source: Program details, CTP 1991

As indicated in Table 8.12, the heaviest concentration of courses
is at the National Diploma and National Higher Diploma levels. The
demand at the National Diploma Level is high because with this
certification students can attain employment almost immediately.
The National Higher Diploma further increases chances for
promotiocn.

Technikons also offer courses leading to the National Higher
Education Diploma, Higher Education Diploma, Further Education
Diploma, and Further Diploma in Advanced Education. Courses
leading to association with and membership in various institutes
are also offered by a number of technikons. In general, however,
research activities are 1limited due to time and financial
constraints.

Experiential training, which includes on-the-job training for a
period of six to eighteen months, is compulsory in the following
disciplines: science, engineering, health and community nursing
science, and education. Science and engineering pregrams require
a student to complete four semesters of academic study at the
technikon and two semesters of experiential training. In all
disciplines, the experiential training takes place in a work
situation and is governed by a prescribed program aimed at

integrating theory and practice. © In a few well-organized
technikons, this activity is the responsibility of a placement
officer with the support of the academic staff. However many

institutions require students to find their own experiential
training opportunities.



The process of curriculum change and development is conducted
democratlcally in the technikons. One institution becomes a
convenor in a specific program area. Any change requires input
from industry and all the other technikons offering or interested
in offering that program. Once a majority agreement has been
reached, the proposal is channelled via the CTP to the DNE and the
AUT. Once the change has been approved, DNE iriforms all technikons
that they may now offer the revised program.

8.7.2 Preponderance of humanities programs

Students (including Blacks) generally feel that they are being well
prepared in the technikons in terms of the acquisition of basic
skills. However, based on Team interviews with a sampling of
technikon students, Whites in institutions such as PE and Natal
appear to be better prepared to cope with a fast-changing South
African environment.

While technikons were established in order to increase South
Africa’s middle- and high-level technological human resources, the
majurity of students are choosing programs in business, education,
art, and management. One reason is that in the country’s declining
economy, employers are no longer offering training positions
requiring technikon preparation. The table below shows that the
average enrollment for white, Coloured, and Indian students is 15
percent in engineering compared to 60 percent in the humanities.
African students have a more even spread across the disciplines: 39
percent in humanities, 35 percent in sciences, and 26 percent in
engineering. It should be noted that the number of African
students is very low compared to the total student body.

|
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Table 8.13.—FTE students by discipline and gender, 1988

Education depart- |Human- Science |[Eng/ Total
ment and gender ities building
% of total 64% 22% 14%
Assembly Total 24,676 8,633 5,333 38,642
(Whites) Male 14,455 5,232 4,616 24,303
Female{ 10,221 3,401 717 14,339
% of total 58% 27% 15%
Delegates Total 2,042 957 503 3,502
(Indian) Male 805 555 471 1,831
Female 1,237 402 32 1,671
% of total 57% 28% 15%
Represent Total 1,823 874 476 3,173
(Coloured) Male 1,019 565 446 2,030
Female 804 309 30 1,143
% of total 39% 35% 26%
DET & self Total 1,084 955 718 2,757
governing Male 636 683 682 2,001
Female 448 272 36 756
% 62% 24% 14%
Total 29,625 11,419 7,030 48,074

Source: DNE, NATED 02-215 (91/01)

Overall, African students are over-represented in the humanities
and health sciences, while females of all races are
over-represented in secretarial courses.

8.7.3 Limited course offerings at black institutions

Partly because they were established earlier, white technikons
offer a much wider spread of courses than the traditionally black
institutions. Many of these courses are highly specialized, for
example rubber technology, explosives technology, and radar
technology.

As the table below indicates, the predominantly African technikons
generally have fewer courses than the white institutions at the
National Higher Diploma level.



Table 8.14.—Distribution of courses at the national higher
diploma, master’s, and laureatus levels, 1991

NHD Master’s Laureatus
Cape 24 16 8
Mangosuthu 0 0 0
M L Sultan 17 8 3
TNT 4 0 0
Natal 24 12 6
OFS 8 6 0
Peninsula 12 8 3
RSA 0 0 0
Witwatersrand 27 21 15
Vaal 20 13 6
Setlegzlo 1 0 0
Ciskei 1 0 0
Port Fiizabeth 16 9 7
Pretoria 30 26 13

Source: Committee of Technikon Principals, 1991

The distribution of high-level courses at the predominantly African
technikons is insignificant in terms of training Africans who can
compete with other races in the job market.

8.8 FACILITIES

The physical facilities at the technikons vary in quality.
Workshops are adequate in all the predominantly white technikons.
The Team visited engineering workshops in particular and used these
as a basis to compare the facilities at each of the technikons
visited. Even though many of the buildings are new, student growth
has outpaced the rate of construction. Many of the libraries, for
example, are already proving to be too small.

While most technikons complain of having inadequate facilities, the
utilization of existing facilities is far from optimal. The
extension of the academic day could be one way of improving this
situation. The predominantly white technikens in particular have
sufficient facilities to accommodate many more students.

African technikons will clearly need a massive infusion of funds to
help them improve the quality of their facilities and workshop
equipment. The newly established institutions, Ciskei and
Setlegelo, still have to develop their laboratories and workshops.
For instance one chemistry laboratory at Setlegelo, which is poorly
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equipped to begin with, is also used for physics and biology .

classes.

By virtue of their location, technikons for Blacks cannot rely on
the local community for student accommodation. Students are unable
to find suitable places to live in the overcrowded areas and shanty
towns. Technikons for Whites also expect many of their students to
live off campus. Student residences will be essential on all
campuses if technikons are to increase their enrollments. The
admission of Blacks to historically white technikons will
necessitate additional on-campus accommodation.

8.9 FINANCE

Technikons have the same six major sources of funding as the
universities. They are also facing a reduction in their state
subsidy, although, up to 1989, the impact had not been as severe as
on the universities. The inequalities in the capacity to generate
alternative sources of funding also appear to be narrower between
white and black institutions. While the Cape, Natal, and Vaal
Triangle Technikons (all mainly white) and the Peninsula Technikon
derive a significant proportion of their nonsubsidy resources from
government and private research contracts and private donations,
the Northern Transvaal and Mangosuthu Technikons (both black)
derive a significant proportion of their resources from auxiliary
enterprises. (Of course this may mean higher student residence
costs.) Northern Transvaal also derives a significant proportion
of its revenue f:'om investment income. Nevertheless, although the
black technikorns nave the capacity to generate some resources
through alternative means, the absolute amounts generated are not
of the magnitude derived by the mainly white institutions.

While the overall impact of the subsidy reduction has been neutral,
some institutions have been more seriously affected than others.
As Table 8.15 shows, Northern Transvaal, Wits, and Peninsula fared
the worst, while the Vvaal Triangle, RSA, OFS, Natal, M.L. Sultan,
and Mangosuthu all received a real increase in their subsidy
between 1988 and 1989. The budget for 1989 was allocated by the
Committee of Technikon Principals, and it is not clear on what
basis these funds were distributed.
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Table 8.15.—Growth of government subsidy and enrollment,
1988-1989 (%)

Technikon Subsidy real growth Enrollment
Cape - 2 14
N.T. - 34 49
Mangosuthu 10 53
M.L. Sultan 9 34
Natal 15 10
OFS 36 2
Peninsula - 16 9
P.E. , 2 31
Pretoria - 2 7
RSA 39 81
Vaal Triangle 12 37
Wits - 17 40
All . 0 33

Source: Computed from Bunting, 1991

As with the universities, the inequality in the distribution of
resources is stark. M.L. Sultan (Durban), which has a student
enrollment 16 percent in excess of Natal’s, has a total revenue of
only 57 percent of the latter’s. As Table 8.16 shows, similar
inequalities are also evident between the Peninsula and Cape
technikons.

Table 8.16.—Technikon funds: some regional comparisons, 1989 (%)

Enroliment Revenue
Natal
M.L. Sultan (as a proportion
of Natal’s) 116 57
Mangosuthu (as a proportion
of Natal'’s) 31 22
Cape
Peninsula (as a proportion
of Cape’s) 70 53

Source: Computed from Bunting, 1991
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Tuition and residence fees differ significantly among technikons.
The reasons for these differences include the following:

1. The shift from a heavily subsidized system toward a greater
level of cost recovery is new to some technikons.

2. Fee increases may be interpreted as a political move to
exclude the disadvantaged.

3. At some institutions fee increases are negotiated with’

student leaders, impeding their implementation.

4. Particular communities served by certain technikons cannot
afford dramatic fee increases.

In general the financing of technical education is becoming a
serious problem. Few African students can afford the high fees
charged by technikons that are predominantly white. The
predominantly African technikons continue to increase their
enrollments, partly because their admission policies are
progressive. Faced with this growth, they cannot go on charging
low tuition and boarding fees. The student body at Peninsula
Technikon is presently resisting efforts to raise residential fees.
Unitra was faced with a demonstration while the Team was visiting
because the technikon was barring students who had not paid their
examination fees.

8.10 COST EFFECTIVENESS

- Total expenditure by technikons increased from R337.8w in 1988 to
R434.1m in 1989, a 29 percent nominal growth and 14 percent real
growth. The smallest nominal increase in expenditure was by the
Peninsula Technikon (4.3 percent or -10.7 percent in real terms).
The largest increases were by the RSA Technikon (54 percent) and
the Vaal Triangle (65 percent). As Table 8.17 shows, this wide
distribution in expenditure patterns is reflected in the
expenditure per student for the various institutions.



Table 8.17.—Expenditure per student, 1989 (rands)

Technikon Educ. Total
programs expenditure
Cape 5,547 8,118
N.T. 5,334 7,910
Mangosuthu 6,493 8,020
M.L. Sultan 3,068 3,831
Natal 7,005 10,322
JFS 4,459 4,641
Peninsula 5,726 6,500
P.E. 5,078 7,204
Pretoria : 5,360 7,913
RSA 1,050 1,437
Vaal Triangle 3,028 5,504
Wits 4,926 8,001
all 4,010 5,765

Source: Computed from Bunting, 1991

8.10.1 Unit costs
Table 8.18 provides a comparison of unit costs for weighted FTE
students and credit students. :

Table 8.18.—Comparison of unit costs per weighted FTE enrolled
and per weighted credit student, 1989 (rands)

———— —

Technikon Enrolled unit | Credit unit 2 : 1
cost (1) cost (2) (3)
Cape 8,720 11,450 1.31
N.T. 7,000 57,860 8.26
Mangosuthu 7,010 10,460 1.49
M.L. Sultan 5,480 9,270 1.69
Natal 10,280 13,800 1.34
OFS 3,890 5,830 1.56
Peninsula 7,730 13,010 1.68
P.E. 8,460 12,870 1.52
Pretoria 8,160 11,210 1.37
RSA 3,370 7,900 2.34
Vaal Triangle 7,750 12,560 1.62
Wits 10,400 17,260 1.66
All 6,970 12,150 1.74
Source: Bunting, 1991
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From Column (3) of this table, it is evident that the ratio of
credit unit cost is high in most institutions but especially so at
Northern Transvaal, M.L. Sultan, Peninsula, RSA, Vaal Triangle, and
Wits. At Northern Transvaal, the unit cost of a credit student is
eight times greater than that for a FTE student. This is
undoubtedly related to the high failure rates at this institution.
M.L. Sultan, Peninsula, and the RSA are also characterized by
exceptionally high first-year failure rates.

See Appendix M for tables illustrating the cost per output unit for
various fields of study. As with the universities, this cost
varies considerably between technikons. It is extremely costly to
produce diplomates in commerce at Northern Transvaal and
Mangosuthu, in computer science at Wits and Vaal Triangle, and in
the life sciences at Northern Transvaal. The differences in cost
effectiveness, however, are less accentuated between the HW and the
HB technikons than is the case for universities. The cost
structures of M.L. Sultan and Peninsula compare favorably with
those of the HW technikons in several faculties.

On the basis of these findings, the cost effectiveness of the
technikons is rated by field of study in Table 8.19. This division
is made on the basis of comparison with the lowest-cost-per-unit
institution within a particular field of study.

Table 8.19.—Cost effectiveness by institution and field of study

Field of study Moderate cost Low cost
effectiveness effectiveness
Architecture Peninsula
Commerce Wits Mangosuthu
Peninsula N.Transvaal
Computers - Vaal Triangle
- Wits
Engineering Mangosuthu -
M.L. Sultan -
" Peninsula -
Health M.L. Sultan N.Transvaal
Wits
Life & Physical Sciences P.E. N.Transvaal

Source: Derived from tables in Appendix M

8.10.3 Conclusion

The interviews and site visits indicated that most technikons are
not being fully utilized. On the other hand, discussions with
stakeholders in industries and within the institutions indicated
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that the technikons were preparing students adequately for the job
market. Rationalization and articulation can improve both the
internal and external efficiency of the technical training
subsector. There is a great deal of duplication of courses, and
many technikons have more staff than they need for present
enrcllment levels.

8.11 RATIONALIZATION

Under apartheid, technikons have been duplicated and have
proliferated to serve the needs of different racial groups; hence
the close proximity of technikons in some regions. A good example
of this is in Durban where the campus of M.L. Sultan abuts that of
Natal Technikon. Throughout the country, duplicate programs are
conducted at considerable additional cost.

The consequences of the multiplicity of authorities responsible for
technike~s and technical colleges are varied. The most significant
is the aifferential financing mechanism used for institutions in
the RSA as opposed to those in the homelands and self-governing
territories. Since financing of technikons in the RSA is based on
a standard formula, they should receive equitable funding. This is
not true for technical colleges. The location of institutions
within a geographically defined group area has meant that black
institutions are generally located outside of urban central
business districts and, in most cases, quite a distance from the
industrial and commercial centers.

Increasing costs and decreasing subsidies to technikons are
beginning to make rationalization a necessity. Nevertheless.
although apartheid is deplored in all its facets, the separate
institutions that have been created thecretically provide
mechanisms for people of color to enter technological fields in
larger numbers. Rationalization, therefore, must be accompanied by
a policy and a system that will ensure equity of access to all
races.

8.13 EXEMPLARY PRACTICES

Port Elizabeth, Peninsula, Natal, M.L. Sultan, and Witwatersrand
are making exceptional progress in admitting more students of
color. 1In addition, Port Elizabeth seems to have made noteworthy
strides in assisting black students who are unprepared in science
and language. Its academic development programs are more
attractive and more acceptable to students than the other programs
the Team studied.



Even though its rector is white, Unitra seems to have made

significant progress in Africanizing its leadership. Peninsula
appears to be ahead of most other technikons in its willingness to
share the decision-making process with students. However all

technikons have committee systens that enable various
constituencies and stakeholders to participate in discussions
leading to important decisions. '

The Swinton Road Technical College has takea the lead over other
technical colleges in terms of its cooperation with local industry.
It has managed to equip nearly all its workshops with donations
from Toyota and other companies in the area.

Finally, the successful articulation program negotiated between the
Technikon Orange Free State, the University of the Orange Free
State, and the local technical college is also worthy of attention.
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CHAPTER 9

TECHNICAL COLLEGES
9.1 INTRODUCTION

In their information brochure on "The Role of Technical Colleges,"
the Federation of Technical College Councils explains that the main
aim of these institutions is "to serve the needs of the community
for which they have been established." To achieve this ainm,
technical colleges provide education and training to meet the
requirements of their commercial, industrial, and residential
communities.

Technical colleges offer National Technical Certificate courses
(usually abbreviated as NTC or N-courses) at levels 1 through 6.
Levels 1, 2, and 3 are regarded as pretertiary, while levels 4. 5,
and 6 are tertiary. The minimum admission to NTC 1 is a Standard
7 certificate with a minimum age of 16 years. Of the 72,174
students registered in 1990, 54,667 {76%) were studying at the
secondary level. Some technical colleges offer skills training and
upgrading programs to candidates with very little basic education,
either to make them more employable or to br.ng them to a level of
competency where they may enter the formal NTC 1 program.

Students take four courses at each of the six levels. The study
period for each levei is approximately 13 weeks, except for
commercial programs that are offered on a semester basis. Course
offerings range from building, artisan training, and electronics on
tiie one hand to commercial programs and hair care on the other.
The examinations at each level are set and marked centrally for the
whole country; 40 percent is the subject pass mark.

9.2 GOVERNMENT OVERSIGHT

Technical culleges are regarded as postsecondary institutions and,
as such, are subject to Own Affairs legislation. The National
Education Act (Act 70 of 1955) gave the state control over all
technical colleges. This act has been amended to provide for
institutions for other race groups.

Curriculum change and development is a long and tedious process
largely controlled by the Department of Education, House <f
Assembly. Because technical colleges have no 1link with the
Department of National Education, curriculum changes must be
channeled through each Own Affairs minister.



®.3 ENROLLMENTS

Historically, technical colleges were not empowered to determine
their own admission criteria. The Technical College Act of 1981
entitled the Director General in the House of Assembly to d=termine
the conditions and criteria for admissions. Since that time
technical colleges have been viewed as part of the school
subsector. Government policy has been that this subsector should
renain segregated; thus in 1990 only 2 percent of the students at
white colleges were black. It was only in 1991 that all technical
colleges were allowed to determine their own admissions criteria.

As the following tables show, coloured and African students are
grossly under-represented at technical colleges even though the
school population has shown “remendous growth.

TABLE 9.1.—Enrollment of technical college students by race,

1987-1990

Year White [Indian Coloured African| Total Grouwth
1987 41,670 3,362 11,014 54,076

8.7%
1988 | 42,397 | 3,682 4,014 12,716 | 58,795

11.2%
1989 45,694 5,882 4,160 13,798 65,374

10.0%
1990 | 48,852 | 5,976 4,625 12,721 | 72,174

Sources: Du Preez, 1989 and Edv.ational Realities in Scuth Africa

Table 9.2.—Number of studenis per thousand of population studying
at universities, technikons, and technical colleges

Population group Number per thousand populatioh

Universities| Technikons |[Tech.colleges *

White 31 10 10
Indian 20 6 6.2
Coloured 6 2 1.45
African 4 0.5 0.45

* Based on population stats which include the TBVC.
Sources: Du Preez, 1989 and Educational Realities in South Africa



Students at technical colleges are still predominantly male, with
women constituting 38 percent of the total student population for
1990. Of the 77,174 students registered in 1990, 26 percent were
white females, 4 percent were Indian females, 2.3 percent were
coloured fema’es, and 5.5 percent were African females.

As the following table shows, the largest gender disparity within
racial groups appears among Africans, while Indian students are
almost equally represented by gender.

Table 9.3.—Student enrollment by race and gender, 1990

Gender %
~__Race Enrollment Male Female
White 48,852 60.8 29.2
Indian 5,976 52 48
Coloured 4,625 63.7 36.3
African 12,721 69 31
_?otal 72,174 61.7 38.3

Source: DNE, NATED 02-214 (90/08)

9.4 FACJLTY

General norms are prescribed for the number of posts to which an
institution is entitled as well as the ratio between the various
types or levels of posts. Technical colleges require applicants to
have an M+3 qualification and a minimum of five years of irdustrial
or commercial experience. The autonomous colleges can make
appointments up to a particular level, usually senior lecturer.
All the other colleges make recommendations to the minister who
often exercises his right to make the final decision.

As Table 10.4 below indicates, the majority of the staff employed
have either an M+3 or M+4 qualification. Thus they satisfy the
minimum academic requirement for appointment. Listings of the
qualifications of staff members in the college brochures suggest
that, while technically qualified, they do not have sufficient
academic underpinning in the field of education. VYet they are
requirec to use special skills in curriculum development,
instructional material design, and instructional methodolegies.
Staff development in this important area of technical education
could lead to improved teaching effectiveness.
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Table 9.4.--Staff qualification by department and jender, 1988

Départment <M+3 M+3 M+4 >HM+4 Total
Assembly M 22 348 423 302 1,095
(White) F 17 187 389 94 687
Delegates M 0 48 34 19 101
(Indian) F 2 13 18 6 39
Represent. M 2 134 89 54 279
(Coloured) F 4 37 40 6 87
DET M 20 178 98 57 353
(African) F 14 35 91 24 164
Nat.states M 73 284 41 19 417
F 9 16 22 5 52

Total 163 | 1,280 | 1,245 586
3,274

% of total 5 39 38 18

Source: DNE, NATED 02-215 (91/01)

There are no black staff members lecturing at traditionally white
technical colleges. As with technikons, however, there are many
white staff at black institutions. Whereas about 50 percent of the
institutions are traditionally white, Table 9.5 shows that whites
constitute about 80 percent of the total staff at all the technical
colleges in the country.
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Table 9.5.—Number of technical college educators with permanent
appointments by race group, 1991

Race group Personnel by gender % % of
females total

Female Male Total by race
White 946 1,621 2,567 37 79
Indian 35 98 133 26.3 4.1
Coloured 40 227 267 15 8.2
African * 28 242 270 10.4 8.3
Total 1,049 2,188 | 3,237 32.4

* Excludes TBVC
Source: DNE, NATED 02-214 (91/08)

9.5 ADMINISTRATION

As mentioned above, technical colleges have traditionally been
grouped within the school sector and are therefore subject to
significant central control by the departments of education. They
do have advisory councils, generally made up of between 7 and 15
members drawn from local authorities, business and industry,
departmental officials, and people who have a particular interest
in or knowledge of technical education. Advisory councils have nc
authority over the budget, the staff, or the administration of the
institution. Their role is primarily to assist in curriculum and
course design and to advise the minister on a1 range of issues.
Since 1985, some technical college councils in the House of
Assembly have been granted greater decision-making authority.
Technical colleges in the House of Delegates are still directly
accountable to the Executive Director of Education, and they are
only now starting to establish advisory courcils.

The management of the institution is the responsibility of a
principal who reports to the executive director of education of the
appropriate education department or to his or her nominee. The
most common lines of authority and responsibility are as follows:



Figure 9.1.—Technical college organogram
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Thus authority over and control of technical colleges is vested in
senior departmental officials and the principal, with a strong
influence from the advisory committee.

Tabie 9.6 below shows that, with the notable exception of the

coloured institutions, all the power positions in technical
colleges are in the hands of Whites.

\
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Table 9.6.—Racial composition of the senior staff and advisory

councils of technical colleges, 1991

Government |Number Distribution of positions by race
department of
collg.| Position |White |Indian |[Colrd |Afrcn
Assembly 69 Principal 69 0 0 0
(White) V. Princ. all 0 0 0
Council all 0 0 0
Delegates 3 Principal 2 1 0 0
(Indian) V. Princ. 0 0 0 0
Council No councils yet
Represen- 14 Principal 5 0 9 0
tatives V. Princ. 4 0 2 0%
(Coloured) Counciil 47 55
DET 22 Principal 22 0 0 0
(African) V. Princ. No data
Council 50% 50%t
Homelands 28 Principal
and V. Princ. No information
self-gov. Council
states
* Only 6 posts exist, 4 institutes have no councils.
t Estimated by DET
Source: Personal communication 21/11/91
While some of the larger technical colleges have SRC’s, student

governance is generally underdeveloped at technical colleces. Only
at the white institutions are staff organized into a unigue staff
association. At the black colleges, black staff nembers belong to
different associations such as the Public Service ILeague, while
white staff members are organized separately. None of these farmal
or informal staff associations has a very strong lobby with the
education departments or with the Association of Technical College
Heads.

9.6 RELEVANCE OF CURRICULUM

Prog:rams offered at technical coll:ges and technikons must prepare
students to work in a country that is both developed and
underdeveloped. On the one hand, South Africa is highly
industrialized by African standards; on the other hand, a laxge
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percentage of its urban population lives in shanty towns. South
Africa also has a 1large rural population, especially in the
homelznds and independent states. A province such as Natal has a
substantial rural popuiation with needs that are very differernt
from those of the people in urban areas such as Durban. Hence
courses must be relevant and responsive to the needs of different
populations.

9.7 FACILITIES

While it was not possible to determine the cppropriateness and
adequacy of physical facilities at all technical colleges, a
general impression is presented based on the sampling of colleges
that were visited. The quality of the facilities generally follows
the funding pattern for education within the various departments.
The white technical colleges have the best facilities, while some
of the most under-resourced institutions are in the self-governing
states. The wide range of resourcing (both capital and current)
between and within education departments is a matter of concern.
The high-gquality institution provided by the DET ir Durban is an
ex.ception to this generalization.

In general, kowever, technical colleges are poorly or
inappropriately equipped. Some of them, like the ones in Umlazi
and Gugulethu, look like underfunded high schools: they do not
have any equipment at all. Of all the technical colleges visited,
only one was well equipped. After visiting this institution, it
became clear to the Team that a technical college’s leadership is
critical to its quality and even survival. In this particular
case, the principal is a man of vision who has been able to
convince industry to assist him in equipping his institution.
Contrast this to another technical college we visited where the
principal was dismantling his equipment and offering only
theoretical courses in the hope that his students would gain their
practical experience in industry.

9.8 FINANCE

Other than the technical colleges that have gained autonomy in the
House of Assembly, the majority of colleges operate on a budget
system that is strictly enforced. Institutions submnit a budget for
current and capital expenditure to the relevant education
department. This budget is approved, with or without adjustment,
and the ccllege is then entitled to incur the expenditure through
the finance division of the department, which places the orders and
administers the payments.



The college may establish a fund that can be administered by the
principal and the advisory council. However this fund is subject
to regulations set by the education department as well as to
departimental audits. Colleges are permitted to augment the fund by
retaining student registration fees. Tuition fees are collected by
the college and then paid to the education department.

Total expenditure on technical colleges for 1989 was R298.1m, of
which R245.6m (€2%) was recurrent expenditure and R52.5m (18%) was
capital expenditure. Although tertiary enrollment comprised
approximately 23 percent of total enrollment in 1989, it is
impossible to separate tertiary education expenditure from total
expenditure. Capital expenditure of significant amounts occurred
in the white, coloured, urban African (DET), and QwaQwa education
systems.

Expenditure by education department and expenditure per student by
race are provided in Tables 10.8 and 10.9. The white education
department with 66 percent of total enrollment receives 36 percent
of the funds, the coloured department with 6 percent of the
students receives 17 percent, the Indian department with 8 percent
of enrollment spends 4 percent of the funds, and the African
education systems with 20 percent of enrollment get 43 percent of
the allocated resources.

Table 9.7.—Expenditure by education department,

1989 (Rm)

Education department Expenditure

Current Capital Total
House of Assembly 98.7 10.. 108.8
House of Delegates 10.2 0.4 10.6
House of Representatives 39.3 12.2 51.5
DET 59.3 20.1 79.4
Self-governing homelands 38.1 9.7 47.8
Total 245.6 52.5 298.1

Source: Computed from DNE (1990)



Table 9.8.—Expenditure per student by race, 1989

Race Enrollment Current exp. Total exp.
per student (R) |per student (R)
African 13,798 (20%) 10,053 13,128
Coloured 4,160 ( 6%) 8,956 11,736
Indian 5,882 ( 8%) 1,365 1,419
White 45,694 (66%) 1,888 2,081
Total 69,534 (100) 3,532 4,287

Note: Excludes TBVC
Source: Computed from DNE (1990)

In summary, unequal racial distribution of resources by student
enrollment has led to disproportionate expendlture per student in
the African and coloured systems. This is due to the segregated
education structure and to the geographic dispersion of the
technical colleges for these two groups. As a result, these
institutions are ot cost effective.

9.9 ARTICULATION

Students can move relatively easily from schools to technical
colleges because both institutions belong to the same subsector of
the education systen. However articulation between technical
colleges and tertiary institutions is virtually impossible without
a significant loss of time for the student. Such transfers are
confined to specific institutional negotiations.

Students who gualify at a technical college with an NTC III (four
sukjects) and pass the two official languages at the Senior
Certificate level are regarded as having the equivalent of a Senior
Certificate. Therefore they are technically eligible for admission
to any tertlary program that does not have matriculation exemption
as a minimum requirement. In practice, however, few technikons
will admit such studerts, either because they give preference to
enrollees from an academic school stream or because they have
increased their admission criteria beyond this limit. Given the
reluctance of the technikons to grant them access, these students
continue with the NTC IV to VI certificates rather than trying to
transfer to a technikon.

In a 1991 policy statement, the Committee of Technikon Principals
recommencded that the "role and position of the technical college be
re-established as a natural precursor for technikon education."
This statement should be translated into a system that will
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facilitate the process. Articulation between the training programs
run by industry and the formal programs at the technical colleges
should also be examined in a more detailed study.

9.10 RECOMMENDATIONE FOR TECHNIKONS AND TECHNICAL COLLEGES

9.10.1 Equity for African students
9.10.1.1 Enrollments

The number of African students in technical training institutions
should be increased by the following measures:

1. Improving the quality of African primary and secondary
education

2. Encouraging formerly white technikons to increase their
intake of African students

3. Discouraging former white technikons from raising their
admission standards

Mechanisms should be developed to ensure that African applicants
for admission (especially females) are well informed about the
technikons and technical colleges, and are encouraged to enroll in
programs from which they have traditionally been excluded.
Technikons could institute a quota system to ensure that a certain
number of African students are admitted each year.

Students from disadvantaged backgrounds should be given various
forms of firancial assistance including the following:

¢ Grants, scholarships, and bursaries

® Bonded scholarships or bursaries

® Sponsorship by public or private employers

®* Subsidized services such as meals and housing

¢ Tax concessions for private educational expenditure

® Subsidized and unsubsidized student loans at bank market
rates

9.10.1.2 8taff reorientation
Staff should be assisted in overcoming the social and educational
problems that are likely to energe along with the new racial and
political environment in tertiary institutions. A unit sliould be
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established at each institution to mentor individual staff members.

9.10.1.3 Academic support programs

Intervention aimed at improving retention is an important way to
address equity issues. Institutions should be funded to develop
teaching and learning ctrategies to improve the pass rates of black
students. This funding could be 1linked to the institution’s
commitment to improve the retention rate by a predetermined number
of percentage points.

9.10.1.4 Equal access to specialized programs

Africans must be given access to courses that have been monopolized
by Whites, especially at the National Higher Diploma, master’s, and
laureatus 1levels. Programs where Blacks are -currently
under-represented include engineering, science, dental and plastics
technology, and radar sciences. This imbalance could be addressed
by making bursaries available to black students discipline-
specific. '

9.10.2 Equity in staffing and leadership

Many more Africans need to be employed in both teaching and senior
management and administrative positions. As indicated earlier,
there wera 2,005 Whites, 94 coloureds, 131 Indians and 59 Africans
teaching in technikons in 1990. This situation did not change
drastically in 1991. Massive staff development programs are
clearly needed to increase the number of black lecturers. One
possibility is to have technikons and technical colleges identify
their most competent senior black students with the potential of
becoming faculty members. Scholarships would be provided so that
these students could obtain the qualifications and industrial
experience leading to a faculty appointment. Students could be
sent overseas or to local institutions on scholarships provided by
individual institutions, industries, the state, and donor agercies.
Black women should (unstitute at least 50 percent of the students
selected for this program.

Existing klack staff members at technikons and technical colleges
should also be assisted to improve their qualifications so they are
able to compete for senior posts that become available. In
addition, Africans in industry should be encouraged to take up
teaching in technikons by offering them attractive packages.
Rectors must make an effort to look for Africans and encourage them
to apply for teaching positions. A recruitment policy should be
established that involves a broad talent search as opposed to
simply advertising for "qualified people."

Finally, no Africans are rectors of technikons and technical
colleges. People of color need to be represented at this level.
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Africans must take part in the choice of leaders and in the
budgeting process. Moreover African students and parents should
have an opportunity to contribute fully to the activities of
technical institutions, and staff should play a significant role in
policy formulation and implementation. Both the system as a whole
and the locus of decision-making in individual technikons and
technical colleges need to be decentralized.

9.10.3 Development of instructional materials

Units should be established throughout the subsector for the design
and development of instructional materials. Units for different
disciplines could be located at different institutions with the
proviso that they service the entire subsector. This program could
~help to lessen the resource cost for students by reducing their
dependence on expensive imported publications.

9.10.4 Research

Institutional policies should be formulated to allow staff to
engage in contract research activities, both individually and in
collaboration with industry. To motivate staff to participate,
such research activities should count toward their promotion within
the institution. Research should be problem-specific and directed
to alleviating problems affecting local communities in areas such
as health and housing. Collaborative research should also be
encouraged between technikons and universities.

9.10.5 Community service programs

Policies should be developed to encourage students to participate
in the new South African society. Qualified students should work
in rural and economically underdeveloped communities in areas such
as public health and electrification both during and after their
formal educational program.

9.10.6 PFacilities

Academic and residential facilities in some of the black
institutions need to be upgraded. An indepth needs analysis is
required.

9.10.7 Rationaligation

Compared to university students, the ratio of technical college and
technikon students per thousand of population is very low. While
the capacity of technical colleges needs to be expanded in order to
prepare .aore technically trained people, there could also be a
degree of rationalization between the technikons and the technical
colleges at the more advanced levels (NTC IV and higher). Only 24
percent of total technical college enrcllments are located at these
levels.

9-13



Of the 137 technical colleges, many are small institutions that do
not operate effectively and attract few students. Therefore it may
be advantageous to combine institutions for administrative purposes
while using facilities more efficiently in order to increase
student intake.



CHAPTER 10

COLLEGES OF EDUCATION
10.1 OVERVIEW

Teachers are trained in colleges of education, in universities,
and in technikons. Most primary and some secondary teachers are
trained in the colleges. Universities educate most of the
secondary teachers and a small number of the primary. Nearly a’l
secondary teachers of vccational subjects are trained in
technikons, and a small and diminishing number of colleges are
devoted to the training of black technical teachers.

The government has prescribed a comprehensive set of criteria for
the nationwide recognition of teachers’ qualifications. These
criteria set forth the subjects to be taken and the minimum
admission requirements for the various curricula. For example, a
curriculum for the one-year postgraduate hi_aer diploma in
education (training teachers for secondary school) must follow an
approved degree and must include education (history, philosophy,
psychology and sociology of education, didactic, school guidance
and counseling, and the organization and administration of
education), computer education science, Bible education, teaching
aids, metlods in two secondary school subjects, a language
competence certificate, and at least six weeks of practice
teaching.

10.2 OVERSIGHT OF TEACHER EDUCATION INSTITUTIONS

Table 10.1 outlines thz various oversight arrangements for South
Africa’s teacher education institutions.
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Table 10.1.—Academic supervision of teacher education

institutions
Auton Affil. | DET | House of | House of
to univ Rep/DEC Delg/DEC
University faculties
of education X
Giyani College
of Bducation X
Other colleges
in self-governing
states X
Colleges in
Transkei and
Bophuthatswana X
Ccllieges in
Ciskei and Venda X
Black colleges X
Coloured colleges X
Indian colleges X
White Colleges X
Promat College
of Bducation X
Technikon schools arrangements differ according to
of education administering authority

With a single exception, each of the colleges is owned by one of
the government departments of education. The exception is the
Promat College, owned by the Promat Trust, with no racial
restrictions on admissions, but with a de facto African enrollment.

Of the state-owned colleges of education, the largest group
comprises those run by the governments of the self-governing
states. With the excep..on of the Giyani College of Education in
Gazankulu, which 1is affiliated with the University of the
Witwatersrand, these colleges follow the curricula and examinations
of the national Department of Education and Training (DET).. This
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arrangement also is applicable to another 15 colleges owned by the
DET outside the homeland areas, and to the colleges of two of the
independent states, Ciskei and Venda. Those in Transkei and
Bophuthatswana are affiliated with those states’ respective
universities.

The colleyes set up for Indian and coloured students are
academically controlled, as well as owned, by the respective
racially specific ministries of education.

All of the 12 white colleges are now permitted to accept black
students, but in some cases under restrictive conditions.
Admissions criteria are determined by the councils of the
individual institutions. Owned by the House of Assembly, each of
the white colleges of education is affiliated with a university.
The university participates in the decisjon-making bodies of the
college, the appointment of at least the senior staff, the approval
of curricula and syllabi, and the moderation or external review of
examinations.

Most teachers of technical and commercial subjects are trained in
the schools of education of the technikons. The Johannesburg
College of Education also includes provision for the training of
vocational teachers.

In white colleges and at Promat College of Education, the basic
teacher education program is four years. In the government-owrned
black colleges, it is four years for secondary teachers and three
years for primary. Certain colleges also have postbasic curricula
for the upgrading of teachers.

In addition to the colleges of education, all the universities
other than Medunsa offer their own teacher training programs.
Within the national criteria, the universities’ curricula for
teacher education vary considerably in content, emphasis and
teaching strategies. Common programs include postgraduate diplomas
in education and four-year composite degrees for secondary (and in
a few cases primary) teachers. VISTA University also offers a
certificate and diploma in secondary education as well as a primary
education certificate.

10.3 STUDENTS

10.3.1 Patterns of enrollment

Fourteen of every 100 students currently enrolled in the tertiary
sector are in colleges of education. Students are admitted with a
Standard 10 School Leavers Certificate. With a few exceptions,
enrollments in teacher education institutions are confined to the
racial group for which they were established. The exceptions are
among the English-medium white universities, where there are
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increasing numbers of black teacher trainees, and certain of the
English-medium white cclleges whose provincial government owners
are in the process of diminishing or removing racial restrictions
for entry.

Student data for individual colleges either owned or controlled by
the DET are not available. Data are available for the DET system
as a whole, however. Table 10.2 below indicates the racial
composition, sex, and number of students enrolled in the two major
qualification groups, diploma and postdiploma. The data are based
on preliminary education statistics for 1991.

Table 10.2.-Number and percent of students enrolled for diploma and
postdiploma by racial group and sex, 1991

Race group Diploma |Percent| Postdip. |Percent| Totals M/F
percent
African *
DET RSA F 6,524 96 305 4 6,829 69
M 3,014 96 122 4 3,136 31
Tot:al 9,538 96 427 4 9,965
Self-gov. F 16,158 100 0 0 16,158 63
M 9,672 100 0 0 9,672 37
Total 25,830 100 0 0 25,830
Whites F 419 6 6,157 94 6,576 75
M 83 4 2,107 96 2,190 25
Total 502 6 8,264 g4 8,766
Indians F 22 2 990 98 1,012 59
M 8 1 706 99 714 41
Total 30 2 1,696 98 1,726
Coloureds F 3,417 71 1,367 29 4,784 61
M 1,925 63 1,146 37 3,071 33
Total 5,342 68 2,513 32 7,858
All Grps F 26,540 75 8,819 25 35,359 65
M 14,702 78 4,081 22 18,783 35
Total 41,242 76 12,900 24 54,142

* TBVC not included
Source: DNE, Preliminary Education Statistics for 1991

At present only 4 percent of the African students are enrolled in
postdipioma programs. This is because historically the African
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colleges offered only diploma courses. Recently, however, some
have begun offering postdiploma programs and some of the colleges
in the other racial groups have begun admitting African students.

All white colleges affiliated with white universities and the two
Indian colleges offer postdiploma courses. Ninety-eight percent of
the Indian and 94 percent of the white students are enrolled in
these prograns.

Women lead men in enrollments in all racial groups and comprise 65
percent of the student population in the colleges. The white
colleges have the highest proportion of women (75 percent), and the
Indian colleges the lowest (59 percent).

Table 10.3 provides a comparative analysis of staff-student ratios.

Table 10.3.—Ratios of lecturers to students, administrative staff
to students, and service staff to students by race, 1989

Race Lecturer- Admin. staff- Service staff-
student ratio student ratio student ratio

African 1:10 1:31 1:30
Coloured 1:17 1:35 1:36
Indian 1:11 1:13 1:88
White 1: 9 1:15 1: 9

Source: Computed from DNE statistics, 1990

This table suggests that financial and human resources are
inequitably distributed between African and coloured colleges on
the one hand and white and Indian colleges on the other. 1In *the
case of white colleges, this is probably due to low and declining
enrollments and overstaffing. Several of these institutions have
been closed because they had too few students. Indian colleges are
characterized by 1low lecturer-to-student and administrative-
staff-to-student ratios but by the highest service-staff-to-student
ratios.

Many campuses, even relatively new ones, are overcrowded. There
are several reasons for this. More black students are attending
colleges of education. The repeat rate of students who fail or who
return after dropping out (usually after the first year) places a
burden on the system. Some estimates suggest that over 50 percent
of students take more than 3 years to complete a diploma. The
number of students fulfilling the requirements for a diploma is
sumnarized in Table 10.4 below.
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Table 10.4.—Number of students enrolled and completing
requirements in diploma courses, 1989

Race Number enrolled Number completing
African *
RSA 29,670 5,481
Homelands 20,181 4,025
White 875 394
Indian - -
Coloured 6,676 1,258
TOTAL 56,529 10,764

* TBVC not included
Source: Personal communication from DNE, EduSource, 1991

The low completion percentages of African and coloured students
suggest that a large number of them were either repeaters or
drop-outs.

10.3.2 8tudent governance

Each college of education has a democratically elected student
representative council (SRC) which represents students in dealings
with the administration and the systenm. One notices a marked
difference in the concerns and sophistication of the SRC’s among
the colleges. Urban African students and, to a lesser degree,
rural Blacks have been actively involved in protests against
apartheid. These students are politically aware and willing to act
against perceived injustices.

10.4 FACULTY

10.4.1 Distribution by race and gender

Colleges were not permitted to appoint staff members from other
races uintil 1984. The exception was that white staff could be
appointed to black colleges. Of course the reverse was not
permitted. With the lowering of this restriction, there is still
little mixing of races in colleges ~xcept in the black ones. The
following table presents data on *..e race and gender of faculty
throughout the subsector.
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Table 10.5.-feaching staff of all colleges of education by sex and race,

1988-89
Teachers - Schools
White |Asian |Coloured DET SGT Total |% of tot |

White M 535 8 9 330 161 1,043
F 495 2 51 419 312 1,279

Total 1,030 10 60 749 473 2,322 51
Coloured M 0 0 283 0 1 284
F 0 0 158 0 0 156

Total 0 0 441 0 1 442 10
Asian M 0 74 5 0 16 a5
F 0 27 4 0 14 45

Total 0 101 9 0 30 140 3
African M 0 0 0 165 842 1,007
F 0 0 0 169 460 629

Total 0 0 0 334 |1,302 1,636 36

TOTAL M 535 82 297 495 (1,020 2,429 53
52% 74% 58% 46% 56% 53%

F 495 29 213 588 786 2,111 47
48% 26% 42% 54% 44% 47%
Total 1,030 111 510 1,083 |1,806 4,540

Source: DNE, Preliminary Education Statistics Jor 1989 and personal

communication with DNE

Fifty-one percent of all lecturers in colleges of education are
white. African lecturers represent 36 percent of the total, and
coloureds and Indians the other 13 percent. All the lecturers in
white colleges of education are white. The staff of the other
colleges is racially mixed to some extent. Forty-three percent of
the lecturers in African colleges are white, and 60 percent of that
group are women. Overall, 47 percent of college staffs are women
and 53 percent are men. DET-owned colleges in the nonhomelands
have the highest percentage of women, 54 percent, and the Indian
colleges have the lowest, 26 percent.

10.4.2 Qualifications

The designations of rank for colleges of education are:. lecturer,
senior lecturer, head of department, vice rector, and rector. The
qualifications required for the posts vary with the racial
orientation of the college and are set by them. All lecturers in
white colleges must have a teaching qualification and a minimum of
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five years teaching experience. 1In aidition, senior lecturers must
have an honors or master’s degree, and department heads and rectors
require a master’s and three years teaching experience in college.
The DET colleges are now using the same criteria for employment.

The requirements in the black colleges in the self-governing
homelands vary according to their individual needs. At present all
black colleges are moving toward the degree requirement, but some
of the more isolated ones must take less qualified people. When
colleges in the self-governing homelands are unable to find
lecturers with even minimal qualifications, the DET will sometimes
send in a lecturer until a qualified candidate can be located.

Table 10.6 below summarizes the number of lecturers grouped by race
in each qualification category for all colleges of education.
Definitions of relevant qualification categories are found below
the table.
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Table 10.6.—Qualifications of lecturers in colleges of education

by race
Race Qualification categories
aj | a2 | a2m | al A B C D E F G |[Not
cat
African
colleges:
DET
White 0 0 0 0 2 2 | 62 1248 [219 (142 | 50 | 23
African 0 0 1 4 39 |41 | 75 | 79 | 79 | 14 1 2
Total - - 1 4 41 | 43 |137 327 [298 (156 | 51 | 25
African
colleges:
SG Home:1.
White - - - - - 7 | 71 (190 (127 | 49 13 -
Coloured - - - - - - - 1 - - - -
Indian - - - - - - - 4 5 4 2 -
African 1 2 5 7 20 | 40 208 |533 {407 | 55 | 12 | 12
Total 1 2 5 7 20 | 47 279 |728 [539 (108 | 27 | 12
White
colleges:
White - - - - 1 2 | 17 |218 |240 (323 |201 | 28
Total - - - - 1 2 | 17 |218 240 (323 |201 | 28
Indian
colleges:
White - - - - - - 1 3 3 1 - 2
Indian - - - - - - 2 8 | 24 | 51 7 9
Total - - - - - - 3111 ) 27 52 7111
Coloured
colleges:
Whites - - - - - - 7] 20 | 20 | 10 3 0]
Coloured - - - 1 2 10 ( 31 (101 |170 | 95 | 14 | 17
Indian - - - - - - 1 3 3 2 - -
Total - - - 1 2 10 | 39 |124 (193 (107 | 17 | 17

Note: C - Std 10 plus three years apposite training
D - Std 10 plus four years apposite training
E - 5Std 10 plus five years apposite training
F - Std 10 plus six years apposite training. Only professional qualified
educators can be classified under category F, and only provided such
persons are in possession of a recognized completed university degree.
Sources: DNE, Preliminary Education Statistics, 1989 and personal
communication with DNE



By combining the two highest category totals for each college, one
can make an informal comparison of the qualifications of the
lecturers. The majority of the lecturers in the African and
coloured colleges fall in the D and E categories, that is, Standard
10 plus four or five years. The majority of the Indian and white
lecturers are in the E and F categories, Standard 10 plus five or
six years. Thus most of these lecturers have taken postdiploma
programs, and those in category f have degrees. 1In summary, many
of the 1lecturers in the African and coloured colleges are
disadvantaged regarding educational qualifications. This reflects
the lower requirements for employment noted above.

J0.4.3 Faculty associations

All teachers employed by the white department, including college of
education staff, must be registered with the Teacher’s Federal
Council. This professional organization is represented on all
departmental advisory committees and is often quite influential.
College teachers may also join local and regional organizations on
a voluntary basis. Among other things, these organizations provide
forums for teachers to discuss common interests and problenms.
Attempts have been made recently to set up national organizations
as well. For example the South African Democratic Teachers Union
and the National Professional Teachers Organization of South Africa
were established in 1990-91.

10.5 FACILITIES

10.5.1 Campuses

Since 1980, many DET-owned or operated colleges of education have
had new ampuses built or old ones rebuilt or augmented. Older
campus2s are in good repair and attest to an active maintenance
program. Agriculture classes in the colleges are often responsible
for landscaping the campus, which often makes the difference
between drab and pleasant surroundings.

10.5.2 8tudent housing
Table 10.7 below shows that 34 percent of the students presently
enrolled in colleges of education live in college-provided housing.

Of that group, 56 percent are students attending DET colleges in
the self-governing homelands, most of which are in rural areas.
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Table 10.7.—Number of students using college housing

Race Male Female Total
African:

RSA 1,311 1,982 3,293

Homelands 4,967 7,199 12,166
White 1,506 3,407 4,913
Indian 70 112 182
Coloured 533 723 1,306
Totals 8,437 13,423 21,860

Source: Personal communicaticn from DNE, EduSource, 1991

Most students attending colleges of education in urban areas live
at home or with relatives. Students in rural areas depend on
college housing. Students interviewed at one rural institution
where no housing is available had to find affordable accommodation
in villages about 45 minutes from the campus by taxi. They were
often late for class. As the other races begin to open their
colleges to African students, housing will be a problem for them if
campus residences are not provided. Many communities still will
not rent to African students. Of course the demand for housing
might abate if instruction were more efficient and the output of
students increased.

10.5.3 Libraries

Most of the DET colleges visited had excellent library buildings,
but they lacked even & basic collection relevant to the curriculum.
Two of the libraries contained only children’s books and a few
works of adult fiction. Apparently the DET provides funds for
buildings and equipment, but not for books. These must be paid for
out of student fees, and they are unfortunately low on the list of
priorities.

The libraries in the white colleges were good to excellent in terms
of the quality and quantity of the collection. Some of the
libraries also had video and audiocassette facilities for student
and staff use.

10.5.4 Audiovisuzl equipment

All colleges visited had audicvisual equipment including overhead
projectors, audiotape recorders and playback units, slide
projectors, and at some co.leges, a videocassette recorder and
playback unit. This equipment was well maintained and operational
orn all campuses visited. A technician was in charge of maintenance
and distribution.
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10.5.5 Microteaching facilities

All colleges visited had microteaching facilities. The DET
institutions had one videocassette recorder and playback unit and
one monitor. This was hardly adequate considering the number of
students being served. In most colleges, students would be
videotaped only once or twice during the year.

One DET college had a video projector in a large tiered lecture
room where students could view and discuss videotapes of
microteaching sessions. Unfortunately the room lacked drapes to
make it sufficiently dark.

10.6 FINANCE

Because of the paucity of data on teacher training, the financial
analysis is comparatively brief. No data at all were available for
the TBVC regions. Information for other areas was only available
for 1989, so a time trend analysis of expenditure is not possible.
Finally, data are compiled only by education department and not Ly
individual institution.

Total expenditure on colleges of education for 1989 was R678.3m, of
which R523.3m (77%) was recurrent expenditure and R155.0m (23%) was
capital expenditure. Spending by education department is provided
in the table below. Catering to 20 percent of the students, the
white education department receives 23 percent of the funds; the
Indian department with 2 percent of the students spends an
equivalent amount; and the coloured department with 18 percent of
the students spends 24 percent of the budget. The African
education departments have 60 percent of the students and receive
51 percent of the funds. Sixty-nine percent of capital
expenditure, however, is in the African education departments, with
most of these resources being used for building programs.

10-12



Table 10.8.—Expenditure by education department, 1989 (Rm)

Education department Expenditure
Current Capital Total
House of Assembly 137.9 17.1 155.0
House of Delegates 13.1 0.5 13.6
House of Representatives 131.8 31.2 163.0
DET 113.6 22.9 136.5
Self-governing homelands 126.9 83.3 210.2
Total 523.3 155.0 678.3

Source: Computed from DNE (1990}

Table 10.9 below shows the expenditure per student by race.

Table 10.9.—Expenditure per student by race, 1989

Race Enrollment Current exp. Total exp.
per student (R) |per student (R)
African 29,763 8,081 11,649
Coloured 8,781 15,010 18,563
Indian 1,235 10,607 11,012
White 10,125 13,620 15,309
Total 49,904 10,486 13,592

Note: Excludes TBVC
Source: Computed from DNE (1990)

10.7 THE DET-CONTROLLED COLLEGES

10.7.1 cCurriculum and institutional ethos

The largest group of colleges (66 of the 101) are academically
controlled by the Department of Education and Training. This group
comprises those which are owned' by the DET, those in the
self-governing states, and those in Ciskei and Venda. The syllabi
and prescribed approaches of the DET are particularly influential
in the education of black students.

While the training offered by a number of teacher education
institutions is consistent with the concerns and values of a
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post-apartheid Souvth Africa, this is not true of the DET-controlled
institutions. These colleges are permeated by values and
strategies that are inconsistent with international developments in
teacher training and antithetical to the democratic reconstruction
of education in South Africa. Many of the syllabi embody a narrow
educational philosophy; they focus on the material that the
teacher-trainees will eventually teach rather than on the students’
own education. The prescribed programs do not encourage trainees
to develop critical abilities to apply to their own classroom
situation.

The authoritarian spirit in the colleges permeates not only the
curriculum but the institutional ethos as well. As noted by two
staff members familiar with this group of institutions:

Most colleges function on an organizational pattern
that emulates that of a secondary schcol, with an
inflexible and full time-table marked by bells and
lecturers moving in and out of isolated classrooms,
and recreating discrete 1lessons to separate
class-groups . . . . Given an allocation of 45
periods and up to 18 separate subjects . . . it
becomes self-evident that students will find the
curriculum fragmented, confusing, demoralizing and
disempowering . . . . The consequence of this
fragmentation and the absence of any real attempt to
confront or model realistic alternatives is that
students are . . . '"cooled out," 1lose their
idealistic aspirations, and give up hope of
cperating differently. (Kenyon, 1991)

This ethos derives from a school of thought called "Fundamental
Pedagcgics" that dominates the philosophy of education of all the
Afrikaans-medium teacher education institutions, as well as most of
the black ones. Fundamental Pedagogics incorporates all the racist
notions embodied in the Christian National Education program (CNE)
formulated in 1948. As a way of thinking about education, it
inhibits critical scrutiny of the values inherent in the apartheid
ideology as articulated in the CNE policy. Moreover its tenets
permeate all aspects of teacher training, including disciplines
such as the psychology of education, the sociology of education,
and so on. According to Penny Enslin, Fundamental Pedagogics
promotes the CNE idealogy through practices like the following:

e "Students of education are provided, by means of the
syllabuses, prescribed readings and examinations in
Fundamental Pedagogics, with the ideology which suits
the roles which they will have to fulfill as teachers,
bureaucrats and professional ideologists.

e "The nature of research conducted in the institutions
in question is determined by the ideology of CNE and
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by the role of Fundamental Pedagogics in the
reproduction of this ideology. Such research, which
excludes issues and analyses which might threaten the
official ideology, can at best make only a limited
contribution to issues of theoretical relevance to
educatiorn.

¢ "The structuring and staffing of departments of education
is determined by the structuring of Pedagogics into its

part-disciplines, which reflect, of course, the
epistemological presuppositions of Fundamental
Pedagogics." ("The Role of Fundamental Pedagogics in

the Formulation of Educational Policy in South Africa,"
in Kallaway, 1984)

Far removed from this rigid, formalistic approach to education are
the currents of liberal and radical thought that characterize the
debates, d.scussions, and policies of most of the education
faculties in the English-medium historically white universities.
These latter attitudes also extend to increasing numbers of the
younger personnel (particularly Blacks) in the historically black
faculties of education. The outlook and orientation of these
teacher trainers were reflected in the paper topics at the 1991
Kenton Education Conference, which included the following:

* Equity and Equality in Education: Research and Policy
¢ The Challenge to Teacher Education in the New South Africa
®* Policy Options for a Future Post-Secondary Education System

® Shifting the Paradigm: An Exploration of the Culture of
Learning of Education Students at the University of
Durban-Westville

10.7.2 Administration

The leadership role played by rectors and other members of the
administrations of the colleges of education varies with the
character of their university affiliations. It also depends on the
policies and outlook of the government education authority under
which each college falls. Where the college has an effective,
charismatic leader at its head and a responsive university
adninistration as backup, the resources of the university can
greatly enhance the academic program in the college.

In DET-owned and ccntrolled colleges, on the other hand, the scope
of local initiative is limited. All curriculum determinations and
policy decisions emanate from Pretoria, personnel do not share in
academic decision-making, and the syllabuses and final examinations
are identical throughout the DET subsystem. Local community
org..1izations, teachers, and student organizations are not
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represented on college councils, and the colleges are not
organically related to local communities. The general picture is
one of authoritarian governance and of insulation from the worlid
beyond government-controlled black education.

10.7.3 Faculty attitudes

Whatever their formal qualifications and experience, lecturers who
are pedestrian in their teaching are obviously out of place in
colleges of education, where stimulating and challenging approaches
are particularly necessary. But DET-controlled colleges do not
foster and retain people likely to stimulate teacher-trainees
through a lively curiosity, an exploratory mecde of teaching, and a
concern for educational reform in a changing South Africa. Sixty
percent of the white lecturers are women, and many of them are
spouses of government officials or bureaucrats who live in nearby
communities. These lecturers tend to congregate in staff offices
or the staff lounge when they are not lecturing. They are often
condescending about their students, making comments like "It is so
hard for them to 1learn," or "They try so hard." One rarely
observes students interacting with lecturers except in the formal
class setting.

Exceptions to this generalization certainly do exist. A striking
example is reflected in the paper presented bv Alan and Viv Kenyon
at the 1391 Kenton Conference which is quoi.ed in Section 9.7.1
above. In general, however, staff members encountered by the TESA
team in the DET colleges did not show any signs post-apartheid
values or of the personal and professional attributes necessary for
effective teacher training.

Another cause for concern is the apparent dilemma of black
lecturers in at 1least some of the DET cclleges under white
leadership. In the course of a visit to one such ccllege, two TESA
team members were invited to meet personnel in the staff room
during a coffee break. An inquiry from the visitors about the
aksence of black colleagues led to a hasty search, and two of them
were finally brought in to be introduced. These black lecturers
left as scon as they could do so without being impolite; they were
ciearly not used to a comfortable collegial relationship in the
staff room. One can imagine how much academic and professional
potential might be uncovered if such black lecturers had the
benefit of a stimulating and supportive institutional ethos.

The personnel situation in other colleges under the race-based
education authorities (beyond DET’s ambit) is more varied.
State-controlled tzacher education institutions within these
structures obviously do not have policies favoring Africanization
or democratization, but some personnel within certain of the
colleges support such an orientatiocn. Such people include coloured
and Indian lecturers and leaders in colleges designed to serve
their respective groups, as well as many of the lecturers in the
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English-medium white colleges. In this 1last subgroup,
institutional leaders have been active in pressing state
authorities to admit black students to their campuses with some
signs of success.

10.8 ADVANTAGES OF UNIVERSITY AFFILIATION

As mentioned above, all the white colleges of education are
academically affiliated with universities. This arrangement allows
the wuniversities to participate in the colleges’ curriculum
construction, -examinations, personnel selection, and governance.
Such an affiliation exists for only two institutions other than the
white group, namely the de facto black colleges related to the
University of the Witwatersrand. A nonracial admissions policy was
made a condition of this affiliation.

Colleges of education that are affiliated with universities are
likely to have philosophical approaches consistent with those of
their institutional partners. While all teacher training
institutions must observe the pattern of subjects required by the
national criteria, the universities differ among themselves in
their approach to education. Educational studies in the Afrikaans
and black universities have been carried out within a framework
consistent with policies of separate development. (However that
perspective has been challenged in recent years in the latter group
of institutions.) English-medium universities, on the other hand,
reflect more liberal and radical perspectives; they do not hesitate
to confront the current politically related controversies in
education.

Emerging in Zimbabwe and elsewhere in Africa, wuniversity
affiliation offers considerable potential for institutional
development when the relevant university faculty of education is
sufficiently nonauthoritarian to stimuiate initiative on the part
of college personnel. Not only does such a relationship foster the
professional development of many college lecturers, but it is also
a factor in attracting enterprising personnel to the colleges. At
the Giyani College of Education in Gazankulu, for example,
affiliation with a university with a proven track record enabled
the college to recruit an urusually high-calibre staff. Working in
conjunction with the university, this staff has moved ahead rapidly
to develop a new curriculum and to draft suitable examinations.
Contrast this experience with that of other institutions. For a
majority of the colleges of education, it is the DET that
determines the curriculum and sets the uniform final examinations.
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10.9 RECOMMENDATIONS

10.9.1 Institutional development

Consultations should be undertaken to reconceptualize the role and
orientation of the colleges of education, targeting such matters as
the following:

1. Student-centered curriculum development

2, Integration of theory and practice within a democratic
perspective

. Articulation hetween the various colleges and with the
universities

(%]

4. Services to loral primary and secondary schools and their
teachers

10.9.2 Training of science and math teachers

Black students will not ha/e access to professional fields of study
until the teaching of science and mathematics at the school level
is greatly improved. Few Blacks take math and science courses in
school, and of those who do, only 7 percent pass the mathematics
matric examination. Upgrading the training and qualifications
received by African teacher-trainees is one strategy for improving
the teaching of science and math.

10.9.3 8taff development

Inservice training is urgently needed for college of education
staff. Exchanges with appropriate institutions in other countries
would enrich the process. Resources are also needed for the
production of new teaching material. Finally, increased links
between colleges and educaticnally progressive university faculties
of education would stimulate institutional development and help
college personnel to improve curricula, teaching strategies, and
assessment.

10.9.4 Basic and applied research

Applied research projects should grow out of curriculum development
workshops. Many questions will arise that can only be answered
through action research in the classroom. Teachers must learn that
curriculum and instruction plans cannot be handed down from an
- authority or be developed by a few experts. Applied research may
also lead to the development of adult and community education
prog:ams.
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10.9.5 Community service programs

Discussion could begin by involving community leaders and
interested parents in dialogues about the kind of schools the
community wants for its children. This discussion could then
branch out to include services that other members of the community
need and that the college can provide. Out of these dialogues will
grow long-term initiatives to address adult education and community

needs.
10.9.6 Inservice programs

Colleges of Education for all racial groups do not have a tradition
of formal inservice programs for primary or secondary schools or
other community outreach activities. Teachers in community schools
have generally looked to the universities for upgrading courses to
meet their needs. The only formal contact that college of
education lecturers normally have with school staffs is in the
supervision of teaching practice.

Breaking with this tradition, the Soweto College of Education
recently employed a language consultant provided by the United
States Information Service. The consultant worked initially with
the college lecturers who taught language skills. Later a group of
‘ocal primary teachers were invited to the college to meet with the
consultant and lecturers to discuss problems they were having in
teaching language skills. Strategies were suggested and some ideas
tested. Then the lecturers and the consultant visited the teachers
in their schools and observed them. Al) teachers and lecturers
ultimately met with the consultant at the college to discuss
results and subsequent action. More programs of this kind are
sorely needed for the new South Africa.
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APPENDIX B

HISTORY OF TERTIARY EDUCATION IN SOUTH AFRICA
B.1 TEACHER EDUCATION

Teacher education has historically been segregated. Following
1948, the new government proceeded to nationalize control of
teacher training colleges for Blacks in accordance with the Bantu
Education Act of 1953.

B.2 TECHNICAL EDUCATION

Like the other subsectors, technical and vocational education
developed primarily along racially segregated lines. Historically,
technical colleges catered almost exclusively to Whites. It was
only in 1924 and 1929 that classes were run for coloured and Indian
students in Cape Town and Durban respectively by the 1local
technical colleges that served the white community.

In 1948, trade institutions were established for Africans in the
homelands. According to Monica Bot (1988, p.4), the first African

apprentices were indentured in 1980. Some of the technical
colleges for Whites were upgraded to Colleges for Advanced
Technical Education (CATE’s) under Act 40 of 1967. This act

granted these CATE’s more responsibility and managerial autonomy.
M.L. Sultan Technical College for Indians and Peninsula Technical
College for Coloureds became CATE’s in 1968 and 1972 respectively.
These institutions did not enjoy the same level of autonomy as that
afforded the so-called Act 40 CATE’s.

With time, these CATE’s became increasingly autonomous, yet they
still could not admit students of other races without ministerial
permission. These institutions continued to press for improved
status until the government finally announced that they would be
developed as tertiary institutions parallel to universities. 1In
1979 the CATE’s were renamed technikons and +*hcir pretertiary
courses were transferred to technical colleges.

In 1983, technikons were allowed to admit students of other races
subject to a quota. This was a complicated attempt to give them a
degree of freedom and yet ensure that the majority of the students
(90%) belonged to the racial group for which the institution was
established. The government insisted that the applications from
people of color for admission to white technical colleges would be
approved only in exceptional cases.



Although most technical colleges never challenged this governmental
position, a few technikons did resist or choose to ignore the
state-imposed quota. Between 1983 and 1989, restrictive admissions
policies at technikons were eroded to the extent that all-
technikons are now free to make their own decisions about
admission. Technical colleges were granted tihe same authority in
March 1991.

B.3 UNIVERSITIES

The university subsector was developed in an era when it seemed
inconceivable to white South Africans that any people other than
themselves could undertake the tasks of government. As a minister
of education put it in 1946, "We have institutions for a European
population of two million, but those institutions hava to train
persons to serve a population of ten million" (van der Merwe and
Welsh, 135). The system’s development has been heavily influenced
by political and ideological requirements; those relating to social
and economic needs have played a secondary role.

B.3.1 Establishment and devolopment of the white universities

Most white universities were formed as tertiary institutions in the
reconstruction period after the Anglo-Boer War. Their purpose was

as much philosophical as practical. In the words of a Rhodes
Trustee in 1904, their purpose was "to extend and strengthen the
Imperial Idea in South Africa." Until 1916, eight university

colleges were administered by the University of the Cape of Good
Hope, founded in 1873 as an examining body modeled on the
University of London. The 1916 University Act of South Africa
incorporated into a new federal institution, UNISA, the University
of Good Hope, and all the colleges, including Rhodes in
Grahamstown, Greys in Bloemfontein, Natal, and the Transvaal
University College of Pretoria. Two other former constituents of
the Good Hope University, Victoria College and South African
College, became the Universities of Stellenbosch and Cape Town
respectivily. Potchefstroom was brought under the UNISA umbrella
in 1921. UNISA established an "external studies" correspondence
department in 1945. Distance education became the main function of
UNISA from 1951, when all its former colleges had received full
university status. Two newer institutions, the bilingual
University of Port Elizabeth and Rand Afrikaans University, were
formed in 1964 and 1966 to provide Afrikaans education in cities
politically and economically dominated by English speakers.

These federal arrangements supplied a facade of uniformity which
obscured significant cultural differences separating these
institutions. Potchefstroom and Stellenbosch were founded with the
specific purpose of training people for the Dutch Reformed
priesthood. In the case of Stellenbosch, its transition from high
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school to Victoria College in the 1880’s was accompanied by a
switch in the medium of instruction from High Dutch to English,
though its students, staff, and council remained mainly Afrikaner.
Under the University of Good Hope, Stellenbosch received less
funding than the colleges attended by English speakers, despite
better pass records. Threatened by the proposed merger of Victoria
with South African College (later UCT), Afrikaner farmers and
financiers raised a subscription fund which provided the financial
basis ior its autonomy as an Afrikaans-medium university in 1916.

Meanwhile the universities of Pretoria and the Orange Free State
evolved in the north as English language institutions established
under the British colonial policy of anglicization of the conquered
Boer republics. As Grey University College the University of Free
Orange State (UOFS) became bilingual in 1938 after holding out
against vigorous pressure from students and Afrikaner nationalist
political organizations. Grey attained full autonomy as the
Afrikaans University of Orange Free State in 1950. Pretoria
Unlver51ty originated in the Transvaal University College (TUC)
founded in Johannesburg in 1903. The TUC arts and sciences
faculties were transferred from Johannesburg to Pretoria in 1907 at
the insistence of the ex-guerilla general, J.C. Smuts, then primez
minister of the Transvaal, despite objections from the
Engllsh—speaklng TUC council. The TUC rump became the School of
Mines, later the University of the Witwatersrand. 1In Pretoria, the
TUC became a battleground between pro-imperialist and republican
factions. The latter emerged triumphant by 1932, when under a
nationalist Rector, A.E. du Toit, its senate dec1ded that "the
university be instituted primarily to meet the needs of the
Afrikaans speaking sector of the community."

By this time, Afrikaner nationalism had developed a full-fledged
sense of ethnic identity derived partly from assiduously cultivated
historical mythology and partly from European right-wing
romanticism. In the 1930’s and 1940’s, Afrikaner nationalist

intellectuals developed the notion of a "volkuniversiteit," in
which the university should express the world view of the "volk"
and its "ethnological necessities." Under this concept, the

primary task of the university was to "manifest the spirit and
character and nature of the Afrikaner people" (Degenaar in van der
Merwe and Welsh, p.155). It was accepted that such a project might
well infringe on the traditional ideal of the university as an
autonomous community. Afrikaner university rectors believed that
their goals should be more robust: loyalty to the state, education
for citizenship, and service to the community. They recognized
their role as constituents of a larger organism, a national
community, defined by language, culture, and race. One implication
of this role was a rigid policy of racial exclusion.

The English-medium universities, Cape Town, Witwatersrand, Natal
(Durban and Pletermarltzburg), and Rhodes (Grahamstown) were
constltuted and shaped in the image of British universities,
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recruiting their staff and deriving intellectual inspiration from
them, and competing with each other to send students to Oxford and
Cambridge after the completion of their local degrees. Though
guided by a more liberal vision of the university’s intellectual
purpose, the English institutions echoed the social predispositions
of the communities that nurtured them. Wits and Cape Town did not
have any formal provision for racial discrimination, but only a
tiny number of black students were reluctantly admitted into these
institutions before World War II. The war made it impossible for
Blacks to attend foreign universities, and, encouraged by a
reformist government, Wits and UCT began to enroll modest numbers
of black students, never allowing them, though, to exceed five
percent of the undergraduate population. Most of these students
were either Indian or coloured. From 1935, Natal allowed black
students into segregated <classes held over weekends and
established, in 1951, a separate medical school for "all suitably
qualified non Whites." Rhodes registered its first African
undergraduate only in 1973. At all these institutions, black
students were excluded from social facilities used by Whites, and,
if accommodated at all, were housed in segregated residences.
Certain departments at Wits and UCT refused black students
altogether.

B.3.2 ¥Fort Hare

Fort Hare, founded in 1916, was the main African university. From
its inception as the South African Native College, it was
multiracial, though its policy was that non-Africans should not
number more than 15 percent of enrollment. It was established at
a time when the government was increasingly alarmed by what it
perceived to be the political threat of "ethiopianism." In
particular, officials blamed "American negro colleges" for
promoting irredentist philosophies among the black Snuth Africans
they trained. With the help of grants from the Carnegie
Corporation and the Rockefeller Foundation, Fort Hare was
established to supply a less subversive source of instruction. The
institution was strongly influenced by the British missionary
societies, which had developed most of the African school
facilities in the Eastern Cape including the Lovedale mission, Fort
Hare’s parent institution. Separate hostels were built by the
Anglicans, Presbyterians, and Methodists, who were also conspicuous
among the faculty. Fort Hare’s missionary ethos contributed to a
heavily paternalistic regime, one which often evoked fierce
protests from students, especially in the 1940’s. Whatever its
shortcomings, though, it did offer to black South Africans what was
unavailable elsewhere, a comprehensive program of university
education in an environment where racial distinctions were
relatively unimportant. Moreover, Africans who attended Fort Hare
did so with an increasing consciousness of being a leadership class
in the making. Fort Hare played a vital role in producing black
South Africa’s first intelligentsia and most c¢f its major political
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leaders, including Oliver Tambo, Nelson Mandela, Robert Sobukwe,
Mangosuthu Buthelezi, and Professor Z.K. Matthews.

B.3.3 Bantu Elucation

In 1948 there were four English-medium wuniversities, four

Afrikaans-medium universities, Fort Hare, and the University of-

South Africa, which, at that stage, provided examinations for
external students and acted as the parent institution for
university colleges, that is, those which had not yet attained
degree-granting status. There were very few Blacks in the English
universities and none in the Afrikaans universities.

The period since the Nationalist Government came to power in 1948
has been characterized by reinforcement of segregation, by an
uneven allocation of resources among the racial groups, and by
increasing state oppression. The national goals for higher
education, from 1948 through the early 1980’s, were dominated, like
almost everything else in South Africa, by the overriding policy of
apartheid.

The primary higher education goal during this period was to educate
the white population at the highest possible levels in order to
produce a skilled workforce and informed citizenry. During the
1950’s, 1960’s, and 1970’s, the economy of the country continued to
grow at a respectable level and continued to be dominated by mining
and farming. The manufacturing sector, while growing, had not yet
gained ascendancy and thus had little voice in political affairs.
In the 1950’s and 1960’s, the ruling Nationalist Party concluded
that business demand for skilled manpower could be met by white
workers, whether native born or immigrants. South Africa, they
felt, did not need Blacks in highly skilled, technoiogical roles.
Thus, most jobs in business and government were reserved for
Whites. The other side of this peclicy was to systematically
disenfranchise Africans, deprive them of a proper education, and
relocate them for much of this period to areas "outside" South
Africa.

In accordance with the educational facet of its apartheid policy,
the government placed severe restrictions on the entrance of black
students into the mainstream universities, turned Fort Hare into a
state institution for the Xhosa ethnic group, and established two
rural university institutions for other African ethnic groups as
well as an urban university collece each for Indians and coloureds.
Those Blacks attending white universities had to obtain individual
permits from the relevant racial ministrv of education.

The cornerstone of the government’s education policy was the Bantu
Education Act of 1953, which placed black schools under racially
separate national ministries and imposed an authoritarian pattern
of control and a curricular orientation consistent with apartheid.
This act transferred control of the schools for Africans from
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provincial councils to the Department of Native (Ban*tu) Affairs.
This was done in order to counter the liberal influences of the
missionary schools and to better control the educe.ion of the
African population.

The basic philosophy of the Bantu Education Act was that Africans
should not be educated above their expected station in 1life.
Reflecting an Afrikaaner Christian Naticnalist bias, the act
accomplished the following:

1. Deemphasized the training of Africans in academic subjects

2. Emphasized education in the mother tongue initially and
then in Afrikaans

3. Deemphasized the teaching of science and mathematics

4. Withdrew government support from "liberal" church schools
that did not adhere to the party line

In short, Bantu Education was an education for lavorers, not for
the hlghly skilled, well-trained workers that would be needed in a
modern techncloglcal society.

Next the government sought to extend the concept of Bantu Education
that had been applied at the primary and secondary education
sectors to the tertiary sector, and to establish state control over
the universities. This was done through a second major piece of
legislation, the Extension of University Education Act (1959).

This law reflected pollcy that insisted upon "the necessity of
maintaining ethnic ties in unlver51ty institutions . . . . [T]he
future leader . . . must remain in close touct with the habits,
ways of life, and views of his population group" (Oosthuizen, 1981,

p.13).

The Extension of University Education Act forbade the historically
white (English- and Afrlkaans—medlum) universities from admitting
nonwhite students except by permission of the Minister of
Education. Nor could they recruit black faculty. The penalty for
the student who so enrolled was a fine of 100 Pounds or six months
in prison (a criminal offence). This law exempted the University
of South Africa and the Medical School of Natal.

It should be noted that even before this law was passed, there had
been few African students at South .African universities. For
example, in 1¢57, the Universities of Natal, Cape Town, and Wits
enrolled only 1,225 non-Whites out of a total of 25,000, or 4.9
percent. The Afrikaans universities enrolled virtually no African
students.

Consistent with the National Party’s plan to separate the races, a
network of universities for Africans, Indians, and coloureds was
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established around the country to cater to the various nonwhite
"nationalities." These universities operated under strict
government control. For ths most part, universities for Africans
were set up in rural areas, even though a majority of the African
population lived in urban areas by this time. Universities for
coloureds and Indians were established in urban areas since,
ostensibly, neither group had a "uomeland" to which to return.

The "Bantu" universities had two broad purposes. First they were
intended to deflect African intellectuals away from the stormy
course of African nationalism in the cities and encourage them to
direct their aspirations toward the Bantustans  or homelands.
Second, they were intended to train civil servants for the
embryonic homeland administrations.

Accordingly new institutions were established for black South
Africans under the aegis of UNISA as the examining body: the
University of the North for Sotho-Tsonga and Venda speakers,
Western Cape for Coloureds, and the University College, Durban
(later University of Durban-Westville) for Indians. Fort Hare
became the third "Bantu" university designated for Xhosa speakers.
Blacks retained the option of registering for correspondence
courses at UNISA whrich became the main provider of Black tertiary
instruction.

In the case of Fort Hare, a series of measures were taken to serve
the purposes of Bantu education: senior staff were dismissed,
African faculty were prohibited from political activity, and all
staff were placed under the employing authority of the Department
of Education (DET). This remained the case untii 1969, when all
ethnic colleges became autonomous universities. Until 1969, all
research projects required approval from DET. At Fort Hare, a new
rector was appointed and given extensive powers. Between 1960 and
1968, the incumbent was J.J. Ross, a former professor of law at the
University of the Free State and a keen contributor to the Journal
of Racial Affairs, the periodical published by the Apartheid think
tank, SABRA. His successor was J.M. de Wet, a Potchefstroom
statistician. During Ross’s rectorate, the proportion of black
faculty fell from 35 to 19 percent and a new corps of Afrikaans
lecturers was recruited to replace them. The enduring success of
this effort can be witnessed by reviewing the 1990 Fort Hare
catalogue (thirty years after the "takeover"). 1In that year:

1. The Chancellor was an Afrikaner.

2. Deans of four of the seven schools, including the largest,
were Afrikaners.

3. The majority of the university council of 14 was Afrikaner.

4. Of the 247 faculty members employed, 34 percent had been
trained at Afrikaans universities.
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5. The University Senate was dominated by Afrikaners.

In the 1960’s, the curriculum at Fort Hare was brought into
conformity with a pedagogic fundamentalist Christian bias,
deemphasizing math and science, and emphasizing rote memory and
recall instruction as opposed to debate and criticism. The
standards were set in the UNISA syllabuses, which, at that time,
were heavily positivist in the Afrikaner tradition and reflected
government policies in a range of fields. For political science
students, for example, native administration became a compulsory
subject, which, according to Balintulo (Rex, 1981, p.150), was
interpreted as "the white man’s mission of spreading Western
civilization and the necessity of discriminatory laws."

The changes at Fort Hare reflected the spirit that informed the
construction of the other four ethnic universities. Paradoxically,
despite the imperatives of stimulating ethnic identity that formed
the main ratiorale for establishing these institutions, the
government refused to allow Blacks to control them. In each case,
the Minister of Educaticn appointed entirely white councils.
Blacks were represented only on advisory councils. Whites were
placed in charge of most, if not all, departments and, during the
1960’s, sharp differentials existed in the pay, conditions of
service, and benefits awarded to white and black academic staff
(Nkondo, 1976, 20-33).

For these reasons and others, by the 1970’s, the ethnic
universities were failures in terms of their declared objectives.
Far from breeding quiescence, they became incubators of political
insurgency. Springing from the campuses of Fort Hare and Turfloop,
the Black Consciousness Movement was to inspire a generation of
revolt in the 1970’s. Nor did the universities fulfill their role

of training EBantustan bureaucrats. In fact, most graduates became

teachers, and a 1969 survey revealed that only a third of Fort Hare
students intended to work in the Ciskei or the Transkei.

In 1971-1972, student unrest at the University of the North
heralded a two-decade-long process in which rebellion from below
helped to push through reforms. In response to the findings of the
Wright Committee, advisory councils were abolished, and Blacks were
admitted to the councils of these universities though they remained
a minority within them. 1In the 1970’s, university adninistrations
adopted the rhetoric of Africanization. The University of the
Western Cape was exceptional in the degree to which its leadership
began to challenge official precepts of ethnic education. An
enlightened coloured rector, Richard van der Ross, was appointed
there in 1974. Elsewhere in the black universities, substantial
changes in curricula, governance, and staffing had to wait until
the 1980’s. Meanwhile, despite an angry chorus of criticism from
the English-medium universities, in 1976 and 1981 the government
created two more segregated universities: the Medical University of
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South Africa, Medunsa, situated in Pretoria; and the multicampus
VISTA university established primarily to train African teachers.

B.2.4 White universities in the 1980’s

By the time VISTA was established, skilled manpower was in short
€upply, and the permanent presence of substantial numbers of black
South Africans in the major cities was being recognized. Thus it
became increasingly easy for English-medium universities to obtain
ministerial permission to enroll black South Africans, and local
authorities turned a blind eye when these institutions began
desegregating their residences. Through the 19Y80’s, black
enrollment at white universities expanded significantly. Black
students became politically conspicuous on white campuses, and,
with the burgeoning of organized popular politics, a nonracial
student movement began to displace the moral hegemony previously
enjoyed by the Black Consciousness Movement. Joint protests by
students, staff, and administration prevented the administration of
the 1983 "Quota Act." This legislation sought to institutionalize
and regulate the increasing flow of black admissions into white
universities by abolishing the requirement of ministerial
permission and, instead, allowing universit.es to register Blacks
within the 1limits of a prescribed proportion of the student
population. The law was shelved in 1984, anc later repealed. From
1984, Afrikaans-medium universities began hesitantly to register
token numbers of black students. UWC and UDW, by now firmly
committed to a nonracial ethos, started encouraging substantial
African admissions.

In 1985, the government relaxed its ban on students of other races
attending the universities not designed for them by allowing the
universities to use their own discretion in making such decisions.
But a quota system remained in effect, at least by law.

B.3.5 Black universities, 1976-1990

The third generation of black institutions were the creations ot
newly independent homeland governments anxious to demonstrate their
legitimacy and the rewards of political autonomy. The University
of the Transkei (Unitra) was the first of thesz, set up in February
1976 as a branch of the University of Fort Hare, but achieving full
status the following year. Serving from 1976 to 1987, the first
principal, Professor B. de V. van der Merwe, enjoined that the
design of the curricula "should take cognizance of the cultural
background of the Xhosa nation, its problems, its wishes and
desires" (Ngubentombi, 1989, p.75). But the view which prevailed
was that of Chief Minister (later President) Kaiser Mantanzima, who
set three prerequisites for the university: "It had to be open, it
had to be modern, and English had to be the medium of instruction"
(1987 Annual Report).
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In its efforts to meet this objective, the university did have some
success in initially recruiting well-qualified faculty, and it
pushed ahead in an ambitious program to become a national
comprehensive university, opening faculties of engineering and
medicine in 1985. The faculty of arts, from 1ncept10n, was
unusually vocationally oriented, offering degrees in social work,

librarianship, and police science. However most Transkelan
students, like their peers at Fort Hare, were to train as school
teachers. Nevertheless, Transkei escaped the full brunt of Bantu
Education as experienced at Fort Hare. Today its faculty is only
3.5 percent Afrikaans-university trained, and its governance
structures are uore representative of the community the university
serves.

If Unitra was conceived rather conventionally as an institution
geared "to the attainment of international standards," the
establishment of the University of Bophuthatswana (Unibo) was along
more adventurous lines. Philosophically, Unibo evolved from an
oddly assorted planning body whose members iuicluded academic
experts in constitutional law, a chairman of the Broederbond, local
bureaucrats and politicians, Anglo-American executives, and a
contingent of 1liberal educators from the University of the
Witwatersrand. This body produced a "blue book," much of it
written by Jacques Kriel, initially Bophuthatswana’s Minister of
Health and then the Unibo’s first rector. Kriel was determined
that the university should avoid "elitism, ivory towerism, and
educational irrelevance to the process of development" (de V.
Graaf, p.15). In conformity with this injunction, and unlike
Unltra, Unibo did not immediately begin constructing an elaborate
concrete campus. Rather than providing residency space, it
insisted that students should lodge within "the community," that
all students would take a compulsory course in development studies
to inculcate values of "compassion and concern," and that "at least
one third of the academic year be devoted to practical work related
to the field in which the student [was] enrolled."

Kriel’s idealistic agenda swiftly ran into problems. The
government immediately detected politically objectionable content
in the development studies syllabus, which was also unpopular
within the university’s school of management because of its
supposedly "anti-capitalist bias." The students disliked
development studies as well. Development studies did not relate to
their career aspirations (which, unsurprisingly, tended to be
elitist), and they were not taught at prestigious institutions like
UCT and Wits (de V. Graaf, p.16). Despite these tensions, Unibo
continued to be a center of curriculum experimentation, especially
within the school of education.

In 1985, student political assertions provoked the government to
shut down the university, an act which was undertaken personally by
President Mangope, his cabinet, and 300 riot police. If the
legality of this act was questionable, that was soon corrected. 1In
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December, the young nation’s eighth anniversary of independence was
celebrated with an amendment to the Internal Security Act which
gave the President the power to close down any educational
- institution he liked "in the interests of public safety." A few
days later, ten Unibo staff were deported and 36 students were
informed that the government would not allow them to register.
During the same time, a similar sequence of events at the
University of the Transkei provided further evidence of these
institutions’ vulnerability to arbitrary state interference.

Recently, though, the mercurial politics of independent homeland
governments have afforded unexpected opportunities for the
reassertion of academic autonomy. Coups d’etats in Transkei and
Ciskei in 1988 and 1990 enabled Unitra and Fort Hare to install new
leaderships. In the case of Fort Hare, the changes resulted from
a rebellion by youthful members of the Democratic Staff
Association, who, taking advantage of momentary sympathy from the
new military rulers of Ciskei, obtained government assent to a
rewritten university constitution. Five senior administrators were
forced to resign, and the power of the "malign alliance of Broeders
and (former president) Lennox Sebe’s acolytes" (Sparks) was
effectively broken. Instead, there now reigned a new council
composed of ANC luminaries, Archbishop Tutu, and academic
representatives of the old liberal missionary families who had
helped to shape Fort Hare’s early existence.

The changes at Fort Hare were especially dramatic, but during 1990
they were matched by events on other black campuses. Returning ANC
exiles joined the administration of the University of Venda; a
visionary principal took office at Turfloop, bringing to a close
three years of student dissent and military occupation; and the
struggles of the Combined Staff Association reached their
triumphant conclusion at Durban-Westville with the appointment of
a rector committed to democratizing the university’s governance and
curricula.
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APPENDIX C

THE MACROECONOMIC ENVIRONMENT OF TERTIARY EDUCATION
C.1 POPULATION

The continent of Africa has a projected growth rate of 3 percent
between 1990 and 1995. This is the highest regional rate in the
world. The average fertility rate is 6 children per woman. At
worst, the AIDS epidemic could infect 21 percent of the adul®
population by the year 2000. This would slow but not stop the
population growth, 1limiting it to 1.8 percent rather than 3
percent.

South Africa is the fifth most populous country on the African
continent. It had 35.3 million people in 1990 and is projected to
have 65.4 million by the year 2025. The population of South Africa
is increasingly African, youthful, and urbanized. Population
figures by race are as follows:

1985 2010

73% African—24.5nm 81% African—48.5n
15% white—4.9m 10% white—5.8m

8% coloured—3.0m 7% coloured—4.2m
3% Indian—0.%m 2% Indian—1.2m
Total—33.1m Total—59.7m

The Urban Foundation notes that "the most important dynamic of
projected demographic change [in South Africa] is Black population
increase. In absolute numbers, there is an increase of black
persons from 21.1 million in 1980 to 48.5 million in 2010 . . . a
130 percent increase over the 1980 black population" ("Our Crowded
World," The Star (newspaper), November 15, 1991).

C.2 ECONOMY

The South African macroeconomic environment in the 1980’s was
Characterized by low economic growth rates, high rates of
inflation, chronic and rising levels of unemployment, declining
exchange rates, and persistent government debt and budget deficits.
On the other hand, the 1970’s witnessed the beginning of a trend
toward reductien of racial income inequality. This trend has
continued Quring the 1980’s, partly because of the elimination of
statutory racial discrimination in the labor market.

One feature of the economy during the 1960’s and 1970’s was the
relatively high growth rates achieved within the context of a
rigidly racially stratified labor market. However, as Table C.1
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shows, the average annual growth rate has been declining
consistently since the 1960’s. Between 1980 and 1985, it was just
over 1 percent. During the next five years, it declined further to
an average of 0.7 percent.

Table C.l1l.—Annualized growth rates of real GDP in South Africa,

1960-1990
Period Growth Rate (%)
1960 - 196°& 6.0
1965 - 1970 5.4
1970 - 1975 4.0
1975 - 1980 2.8
1980 - 1985 1.1
1985 - 1990 0.7

Source: South African Reserve Bank, Quarterly Bulletin,
various issues

The combination of a declining economy and a population growth rate
in excess of 2 percent per annum has meant a low growth of GNP per
capita (or income per head of the population). Table C.2 shows how
South Africa has fared in this respect in comparison with a range
of middle income (in which group South Africa is classified), high
income, and Southern African countries.
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Table C.2.—GNP per capita: selected countries

GNP per capita, GNP per capita,
Country 1988, US $ avg. annual growth
rate, 1965-1988
South Africa 2,290 0.8
Algeria 2,360 2.7
Hungary 2,460 5.1
Argentina 2,520 0.0
Yugoslavia 2,520 3.4
South Korea 3,600 6.8
Singapore 9,070 7.2
Hong Kong 9,220 6.3
U.K. 12,810 1.8
U.S.A. _ 19,840 1.6
Japan 21,020 4.3
Botswana 1,010 8.6
Zimbabwe 650 1.0
Lesotho 420 5.2
Zambia 290 -2.1
Mozambique 100 n.a.
Swaziland 810 2.2
Note: n.a. = not available

Source: World Bank Development Report, 1990

It is apparent from Table C.2 that in terms of growth of GNP per
capita, South Africa has much in common with her southern African
neighbors whose economies are also performing badly, namely,
Zimbabwe, Zambia and Mozambique. (Note that "GNP per capita" while
used internationally as a measure of the level of development, says
little about the quality of life or income distribution within
countries.)

Projections of the economic growth rate by economists at
Econometrix, Standard Bank, and UWC suggest the following average
growth rates for 1991-1995: -0.1% (1991), 2.3% (1992), 3.4% (1993),
3.8% (1994), and 4.0% (1995).

Coexisting with a sluggish economy has been inflation, which has
been galloping at a double digit rate during the 1980’s. The
average annual increase in the consumer price index between 1985
and 1990 was 16.7 percent. Between 1965 and 1980, the average
annual rate of inflation was around 10 percent, but between 1980
and 1990, it had increased to 15 percent.
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The economic situation has been further exacerbated by a rising
level of unemployment. The most conservative estimates of
unemployment by institutions such as the CSIR and the President’s
Council suggest that at least 30 percent of the work force is
unemployed, although estimates by other researchers put the
unemployment rate as high as 50 percent. An unemployment rate of
30 percent implies that between 3 and 4 million job seekers cannot
find employment in the formal sector. The overwhelming majority of
the unemployed are African, although there has been an increase
among coloureds, Indians, and Whites in recent years as a result of
the prolonged recession. The failure of the formal sector to
create employment, especially manufacturing and services, has
resulted in the burgeoning of informal sector activities as :he
unemployed seek strategies for survival.

The bleak picture of the South African economy is compounded by a
declining exchange rate, a 1large government deficit, and
substantial government debt. Between 1985 and 1990, the rand fell
an average 11 percent per annum weighted against a basket of the
major international currencies. Between 1985 and 1989, the
government deficit averaged approximately 4 percent of GDP before
borrowing and debt repayment, a full 1 ©percent above
internationally recommended levels. Moreover government debt as a
proportion of GDP averaged 33 percent between 1985 and 1990.
Servicing this debt in 1990 cost 11 billion rand.

Oon the other hand, the South African political economy exhibited
two positive features during the 1980'’s. One relates to the
elimination of statutory racial discrimination in the labor market
and the other to the pattern of racial income distribution.

Racial discrimination in the labor market has been a characteristic
feature throughout this century. Beginning with the Land Acts of
1913 and 1936, a host of discriminatory laws hindered the free and
full participation of Blacks in the labor market. Included among

these were the Group Areas Act, Jop Reservation, Wage
Discrimination, and the ban on trade unions, as well as the
provision of industrial training for Africans. The process of

eliminating these laws began with the publication of the Wiehahn
Commission report in 1980. Now, at the beginning of the 1990’s,
the labor market is virtually free of statutory discrimination.

In the post-World War II era up to 1970, distribution of income
between Whites and Blacks was more or less in the ratio of 70:30.
In other words, there was very little redistribution toward Blacks,
even during the growth decade of the 1960’s. Between 1970 and
1980, the ratio of income distribution changed to 60:40, and by
1987, it had changed further to 53:47. An income equalizing
process that began in the 1970’s is thus continuing. The most
important cause has been the rise in African real wages for a
number of reasons: increased wages in mining and subsequently in
other sectors, the growth of an independent trade union movement,
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the pressure on multinational companies in the 1970’s to pay living
wages, some occupational mobility by Blacks, and the growth of
African bureaucracies in the self-governing and independent
homelands.

However, in the virtual absence of employment creation during the
1980’s, the beneficiaries of redistribution have been those in
formal sector employment. Thus, income inequalities between Whites
and Blacks have been reduced, but inequalities between those Blacks
fortunate to find formal sector employment and those outside the
formal sector either in unemployment or in the informal sector have
been exacerbated.

The quantitative expansion of the education system in the 1980’s,
not only in terms of financial resources but also in enrollment
levels, has resulted in a substantial increase in the number of
matriculants emerging from the black education systems. However,
because there has been little economic growth and employment
creation, large numbers of matriculants have been unable to find
work in the formal sector of the economy. Thus one consequence of
education expansion without concomitant growth of the economy has
been an increase in the level of "educated unemployment."

Future educational development will, to a large extent, depend on
factors exogenous to the education system including economic
factors 1like growth, inflation, and the exchange rate.
Furthermore, it is vital that substantial employment creation and
income generation occur and that racial income equalities continue
to decline further. This will ensure that standards of living rise
more equitably.
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APPENDIX D

PROJECTIONS OF FUTURE RESOURCES FOR HIGHER EDUCATION

The following table illustrates four scenarios for the future of
higher education financing in South Africa.
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Table D.l.—Alternative projection scenarios for higher education

financing
1990 1991 1992 1993 1994 1995
Actual Pro- Pro- Pro- Pro- Pro-
jected | jected | jected | jected | jected

SCENARIO I:
Relatively Conserv=tivr
Projection of real GDP:
Average growth rate

projected by Econometrix,

Standard Bank, and Ioots -0.1% 2.3% 3.4% 3.8% 4.0%
Projected real GDP 262.7 262.4 268.4 277.5 288.0 299.5
Govt % of real GDP 27.3% 27.3% 27.3% 27.3% 27.3% 27.3%
Govermment budget 71.6 71.6 73.3 75.8 78.6 81.8
Bducation budget:

% of govt. budget 20.3% 20.3% 20.3% 20.3% 20.3% 20.3%

% of real GDP 5.5% 5.5% 5.5% 5.5% 5.5% 5.5%
Bducation budget 14.5 14.4 1.7 15.3 15.8 16.5
% change in educ. budget -0.1 2.3 3.4 3.8 4.0
Projected % increase

Of Stlldents* .L-7 1.7 1.7 1-7 1.7
% change in education _

budget per student -1.8% 0.6% 1.7% 2.1% 2.3%
SCENARTO II:

Moderate change

Same as Scenario I except
shift 2% of govt. budget to
educ. starting in 1992
Bducation budget:

% of govt. budget 20.3% 20.3% 22.3% 22.3% 22.3% 22.3%

% of real GDP 5.5% 5.5% 6.1% 6.1% 6.1% 6.1%
Bducation budget 14.5 14.4 16.3 16.9 17.5 18.2
$ change in ed. budget - -0.1 13.2 3.6 3.6 4.0
Projected % increase

of students 1.7 1.7 1.7 1.7 1.7
% change in education .

budget per student -1.8% | 11.5% 1.9% 1.9% 2.3%
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1990 1991 1992 1993 1994 1995
Actual Pro- Pro- Proc- Pro- Pro-
jected | jected | jected | jected | jected
SCENARIO III:
Moderate change
Same as Scenario I except
shift 0.5% of govt. budget
to educ. for every year
starting in 1992
Education budget:
% of govt. budget 20.3% 20.3% 20.8% 21.3% 21.8% 22.3%
% of real GDP 5.5% 5.5% 5.7% 5.8% 5.9% 6.1%
Bducation budget 14.5 14.4 15.2 16.1 17.1 18.2
% change in educ. budget -0.1 5.6 5.9 6.2 6.4
Projected % increase
of students 1.7 1.7 1.7 1.7 1.7
% Change in education
budget per student -1.8% 3.9% 4.2% 4.5% 4.7%
H tWZENARTO 1V:
Relatively optimistic
Same as Scenario III except
increase govt. share of GDP
by 0.5% per year starting
in 1992
Real GDP (same as above) 262.7 262.4 268.4 277.5 288.0 299.5
Govt. % of real GDP 27.3% 27.3% 27.8% 28.3% 28.8% 29.3%
Government budget 71.6 71.6 74.6 78.5 82.9 87.7
Education budget:
% of govt. budget 20.3% 20.3% 20.8% 21.3% 21.8% 22.3%
% of real GDP 5.5% 5.5% 5.8% 6.0% 6.3% 6.5%
Total educ. budget 14.5 14.4 15.5 16.7 18.1 19.6
% change in educ. budget -0.1 7.6 7.7 8.4 8.5
Projected % increase of
students 1.7 1.7 1.7 1.7 1.7
% change in educatinn
budget per student -1.8% 5.9% 6.0% 6.7% 6.6%

*

Derived from forecasts of pupil numbers in Dostal, 1988

The relatively conservative Scenario I and relatively optimistic
Scenario IV can be used to illustrate some financial implications
But it should be emphasized that rather high

for higher education.
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economic growth rates are used in these projections. Therefore the
analysis below should be regarded as extremely optimistic. If
average growth rates of the 1980’s are used, the picture would
change dramatically to an extremely gloomy one.

In Scenario I, government and education expenditure are kept at a
constant proportion of GDP, as is the education budget as a
proportion of total government expenditure. In Scenario IV, the
percentage of the government budget allocated to education
increases by 0.5 percent each yzar from 1992, as does the
government’s share of GDP. The resources available for tertiary
education under these two scenarios are shown in Tables D.2 and
D.3.

Table D.2.—Projected resources for tertiary education:
Scenario I

Year % of educ. budget (2) % of educ. budget (4)
allocated to Rm allocated to Rm
tertiary educ. (1) tertiary educ. (3)

1990 19.5 2.83 19.3 2.80

1991 19.5 2.81 19.1 2.75

1992 19.5 2.87 18.9 2,78

1993 19.5 2.98 18.7 2.86

1994 19.5 3.08 18.5 2.92

1995 19.5 3.22 18.3 3.02

Note: Column (3) shows a 2.4 percent p.a. decline in the percentage
of the educational budget allocated to tertiary education. This
was the 1980-89 trend.

Headings for Columns (2) and (4) for Tables D.2 and D.3:

(2) Tertiary education budget (Rm)
(4) Tertiary education budget (Rm)
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Table D.3.—Proj=cted resources for tertiary - jucation:
Scenario IV

Year % of educ. budget (2) % cf educ. budget (4)
allocated to Rm allocated to Rm
tertiary educ. (1) tertiary educ. (3)

1990 19.5 2.83 19.3 2.80

1991 19.5 2.81 19.1 2.75

1992 19.5 3.02 18.9 2.93

1993 19.5 3.26 18.7 3.12

1994 19.5 3.53 18.5 3.35

1995 19.5 3.82 18.3 3.59

Between 1985 and 1989, the education budget for higher education
declined by 2.5 percent per annum in real ternms. The average
annual economic growth rate bhetween 1985 and 1990 was 0.7 percent.

In the four projections of higher education resources shown in
Tables D.2 and D.3 (Columns 2 and 4) , the budget available for the
tertiary sector (based on assumptions made in these projections) is
expected to grow in real terms. In the worst scenario (Column 4,
Table D.2), the higher education budget is expected to grow at 1.5
percent per annum in real terms. Under the best scenar.o (Column
2, Table D.3), the resources available to the tertiary sector are
expected to grow at 5 percent per annum in real terms.

It should be noted that these projections are based on an average
economic growth rate of apprcximately 3 percent per annum for
1990-1995. Even with such relatively high economic growth, the
growth rate in the higher education budget is modest. The economic
implications for a growih rate of less than 1 percent for the
tertiary sector in the 1990’s (as it was between 1985-1990) are
thus obvious. These projections serve vo reinforce the point that
educational development is largely dependent on exogenous economic
factcers.



APPENDIX E

S8OME EXAMPLES OF EDUCATIONAL PLANNING IN SOUTH AFRICA

In 1978-80, Professor J.P. De Lange chaired a Commission on
Education in South Africa that made some fairly strong
recommendations on the tertiary sector, including the following:

® Universities should relax their rigid admissions
requirements.

® Universities should offer more vocationally oriented
courses.

¢ Transferring between institutions should be facilitated.
The government generally ignored the report.
In the past few years, the ANC, the Urban Foundation, and many
other organizations have arrived at proposals that are concerned
with the following:

1. The establishment of one education department for all races

2. Compulsory education at primary and secondary levels

3. The role of the state and the private sector in financing
education

4. Various strategies for assisting needy students

5. The future roles of black and white universities and the
rationalization of tertiary education as a whole

6. The articulation of programs to ensure student mobility
within the tertiary sector

7. The granting of greater managerial and financial autonomy
to local communities '

8. The training of more teachers to improve the pupil-teacher
ratios in all schools

The DNE’s Education Renewal Strategy includes the following goals:

1. The establishment of a central department of education,
together with a decentralized system and greater autcnomy
at lower levels

2. Assurance that race will not be used as a basis for
restructuring and financing the new education system
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3. An emphasis on equity in terms of educational opportunities

4. The development of a national strategy for preprimary
education

5. The introduction of free and compulsory primary education

6. An emphasis on veocational and technical education at the
secondary level

7. The certification of nonformal education
8. An increased use of distance education

9. The development of stricter admissions requirements for

tertiary education and the rationalization of tertiary

education programs

10. The establishment of "Edukons" to facilitate mobility
between postsecondary institutions

In 1991, the National Education Coordinating Committee, a body
which emerged during the 1980’s as the National Education Crisis
Committee in response to the township school boycotts, established
NEPI (National Education Planning Initiative) to explore "options
for a non-racial, non-discriminatory post-secondary education
system." NEPI is expected to complete its work during the second
half of 1992. At present, NEPI is mainly university-based and
draws upon networks developed by UDUSA and SASCO, the national
faculty, and student associations.
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APPENDIX F

MISSIONS AND GOALS OF UNIVERSITIES

South African universities have broadly similar concepts of their
overall purpose and objectives. Most institutions stress the
attainment of excellence in their mission statements, and most,
though not all, define such excellence as conformity with
"internationally accepted standards." Universities also
acknowledge their obligations to wider society and, increasingly,
even with the Afrikaans-medium institutions, this is explicitly
interpreted in terms of "service to the black community." Black
universities and historically white English-medium universities
recognize the need to make special provision for the educational
needs of the disadvantaged, both on and off campus.

Meeting national requirements for skilled manpower is another
recurrent theme, especially in the charters of universities tnat
view themselves as charged with a developmental mission (Unibo and
Transkei), as with those institutions that have an especially close
relationship with the administrative and industrial employment
sectors (Pretoria, for example). Wits, doubtless looking to a
political order no longer dominated by Afrikaner nationalists,
refers to its role in training at a high level "those whLo are going
to govern in the future." The larger white universities also give
prominence to research commitments, stressing their duty to "add to
existing knowledge" (UCT) through the promotion of fundamental
research. When interviewed, leadership at UCT referred to their
research establishments as vital "national resources." Pretoria,
too, with the largest research budget of all universities,
perceives its research role in terms of national strategy,
generating the expertise and technological progress that will
enable the nation to match its competitors in international
markets. It places more emphasis than Wits and Cape Town on
industrially applied research. Black universities also look to
expanding their research capacity, though they tend to encourage
applied scholarship with a 1local orientation and community
relevance.

Notwithstanding similarities in the overall choice of themes and
language, at the level of mission statements and the rhetoric
employed in graduation addresses, differences in emphasis are
observable. Generally, the largely black institutions emphasize
their service obligations, while the largely white universities are
more preoccupied with maintaining standards and gaining
international recognition. Recently, however, most institutions,
at least at the level of rhetoric, demonstrate an increasing
convergence in philosophy with the incorporation of populist
discourse into mission statements. A breathtaking exception to
this rule is Rand Afrikaans University. Here the rector believes
that the University is a "Eurocentric" institution modelled on
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great European universities and that there will always exist a need
for such facilities in South Africa with its unusual combination of

"first world" and "third environments." Whatever their private
predispositions, few other principals would choose to employ such
language. The thinking underlying it, however, is by no means

unique to RAU. It can be observed in the aspirations of some of
the black universities to reconstruct themselves in the image of
Wits and UCT as well as in the rhetoric of "modernism" which
accompanied the establishment of the University of the Transkei.
Only Unibo and UWC make a point of emphasizing their differences in
orientation from other universities: Unibo’s founding principles
defined its "first enemy" as elitism; Jakes Gerwel argued in his
inaugural address at UWC that the university was "historically
placed . . . to respond to the democratic 1left, to be an
intellectual home for the left."

It should be obvious that these variations in thematic emphasis
have significant policy implications. Of these, the most important
concern the issues surrounding enrollment and expansion, the nature
of teaching and research, and the definition of and the
relationship with the constituencies served by the university.

With the exception of the TBVC universities, all institutions today
experience considerable pressure from the state to limit their
enrollments and restrain the rapid pace of growth which
characterized their development in the 1980’s. Responses have
varied. In certain cases, current government policies dovetail
with the way the institutions view themselves under the most ideal
circumstances: the RAU leadership, for example, sees the
university’s defining character as an Afrikaans-medium institution
which will continue to meet the higher education requirements of a
regional population of about 850,000 Afrikaners, 20 percent of whom
are coloured. From this perspective, while RAU can expect to
increase its black enrollment significantly (from about 500 to
2,000), it can do this selectively, and it can continue to meet the
needs of its community without much expansion. The slow shift in
the demography of its student population will not, as far as its
administrators are concerned, require changes in its methods of
instruction or its corporate culture. RAU may not be a typical
representative of Afrikaans universities in this respect, but only
one, OFSU, has begun to recognize the cultural implications of
expanding black enrollment. Others still prefer to understand
their essential character as "Afrikaans and Christian" (Pretoria).

The English-medium HWU’s are now committed to "controlled rates of
growth" reflecting their conviction that '“Ymass access is
incompatible with the maintenance of high academic standards" (UCT,
1990 VC Report). However, more or less explicitly, they
acknowledge their future as institutioris which, at least in terms
of their student enrollment, will be mainly black. Natal does this
in the most clear terminology. It is willing to allocate an
increasing proportion of its resources to identifying potentially
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talented black students and to establishing programs to compensate
for the inadequacies of the school.

With most black universities, compliance with the government’s
restricted growth policy has been unwilling and largely a
consequence of reduced subsidies. Today, after five years of rapld
expansion, the University of Western Cape recognizes merit in "a

period of stabilization." Some look forward to considerable future
expansion. The University of the North, for example, proposes an
annual growth rate of 8 percent starting in 1992. This is

anticipated to bring its student population to 18,000 by 2000.

The other aspect of admission and enrollment that dlstlngulshes
universities from each other involves attitudes concerning
qualifications. Essentially three approaches exist. The first is
meritocratic and refuses to acknowledge the unevenness of the
secondary school sector. The second is meritocratic but argues
that employing matriculation results as the only admissions
criteria represents an irrational failure to tap potential. And
the third approach is toward open admission for anyone with mini) 1
qualifications. South African universities can be arranged in a
spectrum across the range represented by these positions, and their
locations within this spectrum closely correspond with the degree
of populist emphasis reflected in their missions.

Closely tied to the admission and enrollment issue is the extent to
which universities perceive the necessity of undergoing
reorganization as they become increasingly soc1a11y representative.
The differences come out most clearly in policies regardlng
academic support or development. Again there is a spectrum ranging
from the virtual absence of such remedial programs, through the
adoption of programs which empha51ze "bringing students up to
speed " to those which seek changes in the overall curriculum, both
in its content to make it more sensitive to local culture and in
the manner of its instruction.

All universities proclaim adherence to an ethic of communlty
service, and even the Afrikaans-medium institutions perceive
obligations as 901ng beyond the campus to stakeholders with a
direct interest in university activities (professional
associations, big business, parent communities, and so on).
Pretoria, for example, lists an impressive collection of outreach
prOJects in its prospectus that include free medical and legal
services in black townships, assistance in irrigation and
mechanization workshops for farmers in the Lebowa homeland, and
classes for black entrepreneurs to help them "adjust to the
challenge of the free market." Pretoria’s education faculty also
supplies "educational enrichment" to the Kwandebele schooling
authorities.

Such notions of service, though, are inherently from the top down.
In essence they are a supplement to services provided by the state
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and they take a very similar form. An alternative approach is
represented by various efforts in different institutions to invite
community participation in the design and determination of outreach
activity. one of the most dramatic instances of this was the
establishment of an Education Policy Unit at Wits in 1985, which
included in its ' governing structure representatives from
township-based political associations and members of the National
Education Crisis Committees. However, even in the liberal white
universities, such initiatives tend to be of an ancillary
character; only exceptionally does community involvement
characterize mainstream teaching and research. In this respect the
programs of the more research-oriented HBU’s, notably that of UWC,
are distinctive in the extent to which they have been determined
through a process of outside consultation with representative
organizations.

It is certainly true that in the 1980’s the open universities began
to add a wider range of commitments to their scholarly sense of
mission. The expansion of outreach programs directed at the poor
and disenfranchised was one manifestation of this sort of
commitment. These universities began to explore new notions of
accountability: Wits, for example, funded a project to explore
views of the university among three different "excluded
communities." In the 1980’s, Wits, Cape Town, and Natal each
developed as vital centers of research in the social sciences, and
the open universities accommodated and protected a powerful and
creative student movement, a Kkey ingredient in the popular
opposition led by the United Democratic Front.
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APPENDIX G

UNIVERSITY ADMISSION POLICIES

All South African universities (including TBVC) require enrollees
to obtain a "matriculation exemption." The predominantly white
universities impose additional conditions for automatic entry.
These tend to vary across faculties, but they normally involve
specific combinations of subjects and point scores that add up to
a total well above that represented by matriculation exemption.
The English-medium' universities have also established selection
procedures for prospective students who do not possess the required
matriculation points. Since 1983, all universities theoretically
have been open to applicants from all races: in practice, because
of variations in admissions policies, some institutions have been
more open than others. With respect to such policies, the
universities fall into four categories.

First there are those institutions that claim to apply strictly
meritocratic principles of selection. These universities set
matriculation scores well above the legislated minimum level and
refuse to deviate from them except in exceptional cases. All
institutions within the Afrikaans-medium sector have held this
position until recently, and it is still exemplified by RAU.

RAU requires an average pass mark of 55 percent (60 percent in
engineering and science) and adheres to this rule strictly.
Indeed, RAU’s leadership is planning to raise entry levels slightly
because the number eligible for entry cannot be accommodated. RAU
does not see its future as a predominantly black institution. Its
leadership defines its constituency by language and believes that
under optimum conditions its student intake will be at most
one-fifth coloured. Coloured schooling has relatively good
resources in comparison with the African systems. RAU’s
administrators do not perceive any need to adjust their entrance
requirements in order to facilitate coloured enrollment. The
University has established a project, with the support of CALTEX,
to upgrade science and math education at selected coloured high
schools. Classes from these high schools attend workshops each
week at the university to use laboratory facilities and develop new
curriculum materials. In addition, RAU is launching a "College of
Advanced Learning and Leadership" which will function as a "Model
C" private school with the overall function of bringing a group of
"Black students up to the same standard of education as Whites."
The school will conduct its instruction in English and it will

emphasize math, science and commercial subjects. As with the
CALTEX classes, increased enrollment will not be its primary
function. It will serve as a feeder mechanism to supply

well-qualified black applicants who can be accommodated with the
minimum of adjustment to the overall mission of RAU as a
"Eurocentric university."

37



Other Afrikaans universities may have adopted slightly different
policies, but they do not involve procedures to facilitate
substantial increases in black enrollment. Indeed, in 1984, when
the University of Potchefstroom’s council ruled in favor of
admitting Africans to undergraduate studies, it resolved at the
same time that no active effort should be taken to recruit Blacks,
that black enrollment should not be at the expense of Whites, and
that Blacks sh~ould not be provided residential accommodation. When
Pretoria dec ' .d to allow black students in on grounds of merit, it
undertook, nevertheless, to maintain the university’s traditional
character as an Afrikanar institution.

In certain cases, rigid adherence to matriculation scores as the
criteria for admission probably lowers the overall gquality of
successful applicants. African matriculation results are a poor
indicator of potential performance at university, and a very small
number of African matriculants obtain sufficient points to satisfy
automatic entry requirements at white universities. Entry
requirements for Afrikaans universities are generally lower than
for their English-medium counterparts (which is one reason that
they are increasingly at:tractive to English-speaking students). By
ruling out routes to admission other than the standard
matriculation scores, the Afrikaans universities have made
competition for places among white students less rigorous than at
Wits, UCT, and Natal. There the numbers of white admissions are
falling, partly as a consequence of increased black enrollment.

Not every Afrikaans institution is as determined as RAU to maintain
its historical identity. The University of the Orange Free State
is in the process of redirecting itself to a constituency that its
leadership acknowledges as "multi-cultural." The University has
just established a bridging course at the local technical college
that is intended to prepare black students for university. It has
also introduced an English-medium stream that will enable African
students to take at least two courses in any faculty in English
rather than Afrikaans.

In the second category are those institutions that acknowledge that
their students should become increasingly more representative of
the population as a whole, but, at the same time, wish to maintain
their traditional emphasis on meritocracy and excellence. Some
recognize that matriculation examinations conducted under the
auspices of the DET (i.e., those sat by African students) are
"neither a reliable measure of performance nor an indicator of
potential success at university." These institutions have
established their own selection procedures for students who fail to
match their high requirements for automatic enrollment.

These procedures function in a variety of ways. At Wits, where
automatic entry for most faculties is set at 23-25 points, certain
faculties use entrance tests to establish potential; others employ
a biographical questionnaire to place prior academic performance in
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context; still others use a combination of the two. The Wits
medical faculty gives additional weight to DET scores and
interviews "disadvantaged" applicants.

UCT has more uniformity. Though regulations vary across its
faculties, all use lower cut-off points with DET matriculation
scores. Some faculties (for example, engineering) consider school
records and class position, and the Alternative Admissions Research
Project runs entrance tests at national centers for black
applicants. In this respect, UCT has a more obvious affirmative
action commitment than Wits. While the Wits entrance tests can be
taken by anyone whose matriculation score falls between the legal
minimum entry level and the faculty requirement (though in practice
the tests mainly admit Blacks), at UCT only black students are
permitted to sit its test. Both institutiors, however, seek to
identify potential and, in effect, to cream off the best gualified
black applicants. In science, for example, the 500 or so DET
matriculants who annually meet the high scores in math and science
se by Wits or UCT for automatic entry into certain faculties end
U, in these two universities. Admissions patterns in the last two
or three years have featured an unprecedentedly high proportion of
black students entering first year classes. At Wits, overall
composition of the first year in 1991 was 34 percent black, with
Blacks representing majorities in first-year law (80%) and
dentistry (57%), and very substantial minorities in first-year
science (43%), medicine (42%), and arts (36%). UCT first-year
statistics are comparable.

Natal employs a different set of procedures which places it between
the second and third categories. Its admission and selection
processes for disadvantaged students reflect traditional concerns
with the identification of academic merit, but they also reflect
preoccupation with social issues. O0f the four English-medium
predominantly white universities, Natal’s leadership has been the
most unequivocal in expressing a vision of the university as, in

future, a mainly black institution. For black students who do not
meet automatic entry requirements, Natal has established the Teach,
Test, Teach Program. Applicants are sent a package of materials to
help them prepare for the entrance exam, together with instructions
on how to use it. Candidates take the test one month later in 11
centers, 9 in Natal. In 1991, 1,042 applicants took *the test for
235 places. Thirty percent of the places are allocated on academic
merit. For the remaining 70 percent, region, gender, and economic
background (in additional to academic performance) serve as
selection criteria. This procedure brings Natal closest to the
policies adopted at the University of the Western Cape, which,
until recently, accepted anyone with matriculation exemption.

The affirmative selection procedures utilized today by UWC
represent the third category. Committed since 1990 to stabilizing
full-time student numbers at present 1levels, UWC strives to
preserve a democratic ethos in its selection process. It achieves
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this in the following fashion. First it accepts all students with
A or B matriculation aggregates, a tiny proportion of its
applicants. Then 20 percent of the remaining applicants are hand
selected according to normal academic criteria or the specific
requirements of particular faculties. All other applicants are
computer selected. A profile is drawn up of the applicants,
classifying them by population group, gender, urban or rural
upbringing, geographical location, social class, and matriculation
performance. Adjustments are made so that the overall composition
of the 1list conforms with the proportions of the different
categories enumerated in the profile. Successful entrants are then
chosen through random selection.

Notwithstanding its conservative leadership through the 1980’s, UDW
admitted increasing numbers of African students in similar
proportions to UWC. In doing so it was driven partly by the
nonracial ideals of many of its staff. However it should be noted
that when the University of Natal began admitting large numbers of
Indian students after 1984, UDW began to experience falling numbers
of Indian applications. Unlike UWC, UDW has not had to institute
selection procedures. With fairly modest minimum admission
requirements, UDW can still accommodate all those who qualify for
enrollment. Its African students, however, increasingly come from
rural schools in KwaZulu; according to UDW academic development
staff, they are particularly underprepared for university
education.

In the remaining category, the historically black universities tend
to be least selective and hence the most open. For example,
matriculation exemption with a higher grade pass in English is
considered by the University of Venda to be the minimum
qualification for automatic enrollment. Venda also requires good
conduct testimonials. Several of the HBU’s (for example, the
University of the Transkei and the University of the North) have
expanded swiftly as a consequence of increasing numbers of
applicants, and, ruling out continuing comparable rates of
expansion, they will soon have to start instituting systematic
processes of selection. UWC and Wits/UCT procedures represent two
of the options open to them.
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APPENDIX H

ACADEMIC SUPPORT PROGRAMS FOR DISADVANTAGED UNIVERSITY STUDENTS

As with admissions policies, universities differ in teaching to the
extent that they acknowledge an obligation to compensate for the
deficiencies of the schooling system. Afrikaans universities do
not have special programs to enable students from disadvantaged
backgrounds to cope with first ycar course requirements. RAU
employed academic support measures at one stage, but no longer does
so. Apparently its black (mainly coloured) students do not perform
significantly differently from their white peers. RAU, of course,
uses the same criteria to enroll all its students. Given the
admission policies at RAU, its view that it does not require
remedial education measures is probably quite valid.

At the other end of the spectrum are the institutions in which

virtually the entire enrollment is drawn from DET schools or those -

under homeland authorities, independent or otherwise. Here the
requirements of compensatory education for a such a large
proportion of students are probably well beyond the skills of
university lecturers. In the first generation of HBU’s, teaching
methods #nd materials were not designed to meet the developmental
needs of disadvantaged students. Until recently, they often echoed
the teaching and learning approaches employed in secondary schools.
Writing in 1988, Gwala noted:

"Although the original black universities established in
1960 became independent from UNISA in 1969, most lecture
material is still largely drawn from UNISA study guides.
This syllabus is characterized by its unchanging nature,
in spite of the rapid social changes in the country.
Lectures, instead of being places for debate and critical
exchange of ideas, are places for dictating notes
summarized from some outdated or politically "neutral"
American text books. This approach results in students
learning those notes like the Bible. The "best" students
are those who are generally able to reproduce the notes.
What is so ironic in these circumstances is that
generally lecturers who try and discard them and
encourage students to do independent reading are accused
of wanting to fail students."

Given the undemanding way in which many classes are taught at
certain homeland universities, students more or less cope; whether
they acquire analytical skills and critical insights is another
question. Again and again, Team members were told that students
transferring from these institutions to historically white campuses
had considerable difficulty in courses where the emphasis was on
independent learning rather than authoritarian instruction.
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Within the scope of limited resources, black institutions do what
they can. At Transkei, for example, a small grant from the
Anglo-American Corporation in 1988 enabled the introduction of
bridging courses and enrichment programs in science, math, and
English. The university has also established a computer-assisted
learning program.

The more developed academic support or academic development
programs exist at those institutions with the greatest diversity of
students: UWC, UDW, and the still 1largely white English-medium
universities. The essential divide is between those programs which
are directed at a minority (albeit, an increasingly large one) and
those which attempt to reorganize teaching methods to meet the
needs of the most disadvantaged.

The Wits and UCT programs fall into the first group. At Wits, the
academic support program involves a substantial commitment of
university resources: 31 full-time staff, 17 holding tenured
positions. Many of the staff work as tutors in individual
departments, predominantly in the arts faculty. At the inception
of the program in 1981, support mainly took the form of provision
of non-credit bearing courses in English language, study skills,
and critical reasoning. The science faculty administered classes
in which existing degree courses were taught more intensively to
smaller groups over longer contact periods. Through the 1last
decade, the programs have become increasingly sophisticated and
diverse. English language courses have been made subject-specific.
Student counselling has beeri added to the services provided by the
academic support staff. A special study program for engineering
was introduced in 1987. Students enter it if they do badly in
their first midterm tests. They study a restruc.ired engineering
curriculum over five rather than four vyears, including
supplementary courses. Also in 1987 study skills tutorials began
to be offered to postgraduate B.Ed. students. The Wits college of
science represents the most ambitious support activity to date.
Opening in 1991 to 150 students holding standard grade
matriculation math (chosen through a test from 550 applicants), it
offers a two-year certificate course which enables a successful
student to obtain more credits than usual through an intensively
taught curriculum stressing physics and math.

The UCT programs are on a similar scale to Wits. For a longer time
than Wits, it has emphasized working with departments rather than
supplying supplementary courses outside them. Most ASP staff are
seconded to departments. Much of the ASP work undertaken by
students is credit bearing. The thrust of the UCT effort has been
concentrated in science, medicine, commerce, and engineering.
Since 1988, a course in engineering has functioned in collaboration
with Peninsula Technikon. Fifty students selected through
examination of school records, special tests, and interviews
undergo math enrichment and courses in problem solving in
engineering. The courses are credit-bearing and are taught over
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twice the normal contact time. Commerce currently supports 70
students who take the first year B.Com. ~vllabus over two years
with intensive tutorials.

ASP research programs have also been developed at Wits and UCT, and
both increasingly emphasize the involvement of mainstream academic
staff. At Wits, the ASP runs specially designed workshops for
departments that request them. Participation in such programs was
once voluntary; today it is often a condition of admission and
bursary award. Interviews with student leaders suggested that ASP
programs are not stigmatized: indeed, SRC officials favor their
expansion. ASP staff at UCT and Wits regularly evaluate the
success of their programs through systematically tracking the
progress of students through first-year and later exams (the
programs are normally restricted to the first year). The evidence
suggests that ASP has substantially enhanced pass rates. Prominent
in the two universities’ mission statements is the undertaking to
provide special teaching assistance to disadvantaged students.
Wits and Cape Town acknowledge that academic assistance is only one
component in a package of supports that they have to offer to
disadvantaged students. They view the provision and expansion of
residential accommodation as another indispensable ingredient in
any policy geared to expanding black enrollment. Cape Town has
established a tutorial system in all its residences which are 87
percent black.

At UWC, the underlying philosophy of academic development (the term
"support" is deliberately avcided) is more transformative. The
eight employees of the university’s Academic Development Center
(ADC) function to "infuse" development issues into the "university
at large." Their activities are "predicated on the assumption that
both the students and the institution have to change." Essentially
their concern is to encourage and promote the reorganization of
teaching methods within departments to meet the needs of classes
that are predominantly drawn from disadvantaged backgrounds. The
rhetoric used by members of the program is suggestive of a much
more interventionist strategy than those adopted at Wits and UCT.
The ADC hopes to facilitate the creation of "learning situations
which are less expert oriented," in which "user-friendly learning
environments" are created, and in which departments become more
"accountable" for the progress of the/r students. ADC staff seek
to divert "subject specific staff from the idea that a particular
amount of content must be taught." Since 1990, the practical
implications of this program include peer group teaching, the
training of a middle layer of tutors, the shift, as far as
resources allow, away from the lecture format to small-group
teaching using teacher assistants, computer-assisted learning
programs 8% the first-year level, staff development, and voluntary
teacher a.sassment.

The UDW academic support program was initiated in 198s. Prompted
by the university’s increasingly severe failure rates, the senate
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established one post to deal with the situation. Today a Center of
Academic Development (CAD) combines a variety of functions usually
managed separately at cther universities: academic support, ESL
training, career advice and counselling, school liaison, and staff
development. The ESL unit employs four people who provide language
teaching to 600 first-year students. Academic support is
undzrtaken by five faculty-based coordinators who administer teams
of senior graduate tutors. In this form, academic support is
chiefiy of the supplementary variety: extra tutorials, assistance
in planning essays, exam guidance, and so on. But academic
development is not limited to the CAD programs. There is a growing
tendency at a departmental level to move in the direction of the
UWC "infusion" model through altering teaching methods and
reorganizing curricula content. Interviews indicated that such a
process was underway in a number of arts and social science
departments (politics, history, psychology) and also in physics, a
department with 930 students, many from KwaZulu sciools.

Adoption of more intensive teaching methods and the infusion of
academic development into mainstream courses may be effective
responses to the learning difficulties of disadvantaged students,
but they impose costs. At UWC the more able students are
apparently feeling a rising level of frustration at the slow pace
of instruction, and staff are barely coping with intolerable
workloads.

The differences betweer. the two approaches exemplified by the UCT
and Wits programs, on the one hand, and the UWC program on the
other may be exaggerated by the rhetoric used in the 1latter
institution. Both evolved to meet problems of a different order of
magnitude, and they also reflect the different levels of resources
available (academic support does not qualify for state funding).
Both increasingly demonstrate common emphases on the merits of
intensive teaching and the need to reorganize mainstream teaching
methods and curriculum to do this. Both represent significant
institutional reorientation in the allocation of resources and the
direction of teaching practices to meet the needs of African
students.
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APPENDIX I
INTERNAL GOVERNANCE OF UNIVERSITIES
Today all South African universities are legally autonomous. As

discussed in Appendix B, the government relinquished its remaining
controls over decision-making within black universities in the

1980’s. Each institution has outwardly similar governing
structures. At its apex sits a council which is the supreme
decision-making body. It approves the budget, can veto senior

academic appointments, selects the vice chancellor or rector, and
sometimes has a say in the appointment of DVC’s and registrars. It
also decides major policy issues: fee levels, the proportion of
residences, the closure of departments, and so on. Councils always
include a noruniversity majority chosen or appointed by a variety
of organized interests and external agencies. Academic matters are
left to the ciscretion of the senate, which is composed
predominantly of senior academic staff. At UCT, for instance, the
senate decides on admission and exclusions policies, major
affirmative action issues, and examination matters. Powers of vice
chancellors vary, but, as they and their deputies constitute the
day-to-day management of the university, their offices, together
with councils and senate, constitute the three most authoritative
decision-making levels. ’

Councils and senates meet at intervals through the year (at ucT,
for example, the council meets every month). The scope of their
authority is so broad that they are unlikely to intervene in the
detailed determination of teaching and research. Some of their
work is delegated to committees, but many of the most important
curricular decisions are made within individual faculties, which
are governed by a dean, a board drawn from lecturers nominated by
their department heads, and a series of committees selected by the
dean and approved by the board. Departments usually have a
permanent chair or head of professorial rank. Department heads
have considerable authority; they play a crucial role in staff
appointments and have virtual autenomy in deciding course content.
The above pattern holds for the predominantly white universities
and some of the black ones but not all: at Turfloop, for example,
until recently departmental syllabus content required approval from
the university’s top administration.

Although this broad pattern of administration runs across the
subsector, the similarities of formal structure are misleading.
The governance of South African universities displays significant
variations. These variations flow partly from the different ways
in which governing bodies are composed but they are also the
cons~quence of different institutional cultures.

The membership of each university’s council is regulated by
government legislation. The council of the University of
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Durban-Westville, for example, must include 10 nominees of the
State President, 3 members chosen by the council itself, 2 elected
by the senate, 2 elected by convocation (alumni), 2 elected by
donors, 3 municipal representatives, and 3 university officers.
Wits includes in its 14-member council representatives of the
Chamber of Mines, the Transvaal Chamber of Industry, and the
Johannesburg Chamber of Commerce. In many universities, given the
high proportion of council members who are nominated by business or
the state, it is easy to demonstrate that councils are dominated by
people who are likely to be conservative in their political beliefs
and social attitudes.

Taylor’s (1988) analysis of the Wits council, conducted in 1987,
revealed a "high degree of interlock with big business and the
state." Six members of its council had past or present connections
with the Anglo-American Corporation. Four were directors or CEO’s
of two other major mining concerns, and two more came from
companies under the umbrella of the Afrikaner insurance giant,

SANLAM. At that time the council included no black
representatives. In 1986 Dr. Nthato Motlana stood as a convocation
candidate but was not elected. In 1989 W.T. Kambule, the

headmaster of a private high school in Soweto and a former Wits
mathematics lecturer, was elected as the council’s first African
member.

The composition of such bodies does not mean that the university’s
policy is identical to the interests of the state and big business.
At least at the white English-medium universities, councils are

often fairly passive bodies. As Taylor put it, "discussion in
council often takes the form of exposition or explanation by the
Chairman or Vice-Chancellor." During the 1980’s, councils on the

English speaking campuses supported university leaders in major
confrontations with the state over the quota legislation and the
efforts by Minister De Klerk in 1987 to make the allocation of
subsidies conditional on political quiescence. The Wits council
also condemned the establishment of VISTA University. At UcCT,
according to the registrar, "on virtually every issue council has
been more progressive than the senate." 1In his view, the council
at UCT tended to be more vigorously supportive of the university
administration than at Wits." This may have been due to the more
liberal pelitical climate that has existed traditionally in the
Cape Town region.

In any case, big business and the state at times have had different
priorities concerning tertiary education. Sensitivity to skilled
manpower shortages has been one factor in prompting corporate
support for expanding black enrollment, expressed, for instance, in
donations for bursaries. On the other hand, the conservative ethos
of such bodies helps to set limits on any reform or restructuring
the English-medium universities may undertake, reinforcing the
determination of Wits and UCT to remain institutions geared to
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international criteria of excellence and resisting a movement to
the populist mission exemplified by the University of Western Cape.

The cases of UDW and UWC illustrate the difficulties of
generalizing about university governance. In both cases the
councils are composed of members drawn predominantly from the
Indian and ccloured comnunities. In recent years both have
experienced high levels of political mobilization; both have
appointed vice chancellors committed to fairly radical change and
supported them through periods of confrontation with more
conservative members of the academic staff and administration.

At UDW during the 1980’s, an unusually assertive and well-organized
staff association, COMSA (representative of both junior academic
staff and administrative personnel), was responsible for pushing
through curricular changes as well as opening the full range of
university facilities to Africans. University leadership underwent
a swift reorientation after the appointment of Jairam Reddy, former
dean-elect of the UWC dentistry faculty. Before Reddy’s
rectorship, changes and reforms were conceded by the hierarchy only
after considerable pressure from academic staff and students.
Since his arrival in 1990, Reddy has placed senate and staff
association representatives on the finance policy committee, a body
formerly exclusively made up of council members and senior
administrators. Six elected lecturer representatives were also
brought on to the senate.

Traditionally, councils in the black universities established or
reorganized in 1959 have tended to be drawn from senior academics
at the Afrikaans campuses and state appointees. For example the
1991 chairman of Turfloop’s council is the vice rector of RAU.
Until 1990 the autonomy of black university councils was limited by
the requirement to obtain ministerial consent to the appointment of
rectors. 1In the case of the indeperident homelands, the councils
are in effect appointed by the governments. At Unitra, for
example, 8 of 15 council members are appointed by the State
President and a further 3 are ex-officio. 1In Bophuthatswana, the
vice chancellor is also a government appointee. Here, though, from
its inception, leadership was rhetorically committed to "keeping
the University free of Afrikaner control" (de Villiers Graaf,
1986), though reformist Afrikaner academics have played an
important role in Unibo’s planning body. A similar commitment was
enlisted in the establishment of the University of the Transkei.
Since 1984, under the Bophuthatswana Security Clearance Act, the
government has had the power to bar students and staff from
educational institutions; comparable legislation existed in South
Africa until 1991.

Councils at homeland universities are often more responsive to
government pressure than other sections of university leadership.
For example at the University of Zululand, clashes between students
and Inkatha followers in October 1983 led to senate staff voting
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for Chief Gatsha Buthelezi’s removal as chancellor. The Chief
allowed himself to be persuaded to stay on as chancellor and chief
patron of the university foundation after the university council
expressed full confidence in his leadership role.

Quite apart from external forms of political interference, which,
in the case of the University of the North, took the form of a
virtual military occupation for much of 1989-1990, students and
staff in black universities have had to contend with an extremely
authoritarian environment. For example, at Fort Hare and Turfloop,
until recent reforms in both institutions, administrators routinely
vetted all outside academic visitors and previewed all papers
delivered by their lecturers at conferences.

Recent changes of regime in both the Transkei and the Ciskei opened
opportunities for altering university government and leadership.
These were dramatically realized in the case of Fort Hare, where a
new restructured council included a strong contingent of liberal
academics, Anglican churchmen, progressive lawyers, and black trade
unionists.

After changes in leadership, the greater powers invested in the
vice chancellor'’s office characteristic of the HBU’s can facilitate
the implementation of radical shifts in policy. Given ingrained
habits of deference to authority, reformist leadership can, to
guote one senior member of UDW’s administration, "impact very

heavily on conservative staff." 1In Ciskei, Venda, and Transkei,
changes in government have removed political constraints on
university leadership. But, however visionary a new Vvice

chancellor may be, he or she must still contend with vested
interests represented in senate. Senates are mainly composed of
senior staff. In English-medium HWU’s and Fort Hare, they also
include elected representatives of junior staff, but these always
constitute a very small minority. Durban-Westville’s senate, as
listed in its 1991 calendar, has 84 members, all professors or
senior lecturers. Only 28 of them are black. It now includes six
elected members who are apparently vocal and effective.
Nevertheless, a 25 percent voting minority can effectively veto any
change or innovation. Africans constitute a minority of the
members of senate at the University of the North, a body in which
Whites trained at Afrikaner universities continue to prevail.

Fully fledged student representation on governing bodies was only
allowed by legislaticn this year, though students have had observer
status on councils, senates, and faculty boards of the more liberal
campuses for some Yyears. Elected student representatives will
continue to constitute a tiny minority of such bodies. The UWC
leadership is engaged in an attempt to push the process of
democratization of governance beyond the limits impcsed by enabling
legislation. To quote Jakes Gerwel, speaking in 1989:
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"If at UWC we have learned anything in this regard, it
was to attempt the construction of relationships between,
on the one hand, the formal structures of governance and,
on the other, the university equivalents of mass-based
democratic formations: the SRC, SANSO, the Worker’s
Union, the Democratic Academic Staff Association. oOur
experience was an interesting conversion of a ‘dual
power’ situation with a cooperative and essentially
non-antagonistic relationship between the formal
structures and the informal democratic forums."

Clearly the extent to which such "informal democratic forums" exist
on different campuses will affect the behavior of formal
governance. Here the record is uneven; on some of the black
campuses like Unibo and Zululand, student organizations continue to
be directly repressed, and Afrikaner student organizations do not
customarily adopt confrontationist stances toward university
administrations.

As argued at the beginning of this section on governance,
institutional cultures are at least as important as the formal
arrangement and competence of governing structures in determining
the ways in which universities are administered. Such cultures
partly reflect the social conventions within the communities in
which institutions are situated. Anecdotal information suggests
heavy pressures in favor of conformity on Afrikaner campuses as
well as socially conservative philosophical attitudes among
students. 1In 1586, RAU students tried to persuade their senate to
adopt a measure which would have compelled lecturers to open
classes with a prayer (the move was successfully resisted). When
Afrikaner universities in the Transvaal and the Orange Free State
began very hesitantly to admit Blacks, they did so despite strongly
voiced opposition from white students. Conversely, the
self-perception within English-medium universities, that they
represent liberal values, has enhanced a climate of intellectual
tolerance within them. Institutional cultures are not merely the
reflection of traditions and social constituency, but they can also
be affected by charismatic styles of leadership. Here the example
of UWC in creating a corporate identity of social commitment is
notable.
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APPENDIX J

UNIVERSITY RESEARCH PROGRAMS

South African universities represent the major <research
institutions in Africa, with international reputations in
engineering, the sciences, and medicine. In 1986, according to
the World Bank, South African universities generatec 3,028 S and T
publications, the second national total being Nigeria’s at 736 (R.
R. Arndt, 1991). Even so, South Africa underspends on research.
For developing countries, the UNESCO recommended figure for
expenditure on all forms of research is 1.5 percent of Gross
National Product (Charney, 1990). At 0.93 percent, South Africa’s
figure is well below this (cuUp, 1987).

The two principal research institutions are Wits and UCT, though by
U.S. standards, the scale and proportion of their postgraduate body
(M.A. and Ph.D. or equivalent) is quite modest. Both institutions
undertake fundamental or basic research of international quality.
The UCT research report for 1990 lists 1,013 foreign publications;
the Wits 1989 report refers to 951 foreign publications. In 1990,
Wits boasted 12 researchers who were, according to the Government'’s
Foundation for Research and Development, "unquestionably accepted
by the international academic community as leaders in the field"
and a further 37 with "considerable international recognition."
Research strengths are concentrated in medicine, natural science,
and engineering. Both institutions alco have history departments
with international reputations.

That said, these two institutions essentially remain oriented to
teaching the undergraduates who form the major part of their
enrollment. Full-time research workers are located in the science,
medical, and technical faculties. Most of the research generated
within the arts and social science disciplines is produced by
members of teaching departments. Sabbatical leave is awarded to
teaching staff every six years under increasingly stringent
conditions; it can last between three months and a year. Teaching
obligations and duties connected to examinations normally take up
32 weeks of the year. South African universities do not administer
the equivalent of summer schools.

Other HWU’s also devote substantial resources to research.
Pretoria, with a research budget of R50m (the highest nationally),
has developed strong linkages between its research program and
certain industrial and business sectors. Its strengths can be
located in financial analysis, clinical pharmacology,
microelectronics, cereal processing, and seed reproduction.

Notwithstanding the research strengths of the HWU’s, it needs to be
said that they have significant areas of weakness even in the
fields of science and technology. A scenario project sponsored by
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South Africa’s Wedbank drew attention to underinvestment by the
South African manufacturing industry in research and development
projects conducted at universities. Where 1linkages between
universities and industrial sectors were well developed, the
achievements have been conspicuous. To take a notorious example,
metallurgical and electrcnics research at Afrikaans universities
were key factors in developing the technology used by the South

African arms industry. On the whole, though, South African
manufacturing depends heavily on imported technology, and has
demonstrated 1little commitment to 1local innovation. In an

increasingly competitive international environment, South Africa’s
external technological dependence will make it increasingly
difficult to maintain and develop its industrial base. More
generally, analysts have noted "the lack of coordination between
the objectives of research and socio-economic goals," pointing to
the low proportion of academic research fundlng expended on
englneerlng, technology, math, and computer science in comparlson
with the resources used to support research in the social sciences
and humanities (Arndt, 1991).

On a more positive note, the HWU’s have seen a proliferation of
research oriented to the needs of poor and disadvantaged
communities. At Wits, for example, the faculty of medicine is
"beginning to employ research resources outside its traditional
research base . . . in the Center for the Study of Health Policy,
the Health Services Development Unit, the University’s Rural

Facility at Umbabat, and the Alexandrla Health Center. . . .
.[S]Juch research w1ll play an increasing role in the Faculty’s
efforts." In a similar fashion, the Wits architecture faculty

currently emphasizes research on low-cost housing. Historians at
the English-medium HWU’s have played a remarkable role in
reconstructing the research agenda of South African social
scientists around the investigation of working class culture and
experience. Humanities and social science scholarship in South
Africa, by its nature, tends to be locally oriented, and its
achievements cannot be measured on an international scale of
excellence in a fashion comparable to medicine or natural science.
Such scholarship does, however, sustain a substantial number of
local journals, and South African contributions represent a large
proportion of the content of British and American African studies
publications.

Compared to the English-medium HWU’s, the predominantly African
universities produce much less postgraduate or postdoctorate
research. Fort Hare, for example, registered 461 postgraduates,
about a tenth of its total enrollment. Of these, most were honors
or diploma students (Annual Report). In 1989, Fort Hare academic
staff published a total of 72 scholarly articles and 18 books or
monographs. Given the constraints, this is not unimpressive, but,
nevertheless, the contrast with Wits/UCT underlines the fact that
the black  universities remain almost exclusively teaching
institutions. The number of students awarded degrees for

52



postgraduate research (M.A. and Ph.D.) at these institutions is
very small. In 1990, VISTA capped three Ph.D.s; Zululand, two;
UWC, three; and the University of the North, five. Of these
thirteen doctorates, five were in education, two in philosophy, two
in social wourk, two in psychology, one in law, and one in
literature. Similar numbers prevailed at the M.A. level within
this group of institutions with the exception of UWC, which awarded
17 M.A.’s across a broad range of disciplines including pharmacy,
history, and accountancy.

The relative importance of research in each institution is roughly
indicated in the numbers of research staff listed in Table J.1 as
full-time equivalents in each institution, and their proportions in
relation to full-time units expended on teaching. This table
indicates that UCT (599), Wits (476), Pretoria (456), Natal (444),
Stellenbosch /375), and UNISA (344) account for about two-thirds of
the time expended on research at South African universities. 1In
the case of UCT, time devoted to research almost equals teaching
time. 1In historically black universities, research time usually
represents about a quarter of teaching time and the absolute
numbers of full-time equivalents employed in research are low.

Table J.1.—University research PTE’s, 1989

Research Teaching
UCT 599 655
UDW 71 323
Medunsa 70 149
Natal 444 558
North 60 239
OFS 185 362
UPE 98 197
Potch 164 354
Pretoria 456 721
RAU 112 260
Rhodes 111 288
UNISA 344 909
Stellenbosch 375 617
UWC 101 401
Wits 476 669
Zulu 46 174
VISTA 46 262
Total 3,759 7,144
Source: DNE
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The figures are misleading in any case. Each university submits
its owi. returns to the DNE for SAPSE purposes, claiming that each
member of the academic staff spends a certain proportion of their
time on research. There is no clear consensus on what constitutes
research in this context; it might range from preparing lecture
material to conducting fieldwork. A more accurate measure of
research resources available at each university would be the
full-time academic staff employed in research institutes, centers,
and units. Table J.2 presents this data.

Table J.2.—Research funding, institutes/units, and staff at six
universities, 1990

UDW UwWe UFH North | Wits Zulu-
land
Funds (in R) n/a |974,000| 912,358 n/a R39m* n/a
No. of units/
institutes - 3 5 4 1 22 2
Full-time
research
staff
(academic) 14 16 16 7 95 7
* 1989
Source: University calendars and interviews
The disparities are even more pronounced when it comes to

expenditure on research. 1In 1989, Wits spent R39m. By contrast,
in 1990 the University of Fort Hare received a total of R912,338 in
research funding (UFH Annual Report).

Even with limited resources, the historically black universities
have made considerable efforts to develop research programs. In
this respect, Turfloop is distinctive for its work in the life
sciences. Two hundred current departmental projects include work
on plant and food production, the Freshwater Fish Research Group,
investigation of pollution levels along the acid rain belt of the
eastern highveld, and research on the beneficiation of low-grade
coals. Since 1973, the University’s zoology department has coupled
its research on parasites with extension work in affected
communities. Not surprisingly, the emphasis in the black
universities is on apnlied research, often with a specific
orientation to local needs. As Unitra’s annual report for 1987
states, "Applied research is entirely acceptable—speciallywhen we
take into account that the university is a national university in
a developing country."
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In certain fields of applied research, black universities can claim
with justification to be playing leadership roles. Both UDW and
UWC have well-developed programs in primary health care. uwc
currently has more postgraduate work on teaching and learnlng
issues in its faculty of education than any other center in the
country.

There is evidence, moreover, that the HBU’s are currently placing
more emphasis on postgraduate study and postdoctoral research.

There are at least two reasons for this trend. First, their new
leadership views the current allocation of research facilities
between institutions as racially biased and hence ready to be
challenged. For the foreseeable future, these universities are
bound to educate the majority of black full-time students. Without
research programs they are 1likely, in the perception of their
leaderships, to remain inferior institutions. Expectations and
ambitions remain oriented to the ideal of a comprehen51ve
university represented today by the white institutions, and, in the
past, by the pre-1959 history of Fort Hare.

Secondly, there are considerations of a more pragmatic character.
With the expansion of student numbers, black institutions are
imposing heavy teaching burdens on their staff. These can be
substantially lightened by enrolling larger numbers of
postgraduates who can serve as part-time teaching assistants. UWC,
for instance, ties its student financial suppert program to
employment within the university. Another practical concern is to
attract well-qualified staff. The absence of research facilities
is a significant obstacle to successful programs of staff
recruitment. Finally, the scale of the state’s subsidy is partly
influenced by research output. Accordingly, to take once again the
example of UWC since the inception of Jakes Gerwel'’s
chancellorship, no less than five research centers or initiatives
have been established, all in the social sciences or education.
Jakes Gerwel emphasizes the role of postgraduate and research work
in enhancing the UWC undergraduate teaching role.

That HBU’s seek to develop research programs is hardly surprising
in a cultural context where research is defined as one of the
essential attributes of being a university. In its 1987
investigation, the Committee of University Principals (CUP)
observed that "in a situation where no symbiotic relationship
exists between teaching and research, and when one of these
functions is practiced exclusively, one doubts whether such an
institution can be called a university." CUP’s view is that, for
most purposes, research is best conducted in a university. In
South Africa there exist, alongside the universities and competing
with them for resources, state-contrclled research councils, of
which the two most important are the Council for Industrial and
Scientific Research and the Human Science Research Council. The
councils absorb about 80 percent of government funding expended on
research. The universities contend that they do this wastefully
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and without matching the quality of the work undertaken in academic
institutions.
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TABLES ILLUSTRATING UNIVERSITY UNIT COSTS BY FIELD OF STUDY

Tables K.1 to K.9 show the cost per output unit for nine fields of
study and various institutions,
units are defined as follows:

Table K.l.—Cost per output unit: agriculture and renewable

FPPENDIX K

Diploma = 1 output unit

both chosen at random.

Bachelor’s degree = 3 output units
Honors degree = 4 output units

Master’s degree

5 output units

Doctoral degree = 8 output units

natural resources, 1989 (rands)

Output

University Output | Expenditure Cost per
units (Rm) output unit (R)

Natal 446 1.0 2,242

North 28 0.8 28,571

OFS 728 1.7 2,335

Stellenbosch 629 2.1 3,339

Source: Computed from DNE (1990)
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Table K.2.—Cost per output unit: business, commerce and
management sciences, 1989

University Output Expenditure Cost per
units (Rm) output unit (R)

UCT 1,726 3.4 1,970
UDW 178 1.0 5,618
Natal 1,520 2.3 1,513
North 96 1.1 11,458
OFS 433 0.8 1,848

. UPE 384 0.8 2,083
Potch 482 2.3 4,772
RAU 1,645 1.9 1,155
Rhodes 244 1.2 4,918
S.A. 6,601 10.1 1,530
Stellenbosch 1,680 2.5 1,488
UWC 157 0.9 5,732
Wits 2,433 5.8 2,384
Zululand 63 0.4 6,349
VISTA 100 1.8 18,000

Source: Computed from DNE (1990)

Table K.3.—Cost per output unit: computer science and data
processing, 1989

University Output | Expenditure Cost per
units (Rm) output unit (R)

UCT 188 0.5 2,660

UDW 33 0.2 6,061
Natal 121 1.0 8,264
North 22 0.2 9,091

JFS 56 0.2 3,571

UPE 84 0.5 5,952
Potch 534 0.4 749
Pretoria 249 0.9 3,614

RAU 184 0.4 2,174
Rhodes 104 0.4 3,846
Stellenbosch 107 0.4 3,738

UwC 9 0.3 32,333
Wits 229 0.4 1,747

S.A. 3¢3 1.2 3,Q53 _

Source: Computed from DNE (1990)
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Table K.4.—Cost per output unit: engineering and engineering
technology, 1989

University Output Expenditure Cost per
units (Rm) output unit (R)
UCT 1,075 3.5 3,256
UDW 20 0.9 45,000
Natal 709 2.7 3,808
Potch 180 1.8 16,000
Pretoria 1,558 7.8 5,006
RAU 193 1.5 7,772
Stellenbosch 732 3.6 4,918
Wits 1,131 5.2 4,598

Source: Computed from DNE (1990)

Table K.5.—Cost per output unit: languages, linguistics, and
literature, 1989

University Output | Expenditure Cost per
' units (Rm) output unit (R)
UDW 251 1.8 7,171
Natal 887 3.5 3,945
North 716 3.0 4,190
Pretoria 973 2.8 2,877
UwC 732 2.1 2,869
Zululand 349 1.5 4,298

Source: Computed from DNE (1990)

Table K.6.—Cost per output unit: law, 1989

University Output Expenditure Cost per
units (Rm) output unit (R)

North 350 1.5 4,286

RAU 451 0.9 1,996

UWwC 201 0.8 3,980

Wits 956 1.7 1,778

Zululand 212 0.7 3,302

Source: Computed from DNE (1990)
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Table K.7.—Cost per output unit: life and physical sciences, 1989

University Output | Expenditure Cost per
units (Rm) output unit (R)
UucT 1,131 5.1 4,509
UDW 340 2.7 7,941
North . 141 1.8 12,766
Stellenbosch 930 2.0 2,151
UWC 732 2.0 2,732
Zululand 62 1.3 20,968

Source: Computed from DNE (1990)

Table K.8.—Cost per output unit: public administration and social
services, 1989

University Output | Expenditure Cost per
units (Rm) output unit (R)
North 165 0.8 4,848
Pretoria 431 0.9 2,088
Rhodes 75 0.2 2,667
UNISA 853 2.5 2,931
Uwe 141 0.6 4,255
Zululand 115 0.4 3,478

Source: Computed from DNE (1990)
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Table K.9.—Cost per output unit: social sciences and social

studies, 1989

University Output Expenditure Cost per
units (Rm) output unit (R)
ucT 1,436 3.6 2,507
UDW 714 1.5 2,101
North 321 1.3 4,050
UPE 338 1.2 3,550
UNISA 2,364 7.9 3,342
Stellenbosch 1,363 2.4 1.761
VISTA 242 3.3 13,636
UwC 837 1.7 2,031
Zululand 129 1.6 12,403

Source: Computed

from DNE (1990)
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APPENDIX L

RATIONALIZATION PROPOSALS OF COMMITTEE OF UNIVERSITY PRINCIPALS

Universities are legally autonomous, but, of course, in reality
their independence is restricted. Through the funding formula, the
government exercises a powerful set of pressures which it can
deploy to influence university policy over a wide range of issues.
Universities have also given external professional associations a
considerable role in determining the content of courses taught in
a number of departments and faculties: commerce and law are

particular cases in point. Homeland institutions continue to
experience government bullying and police interference, though,
overall, this 1is on the decline. Certain Afrikaans-medium

universities remain bezarers of a tradition in which universities
are expected to surrender a degree of intellectual independence as
the implication of an ethos in which "the individual finds his own
identity by idzutifying himself with the volk" (Degenaar, 1977, p.
149) . Nevertheless, what is remarkable, bearing in mind the size of
the universities’ share of national resources and their dependence
on government funding, is how 1little government planning and
direction there has been historically. Mechanisms for coordinating
and organizing the programs and activities of the sector remain
weak and essentially voluntary.

The main vehicle for sector planning and coordination is the
Committee of University Principals. CUP is a statutory body which
has existed since 1955. From 1987, all 17 South African university
principals and registrars joined it; before that date it did not
represent all the HBU’s, and, of course, it still excludes the TBVC
institutions. It meets twice a year. It has two essential
functions: it advises the Minister of National Education on all
matters relating to universities, and it drafts regulations
affecting all universities, particularly those affecting admission
requirements and exemptions from them. Its decisions are not
binding on any institution. Beginning with a modest staff of one
part-time secretary and two part-time typists, by 1986 CUP employed
nine staff and commanded a budget of R600,000.

In 1987, CUP produced a report entitled "Macro-Aspects of the
University within the Context of Tertiary Education in the RSA."
The report argued that universities were confronted with a variety
of present and future environmental developments for which they
were unprepared and badly equipped. These trends included a
demographic explosion, low rates of economic growth, the growing
importance of informal sector employment, the growing technological
gulf between South Africa and its economic competitors, and the
information revolution. All these developments required a
reorganization and rationalization of the tertiary sector. For
universities, the CUP report argued, this meant that institutions
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"should develop according to a differentiated model" (p.47) . Their
activities should be classified into four categories:

1. Those in which a high level of achievement merited
recognition as "Centers of Excellence" and continuing
support to administer full programs of advanced training
and basic research

2. Those departments or faculties that were competent teaching
centers, that could undertake selected postgraduate
training, and that could be supported to pursue applied
research focusing on community problems

3. Departments, especially within the humanities and the
social sciences, that could be encouraged to experiment
with distance education, which, if imaginatively developed,
could become an increasingly important emphasis of those
institutions serving predominantly third world communities

4. Those facilities that effectively and appropriately
extended the range of university outreach activities

Rationalization would take place on three levels:

1. Within the tertiary sector as a whole, with a more
systematic division of functions between universities and
other institutions and the reduction of overlap between
them

2. Amoiyg universities, with the elimination of underused or
ineffective departments or faculties and the reduction of
unnecessary duplication, as well as the sharing of
facilities between .iearby institutions

3. Within departmerits, which would be regrouped to improve
teaching methods, research productivity, and student pass
rates as well as to utilize facilities more effectively

Implementation of these recommendations has proceeded unevenly and
hesitantly. CUP functions through consensus, and institutions can
quite easily disregard its prescriptions, though this may soon
become more difficult now that tertiary sector rationalization has
been incorporated into the recent DNE "Educational Renewal
Strategy."

CUP has undertaken a number of pilot studies on disciplines.
Follcwing the completion of two of these studies, the CUP academic
planning committee recommended the closure of surveying departments
at Pretoria and Wits, and the ending of librarianship training at
Wits, UOFS, and UWC. Other disciplines under consideration include
music, professional accounting, speech and drama, fine arts, modern
European languages, and the geosciences.
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Not all universities have complied with CUP recommendations. The
larger and wealthier institutions are generally more willing to
accept the pilot study findings than the HBU’s. When interviewed,
the UCT leadership said, "the process should have more teeth."
Zululand refused to close its librarianship department.

A number of universities have unilaterally begun phasing out
departments with declining student populations. At RAU, for
example, mineral economics, anthropology, and modern European
languages will no longer be taught in separate departments. UCT
Closed its pharmacy and Portugquese departments. In the case of the
latter, this was despite appeals made by the Portuguese Prime
Minister to the South African State President.

Cape Town has gone furthest in developing transfer arrangements
with local technikons in the fields of commerce and engineering.
Students can qualify through taking credits at both institutions.
- UDW’s leadership is also taking the implications of rationalization
seriously. Burdened with over 80 departments (and hence top heavy
with senior staff), the university cannot function cost
effectively.

So far, however, the process has been slow, and in the words of a
UCT Deputy Vice Chancellor, it has mainly affected "fringe
activity." It confronts a number of obstacles. First,
rationalization is viewed by weaker institutions as a strategy
designed to conserve the interests of the main HWU’s. As Professor
Reddy from UDW noted when interviewed, the arguments for
rationalization were framed in a fashion that were "almost
oblivious of the inequalities of access and resources." Second,
the institutional arrangements which might promote a rationalized
division of tasks between universities and technikons are
embryonic. CUP and CTP has a joint committee that meets twice a
year, but, to date, it has never made decisions of any major
impact. Third, CUP excludes universities in the TBVC territories.
Fourth, one of the ideological legacies of discrimination against
black universities is that their model for future development tends

to be the urban metropolitan HWU. Understandabl:y, their
leaderships would be reluctant to concede the role of accommodating
all the major "centers of excellence" to the HWU’s. HBU vice

chancellors would also probably dispute the criteria that might be
proposed by CUP for determining excellence and accreditation.
Fifth, the historical construction of South African universities
has been inherently irrational in terms of the criteria that inform
both CUP and the government’s present concept of rationality. The
existence of no less than six universities in the vicinity of
Johannesburg and Pretoria is testimony to this.

In short, given the political divisions within CUP and the
competition for resources between universities, it is difficult to
see how a process of sector-wide rationalization can be worked out
through consensus. 1If it is to be effectively accomplished, the
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restructuring of tertiary education will require a more
authoritative way of implementing policy than is presently within
the capacity of CUP.
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of study.

APPENDIX M

TABLES ILLUSTRATING TECHNIKON UNIT COSTS BY FIELD OF S{TUDY

Tables M.1 to M.7 show the cost per output unit for various fields
Output units for the technikons are defined as follows:

Certificate = 1 output unit

First National Diploma (3 yrs) = 3 output units
First National Diploma (4 yrs) = 4 output units
Natiuinal Diploma = 5 output units

Postdiploma diploma = 1 output unit

The source for the computations in Tables M.1 to M.7 is DNE (1990).

Table M.l.—Cost per output unit: agriculture and renewable

natural resources, 1989 (rands)

Technikon Output Expenditure Cost per
units (Rm) output unit (R)

Natal 123 0.24 1,951

Pretoria 78 1.31 1,932

P.E. 132 0.27 2,045

Table M.2.—Cost per output unit: architecture and environmental

design, 1989 (rands)

Technikon Output Expenditure Cost per
units (Rm) output unit (R)
Natal 174 0.57 3,276
Peninsula 84 0.45 5,357
M.L. Sultan 121 0.44 3,636
Pretoria 299 0.74 2,475
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Table M.3.—Cost per output unit: business, commerce, and

management sciences, 1989

Technikon

Output Expenditure Cost per
units (Rm) output unit (R)
Cape 1,207 3.29 2,726
Wits 701 4.03 5,749
Peninsula 307 1.99 6,482
M.L. Sultan 321 1.28 3,988
N. Transvaal 15 1.00 66,667
RSA 492 1.68 3,415
Mangosuthu 15 0.67 44,667

Table M.4.—Cost per output unit: computer science and data
processing, 1989 (rands)

Technikon Output Expenditure Cost per
units (Rm) output unit (R)

Cape 254 1.34 5,276

Wits 93 1.56 16,774

Vaal Triangle 54 0.72 13,332

M.L. Sultan 79 0.44 5,570

Peninsula 72 0.49 6,806

|

Table M.5.—Cost per output unit: engineering and engineering
technology, 1989 (rands)

Cost per

Technikon Output Expenditure
units (Rm) output unit (R)
Natal 1,302 2.72 2,089
Pretori.a 1,740 3.64 2,092
Mangosuthu 243 1.52 6,255
Peninsula 293 1.46 4,983
M.L. Sultan 186 1.49 8,011
—
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Table M.6.—Cost per output unit: health sciences, 1989 (rands)

==
Technikon Output Expenditure Cost per
units (Rm) output unit (R)
N. Transvaal 123 0.85 6,911
Wits 438 2.22 5,068
Pretoria 713 1.03 1,445
Peninsula 553 0.88 1,591
M.L. Sultan 218 0.75 3,440

Table M.7.—Cost per output unit: life and physical
sciences, 1989

Techniken Output Expenditure Cost per
units (Rm) output unit (R)

Cape 202 0.90 4,455

P, 62 0.51 8,226

Vaal Triangle 144 0.51 3,542

N. Transvaal 12 0.64 53,333

M.L. Sultan 165 0.78 4,727
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APPENDIX N

QEPARTHENT OF EQUCATION AND TRAINING

PRIMARY TEACHERS' OIPLOMAS
SECONDARY TEACHERS’ OIPLOMAS

SYLLABUS FOR EOUCATION

1990 STRUCTURE

AIN

The aim of this course is to acquaint the student teacher with the
basic principles of education on which sound teaching practice can be
developed. These principles should also serve to indicate a positive
attitude towards the educational task to which the student has
committed himself.

 INTRODUGTION

As education can never be isolated from teaching, the day-to-day
classroom situation is the point of departure for this course.

The syllabus comprises themes which have been selected “rom the
different perspectives (disciplines) by reason of their value to
teacher education. -

For practical reasons’ a distinction is made betwean Education,
Subject Oidactics, Teaching Practice and School Management, although
they are not to ve separated. The syllabuses supplement each other
and the differentiation into separate syllabuses is made only with a
view to having more time set aside for professional training in
classroom practice.

It is the responsibility of the Education lecturer and the Subject
Oidactics * lecturer to ensure that the theoretical aspects of the
syllabus, whenevsr applicable, are linked to their practical
application in the specific subject didactics of other subjects.
This can be accomplished by co-ordinating interdisciplinary meetings
of college staff and by arranging seminars and workshops of specific
topics.

To create the opportunity for students to do some research in
Education it is expected that students should do at least four
assignments during the course of zach year. These assignments should
be done according to specific requirements as laid down by each
college.

Period of allocation for all courses:

First year: S x 40 minutes periods per week. ) .
Second and Third years respectively: 6 x 40 minutes periods per week.
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CONTENT

EIRST YEAR OF STUOY

SECTION L : GENERAL_INTRQOUCTION

l.

2.
2.1
2.2

2.3

2.4

2.5

Introduction to the different educational
part-disciplines

Description of relevant basic concepts
Education - introduction

Educator and educand

(7 periods)

(2 periods)

(5 periuds)

Moulding, becoaing, developing and unlocking ({(the educand for the

world and the world for the educand)
Coaching (Oressuur)

The aim of education:

- adulthood

- responsibility
- maturity

SECTION 2: BASIC DIDACTICAL CONCEPT AND PRINCIPLES

1.

1.1
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Didactics
Subject aidactics
Methodology (teaching methods)

Oidactic principles
Totality

ODiffarentiation
Integration

Example

Actualising

Socialising
Individualising
Environmental teaching
Purposefulness

Methodics

Evaluation (as didactic principle)
Perception

Interest and motivation
Self activity

Bonding

Experiencing

Oiszovering

Mastering

Mother tongue instruction
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SECTION F - THE TEACHIMG LEARNING SITUATION (10 periods)

1, The Schoaol
1.1 The nature and characteristics of the school
1.2 The primary and the secondary school
1.3 The task of the school
SECTION 4 : IHE TEACHEN (20 periads)
1. - The task of the teacher ) (4 periods)
1.1 To guide an- direact the development of pupils
1.2 To teacnh and instruct
1.3 To provide authority and security ("geborgenheit”) in the school life
of pupils
2. Characteristics of a good teacher ' (9 periods)
2.1 Understanding of and affection for pupils
2.2 Knowledge and training scholarship; the pursuit of further knowledge
2.3 Patience, personal control, calm personality '
2.4 Speech, language usage, means of contact with class
2.5 Appearance, example
2.6 Willingness to accept additional responsibility
2.7 Ability to plan and organize
. 3. - Behaviour or the teacher ) (7 periods)
3.1 Courtesy and good manners
3.2 " Loyalty to and respect for those in authority
3.3 Respect for public and private property
3.4 Cleanliness and neatness .
3.5 Social behaviour; cound moral behaviour and temperance
3.6 Importance of a Christian outlook on life

SECTION S :  IHE PUPIL | (38 periods)

Note: The course that is being followed should determine the time
spent on the applicable dJeveiopmental phase, e.g. PTD {IP) - 20
periods on the pre-primary and junior primary school child and 18
periods on the senior primary and secondary school child together.

1. The concepts of development and learning

2. The life-world of the pre-school child

2.1 .The pre-school child's asquisition of language

2.2 The pre-school <child’s acquisition of a task orientation and
self-concept in his:

2.2.1 progression through various forms of play

2.2.2 relation with his material environment

2.2.3 relation with other pesople (parents, etc.) in his life-world

2.2.4 relation with God
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The attainment of school readiness

chanyes in the pre-school child during the attainment of school
readiess

critzsria for school readiness

hor the level of school readiness can be determined

At.wotion dand intarest of the pre-school child

The child’s course of becoming (development) during the primary
school years

The role of the school in the becoming of a child

Physical development during the primary school period and its impact
on becoming (including the concept bodiliness or corporeality)

The cognitive lifa of the child during the primary school years

The affective life of the child during the primary school years

The learning of language during the primary school years

The becoming of the primary school child regarding his:

salf-concept

relation with his material environment

relation with others (fellow~-men)

relation with God

attention and interest in the learning activity

The life-world of the junior secondary school child (puber)
Internal influence and development

physical development
cognitive developaent
affective development
conative development
language developaent

External influences and development

the school

cultural influences including the church
social influences

parents and adults

Oevelopment of a self-image
Development of a world-image
Development of a God-image

The life-world of the senior secondary school child

Physical changes and the <evelopnent of self-concapt

The discovering of an own inner-world of mez.ing

The affective-social aspect of his encounter with his life-world
The cognitive aspect of his relation with tlie world

The religious and moral azpest of his encountar with his life~world
Attantion and interest in the learning activity
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SECTION 6 LEARNING (AN QVERVIEW) (L0 oeriods)

1.

LR N T WY T W7 )

How learning is initiated

2. Types of learning
SECTION 7 : CURRICULUM AND THE LESSON (35 periods)
1. The concept curriculum (L period)
2. Situation and analysis (needs of the child, society, (2 periods)
science)
3. Aims and objectives (3 periods)
3.1 Characteristics of aims and objectives
3.2 Classification
4. Content . (2 periods)
4.1 Selection criteria
4.2 Systematisation of content (arrangement of content)
S. Methods of presenting subject matter (6 periods)
.1 Playing method ,
.2 Telling method, lecture method, including telling of stories
.3 The textbook method
.4 Self-activity (individual or group)
.5 Project method: Especially as applied to group work )
6 Oiscussion method: Class -conversation and learning conversation
.7 Question~and-answer method (heuristic)
8 The problem-solving method
9 Programmed -instruction
.10 Conmpetency-based approach
6. Media (See syllabus for Teaching Practice) (4 periods)
6.1 The concept: medium
6.2 Traditional media (textbook)
6.3 Technological media
7. The lesson - apply didactic principle where applicable (17 periods)
7.1 Lesson types
7.1.1 the information lesson
7.1.2 the appreciation lesson
7.1.3 the experimental lesson
7.1.4 the drill lesson
7.1.5 the revision lesson
7.1.6 the practical lesson
7.1.7 the obsarvational lesson
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The content of a lesﬁon

the life-world as origin of the curriculunm
syllabuses as constituents of the curriculum
the taacher’s scheme of work

the lesson as component of the scheme of work

Planning and preparation of a lesson (the lesson plan in use at the
college should be discussed in detail here)

necessity of lesson planning

formulation of objectives

selection of subject matter

selection of maethods

selection and use of raference books, teaching and learning media
evaluation

SECTION @ :  MEASUREMENT AND EVALUATION (AN QVERYIEW) (8 periods)

The aim of measurement and evaluation

The necessity for pre-planning and for having clear
objectives for a test or examination and establishing
required standards .

The difference between measurement and evaluation

. The importince ~f .untinuous evaluation

Types of questions:
essay type
paragraph

short answers
multiple choice

Diagnosis of errors and remedial teaching strategies

Interpretation of examination results

TOTAL: 140 perjods
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SECTIONJ :  CONTINUATION OF FIRST YEAR DMACTICS -~ (28 periods)

1.
1.1
1.1

1.2

1.2.1
1.2.2
1.2.3
1.2.4
1.2.5

Questioning : (4 periods)

Characteristics of good questions
‘questioning as a form of continuous assessment

The objectivas of questions (4 periods)
Ouring the initial stages, the presentatinn and
the final phase (application) of a lesson:

to create the desired atmosphere

to maintain a lively interest

to test knowledge and understanding
to stress important aspects

to stimulate thought

Teacher’s questions and how they are classified (4 periods)
Handling of pupils’ answers (4 periods)
Pupils’ questions ] , (4 periods)

how and why pupils should be encouraged to ask questions
situations and circumstances which are conducive to the
pupils’ asking questions spontaneously

answering pupils’ questions

Grouping (4 periods)

Value of group teaching
The identification of:

(a) the best achievers
(b) average pupils
(c) the weakest pupils

Under-achieveaent and remedying it (4 periods)
Identifying the under-achiever

Preventive programmes
Remedial programmes

SECTION 2 CONTINUATION OF LEARNING AND DEVELOPMENT (65 periods)

Introduction to intellijence and aptitude (5 periods)
The pupils’ individuality (6 periods)

The uniqueness of the pupil in the learning situation
Practical implications of intellectual difference

The slow-learning pupil and his education

The gifted oupil and his education

Self-realisatiun
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3. Learning (12 periods)
3.1 Guiding ways of learning

3.1.1 becoming aware of

3.1.2 paying attention

3.2 Gnostic (cognitive) ways of learning

3.2.1 perceiving

3.2.2 thinking

3.2.3 wemorising

3.3 Conative and affective aspects of learning

3.4 various types of learning (15 periods)
3.4.1 meaningful learning

3.4.2 motor learning, memorising and forming of automatisa

3.4.3 nmeaningful verbal learning

(a) insight and mearingfilness

(b) language and meaningjful learning
(c) representative learning

(d) conceptual learning

(e) propositional learning

(f) exploratory learning

(g) problem-solving

(h) creativity

(i) gaining knowledge of facts

3.5 Children with learning problem (27 pariads)
3.5.1 the identification of pupils with learning problems

3.5.2 the task of the teacher with respect to pupils with learning problems
3.5.3 the causes of learning problems

3.5.3.1 Learning probleas which mainly arise from the school situation

(a) learning problems which can mainly be traced bzck to the

teacher
(b) learning problems which may arise frcm the tescher-pupil
relationship and the pupils’ relationship with ‘his

fellow-pupils

(¢c) learning problems which result from dxdactxcal matters

(d) learning problems which rasult from the circumstances of the
learning milieu (environment)

3.5.3.2 Learning problems which can mainly be traced back to “he family
situation or other education situations away froam school

(a) family situations and their influence on learning probleas
(b) the brother-sistar situation with reference to learning

problens .
(¢c) erroneous forms of fraily education which may causa learning

prcblems
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3.5.3.3 Learning problems which stem from the personality structure of
the child

(a) giftedness

(b) school readinass
(¢) personal tempo
(d) interests

(e) nervous tension
(f) wrong attitudes

3.5.3.4 Learning problems which stem from educational difficulties

(a) laziness

(b) stubbornness, aggressiveness

(c) egocentricity and the impulse of self-assertion
(d) reading and spelling problems

(e) problems with calculating

SECTION 3 :  PUPILS AND SOCTAL PRUBLEMS (15 periods)
1. The pupil in'tho peer group

2. The pupil in his family

3. Youth problems

3.1 The necessity of a pedagogic approach to problesas of youth
3.2 Factors which play a role in youth problems
3.3 Certain prominent youth problems and dealing with them

3.3.1 alienation and the generation gap
3.3.2 school drop-outs

3.3.3 drug abuse and alcoholism

3.3.4 delinquency

SECTION 4 :  HISTORY QF EOUCATION (40 periods)
(Any foyr of the following may be treated)

Note: The emphasis should be throughout be on education and what,
from the past, is still of value to education in schools
today. Education objectives, organization of education,
learning content, methods of teaching, discipline and
punishment should receive the necessary attention.

1. The culture of eariy civilization and its influence or education
1.1 The old Israelitic period
1.2 The Ancient Greek period (well kriown personalities could be used as
examples, e.g., Socrates, Aristotle, Plato) )
1.3 Roman and Graeco Roman period (possible personalities - Lucretius,
Seneca, Plutarch and Cicero)
1.4 Early Christian education
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2. The middle ages and its significance

3. The Renaissance and its significance for aduction

4. Traditional education in Southern Africa

5. Oevelopment of education in Africa since 1960

SECTION 3 INSTITUTIONS CONCERNED WITH EQUCATION (20 periods)

1. The interrelatedness of the different educational institutions

2. The faaily

3. The church

4. The state

S. The schogl

5.1 The fuﬁdanental relationship between adult and child in the education
situation

5.2 The (interpretation o norms in the school and the relationship of
norms to society

5.3 The significance of the school with reqard to the child’s experience
of normative reality

5.3.1 the school is directed at anticipating the child’s future

5.3.2 the school represents an interaediary world

5.3.3 the school always acts intentionally and never-coincidentally

5.3.4 the school must complete the incipient education which started in
family context

5.4 The encounter of the child and adult in the school situation

5.5 The task of the school in constituting an sun life-world for the

child
TOTAL 168 periods
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CIII. IHIRD YEAR OF STUDY

SECTION L CONTINUATIQN QF SECOMD YEAR DIOACTICS (42 periods)
1. Measurement and evaluation

1.1 The aim of measurement and evaluation

The necessity for pre-planning and for having clear objectives for a
test or examination and astablishing required standards

1.2 The difference between aeasurement and evaluation
1.3 The importance of continuous evaluation

2. validity and reliability in testing

2.1 vValidity of tests and exaainations

2.2 Reliability of tests and examinations

2.3 validity versus reliability

2.4 Item analysis

2.4.1 aim and use of item analysis

2.4.2 degree of difficulty

2.4.3 discrimination value

2.4.4 reliability value

2.4.5 item tank

3. Orawing up and marking of tests and exzeinations
3.1 The essay-type test

3.1.1 construction of essay tests

3.1.2 scoring of ossay-test; (analytic)

a) detailed method;
b) global aethod

3.2 Objective test items
3.2.1 answer coapletion items
a) theory
b) example

3.2.2 matching items
a) theory
b) examples

3.2.3  true/false items
a) theory
b) examples

3.2.4 arrangement items

a) theory
b) saxamples
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3.2.5 multiple choice tast iteams
a) theory
b) examples

4. Practical analysis of examples of test and examination papers
5. Orawing up of memorandums
6. Balancing the paper - compilation for objective testing

6.1 Emphasis on syllabus thenes

6.2 Introduction to Blooa's taxonomy and other taxonomies
6.3 The specific table

6.4 Arranging questions

6.5 Allocation of marks

6.6 Allocation of time

7. Internal and externil examinations
Organizing, control and invigilation of tests and examinations

Analysis and interpratation of resuylts, i.e. (calculatioﬁ of averages
(arithmetic mean), the median of marks, distribution of marks, etc)

9. Principlss concerned with prosotion and failure

10. Compilation of year marks and promotion marks: weighing of tests,
examinations, practical work and assignments

1. Reporting progress of pupils
12. Standardised tests
12.1 ° DOiagnostic tests

12.2 Prognostic tests
12.3  Aptitude tests

SECTION EHILOSOPHY QF EOUCATION (42 periods)

1. Philosophies of life and educational theories and practices
Note: Emphasis nmust be on the influence a philosophy of life has
on education.

1.1 what is a philosopiy of life?

1.2 How does a person davelop a particular philospphy life?

1.3 The relationship batween a philosophy of life and aducation
2. Particular educational theories and practices

Make an analysis and camparikon of any foyr of the following with
refarence to:

a) A view on tha child

b) Aim of education

¢) Charazterigtics of education

d) Freedom, authority and trust

e) Adulthood, morality and responsibility
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SECTION 4 :  LEARNING THEORIES (42 periods)

An introduction to the following learning theories with special
raference to their respective contribution to modern education (the

l.

Naturalism and education
Liberalism and education
Pragmatism and education
Communisa and education
Neo-marxism and education
Socialism and education
Christianity and education
Idealisa and education
Fenomenolcay and education

The Education Systesm

Development of an education systea
Development of a school centred aducation systea
Developaent of a particular education system

Characteristics of an Education System

Interwoven structure
An integral part of a community (bound to culture)

A South African Education Syst.am
Foreign Education Systam (Do any 2 of the following)

Tanzania
usa

USSR

us

Education systems should be done under the following hezdings:

The ideology

Control

Financing

Teacher education
Demographic factors
Coapulsory sducation

emphasis sho:'ld be on the learning child in the school).

Memory psychology Neuman
Ebbinghause
Behaviourism Pavlow, Thorndike,

Koffka and Wertheimer
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4.

Psychology of thought

a) The School of Cologne
b) The School of Wurzburg

Cognitive learning psycholagy

Phenomenological viaw on
learning

Psychological view on
learning

84

Lindworsky (6)
0 Kulpe
Bruner, Ausubel, Piaget (8)
Langeveld ()
van Parreren
Sonnekus (6)
Ferreira

TOTAL: 168 periods
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2.1

2.2

2.3

EYALUATION
Year Mark

A year mark out of 200 must be compiled for each year of study.

Major tests and assignments are suggested for each year of study.

Examinations
An end-of-year examination of 3 hours (300 marks) must be written in
each year of study. The marks allocated to questions on various

sub-sections of the syllabus amust be proportional to the number of
periods allocated for aach section.

At the end of the first and second years of study, colleges must

conduct internal examinations and at the end of the third year of
study an external examination-will be written.

The examination paper at the end of each year of study will be set ca
the work done in that particular year of study.

Einal Mark

A final mark in each year of study must be calculatad as follows:

Year mark (Tests and asiignnonts) 200 marks
Examination mark 300 marks
TOTAL : 500 marks
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APPENDIX O

PERSON3 CONTAC.'ED BY THE TESA TEAM

African National Congress (ANC) Eduction Department Group
Dr. Harold Wolpe (Director, Education Policy Unit, UWC)
Dr. Linda Chisholm (Director, Education Policy Unit, WITS)
Mr. Nick Taylor (Co-ordinator, NEPI)
Mr. Ahmed Essop (ANC)
Ms. Lindelwe Mabandla (ANC)

African National Congress (ANC) Education Department
Dr. John Samuels, Head

African National Congress (ANC) Political Department
Ms. Cheryl Carolus

Anglo-imerican and De Beers Chairman’s Fund

Mr. Michael 0O’Dowd, Chairman
Mr. Clem Sunter

Assisting uasic Education and Literacy Project (ABEL)

Dr. Jonathan Jansen, Project Manager
Ms. Tebaliso Moletsane, Administrative Assistant

Committee of Technikon Principals (CTP)

Dr. A. Strydom, Exective Director
Committee of University Principals (CUP)

Dr. Brink, Director of Information Services
Department of National Education (DNE)

Ms. C. Hoch, Senior Administrative Officer

Mr. H. De Beer, Deputy Director

Dr. A.G.W. Steyn, Chief Director
Development Bank of South Africa

Dr. Eli Orback, Head, Human Resources

Mr. Yogesh Narsing
Mr. Moulan, Researcher
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University of dehuthatswana

Professor L. Gadinaboka, Dean, School of Education
Mr. T. Monaledi, Public Relations Officer
Mr. J.T. Phelhane, Deputy University Librarian

University of Cape Town

Professor Mamphela Ramphele, Deputy Vice Chancellor
Professor Stuart J. Saunders, Vice Chancellor/Principal
Professor Martin West, Deputy Vice Chancellor
Professor John Reid, Deputy Vice Chancellor

Mr. Jon File, Academic Secretary

Mr. Hugh Amoore, Registrar

Professor Michael Savage, Department of Sociology
Professor Ian Scott, Director, ASP

Professor John Cartwright, Dean, Arts

Professor Michael Ashley, Dean, Education

Professor Dirk Van Zyl Smit, Dean, Law

Professor Geoff Brundrit, Acting Dean, Science
Professor Andre Du Toit, Desputy Dean, Social Science
Professor Brian Warner, Deputy Dean, Science

Dr. P. Wild, Head, Research Administration .
Professor I. Bunting, Dean, Social Sciences/Humanities
Professor A. Kenyon, Faculty of Education

Prcfessor J. Muller, Faculty of Education

Professor M. De Klerk, Senior Lecturer, Economics

Ms. Ida Cooper, Public Relations Officer

Ms. Margaret Bowers Touborg, President, UCT Fund, Inc.
Ms. Anna Mia Van Der Heever, UCT Fund, Inc.

Mills Soko, Student

Tanya Goldman, Student

Shulani Khanyile, Student

Cybil King College of Education
Ms. Susan Gouws, Rector
University of Durban-Westville

Professor Jairam Reddy, Vice Chancellor/Principal

Mr. Vishnu Padiyachee, Special Assistant to the VC
Professor M. Singh, Department of Philosophy

Professor Adam Habib, Department of Political Science

Dr. Michael Sutcliffe, Director, Public Relations

Dr. Paul Beard, Director, Center for Academic Development
Mr. M. Stewart, Office of the Registrar, Finance

Mr. A. Naidoo, Student Support Services
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Econometrix

Mrl
Mr.

M. Bester, Economist
K. Burke, Economist

Educational Opportunities Council

Father Buti Tlhagale

University of Fort Hare

Professor Sibusiso Bengu, Vice Chancellor/Principal

Dr.

Ben Khoapa, Registrar

Professor B. Seretlo, Dean, Science
Professor Magashulala, Dean, Arts

Mr.
Mr.
Ms.
Dr.
Dr.
Mr.
Mr.
Mr.
Mr.

V. Human, Information/Public Relations

Ray Holcroft, Admissions

Yaliwe Jiya, Faculty of Education

Jiya, Faculty of Science

Fisher, Faculty of Education

Moodley, Acting Librarian

Bheki Khumalo, President, Student Representative Council
Samuel S. Mkebe, Member, Student Representative Council
Pat Banele Mashane, Member, Student Representative Council

Professor Peter Kota

Good Hope College of Education

Ms.
Mr.

V. Kenyon
William Scholtz

Independent Development Trust (IDT)

Dr.

Merlyn Mehl, Director

Johannesburg College of Education

Professor Graham Hall, Rector

Mangesuthu Technikon

" Mr.

Charles Peterson

Natal Technikon

Professor A.L. Du Preez, Rector

University of Natal

Professor B. De Wet, Registrar
Professor G. Trotter, Acting DVC
Professor A. Penny, Faculty of Education
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Professor J. Mouider
Professor H. Philpot

University of the North
Professor N.C. Manganyi, Vice Chancellor/Principal
Professor G.M. Nkondo, Deputy Vice Chancellor
Professor John K. Tsebe, Librarian
Professor S.P. Machike, Dean, Arts
Dr. P. Neuhutalu, Faculty of Medical Sciences
Professor Senib N. Mashego, Faculty of Math/Natural Sciences
Professor Phuti E. Ngoepe, Faculty of Math/Natural Sciences
Arthur Moloto, President, Student Representative Council
Godfrey Mokabane, Student

Northern Transvaal Technikon
Dr. V. Berg

National Bursary Council of Soutia Africa (BUCOSA)

Dr. Robert Segall, Member, Executive Committee, and SACHED
representative

National Fducation Co-ordinating Committee (NECC) Evaluation Team
Dr. Trevor A. Coombe, University of London, U.K. (Consultant)
University of the Orange Free State
Professor A. H. Strydom, Director, Academic Support Bureau
Professor P.F. Theron, Dean, Education
Professor D.B. Truter, Department of Comparative Education
Professor H.J. Van Der Linde, Director, Research Institute for
Educational Planning

Peninsula Technikon

Professor Franklin A. Sonn, Rector
Ms. Lydia Herman, Development Executive

PE Technikon
Mr. Wells
Pretoria Technikon

Dr. H. Koen
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Erimary Education Sector Assessment (PESA) Team
Kr. Gary Theisen, Academy for Educational Davelopment, U.S.A.
Dr. Ken Hartshorne, Center for Continuing Education, Wits
Dr. Heather Jacklin, Consultant/Researcher, S.A.
Dr. Ray San Giovanni, Educational Consultant, U.S.A.
Dr. Cream Wright, Managing Director, Research and Educational
Development Initiatives, Sierra Leone
Dr. Beverly Lindsay, University of Georgia, U.S.A.
Dr. James Cobbe, Florida State University, U.S.A.
Dr. David Plank, University of Pittsburgh, U.S.A.
Rand Afrikaans University
Professor C.F. Crouse, Vice Chancellor/Principal
Professor C.J. Hauptfleish, Deputy Vice Chancellor
Professor D.J. Geldenhuys, Faculty of Political Studies
Dr. S.J. Booysen, Faculty of Political Studies
Professor K.N. Mans, Department of Accounting
Professor R.M.S. Von Staden
8enuela High 8chool

Ms. I. Direko, Headmistress
Mr. S. Belot, Assistant Headmaster

.8etlegelo Technikon

Mr. Muller
Ressrve Bank of South Africa

Mr. Coen Pretorius, Economic Forecasting Division
Standard Bank

Mr. H. Du Preez, Economic Research Division
University of South Africa

Professor V.I. McKay, Department of Sociology
Soweto College of Education |

Mr. Morapedi, Rector
M.L. Sultan Techniken

Professor A. Arkin, Deputy Rector
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University of Stellenbosch

Professor B. Lategan, Dean, Arts
Professor C. McCarthy, Head, Department of Economics
Professor E. Dostal, Institute for Futures Research

Tertiary Education Program Support Project (TEPS)

Dr. Walter Smith, Project Manager

Ms. Jacci Conley, Training Specialist

Dr. Yvonne Dladla, OD Specialist

Dr. Richard Fehnel, Management Development

Ms. Patricia Kirkman, Administrative Assistant
Mr. Gregory Mbokoma, Accountant

University of Transkei

Professor D.J.M. Ncayiyana, Deputy Vice Chancellor
Dr. Norawana, University planner
Mr. M. Molefi, Information officer

UDUSBA

Dr. Ikey Van Der Rheede (UWC), President
Dr. Teboho Moja (UNIBO), Vice President
Ms. Susan Booysen (RAU), Vice President
Ms. Anil Bhagwan (UDW), Vice President
Dr. Nico Cloete (Wits), General Secretary
Mr. Jon Lewis (UNITRA), Treasurer

United States Agency for International Development (USAID)

Mr. David Evans, Human Resources Development Officer
Ms. Dipolelo Ngatane, Project Development Officer

University of Venda

Ms. M.J. Nienaber, Assistant Registrar
Ms. Murphy, Information officer

VISTA University

Professor P.D.G. Steyn, Dean, Education

Professor E.R. Jenkins, Acting Director, Student Development
Professor I.M. Bredenkamp, Blnemfontein Campus Director
Professor J.V. Rodseth, Cent . for Cognitive Development

University of the Western Cape

Professor Jakes Gerwell, Vice Chancellor/Principal
Professor J.J.F. Durand, Deputy Vice Chancellor
Professor S. Coetzee, Dean, Health Sciences
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Professor Renfrew Christie, Dean, Research
Professor Wally Morrow, Dean, Education
Professor C.T. Johnson, Dean, Science

Professor M.H. Moola, Dean, Dentistry

Professor S.G.M. Ridge, Dean, Arts

Professor G.D. Cloete, Dean, Theology

Dr. Peter Syster, Research Division

Professor Ulrich Pluddeman, Academic Development Center
Mr. Henry Abdul, Head, Public Relations

Mr. R.A. Seria, Public Relations

Ms. Melenie Walker, Academic Development Center
Ms. Nasima Badsha, Academic Development Center
Ms. W. santilard, Academic Development Center
Mr. N. Baynath, Academic Development Center

Dr. Dries Sinclair, Health Science

Mr. A. Perker, Public Health

University of the Witwatersrand

Professor Peter Tyson, Acting Vice Chancellor/Principal
Professor J.T. Steele, Deputy Vice Chancellior

Mr. R. Hofmeyer, Co-ordinator/Advisor, Office of the VC
Professcr M. Skuy, Division of Specialized Educaticn
Professor Elizabeth Rankin, Dean, Arts

Professor D.J. Freer, Dean, Education

Professor Ezekiel Mphahlele, African Literature

Ms. V. Black, Head, Admissions

Ms. B.A. Dickson, Deputy Registrar, Personnel

Ms. Olga Bernstein, Senior Assistant Registrar, Personnel
Professor Peter Hunter, Director, Academic Support Program
Ms. Judith Howarden, Academic Support Program

Mr. D. Agar, Academic Support Program

Kenneth Creamer, President, Student Representative Council
Kaya Nzema, Student Representative Council
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APPENDIX P

INSTITUTIONAL PUBLICATIONS AND REPORTS CONSULTED
P.1 UNIVERSITIES

UNIVERSITY OF CAPE TOWN

Calendar 1991

Director’s Report on ASP Programs and Activities in 1990

Financial Assistance for Undergraduate Students (1991)

Information for Applicants for Undergraduate Degrees and Diplomas
(1992)

Information for Application

Research Report 1990

Student Fees 1991

UCT News 13.7 (Sept. 1986), 18.1 (May 1991), 18.2 (Oct. 1991)

University Authorities and Staff (1991)

Vice Chancellor’s Report 1990 '

UNIVERSIYY OF DURBAN-WESTVILLE

Calendar 1991

1991 Fees Payable

Jairam Reddy, Installation Address, June 21, 1991
UDW in Brief

Varsity Voice, Sept. and Oct. 1991

The Year at UDW

UNIVERSITY OF FORT HARE

Annual Report 1990

Calendar 1990

Fort Harian 15 (Apr. 1991), 16 (May 1991)
Informaticen Brochure - University of Fort Hare
Supplementary to the 1990/91 Calendar
UNIVERSITY OF NORTH

The Vice-Chancellor’s Message 1991

UNIVERSITY OF PORT ELIZABETH

Calendar 1991

95



UNIVERSITY OF PRETORIA

Annual Report 1990

Calendar 1991

Link-Up July 3, 1991 (International liaison publication of the
University of Pretoria)

Praspectus 1990

RAND AFRIKAANS UNIVERSITEIT

Aansoek op toelating tot die Universiteit en Universiteits koshuis
vir die jaar

Aansoek op ’‘n RAU - Metietebeurs en/of in Univeriteitsbeheerde
lening

Algemene Regulasies

Die Berekening van die M Teiling vir toelating

Fakulteit Ekonomiese en Bestuurswetenskappe

Fakulteit Ingenieurswese

Fakulteit Lettere en Wysbegeerte

Fakulteit Natuurwetenskappe

Fakulteit Opvoedkunde

Fakulteit Regsgeleerdheid

Ingenieup

Die Kampus waar ons kampioene vorm

Keuses van loopbane vir die sportman en sportvrou

Koshuislewe by RAU

Prospectus 1990

Rapport (Junie 1991)

Studentegelde 1991 (January 1991)

Joe toekoms in ‘n neutedop

RHODES UNJIVERSITY

Calendar 1991

Staff Directory (March 1991)

UNIVERSITY OF SOUTH AFRICA (UNISA)

Study at Unisa 1992

Calendar 1991

Calendar 1992 (Faculty of Arts)

Calendar 1992 (General Information)

Instructions for completing the registration form for 1992

UNIVERSITY OF STELLENBOSCH

Algemene Jaarboek 1991
Calendar 1991
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Dit is Matieland 1991

History

Kursusse en studierigtings (1991)
Matiesport 1991

Rector’s report 1990

UNIVERSITY OF TRANSKEI

Annual Report 1987

UNIVERSITEIT VAN DIE ORANJE VRYSTAAT

Aansoek om toelating tot die Universiteit en n
Universiteitskoshuis

Vir die vorming van die totale mens

Campus Layout

Inligting in verband met beskikbare beurse en lenings (1991)

Algemeen Jaarboek Deel 1

Gelde Betaalbaar

UNIVERSITY OF VENDA

Student Information Brochure

UNIVERSITY OF WESTERN CAPE

Bulletin 3.28 (1991), 3.29 (1991)
Calendar 1991

Community and Health Sciences Funding Proposal

General Information (Fart 1)

Science, Personpower Development Comprehensive Proposal
Towards an Academic Plan of Action, 1991
Vice-Chancellor’s Report for 1989

Winter Graduation Ceremony. June 28, 1991

UNIVERSITY OF THE WITWATERSRAND JOHANNESBURG

African Studies Institute. Annual Report 1990

Calendar 1991

Center for Applied Legal Studies. Annual Report. Oct. 1989-Sept.
1990

College of Science Information for Prospective Students

Commitment to the Future Brochure

Commurity Outreach Brochure

Facts on Wits

Report Convocation

Report of the Vice-Chancellonr 1990
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Research Report 1989

Values and Objectives Flyer _
Wits Students 43.9, 10, 11 (1991)
THE UNIVERSITY OF ZULULAND
Calendar 1991

Official Publication of the University of Zululand
Unizulu 1990

P.2 TECHNIKONS

CAPE TECHNIKON

Annual Report

Courses and Admission Requirements
List of Class Fees 1991

CISKEI TECHNIKON

Application for Admission

Fees and Fee Regulations

Information Brochure

Opening the Door to Success

TECHNIKON GA-RANKUWA

Prospectus 1991: General Information
Prospectus 1991: Secretarial and Commerce Department
Prospectus 1991: Chemistry Department
Prospectus 1991: Library Information

TECHNIKON MANGOSUTHU

Request for the Annual Report

M. L SULTAN TECHNIKON

1989 Annual Report

1990 Annual Report

TECHNIKON NATAL

Annual Report of Council 1990
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Application for Academic Admission
Information for Prospective Students
Statistical Brochure 1990

Tuition Fees for Enrollments 1991

TECHNIKON NORTHERN TRANSVAAL

Prospectus 1991-1992

TECHNIKON OFS

Annual Report 1990
Application for Admission
Information on Courses 1991

PENINSULA TECHNIKON

Applications & Registrations 1991

Rector’s report

Year-Book: School of Art and Design

Year-Book: School of Architecture, Civil Engineering, and Building
89/90

Year-Book: School of Business Studies 90/91

Year-Book: School of Education 1990/91

Year-Book: School of Secretarial Training, Languages,
Communication, and Journalism 1990/91

TECHNIKON PRETORIA

Annual Report 1990

TECHNIKON RSA

Annual Report 1990

UNITRA TECHNIKON

Request for Annual Report

VAAL TRIANGLE TECHNIKON VANDERBIJLPARK

Accountant

Admission Requirements
Applied Sciences
Artist
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Ceramic Designer

Civil Engineering

Computer Technology

Cost and Management
Electrical Engineering
Engineering

Executive Secretary

Food and Clothing Technology
Graphic Designer

Industrial Engineering
Internal Auditor
Metallurgical Technician
Personnel Officer/Manager
Photographer

Public Relations Officer
Purchasing Officer/Manager
Secretary Business Computing

Secretary (Office Administration)

Technician Mechanical

TECHNIKON WITWATERSRAND

Annual Report 1989
Annual Report 1990
Fees Regulations
Prospectus
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APPENDIX Q

TERTIARY EDUCATION SESTCR ASSESSMENT (TESA)
SCOPE OF WORK

I. GOALS

The goals of the Tertiary Zducsation Sector Assessment
(TESA) are to:

1. Piivide 2 comprehensive anc in-depth analysis of the
Sonctrainkto snd chollences which face Lug lesliary
ecucation system in South Africa and provide
information ¢n options for a post-apartheid system:

2. 1Investicate ithe basis -er g rationalization of

Drcteomsandarne L /aduonistemnsl inchibubions ang (O
provice iaformation to the cnrrent debate or
retionalizat:ion;

3. Iéentify -hose korsi ry laval institutiane whimh are
best placed to make a sigr.ificant contribution to
neclosidl levelopnent ang (Ilcactional needs; and

4." LZooake hoy demaremento within Couth Africaun

post-tecondary institutio;s-which,-géxen—s%{aéegéea;%y-

deifined suppert, will provide critical human and
material rescurcss fog development.

II. INTRODUCTION

Currently, Lherc a.c 128 Lesilary level eQuecational
inctitutions ir Eouth Nfrica, including 21 universillies, 15
technikons and 72 feackar trairing rollemqas. In addition,
there are 135 Techaice: CoVUeges,—some of them at the
post-secondary level. At the same tinme, approximately half the

puralalivn s 1lllilerete and the educational System proauces a
“wluldvely Zuw pEiwsSdlbaye UL dewvuldealy dLLUUUL couplecers,

especially among the blaeix population. This unusually high
ratic of post-secondary institutions to literate population
ands/cr secondary school completers is, on one hand, a
reflection of four decedes of Segregazionist policies and, on
the other hand, a legazy of poor ediucational Planning. The

L/ Throughsut thic scxpe of work we refer to tertiary
oducction =nd posk sccindury educsstion, We use Lhe Loow
tartiary to mezn bhocehannt-mQCQndnxy‘inctitution:_nhich grent
OEFZ&es and certificates, while Thae term post-secondary refers
to all those institutriene which provide training programs
(formal and non-formal) aimed at education beyond the secondary
level.
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problem is compaurded by the faek that the quality of educstion
within eack af +the tyres of tertiary.levcl institutions is
generally tnevan, conteni: is often irrelevant ta natimnail
aevelopment neads, and institutional goals are often poorly
aligned in praparatios far whal 1y gen2rally retferred to as the
"New South Africa~.

Sone institutions offer high quality education by aavy standard,
have dynamic leadership, and have made good strides in
developing nonracial taslilulious upen to Dlack students
(although all <hese charzcteristies Hady nol Ve vresemt in ezch
inetitukion), while oithers aro poorly managed, pruvide wediscre
to psor anuality adnecatiar anA indiZfaront eorvices,
particuiarly to black students. Noreover, the quality of
education at many instit:tions has declined as the South
Africon Cosvernment (Gh3) heas Le=luceld lts supsidy to tertilary
levol imswitkutiono Lo wcacl w& Lhe LaolL Clve Ye=dis, wlillie tae
Aamands placed on these ingtituticne have inercesed .
drematical y. Tn shar-, tartiaryr lavel oducatien in Eouth
Africa is in the midst of an educaticnal and financial crisis.

Governing and policy options within the tertiary education
level range from state centrol in the case of teacher training
colleges and sume of Lhe Leclinteal culleges, to autonomous
boards for universities and technikoars. 1In practice, the
cortiol of the various parts o the sector is a2 maze of cenitral
government, "self-governing" states such as KwaZulu: and
"independent™ states, such &s the si-called TBVC countries
(Tiauskel, BPupliuthatswana, vVend:z a '.1ske1l). Educational
matters are cuu Ly Lilleewn CGilferens departments. ‘‘nere 1s no
cooperztion between tha various eduzation departments and
little inter-inctitutinsnal contict. Otudenls ate uueclle Lo
transfer from one instituticn te another except on a limited
scale betwez2n some universities znd teacher training colleges.

On an scademic hierarchical level, the universities form the
apeX OI the tertiary system to._lowed by technikons, teacher
training cclleces and, lastly, scme technical colleges. The
univorciticc offer ooursca from the underyiaduale Lu tlhe
graduate level within the same institutions and they are the
only instituticns which award degrzes. Technikons cffer
professional diplomas znd are not linked in any wav to
universities. The study progrzms at the technikons comprise
appreximately 50% thecretical zngd 50% practical work. The
practical aspect provides for tp To eighteen months of
intarnship in the private cector. ¥h= tcacher training
rnllegos concentratue cn ciroer training for temchers and ulfiey
professisnal diplomac spccifizd as-mimimum teachiny
requirements for primary and secondery education. Some of the
bLuvlics Liadaluay Lulleged ai= 11gkel LU The universities on the
undergraduate level anZ there isg limited acceptance and
transferszbility of ccliage coursas to universities. The
universities a2iso &ct &s "referess” 5= academic standsrés a
the teacner zraining c:lleges.

I
[
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There ace 21 uliversl:les OF varying standards edministered by
fifteen disferent eduz2tion depa-tmerts. Each c¢f these
universitiec opersteo as an island ui.lu Ilselr with limiteq
crose nollination with othor uaircraities or ulliey Lertlacy
institutions,

The Ackt whieah tacred che university Syslen dotou ity most
intransigant Phage wag izonicalls called the Extenson cof
University Ack af 19509, Tn rarms ©f thig Aok, the white
Afrikaans ard English-medium instititions were forbidden to
qamiz stugernts classified as "non-wiites. Instead, a netwsrk
VE Mlawk willversicied wal Clediog d4rcuna tne country to catar

£for chea wvariou "naticanelities™ suuy ad Zulu, XNosa, sSotno,
"eelored," gte. Some of thece univiarsities are situated ia
remote rurzl areas wits little £Lr-.ng dnfrastructure and fer -
many years were éismissively referred to as "bush colleges."”

Consequently, :nd in contrast to their white counterparts,
these "busk colleges" renained merginalized in the university
System, attracting faculty with relitively low qualifications,
having little cr no ace S8 to privsie sector fundinc, remaining
underdevelcyped with regaris to specialized programs such "5 the
medical or engineering sciences, ard retaining an emphasis on
teaching irn the absenca of mechanisms to develop quality
research progrzms. Tha Sghi+an univergitigg, howevar, enjoyed
more autoncwy. They ware left #c pursue their oWn coals on
curriculum, admissions, racruitrent of privatc s=ctor funding,
end the appointmenl of acadewlc stasf, €xcept on the matter of
black admissiorns and Staff eppointment, )

Iechnikons

Technikons, of whick thers are -5 with a Lolal student
enrolment of agproximeztely 100,000, are the traditignal
step-rhildran af thae girstam. They anjoy limited preatige and
are erroneously thougkt ¢f as places students atzend if theyw
can rot gain admissior te vniversities. Policies and stand&rds
are monitored within the :zechnikon fystem but no degrees are
awasced and there ure no covcse transers possible between
technikons aad universiliezs. Curriculum 1s career orientateq

and.weighted in favor-af practisel-training .-

Ag with MMivergitias, "whiteh tasanihkone offeor better cducotion
end a wider variety of courses. A"] ihe technikons for whites,

"coloreds™ and Ind:ans are situeted in urban areas, taus,
Lauluces vau yalu BEdY acLEdbd Ll Luk LJuustries IOT WOork

plecemeat. The technivoas Loy Llacks or “Africans," on the
nther hand, are often #ituated ian puenl Arcos, where <here cre
few viasle industries. :
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It has been estimated thst each y2ar 200,000 vagancies exist
for’ technivelly ti@ILEd SEOPIE WHI-e the entire technikon

System traias only 160,C)0 anrually. Nonetheless, although
industry and Covezament officials continuelly siLiess the need
for technically competen= pPeorle to cater for the development
demands nf +he country., ~emhnilion ¢raduatsa otill have
diffigulty obtaining employment ané qain’ng practical
experiannre

Teacher Trairina Coileges

The 73 teacher trzining coulleyes heve had vVery little autonomy
and are also segreqatzd. They are the custadians Af "Mhrigtian
National Education,” thue, curriculun and policy reyarding
adnissions and staff :ppointmenis are set by state s2fficials.
In fact. teachers are considered by the etatc¢ to be astate
employees and not professionals in their own right. 7Tn
pairticuldr, black teachers have bea=n in an invidious position,
torn, on the one band, belween ldencifying with community
Proteet and ac:tion against repreasive education pvlicliles and,
on the other, meeting their obligations te the Stale, Lhei:
paymasters.

Until receontly. blaeck trzinooc were wuccepted in the colleyes
with a minimum of geandard ecight ¢cunlification (l0Lla yreade) Lu:
a8 primary teachev diplome, while wihites were recuirsd to have
standard ten (l2tk grade) qualificairion. This ¢learly has
given rise to a perceptizn that write teachers are better
qualified and will maiatein tha superiority of white education,
while Lhe Zessur guallficebions of black teachers will maintain
thadir wducsul.lowal Jdic adv.ntuyce,

Most of the teacher traizing colleges tnr blacks, like the
"bush colleges,.* are sitvuated in rurzl areas or the homelands.
Compared with white colleges, black colleges are relatively
under resourced.

Iachnical Collegas

Thero arc arpromimatcely 135 technical colleges. They vlice
courses ranging fram “he secnndary echonl level (i.e. 12th
grade zrd l:wer) to the rost-secorndary level. As a result,
isome fzll under th2 secondary schcol system and various
Covernment Jdepeartmenls. They awe ol linked to eny other
tertiary irstitutions and tend to ficus on vocational subjects.

ITI. RATIONALE

The level of activity and debate around educational issues hes
been intense ir. the pcst "1976 schonl uprising” era. Several
guthoritative Government commission:, from the de Lar.ge
Commission Lo the pressni “Educatic: Renswal Straztegy," still
reflect a Christian Netionalists/razist bias. wWhile curient
Government thinking on educational nesds is less influsnced by
ldedlogy tnan tne past anl MCre Ly hOW SCArce resources should
be distributsd, ker constituencies ars still leZt oLt of Fho
PToccda end e echerant ovivoll slasioay 1o wisal.au.
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Oppcsition organimations such as the African Narianad Congrees
(ANC) have challanged many of these: initiatives for nmet mec 4 ng
the expectations ot the black comunity. As a result,
orgenizelivas sudl. ad the ANC, the National Education
Coordinating Comm:ttex (HECC) znd cthers are currently engzged
in majsr educatioral 5tudies-and°pr-icy <iscussions, -

An important fianetinn nf +he USAID Tartiary Educntion Secluy
Assessment is, therefrore, to taxes sccount of these initiatives
and attempt to previde the me=sns t- Opeén up the debaze to 31}
the major participant: and -stakeaolders.

'The comprehensive Anti-Apartheid Ae- of 1986, which authorizes
A.Z.D. ko provide aggickince o Beuih Africa, alsu specirically
Drohihifs. 8 T.1 ¢4 ch=finango-any orgarizetion whilir+v
"funied or controlled" by the- South African Government (3aG).
Since all tertiary sectnar institutiors in Sauth Africa are
fundad in part by the BA¢, USAID canrot provide direct support
to the tertiarr educotio= sector. Ornce the restricutive
Tegislatian ia lifga, hewever, USATE/SA wishesto be prepared
to play a key role in previding assistance to the tertiary
sector. Accordingly, the genera. purpose of the tertiary
education sector assesmsment (TESA) is to review the status of
post-secondzry edusation in South Africa with a view to
improving tke relationship .Leiwsen tertiary and post-secondary
education aud Lellioual developuesut and to encouraging
educational reform within the sactor. USAID/SA expects tha-
thie assoscment will he catalytic o the current debele abuul
the futuire af & wonracial tertizry 2ducation system.

IV. POLICY COMSTRAINT'S

Thilo +he wraeabtdan e 1,0 L, g Wiy st losue Lo phdguc any
initiative by the BAG ©o reforn the education sector, scarce
TRENMITrae and = Tacml - ANCRES e tle cyskem swill continue Lo

hamper those seekina alternative strateqiag, Therafore, ecomo
of the cons=raints which the TESA Feam wilil fare include:

1. Over the entire spectrum o tertiary ani
Post-gecondaryr cdicution thers is little or nu conuon
Purpose and no inter-in:fﬁ+utional Qcopaeration,

2. The administration of tertiary educatioa is split into
i differe 22 ants i/ thereby making a coherent
overview vezy Jdifricoaic, -

2/ The administrative st ructure consists of five central
government departments: rouss ¢F Assembly (whites own affairs),
House of Delegates ("¢alorzed" cwn af'fairs), House of
Representatives (Irdian own z2ffsirs), the Department of
Nstional Education and the Deoverémart of Educallun an?
Training, six “self governing statee" snd four "indepsndentl
states.,"
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3. The responsibility for collecting data resides in the
the fifteen Jiffarant departments plur scvexral other
sources such as the Devel.ogment Bank of Southerr aAfrica
(EBSA). 1lhus, thle Jata is Te-ely collected using uni<orm
methedolcgy and seliom availzlle in raw figures, making
compariscns of data difficult. Although individual
universities generate. data fo-_inrernal use, it is nox=
readily evailable ts the genz:al public.

4. Cata is ulten cullected and gLesented with a strong
ideological hias by the Souta African Government. Data
analysis is ofter skewed in an attempt to prove, for
instance, that thke same znount is spent on black students
and white studenis. “©hgs, much of the data analysis must
be questioned Sgr irs validixy.

5. Significant inefficienciss in the tertiary educat:on
Sector, resu.tirng from thke lack of an economic rationzle

for finencing tke different segnents of tertiary educztion.

6. Droblcmo of accwess and pPeuviedsion from secondary to
tertiary instituticns, and trensfer ability of students
and faculty among instituvtians.

V. gplectavag

The study will ke guidad by tte following objectives, each
clarifiad by illustrative guestions:

l. Examine the feasibilLity of anj Zormulate strategies for
restructuring the tertiary educat:izn System and tertiary
ofncakion inetitutions in ganoral, sand tke respactive roles ol
the four mzjor tyres uof post~secondary institutions (teacher
training a=d tachnical coulleges, t2chnikons, unjversities).

- T¢ what ext~it are the difZerent sets of testiary
educalivn lustizutlons runcTioning eftectively? If not,
what are zho obeuzcles (bigtecrical, institulivial,
volitical) tc achieving a more efficiont and less
redundant system ané what *g the relative importance of
each? What steps n=ed to be Taken to bring about a better
coordinated, more effective, norracial, quelity tertiary
edugation £rrtom in o poct cpertheid Goullh Afiluq?

2, Analyze and make recommendat+iang regarding the
opportunities for Africanization cf tertiary efducation
institurions in terms or researon precgrams and courses of study.

- To what extent is Africanizetion being pursued in
tertiazry oducation procrams, «md in which disciplines i
department's has greater (lesser) success been achiesved and
WhY? what ara tha masr nh':+~af~!:;9 wihiech h;m?gr affgoki-ra
Africenizetion ard what are the mein ingredients of
success wlren effective Africanization has been zchieved?
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9. . Poyxmululw vlialoylics auld Amalyus Lfur Lne aemocrétlzatlon
of tertiary institutions (i.e., ircreasing access an
opportunity) in terms of race, gerdar, class and wit resperct
to both institutional access in genaral (e.g., blacks into
elite white institutions) and in reference to particular
PLoyiaws (g.y,, wouen in endglineering), '

- Are existing measures tc -eabanece demoecratization:
(e.g., admission policies, affirmative action) zdequate,
anc what further in<erventions could be utilized to

eehicve LLila yuwel?

4. Identify exemplazv institution:, departments and. programs
which merit suppert and which c:in inform the davelopment of -
Siwilas iuitiatlves elsewhere, vescrioe the level ar type of
support needed tc allow these izstizutions, departmerks ana
Programs. tc he mcra effective.

- Which irskitrtions have hzd greater esuccess |[(and way)
ir enhancing “he racial A vearcity nf Fhoir crrdcmn
pcpulatior. eand fesulty, in enhancing the learnin
ernvircnmert for cisadvantaged students (e.qg., Academic
Supporz Programs), *n rlacirg students in non-tr ditional
renreas (eeg . hianle in Mmedicine), and in supypoxrting
quality educa:ior.

S. Analyze tlre merits and-proklems U the “ratiomzilization®
of resources among and within tertiary education instﬁtutions
to ensure quality =ducation and, at the same time, mept the
highar oducatien roguiromonktrs of a podt -apartheid Scutkh
Africa.

- Givan the derzerializatian nf education in Soupth
Africa, are the number of tertiary education institutions

(in yeu=ial and Ly type) end tertiary eaucation prograns
JwwliLicars =z UYL waeal gae Lo LU lews danag PUS?IDILIUIQS

of rationalizing financial and olLher rescurces accordirngly?

6. Recommend policy options and svggest future programming

,directions for improving tertiary ecucation in South Africa
within the nontext of current and “rfuve constraines Ané in
light of experiences elsewhere,

Whzt can USAID, other donors, policymakers ia a
post-arartheid govarnment, and contcmporary leaders in
higher eduzation zomstructivelv do to increace fhae
internal 224 externa. efficiency of the tertiary education
sector In South Africa? At 3 colicy level, what areas are
most important and how should Lhey be addressed? At a
programning level, what kind of donor interventicns make
most sense and wh:it are the cos- implication of each?

Two weeks pricr to the conmencemsent of the TESA, USAID/SA will
ide the team leader with an illustrative. Jist_of questiong
each of the post-secondary sub-sector. Durirg thq first

o]
g
=k 2l TESR, the TESE tewm will é¢Cl 10 anc sfurtrser ratins the
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VI. Rey Personnel

Individual team members must neet the following gener:zl
criteria: a) oricr work experience relating to education
systems in third world settings; ard b) at least a Master's
degree in the designa:ed area of exdertise. Training and
experience in aducaticnal policy studies, especially in the
tertiary sector, and worl experience in and familiarity with
cducallun systews of Fuuthersn ATL.C2 1S desirable. Lach of the
thrce sub-sector (vnivr=eaily, Lelluival and teacher trainirg)
will be exanined by a two~person team consisting of one
anrrienivo_analyst_ani ane instituvtional development
Specialist,

Tha tertiary education cacitor Ancegoment team will consist
of the following members:

1. Team leader/Higter Educatien Policy Anclyst
2. Curriculum Analyst - Univezsity Education

3. Institutiona! Davel_opment Specialist - University
Educai:ion

4. Curriculum Analyst - Post-Becondary Technical Education

5. Institutiona. D:svelopment Specialist - Post~Secondary
Techn.cal Education

§. Curriculum Analyst - Teacher—Training —

7. 1Institutiona:. Development Bpecialist - Teacher Training
8. Edudational Economist

9. Educational Statistician

lU. Researcr aAssistant

The team will consist of both intermational experts and Sou=h
Africar oxreriec. _The ZAanth Af-iran avpertc will e bha
education s=atistiziar ani resezrch assiskant and ong membor »f

the twc person team irn each of =“he -hree sub-sectors
(university, Lellisival, Lealliew Lealuluy). i1C 15 expectea ntnat

#he teem will ke egually balancec wilh Suuth African and
internatioral experts.

A. Team Leader
The assessment recuires a team leader who, in zddition to
meeting the critezie shove, hay experience in the

coordinatisa and leziership of education gssessments oFf
the typon docciibecd i.a tanic cconrc of wosk. A sctrong
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background, t.raining and erperience in tértiary education
policy in the developing worleé, preferably Africa, is
esgcontial. I'ricr experierce cvaducting sector assessments

for A.I.D. or other interraticnal agencies which carry out
assessments of thie +vmo ¢ nlen ramuizad, . wow oo o,

The team leader wil. have ultimate responsibility for
managing TESA under the direction of USAID/SA's Human
Rasource Development: Officer and integrating the various
inpute into o ccnezive—fimal Tapurt. Hessiie will maks—=t
least twn pre<entatisang of c2hea recport including une tu
USAID ind another to local educatnars AnA nther interactcd
parties. Specific responsibilities will include:

1. 'lcad and cocrdinate cll Seyquisuls Orf the LThSA;

b N Ffar fFacdhz~lb, cupperdt:, didveckion wad scyulas

assessment of irdividoal corsultants’ work;

3. ensure that individuaz1 inputs and the =:nal
document fall within the "scope of work"” and Jyeneral
USAID guidelines; ‘

4. liaise ruogularly with and reporl Luv the USAID
Mission staff throuvghout the duration of the sector
assessment;

5. edit, syn+hesize and, i¢ necossary, vcedraft tho

Aifferent elements of the report into a coherent,
coesisteul auld luygical education assessment document;

6. muintain close coordination with the tezm leader
of the Primarv Edueatiun Sector Acsessment (conducted
urder separat2 aontrac*) +o insure. that tho f£indingc
of that analysis are integrated, where apprepriate,
irnto the analysis anda Tecomrendations of the TESA’ and

”. Peooons lae £imal TRON sepveC Ly USAIU gua Ly
ather andiancag in QAnek dirica, ae indicated through

consultation with USAIL.

The following spccialists will sexve under lLhe general
AirectiAan and manarromoa=wk =F the +oar. loader,

B. E.dnce.tm_s_tﬁ“l;u.gm

The education stztisziciar shail have training and
experience in collec:ting, #analyzing and assessing naticnal
data resourcces. Familiarity with South Afriean post-
secondary education data is desirable. Tllustrative tasks
inelude:

l. aralyze ard tes: tke velidity of Givarse and

divargant oourcca e Sstatlsllical dete, ' .e. sources
frem gavernme--, researsh Tagtitutes, univezcities,
etc.
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2. reconcile data available in different institutions
in South Africa into a2 meaningful country-wide )
statistical data base which describes tertiary -
education in 3.A.;

3. transfer those statistics whick are divided into
othnies and institutional departmentz to a mcaningful
national statistical map., The national data_presentec
should help inform policy makers working towards a
unitary, nonracial, rationalized tertiary education

system;

4., collect and analyze, in collaboration with the
rest of the team, dets uvsad in the particular areas
addressed by i-his assessment;

9. diraggregate nationel slelislius in terms of Lanz,
gcnder and regiomal iderntities which can assist with
programs to address racial, gender and regional

inegualitizs;

8. oollect data on studont acceee, rotontion and
success rates within the tertiary system;

7. cullect date on aduissions policies and now they
may be uced ae tooles to change or pcrpctuate elhmic-—
policies; '

0. c¢collec: data on and investigate alflirmalive aclivu
programs or other such programe used to open
institutiors to all groups; and

P. proeducn a final eiztictical report for uge g an
index cr supplemental volume whirh . cantaing raliahle
summary daka in-illustrative form (maps, diagrams,
Clails, eli.s) aud can seave a5 basls for luaking policy
decisicas in tertiary education.

The Education statistician will be aided: by a research
assistant to carry out the above tasks.

C. Research .assistant

The research dsSilstant shall be a graduate student
pursuiuy & Masler®s or Doclorale S Educaliuvu iu Suulh Afrlca,
S/he should be fami.iar with the literature or higher education
reZorm in South Africa, and will wcrk wilh Lhe teaid leader and
educationzl statistician to collest important data and
publicaticns for the review of the team members. Specific
Iesponsipilivies will inciude:

1. work under the general direction of the eciucation

statisticiaa to assist in aczemplishing the Lasks of the
statisticiaa 1«9 above;
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2. work under the direction of the team leader to
collect, analyze and summarize important documents in the
rield ot nigher education;

3. assist with logistimal mattarc, such ac arranging
meetings, rurnin: exrands ané liaising with Saunth African
educators (pzrticularly tc set up the general briefing);

and

4. pacticipate as a full tear nember in the analysis and
dorolopmeat ¢f tae TOOA, oo uscded aud oy airecteq by the

team leadar.

D. CUIZICUAUM ANdlys:s (three people - one in each sub~-sector:
University, Technical anél Teacher Training Education)

The enrrioulum analgets, trained and cxEperiencel iy
curricuZum development: ard analvsis, must be able to assess the
status of the educatisn curricilum both at the national level
and in the various sub-szctor. They will need_to wark as a
unit with the institutiozal developaent specialist in their
particular sub-séctor, since tae:r respective problern areas are
strongiy intordepcndent. Epccifiec responsilbiilities wila
include;

1. analyze the merits of and identify appropriate
strategies for a rationalizatiosn of courses of study,
raesearch programs and cercification systems within and
ameng tertiary ecucation institutions;

2. analyze the curziculum in *keir respective sub-sector
with a viaw #a imaraving spetamie artigulstion and
recommand irtsrventions which could improve articulatson

(such as = commor: course numbering scheme) both within the
Sstb=sectur @gnd within the tertlary education sector;

3. analyze ia tlLes different post-secondary institutions,
the problems and successes cf Africanizing curriculum
ccntent fer instructional or research purposes;

4. analyze the democratization of access to speaialized
courses (e.g., engineering, dentistry, mathematics,
medicine) in fLerms of race, y=uder aud class 1dentifies;

5 compare and assess the difforcnt eurriculwuwm prograns
(r.a.. Aradam’r Srppnr+) uwthich have boon ekforad in ocome

institutions to reduce the high "drnp-nu+= rates amons e
particularly disadvaataged studleats during the first years

of post-secondlary ecucaticn;

6. identify +hase i-stitfntinee ar deépartmente which howe
had greater success in a) democratizing acecess
(geader/race/cless) .0 specializsd courses; b)
rationzlizing curriculum reSouress, courses of sluldy wus
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research programs witlin and among nearby institutions; ¢)
Africanizing courses and programs from the traditional
Eurocentric focus; and d) mobilizing resources to increase
the retention of disadvantaged students in the tertiary
aduration sector and recommend intoerwention which could

enhance taose approaches;

7. 1leocote the curriculum barriers lu effecllive teacning
and learning in :ho tortiary acctor, particularly Ly,
disadvantaged hiack Santh aAfrirzne:

8. determine the current aveilebility and suitability of
basie textbooks in the parlicules sub-suctor o o
racial/regional Lasis; and

9. recommend spscific interventions which will improve
curriculum practice and achieve the assessment objectives
in the South Africar tertiary sector.

2 Institutional Dovaloiment fpecipliete (thrcc people onc

@ach in n‘varsity. Tenh-+ma) ardt “ezebmre Tedining Rducation)

The Institutiona. Developmant Specialists shall have
training and experience in the assessment and development of
tertiary educetivual institutions. 1In addition, each shall
have experience specific to at least one of the sectors of
tertiary education, namely, universities, technical educatinn
or teacher training colleges. In view of USAID/SA's specific
interest in the fisld of public administration, the :
institutional developmant svecialist for the nniversity sem~-ar
shculd have an additiconal qualificasion in public
administration. Specific tasks include:

l. anclyze instihutiona] capahility (a+ +the level nf
specific institutions) in terms of:

a. approprizteness and eflectivenesy cfthe
gcverrance structure and procedures of the institution;

b, financial management o the institution, in light
vl vuiieu. and prujecled luvels and sources of incomsa,

and resource demands as student enrollment and
institutional employee patterng change:

C. human resources of the institution, in terms o2
quality and quantity of faculty, administretors and
support staff;

d. cwrricula and educational delivery systems of the
institution, Zn terms of quality, appropriateness and
efficiency of implementation;

e. =Ireseaxch and communrily s=ivice pLuyidils, 1o terms

of ptandesrdo, aparoprictencas ond integralicvu wiils
curricula;
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£. student population, in terms of democratization
(race, gender, class), matriculation by areas of
study, and standards of Preparation at time of
admissior. an: graduatisn:

g. facilitizs of =he institution, including
Classrooms, labs, equipner.t, libraries, offices,
dormitories. and o*hear pertinent ronsiderationc; and

h. apprepriite offices {such as Alumni Affairs,
Commnvuily Dizisuu, elu.) with errective iinkages to
the community, other educztional institutions, the
private sector, professional organizationg,—-and
goverament acencies.

2. @assess the institutional structure (or lack therecf)
among the types cf institufinns_(universities, collegse
aad technikons), ancd among the institutions of =he same
type in termas of;

a8. c2pacity to determine demand for educational
resourcaes aml services:

b. capacity to plan for 2fficient and effective use
0Z resources in response to demand, and in light c¢f
availablie  resourcca; and

C. capacity anc commitment o participate responsibly
in formulating =nd implementing policies which further
The guals of ratlonalizatlon, democratizartion, ana
Africanizatinn of the soctmr.

3. assist other team memders ir planning, analyzing and
integrating their assessments Into a comprehensive
assessment: of the sector: :

4. 1identify the key individua e and organizations which
have a significant stake in tha outcome of efforts to
sallivielive aad :-=disliilbute L=y Llary educatlog Lesources,
and cnsurc that thcir concarng ere articulated;

5. fezzilitate ttre development of a procees -through which
key stakeliolders (including representatives of the private
sector, NGOs, prcfessicnal assoaciations, and other
relevent rien—education intereats) caa couliuuc Cialuyue
after TES2 has ccncluded, concerning the restructuring,
retioralizatinn and redistribu=ion of tertiary education

missicns znd rescurces;

6. identify specific areas where further research intns
irstiturirnal igaiex is necesszry in order far assossment

0f the tertia:ry sector to be erhanced or complated, or to
prepare fcr any follow-up actiFities to this zssessment:
and
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7. idcntify ond rccommend activities wlhich USAID 'y
techninal assistanre teame mzy ronsideor for immediate

action in their workplans.

Flnecatinnal Beannrict:

The Educa=zioral Ecoromist shall assess the ability‘of the

economy and the Governmert of South Africa to support the
Lexliasy sducailui deuwur in Lue uext decade, given the current
financial and budgetary -constraints. The Economisl shall
Axamine ways in whirh ratimnalizatinr. of the tertiary oducation
€ector might free-up rascurcecs or okherwize mamximige Tccocoureea
for the tertiary sector., He or ske shall also examine the
cost-effectiveness of various current proqrams within the
Sub-sculuis aud Lhe rocumawendellurs of the other team members
eud rtauk Lhew .u viden vl Lhelir cusb-effectiveness. Speciric

responsibilities include:

1. anazlyze curraent cost and financing arrangements for
tertiary Inostitutiozs and their role in the broader
cducetion scetor in Couth Afriso's overell budgel end Lhe

econony as a who.e;

2. analyze the filnsnciasl imclications ¢f cursrent
financial allocations to zazrtiary education and how they
compare w.th other countriss at similar levels of
development; ’

3. estimate financial inputs required to achieve Clearly
definecd levels of qgender, race class equity and quality
for tertiary education;

4. prciject existing sources of finance, both government
and private, and the future viakility of such finanaing,
particelarly in light of the expected growth of secondary
osakool lcavaray

5. with the other members of =ke team, cost their
recommendatioas zad rank trem ipn order of cost
effectiveness;

6. examirce tie curient filrenciadl subsidies paild- =o-
uriversitiee, tecoasher training collecgeco and tcchnikona an
determine hcw efizctive the sulisidies are in relation =o
teachiag/researct activities znd how sustainable they are
over the longer term, supplying recommendations on how to
improve or moilify the financizl subsidy scheme:

7. esitimete iwwhat the current sysblem cousls Lo suslain aud
what a reformed systam based on the recommendations of th
team for rationalization would cost to operate; and

8. éexamine the lrternal ertric.ency ot sei=nteé tertiary
educetion instituiionas in each sub-sector.
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V. Level of Erifort

Tlhic: auvcowuGul w121 vrais o Lulal uf Leu WEEAD, ugglunlng.
on or about Soptomber 22, 1901, and concluding ¢n or about
Naranher 148 R L-R Tha faam is arportad Fn rrmrl ed o Angr svaalem
and will be paid ascordirgly. The fellowing is an iZlustrative
table of the number of days required to complete the scope of
WOrK Dy each coansultant:

Sub=Tit1 3 f Persons

2!%511412 Number of Persons

Team Leader 1 60 days

Sducaticnal. Statistician 1 N Aays

Researchk Assistan: 1 60 days

Zducaticna.. Economis= 1 30 days

Curriculum Analysts 3 48 days ea

Institutional development _3 48 days ea
10 468 days

Corsultants will b2 esmpected to werk from their hotel rooms,
with o ccntral locotion providcd for meetings and ollies
coordinatior by the Tertiary Educaticn Program Supnart (TRP3J)
unit in Johannesburg.

Five working days orior to eérrivirg in South Africa, the team
lezder will conduct praparatory werk in Washington DI.C. whizh
will include: identificarion o= key supporting resources cn
eduvcation policy; meeting with the aCucation IQC firm; initial
interviews with key scarces (Soutk »r Southern African experts);
anc review of tertiary educztion sestor assessments conducted in
neiyhbuzing Southern African states.,

Threa verking daye before the Tage >f tho toam arzivec, the team
lesder will meat with Lhe Migsion &» doveolop a draft werk plan
to be preseatec to the Mission znd the ather t2am members and
ratified before the erd of the first full week.

All ullel leeaw wewbers will starl Lieil pruygrams by ,
perticipating in & twa-day oriecteotion sessio. Tlie: USAID
Mission staff will accick-wikh czplinations sf—khc scope of work
and with surggectione far initial cozkages and resourcas.
Briefiings will be provided by selecs-ed South African educators
actively involved in the =aducaticn rolicy debate. The groun
will also work together t» ratify tie proposed work Elan.
Midway through the first week, the ""ESa team will present tne
work plan £or Miggion cpprowecl outlining the schedule and aLcad
of rcopongibility ior comalcting tze scope of work williin e
allotted period of time.

The secend to fifth weeks of the TIga study will be devoted to
intensive date collectior end enelynis as desceidued iun Lhe
Mizssion epproved workp.an., Jy the niiddle of Lhe Lhiza week,
eaca consultant shell meke evailable -o the team leader and the
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Mission staff, suvbstantive sutlingg d@tailing whn+ arees a=-o
being investicated, 8lony with the preliminary findings. Midway
through the assessment, the TESA team will have its second
Cuumblned delirerations With thne Mission, At this time it wiil
be important, under Lle juldance a1 cne team leader, to review
Iewerwrnen, idemiaif: - arcec rel Lo Lo wwrSLiold, ad>Tdd Lae ctimevanple
for completion, and chars individuanl concerns v:r prublewmy
encountarad during the first thres waeks of the assesament.

By the sixth week, each consultant will hazc completed-his/her
individual reports fcr submission to the team leader. During
this period the consulitants will work closely with the team
leader to establigh continuity and consistency in the report.

LY Lhe Leyiuauiuy 0L Lbe seveulll week, the flnal drart report
will bz comopleled. TLe Leean will luief e Missloun ana presentc

the draft report for comments within two working days.

A Zurther five workin: days are prcvided for the teanm leader to
integrate Misgion comments and last. minute additions inte the
report. During tikis time the team leader will cenduct a
briefing for interestzd Sou=zh African educators.

REPORTING

Througaout the assessment; the taax leader will engage in
regular discussiors with the Missicn staff on the progress and
problems of thas assessment, on at l=ast a weekly bhasis.

The team leader will report to the Chief of the Education and
Training Offics far goneral and tecanical dirzecliou, iluuwuediale
managemant ieeass and day-to-day ixs emortation isgucs will Lbe
handled by the team leader in coasultation with the 2roject
Development Officer, lipolelo Ngatane.

By the end of the seventh week, =he preliminary drafs report
will oe cizculated to Mission stall and presented for

discussion., Tae Mission will provide substantive feedback to
the TESA team within 72 houxs of racoiving this draf: report.

Based on the feedback rezeived, ttre eighth and final week 2 llovs
for the prepesraticn of tte final draft report which will be
submitted to the Mission for a second round of commentary by the
encd of that week.

The: Mission will present comments to the team leader two weeks
after reception of the final draft report, and two weeks later
(i.e. one menth after the complatian af rAanenTFarinme imn CAnkh

Africa), the team leadsr will ~orward not less than five copies
vf Lhou finul rupust tw the Mloslon oy air couries cudd ol 1zss

than thirty copies by poucl.
In AadAirinr +n +Fe Fayrwa“ Ternriing reguirements outlined aghove,

the Mission may reguiras the team leczder to provide written or
oral progress reporsts from time to -ime during the ccurse of the
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Stucy. Regular feedback sessions will be held between the TESA
team end the Mission staff, aad each of the five reports will be
the basis for a joint meeting.

Sumnarized:

Nature of report Due

l. Workplan 1st week

<. Substantive Cutlines mid 3rd week

3. Early Draft Ropoxt mid Sth week

4. Preliminary Crafi Report end 8th week

3. Final Drart Repo:ct end 9th week

6. Final Revort 4 weeks aftar presenting
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