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ABSTRACT 

The Minister of Education 's public statement In August 1999, that South Afncan 

citizens should mObilize and build an education and training system for the 21'~t 

century . among other things emphasized the application of procedures for 

recognition of prior learning as part of the restructuring process . On the other hand 

the resolution taken by the South African nursing Council at the beginning of 2000. 

that enrolled nurses should be upgraded through the process of recognition of prior 

learning further increased the urgency for nursing education institutions to develop 

and implement RPL policies In South Africa, Recognition of Prior learning (RPL)is 

seen as an appropriate approach to offer equity and redress of past imbalances in 

the education and training system. 

The purpose of the study was to develop and test an appropriate model that could be 

used for Recognition of Prior Learning for nurses . To test the model. it was 

implemented in a form of pilot projects by three institutions . It was important for the 

model development to identify and involve all the stakeholders of the nurSing 

education system. An appropriate design for the study was a multiphase decl510n 

oriented evaluation research . Stuffelbeam's Context. Input, Process and Product 

evaluation model was used to guide the research process. 

The first phase was the development of the model which involved the Context 

evaluation . During the context evaluation phase , the Education Committee of the 

South African Nursing Council and the evaluative researcher developed the 

guidelines for the RPL process . These were refined by the stakeholders during the 

regional workshops. The results of this phase was the R PL guidelines. The second 

phas(~ was the Input and tt"lP. Process evalu~tions . Each institution had to make 
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planning decIsions for Implementation The result was RPL policies for each 

institution Thereafter. the three institutions Implemented the RPL guidelines to 

specific target groups of nurses that were identified for the purpose of the pilot 

project. Data collection instruments varied according to the phase of the model 

development. Checklists were used to measure the extent to which each Institution 

had followed the RPL guidelines Dunng the Product (evaluation) phase. candidates ' 

scores were compared with those of other candidates who accessed the specific 

programs through the traditional entry routes. 

According to the results all RPL candidates were successful In the programs they 

aimed at accessing DUring the testing phase after access, the RPL candidates 

compared favourably with other the other candidates who accessed the programs 

through traditional routes . The result indicate that the self- directed approach used 

during RPL helped the candidates in the actual programs. A process onented and 

competency- focused model was developed through an inclusive process . NurSing 

education Institutions and policy makers can use the model to structure and evaluate 

RPL implementation In nursing education institutions in South Africa 
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CHAPTER 1 

INTRODUCTION 

1.1 BACKGROUND OF THE STUDY 

Nursing education is concerned w ith the education and training of nurses for the practice of 

nursing . This training has to occur within the most economical means. The nursing education 

system in South Africa, like all other organisational systems, is faced with challenges from the 

different sectors that make up the systems. For nursing education these sectors are: health, 

economic, and educational. Changes in any of these sectors have a direct influence on 

nursing education. Within the context of this study, it is necessary to trace these changes to 

appreciate the influence these changes have had on the development of the Recognition of 

Prior Learning system for South African nurses. 

The need to transform the South African education system has been the subject of intense 

debate and discussions since the ear1y 19705. A systematic investigation done by the 

Committee of University Principals (CUP) in 1987 brought important issues to the fore by 

emphasising the importance of quality and uniform standards in South Africa. This 

investigation revealed that standards varied from a level which could be compared with the 

best international universities to standards that were barely acceptable at tertiary level (CUP 

1987:100). This wide variation in standards resulted from the historical development of South 

African higher education against a background of the apartheid legacy which created 

inequality amongst institutions. 
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With the inception of the democratically elected government in 1994, the Department of 

Education was faced with the responsibility of bringing about justice and equality in 

education. The then Education Minister committed his department to the concept of a single 

coordinated system of education and training with the aim of redressing past inequalities in 

the education system. This single coordinated system of education and training was intended 

to ensure that access to higher education would expand, but within the context of limited 

increase in public expenditure. The concept implied a total rethinking of the entire education 

system, as well as a transformation of curricula and programs and required the development 

of a new system which would also enhance quality. The maintaining of quality was important 

if this system was to be comparable with others internationally. The National Commission on 

Higher Education (NCHE) responded to this challenge and in its report recognised the 

development of a new quality assurance system within the broad ambit of the South African 

Qualifications Authority ( SAQA) ( NCHE Report 1996: 47) . 

To address the compartmentalisation of education and training, the absence of norms and 

standards as well as the need for international recognition of South African tertiary 

qualifications, the National Qualifications Framework. (NQF) was established. According to 

this system, higher education programmes would be registered within a single coherent 

framework, based on a laddered set of qualifications from higher education certificates and 

diplomas to master and doctoral degrees . According to SAQA, all qualifications would be 

recognised in terms of this quality assurance system. This NQF is based on a system of 

credits for achieved learning outcomes and its aims are to develop a comprehensive 

qualifications structure and an integrated approach to education and training (NCHE 

1996:46). Through the NQF, all consumers of qualifications and learners can be assured that 

the programme or qualification is of good standard . 
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The SAQA has presented a framework to guide the users of the education and training 

system. Educational institutions, including those of nursing education, have the task of 

determining standards for entry and those for exit and the duration of each course. 

Educational institutions must assure quality learning (throughput) to ensure quality standards 

(output). At implementation level, these new policies imposed a dilemma. The institutions 

which had to implement these policies were uncertain about how the NQF principles were to 

be implemented, especially those that dealt with access and portability of credits . These 

requirements challenged the educators at delivery level to rethink the whole culture of 

teaching and learning. The major principle of the NQF is the principle of recognition of prior 

learning. This recognition of prior learning had to be pursued across all sectors of education 

and training (Musker 1998:8). Educators had some concerns about the practicability of its 

implementation. The education system has recognised prior learning in the past through the 

Joint Matriculation Board which issued certificates to adults based on the notion that learning 

might take place outside the educational boundaries. This new concept of Recognition of 

Prior Learning (RPL) has been seen by the Department of Education and other sectors as a 

vehicle for redressing past inequalities but how it is to be implemented is seen from differing 

paints of view by all those affected. From the labour sector, RPL is seen as a means for 

accreditation and hence increasing chances of employment and or promotion. Organised 

labour has raised concerns about the fact that learning in higher education is 'book bound' 

meaning that it is theoretical and conservative and therefore not easily transferable to life or 

work situations. Organised labour has also raised concerns about the present assessment 

systems which are only suitable for formal structured learning in higher education (COSA TU 

1996; Harris 1998:125). 
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From the academic sector which implements the policy, RPL is seen to ensure progressIon 

and to widen access into programmes for leamers who have historically been denied this 

access. There are concerns from the academic sector about academic standards that will be 

threatened by the implementation of RPl. Academics have also raised concerns about the 

tensions between theoretical and practical knowledge, simple versus complex knowledge that 

is derived from critical thinking. According to the academics , more research is needed on how 

this knowledge from experience will be assessed in a manner that will not compromise 

standards (Gawe,1999; Musker, 1998; Le Golf 1994; Harris,1999). 

1.2 SIGNIFICANCE OF THE STUDY 

The above challenges impact equally on nurse education and training . like all educational 

institutions, nurse education institutions have to register their qualifications with SAOA. The 

system of nurse education and training must also be unified into a single coordinated system, 

as previously the education system was compartmentalised into different programmes. The 

South African Nursing Council (SANC) , as the body that regulates education and training of 

nurses, needs to review the extent to which its activities accord with the requirements of NOF 

and the South African Qualifications Act No 58 of 1995 and the National Education Policy Act 

No 27 of 1996. The SANC needs to consider its role as the Education and Quality Assurer for 

the profession . While these issues continue to cause problems to the providers of education 

and training for nurses in South Africa, another set of challenges also exists (Department of 

Education , 1998). 

1.2.1 From the health sector 

The Primary Health Care approach requires that the curricula for nurses be structured to 

empower the student with the knowledge and skills to function as an independent 
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practitioner South African nurses must therefore be trained comprehenSively. The 

introduction of the District Health system requires the training and deployment of nurses to 

underserved areas at community level. According to the National Health Plan for South 

Africa, drafted in 1994, the state is responsible for creating a framework within which health 

will be promoted and health care delivered. This has led to the establishment of a single 

comprehensive, equitable national health system. This plan also required transfonnation of 

the education and training system for nurses ( Department of Health, 1994). 

The SANC took the initiative and proposed a model for the unified system of education and 

training for nurses. According to the SANC this form of training would broaden the entry 

points and allow for exit at multiple paints. After three years the students could exit as 

generic nurses and after four years they would exit as specialist nurses. This unified model 

would allow the student to challenge the programme at specified levels depending on prior 

leaming ( SANC 1997). like SAQA, and the NQF however, the SANC proposal was an ideal 

model only, there were no mechanisms in place to ensure that the model was implemented. 

The stakeholders saw this as a change in name only, they failed to see how this unified 

model was different from the present categorisation of nurses. 

1.2.2 From the economic sector 

In 1995, the Central Statistical Services (CSS) estimated that the economically active 

population of South Africa constituted 14,4 million people. Of those 70per cent were 

employed in the formal sector and 29 per cent were employed in the informal sector. The 

survey further revealed that only one out of every thirty new entrants to the labour market had 

found a job in the formal sector of the economy between 1991 and 1994. The average level 

of employment in the formal sector was 6.4per cent lower in 1995 than at its peak in 1989. 
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One of the implications of these statistIcs was that an annual economic growth rate of 

between 6 -7,5 per cent was needed to create jobs for new entrants to the labour market. A 

much higher rate was needed to reduce the unemployment rate (Valla , 1998:17). These rates 

reflect a shrinking economy in South Africa. All government sectors therefore , are applying 

stringent measures to ensure cost effectiveness in all institutions. Because the rate of 

enrolment into the diploma programme for nurses decreased as a result of the budgetary 

constraints, leamers with matriculation had to resort to nursing schools which offer a one year 

training for enrolled auxiliary nurses, according to R2175 of the South African Nursing 

Council. On completion of their training these nurses find it difficult to find employment 

because they cannot be effectively utilised in the primary health care sectors where the need 

is greatest. Therefore , there is a backlog of nurses who require their qualifications to be 

upgraded to ensure that the Department of Health can effectively utilise their services 

(Khanyile , 2000:75). 

These changes are further compounded by the 'brain drain' of high calibre nurses who are 

attracted by employment offers outside the country, as well as the exodus of older and highly 

qualified nurses through voluntary severance packages. Therefore, there is a need for the 

health sector to be involved in the production of manpower to ensure that the principle of 

relevance of programmes is implemented. If programmes for the education and train ing of 

nurses are relevant to the needs of the society, wastage and under utilisation of manpower 

will be prevented. Since nurses form more than 65 per cent of the health sector, it is 

important for their education and training to be transformed. There is a need for the following : 

• Unification of the education and training system to eliminate unnecessary duplication 

and make programmes more cost effective . 
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• Development of a system that will ensure that the backlog of nurses who were not 

adequately trained are assimilated into the system so that they can be effectively 

utilised in primary and district health settings. 

• Programmes should be structured so that they are in line with the objectives of the 

National Qualifications Framework, especially those that deal with progression, 

access and portability (Khanyile, 2000:73) 

Research into methodologies to implement the NQF principles is necessary since presently 

there are no mechanisms in place to promote portability of credits between programmes. 

Literature has revealed that in South Africa, RPL is seen as an appropriate approach to offer 

equity and to redress past imbalances in the education and training system of the country. 

Studies from other countries where RPL has been implemented revealed problem inherent 

with implementation. These problems ranged from assessment to accreditation of prior 

learning (Le Goff, 1994:429). Access orthe ease of entry into appropriate levels of education 

and training for all learners in a manner that promotes progression is a problem area in the 

NQF. 

In nursing, the entry requirement at present is matriculation or equivalent. It is sti ll not clear 

however, how this equivalence is to be determined. The development of a RPL model is a 

measure to determine this equivalence to the traditional entry requirement. The present 

Bridging programme for enrolled nurses was thought of as a solution to historical problems in 

nurse education and training. Research into its effectiveness as a solution to problems of lack 

of access and progression revealed a new set of problems. For instance, the duplication of 

knowledge previously gained through experience, and longer training because the enrolled 

nurse has to start from the beginning are both problems that have arisen from the Bridging 

programme. These programs are centralised and therefore not readily available to all that 
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need it, and the cost of training have made the Bridging program unattractive even to those 

who need it (Nkosi , 1997:39). Through the study an alternative solution will be provided which 

will ensure that prior experience is credited, and candidates without matriculation but with 

appropriate prior leaming from experience will be able to access training . This system, if 

implemented successfully, will ensure that the duration of training is shorter since successful 

candidates will be given an opportunity to access educational programmes at appropriate 

levels. Equity in the education and training of nurses will be afforded by a system that will 

ensure that enrolled nurses are upgraded so that they can receive a professional nurse 

qualification. This upgrading of nurses will help the Department of Health in terms of 

personnel retention and the fact that personnel of good quality will be effectively utilized. 

1.3 PROBLEM STATEMENT 

• As was mentioned earlier, studies from other countries like the United Kingdom, 

United States of America, Canada and New Zealand that have implemented RPL 

have described its implementation. Although these countries have well established 

policies and programs for RPL they did experience problems. In South Africa 

institutions that have experimented with the RPL concept also reported some 

problems with its implementation. In South Africa, most of the problems arose from 

differing perspectives about how RPL should be implemented. These differing 

perspectives led to differing agendas or purposes among the different stake holders. 

These problems also affect nursing education and training. 

• Tile fragmented nature of the programmes for nurse education and training make it 

difficult to decide the appropriate levels at which RPL should be implemented. 

• That there are no standards against which prior leaming will be assessed also poses 

a problem for the whole system of nurse education and training since the South 
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African Nursing Council will not be able to fulfil its quality assurance role without 

standards against which RPL practices can be measured. 

• The nursing profession therefore needs to develop mechanisms to ensure that the 

objectives of the National Qualification Framework are implemented constructively but 

the profession , can only do that once more research into the concept of RPL has been 

conducted. 

1.4 PURPOSE OF THE STUDY 

The purpose of the study was to develop a model that could be used to implement 

Recognition of Prior Leaming for nurses the nursing education system in South Africa . The 

model will be developed in participation with the policy makers and other stakeholders. The 

model once developed will be implemented in a form of a pilot study in selected nursing 

education institutions working with certain groups of nurses accessing different program . Its 

effectiveness and success will be evaluated in terms of the success of candidates to access 

the different programs. 

1.5 RESEARCH OBJECTIVES 

1. To set the boundaries for the RPL system by establishing the policy makers' frame of 

reference with regard to RPL for the nursing education system , in order to ensure quality 

control of such a system. This will be achieved by the determination of the policy makers' 

values and goals for the implementation of RPl. Research question 1 will attempt to achieve 

this objective. 

2.To involve all the stakeholders of the nursing education system in the development of the 

model to ensure its acceptance by the profession at large. Research question 2 will attempt 

to achieve this objective. 
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3.To ensure that planning at institutional level is guided by the RPL guidelines. Research 

questions 3 and 4 will attempt to achieve this objective. 

4. To establish the feasibility of the model by implementing it at selected sites to discover any 

barriers and altemative measures taken to overcome these barriers. Research questions 5 

and 6, will attempt to achieve this objective. 

5.To measure the outcome of the process by evaluating it in tenns of the ability of the 

candidates to access successfully advanced nursing program. Research questions 7and 8 

will address this objective. 

1.6 RESEARCH QUESTIONS 

1 What are the South African Nursing Council 's values and goals with regard to RPL for 

nurses? 

2 How acceptable are these to the stakeholders? 

3 What structures need to be put in place to ensure the effective implementation of 

RPL? 

4 What competencies are required by those involved with the implementation of the 

process?(Question 3,4 will be answered by the RPL model description) . 

5 Were the RPL guidelines followed during implementation? 

6 Which step/s of the guidelines were difficult to implement? 

7 Was the RPL system implemented successfully? 

8 How comparable are the RPL candidates with those who used traditional routes of 

entry into nursing programmes? 
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1.7 RESEARCH DESIGN 

The study will adopt a multiphase decision-oriented evaluation research design. While 

applied research seeks to understand problems and identify possible solutions, evaluation 

research studies the process and outcomes of attempted solutions. It goes beyond the 

identification of solutions by attempting to apply those solutions. The goal of evaluation 

research is to assess or evaluate the success of a particular program, the final step being the 

analysis of data so that some decisions can be made about the particular program. In 

evaluation research, the purpose of the evaluation is to answer practical questions for people 

who must make the decisions about the continuation , modification and adoption of policies, 

programmes! systems. Stuffelbeam's Context, Input, Process and Product model for 

programme evaluation will be used as a conceptual framework for the study. The main 

questions addressed are: how should a given enterprise be planned (planning decisions), 

how should a given plan be carried out (implementation decisions), how should the 

programme be revised (recycling decisions). Numerous methods are used in decision -

oriented studies. These include surveys, case studies, observations, advocate teams, quasi -

experimental and experimental designs ( Stuffelbeam, 1969: 100). Stuffelbeam used the 

Cl PP model mainly for evaluating already existing enterprises. In the present study, since 

the concept of Recognition of Prior Learning is fair1y new in South Africa, this system will be 

used for both developing and evaluating the system. It is for th is reason that the four stages 

of evaluation will be used in a cyclical manner to enable the evaluative researcher to evaluate 

the whole process while it being implemented. 

1.8 OUTLINE OF THE THESIS 

This chapter provided the an attempt to put the whole thesis into perspective. Due to the 

cyclical manner in which the whole study was organised, based on the conceptual framework 
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used, the thesis outline will not follow the traditional way of presenting literature reView, 

methodology and then the results . Chapter two will be a discussion of the literature review, 

and in Chapter three the theoretical framework that formed the basis for the study will be 

given. Chapter four will be a detailed description of the methodology. The results will be 

divided into two successive chapters, Chapter five will present the development phase 

results , Chapter six presents the results of the implementation and the testing phase results . 

The thesis will end with Chapter seven, where the emerging RPL model will be presented 

together with the recommendations . 

1.9 TERMINOLOGY 

The fOllowing terms are defined in the sense in which they were used in this study. 

Competences 

This term embraces what people know, understand and can do. In this context it meant all 

the necessary knowledge, skills and attitudes that those involved with the process of RPL 

implementation were expected to possess. 

Candidate 

A candidate is anyone who undergoes RPL assessment. For this particular study, the 

concept is used to include those individuals selected for the purpose of the study, including 

those used to compare with the RPL candidates. 

Decision-makers 

The Education Committee members of the South African Nursing Council were identified as 

the decision makers since it is this committee that is responsible for making 

recommendations to the Council with regard to education and training of nurses in this 

country. 
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Model 

A model is a structural design consisting of organized and related concepts . A model is a 

representation of reality and not the reality itself. It helps users to visualize the reality . A 

model is developed by making use of related concepts, according to Torres (1986) as cited in 

Riehl-Sisca . A model is developed to give some meaning to the relationship between 

concepts. A model has three elements, namely a goal or aim , a prescription on how this goal 

will be achieved , prescribing the interventions and the agents involved with those 

interventions and lastly the guiding framework within which the activities will occur. In the 

sense that the concept is used in the present study. the model will fulfil the goal of providing a 

framework for RPL implementation (Riehl-Sisca,1989:7). The implementation model 

development in this study is circular, descriptive and process based . 

Stakeholder 

Since nursing education is a system, stakeholders are all those different sectors that 

influence, or are affected by, the functioning of the system. In this study, stakeholders were 

identified as the nurse educators, nurse service managers. The Department of Health , and 

organized labour . 

Structures 

This concept was used, to mean the determination of the resources necessary for the 

implementation of the RPL process. In this case, these included financial resources , human 

resources, administrative material and also involved policy formulation. 

Effective implementation 

This meant that the process of implementation would take the guidelines into consideration 

as far as possible should yield the expected results 
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Traditional entry route 

This term meant the normal entry requirements for nursing programmes before RPL. In this 

case matriculation is regarded as the traditional route of entry for the diploma in nursing and 

the enrolled nurse certificate is regarded as the normal requirement for the bridging 

programme for enrolled nurses to become professional nurses. 

Recognition of Prior Learning 

This term refers to a process of awarding crediUs or access into a specific programme to a 

candidate on the basis of evidence submitted for assessment. This assessment will identify 

the skills, knowledge and attitudes that the candidate has accumulated from previous 

leaming which may be informal from experience , or formal from other programmes. 
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CHAPTER 2 

LITERATURE REVIEW 

To an adult, his expen"ence is him. He defines who he is. establishes his self-identity. in 
terms of a unique series of experiences .... he has a deep investment in the value of his 
expen"ence. And so, when finds himself in a situation in which his experience is not being 
used. or its worth is minimized, it is not just his experience that is being rejected (Keeton 
1978:107). 

2.1. INTRODUCTION 

This chapter presents a review of selected theoretical and empirical literature. The review 

served several important functions. It helped to identify the theoretical and philosophical basis 

which guided the developments of the concept, recognition of prior learning. Empirical 

literature helped to illuminate the significance and the relevance of the study. since it 

presented different models and approaches used for the recognition of prior learning. The 

literature showed that most of the published works on RPL have been in the form of project 

reports and articles with authors' opinions and concerns about the utilization of the concept. 

Little research· based information was found from the literature surveyed . This lack of 

scientific studies around the concept may be attributed to the fact that in other countries, RPL 

has been viewed only as a minor activity which helps adult learners to return to learning, 

unlike in South Africa where it is viewed as a major social imperative . The absence of 

adequate literature further enhanced the significance of the study as it became evident that 

relying only on international experiences was inadequate for the development of a model for 

recognition of prior learning. For the purpose of this study, the term Recognition of Prior 

Learning (RPL) as it is called in South Africa, will be used throughout the text. The author is 

aware that other countries have different terms which share a similar meaning. 
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2.2. THEORETICAL BASIS OF THE CONCEPT RPL. 

Experiential learning will be described briefly to highlight its relevance to adult leamers and to 

the assessment of prior leaming. Experientialleaming is a concept that is as old as mankind , 

because individuals have always learned through trial and error, from tentative experiments 

conducted for the purpose of reaching a specific goal. What is often called 'learning by doing' 

has been integrated into courses offered in universities all over the world. The belief was that 

continuous exposure to practice would allow the student to apply the learning acquired from 

theory. According to Keeton and Tate (1978), experientialleaming refers to learning in which 

the learner is in direct contact with the realities being studied. It is in contrast with learning in 

which the learner only reads about, ta lks about or writes about these realities, but never 

comes into contact with them as part of the learning process (Keeton and Tate, 1978:31). 

The experiential learning movement originated in the USA, in the radical and liberal critiques 

of traditional education in the 1960s. 

The experiential learning theoretical model was used by the Cooperative Assessment of 

Experiential Learning Project to create and implement practical and valid assessment 

methodologies for assessing what people had learned from prior work and life experiences. 

Researchers in this area were, however, more interested in what people had learned than in 

how they had learned. In other words, the emphasis was on the outcome of learning . This 

emphasis on outcomes within experiential learning led to the creation of formal links between 

education and industry, since the linkage depended on accurate identification and matching 

of personal skills with program Ijob demands. According to Schon (1988) , reflecting on 

experience enables its meaning to be grasped and its potential for future practice to be 

explored. People may reflect on action, by thinking back on what they have done in order to 
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discover how their knowing in action may have contributed to an unexpected outcome 

(Schon ,1988:165), Evans (1987) discussed the relevance of experientialleaming to R P L by 

identifying the characteristics of experiential learning and explaining how people were 

empowered through public recognition of their qualification after they had been through the 

Recognition of Prior Learning system and succeeded (Evans , 1987: 143). Experiential learning 

theory can therefore, be used as a basis for studies on RPL. 

2.2.1 Prior experiential learning 

As already cited , Recognition of Prior Experiential Learning, according to Keeton and Tate 

(1978), is a process that enables people to receive formal recognition for skills and 

knowledge they already possess. Since prior learning cannot be recognised before it has 

been assessed and because not all prior experience leads to learning, it is important for 

educators to design mechanisms to identify, verify and assess prior learning before 

accreditation can be given. It is important also to highlight the fact that it is not how or where 

learning has occurred that is important but the emphasis is on the outcome of that learning . 

According -to Ekstrom (1983) there are two kinds of experiential learning. There is what is 

termed 'sponsored' experiential learning and 'prior' experiential learning , namely: 

Sponsored experiential learning entails planned fieldwork or practical work which 

takes place outside the classroom but which forms part of the program. This 

experiential learning is supervised by the teacher. 

Prior experiential learning is learning which includes both intentional learning, such as 

self~ directed learning or non credit courses, and incidental learning , from paid or 

unpaid work as well as other life experiences. 

When people talk about recognition of experiential learning it is the second type of learning 

that they are referring to. A program for Recognition of Prior Experiential Learn ing would be a 
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program structure with its own administrators and counsellors whose objective would be to 

help candidates who present themselves for assessment with a view to either accreditation 

towards a qualification or exemption from a program or a particular aspect of the program 

(Ekstrom, 1983: 121).The method used for RPL is based on the following propositions: 

RPL means recognition of leaming acquired through experience but is not concemed 

with the experience in itself. In other words , the candidate will have to provide 

evidence of leaming from that particular experience. What is evaluated is the result 

of experience and not the amount of that experience . 

RPL is not an end in itself but a means towards an end since it is always done in 

relation to an objective, which is either further study or employment or for promotion 

purposes. Therefore, it is necessary for the people involved with RPL to consider 

carefully the objectivel purpose of the R P L program so as to be able to select the 

assessment methods most suitable for the particular purpose. 

RPL must respect the autonomy of the institution , the quality of its work and the 

dignity of the person who requests evaluation. 

R P L should ensure the transferability and the portability of credits from diverse 

institutions and employment settings (Ekstrom, 1983 : 1 09). 

2.2.2 Relevance of experiential learning to the assessment of prior learning 

Recognition of prior learning has been based on experiential learning theory because a 

climate of social justice and equal opportunities in higher education accepts that people do 

learn from experience and the result of that learning can be assessed and certified at college 

level. Experiential learning theory offers a foundation for social policy and action since it can 

be used as a basis for constructive efforts to promote access to those who have been 

previously denied such access. Kolb believes that: 

18 



Experiential learning offers a theory of learning most appropriate for the assessment 
of prior learning and for the design of competence centred curricula. Ufelong learning 
programs can find in experiential learning theory a conceptual rationale and guiding 
philosophy, as well as practical educational tools (Kolb, 1984:108). 

The proponents of experiential learning theory were concerned about the way in which 

learning occurred since their focus was on adaptation as the central role of affective 

experience. The influence that this theory had on higher education as well as on labour 

organisations was such, however, that these institutions realised that they had a 

responsibility for ensuring life-Ieng learning. The relevance of experiential learning theory, as 

far as this study is concerned , is thus in its social utility. 

Willingham states: 

The great significance of systemic recognition of prior learning is the linkage it 
provides between formal and adult life; that is a mechanism for integrating education 
and work, for recognising the validity of all learning that is relevant to a college 
degree and for actively fostering recurrent education (Willingham, 1977: 60) . 

Most of the reported works on RPL were from educators who were generally influenced by 

the experientialleaming movement. While some of these authors highlighted the relevance of 

RPL with the experiential learning theory, others were concerned about the inappropriate 

manner in which RPL practices were conducted in the name of experiential learning theory. 

According to Keeton (1976), there was a direct relationship between an adult's previous 

experience an-:f the manner the adult processed information. Through RPL practices, 

experientiallearoing could therefore be applied cost effectively (Keeton, 1976: 104). In 1995 

Portier, Stanley and Wagemans conductel1 a study to ascertain the effects of prior knowledge 

in enhancing the student's learning process. A random sample of 67 first year social science 

students was studied to compare learners with a low prior knowledge state and those with a 

high prior knowledge state. According to the results , students with high prior knowledge 
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scores obtained higher scores in all parameters. Multivariate analysis of variance and related 

discriminant analysis indicated however that prior knowledge difference appeared more 

pronounced in behavioural dimensions than in knowledge . It would appear that experiential 

learning played a major role in an individual's prior knowledge and hence the assessment 

methods that would be appropriate would be those that took into account the source of that 

knowledge. 

Research has been conducted into the effectiveness of Prior Learning Assessment (PLA) on 

adults' persistence in continued education . Freers (1994) conducted a study on adult 

learners' perceptions of the PLA courses offered by community colleges. According to the 

results , learners who completed PLA at a community college went on to finish a Bachelor's 

degree or higher degrees at a rate of 71 per cent compared to other learners who had 

accessed these programs through nonmal routes (Freers,1994:15). Pearson , (2000) , 

conducted a similar study at Simpson College to compare the persistence level of two groups 

of learners, namely those who had undergone the PLA course before embarking on the 

degree program and those who accessed the degree program through entry credit paints . 

The variables for the study were PLA, age, gender, high school rank and the grade point 

average. According to the results , PLA and the grade point average were the only significant 

predictors of persistence. Both these studies highlighted the importance of using the portfolio 

as a learning tool during the assessment of prior leaming , as the portfolio clearly developed 

the learner's potential for continued education. Other similar studies have been conducted 

(Murrow 1983; Dagavarian and Waiters 1993). According to these authors, the long tenm 

benefits of the portfolio PLA are greater than the short tenm benefits although it is the short 

term benefits that are usually measured . 
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Michelson (1986) argued , on the other hand , that different assessment instruments are 

required in the assessment of an individual 's prior learning. According to her, approaches to 

prior learning assessment were grounded in theories of enlightenment and did not adequately 

reflect alternatives proposed by post modernism. Michelson asserts that RPL challenged 

educators with new value systems about the sites of knowledge acquisition 

(Michelson,1986:190). Tate (1983), concurred with Michelson that RPL assessment required 

new tools and techniques from those designed to assess learning from the information 

assimilation mode. Both these authors argued against assessment practices that were based 

on western academic assumptions about objective, universal knowledge. Accord ing to these 

authors, appropriate assessments would be those based on the individual's situated 

knowledge. Situated knowledge is understood to mean knowledge in context. 

2.3 PHILOSOPHICAL UNDERPINNINGS OF THE R P L SYSTEM 

According to Dewey, as cited in Tanner and Tanner (1980) , one cannot penetrate very deeply 

into any significant educational problems or issues without encountering philosophical 

considerations (Tanner and Tanner,1980:102). This is also true of Recognition of Prior 

Learning , as the philosophical basis sheds clarity on the meaning of the concept .The intrinsic 

tendency for people to draw upon their own experiences for both knowledge and skills, and 

the vast accumulation of experience that an adult has , compared to a child , makes learner 

experience an important concept in adult education theory and practice. Although the 

experiential learning movement is not restricted to adult education , it has always found a 

very comfortable location there. Saddington, cited in Harris (1997a), analysed the place of 

experience within the various traditions of adult education and through a 'mapping' process 

addressed the place of adult experience within those traditions which are discussed below. 
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Given the purpose of RPL in South Africa, that of redress of past imbalances . an observation 

can be made that the tradition influencing this ideology is that of New progressivism. 

New progressivism was founded in developmental , humanist, democratic and pragmatic 

ideologies. According to its proponents education should satisfy ethical, social , political, 

empirical and practical grounds. New progressivism embraces old and new values, yet its 

aims are more affected by social , moral and industrial demands than was the case with the 

old progressivism. New progressivism carries with it a strong sense of accountabi lity whereas 

in the past progressivism was criticized for being laissez faire practices in the class rooms. In 

new progressivism , the above ideologies are viewed not as conflicting but complementing 

each other like four pillars of a structure. In the South African context, as was mentioned 

earlier, the purpose of RPL was socio-political. Academics were challenged to ensure that the 

best RPL practices were in place and therefore the most appropriate philosophical basis was 

found to be one which would have all the above elements namely; social transformational , 

moral and pragmatiC. It can be assumed therefore that the New progressivism philosophy 

has had a major influence in the South African Department of Education and Training. The 

National Commission on Higher Education and Training states that: 

The education system needs to be responsive to the social, cultural, political, and economic 
challenges in the country. Higher education institutions should therefore commit themselves 
to producing a workforce with the skills that the country needs. This is education for 
relevance. To ensure this, governance structures will have to provide stake holders 
consultation and participation in the decision making process ( NCHE Report, 1996). 

2.3.1. Humanistic ideology 

According to the humanist, experience is the source of knowledge and the content of the 

curriculum. As the lea mer reflects on his/her own experience so he/she takes possession of it 

in a new way and gains knowledge which is authentic because it is true for his/her life world . 

The possession of experience is seen as a personal discovery of knowledge which enables 
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the learner to become a complete person , resulting in self actualisation (Harris. 1997b:6). The 

humanist tradition focused on the individual and is not oriented to social change. though the 

individual as a learner is expected to function within a given social context through increased 

levels of personal empowerment. The individual actively engages with his/her previous 

experience , attaches new meaning to it and hence new learning occurs. For this tradition , two 

individuals may have been exposed to similar experiences but how they manipulate their 

experience may be very individual and hence different. Therefore, teachers have to respect 

the autonomy of learners. As the learners construct their own meaning from previous 

experience, they may access culturally or socially valued knowledge through their own 

agency (Si lcock, 1999:137). This tradition was the most influential during the adult education 

movement and led to the development of the experiential learning theory. 

2.3.2 Reconstructionism or Democracy 

According to this ideology, education should seek to explore that which is oppressive and 

dominating. Focus should be on bringing about a new social order. Knowledge is obtained 

through diak>gue and engagement in society. As learners interrogate their own learning 

experiences they are able to give new meaning to them. Context (social) is regarded as the 

main source of knowledge . Prior learning is valued in and for itself and not for its ability to fit 

into existing standards or curricula . In fact, present curricula are challenged by this ideology 

of reconstructionism. The proponents believe that human experience is culturally and 

historically determined. One's goals are grounded in experience and values are attached to 

goals. According to these philosophers, learning occurs directly through one's experience 

and indirectly through the experience of others (Brameld , 1999). For them education is the 

key to all societal reform. The curriculum must be geared to the transfonnation of the rising 
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generation so that they embrace the goals and develop the means needed for collective 

social transformation (Tanner and Tanner, 1987:164). 

According to this ideology, learning should not be confined to schools only. In other words, 

other sites of learning, like the workplace, should be recognised. This ideology embraces 

democracy as the appropriate goal of education and therefore is in line with the ideologies of 

the Department of Labour which sees learning as a tool for participation, transformation, 

democracy and enables people to take control of own lives (COSATU, 1996:35) .The SAQA 

speaks about building a 'working democracy' in post- apartheid South Africa, therefore 

implying that learning must transform society . 

2.3.3 Technicalism 

Value is accorded to experience to the extent that it matches skills and knowledge which 

have been prescribed according to national economic needs. Individual experience is always 

quantified and used to determine an appropriate entry point into an educational or training 

system. Supported by the human capital theory, education in this tradition becomes 

increasingly instrumental , utilitarian and pragmatic. Education becomes valued in terms of its 

usefulness to the labour market as well as the economic returns on investments in human 

capital. There is an emphasis on ensuring that people are able to adapt and fit into both 

organisational and societal goals. Thus economic needs are more important than individual 

needs. It is this tradition that has underpinned most established forms of vocational education 

and training intemationally (Harris, 1997a :6). 
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2.3.4 Pragmatism 

Focus here is on the development of the whole person through education , so that ultimately 

the whole society can be improved. Human beings as active creators of knowledge and 

experience are the source of knowledge. Therefore prior leaming has to be manipulated to 

conform to the curricula before it can be credited , since it cannot be taken for granted that al l 

previous experience led to leaming . In an effort to strike a balance between the two above 

ideologies , humanism and democracy, the new progressivism teachers were required to seek 

that which worked best in a particular point in time without denying the inevitability of change 

at a later stage if there were a need for change. What works best under certain 

circumstances is more important than the differences between the ideologies. These 

circumstances might be differing points of view (Silcock, 1999:312). 

2.3.5 Developmentalism 

Learners transform society through their cultures and in turn are transformed by society. 

While this ideology is in agreement with Humanism that individuals construct their own reality , 

that construction influences the social reality and is in tum influenced by the social reality . 

Therefore, society requires critical thinking members who will contribute to its development. 

Through recursive perspective taking, people's thinking is altered and new meanings and 

new pOints of view result from reflection. Growth and development occur as people critically 

reflect on previous experience and hence broaden their perspective about the old experience. 

One can conclude therefore that the perspective, the purpose and the approaches used for 

the RPL systems will be influenced by one or a combination of these traditions. It can also be 

concluded that different sectors view education differently and hence they will have different 
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purposes for RPL. For example, from an educational perspective, it would appear that the 

pragmatIc, the developmental and the humanistic ideologies wi ll play a significant role , 

especially in cases where the purpose of the RPL system would be for advanced standing 

whereas the technical ideology would embrace the concerns of the economic sector. In the 

economic sector, experience is valued only in terms of its market relatedness. On the other 

hand, the reconstructionist as well as the humanist tradition would be embraced by the labour 

sector. 

It would appear that non-governmental organizations that have spearheaded the 

implementation and the developments of RPL in countries like the U.S., Canada, South Africa 

and the U.K have all been guided by combinations of atl the above ideotogies. According to 

Tate (1983), the Council for Adutt Experiential Learning (CAEL) revised its mission statement 

to include not only the development of the individual but also that of the whole society. This 

revision has been reflected in CAEL's latest strategy of working with groups than with 

individuals. It has also been reflected in its move from focusing on higher education 

institutions only to focusing on all sectors where there are adults in need of learning. The 

same can be said of similar organizations in countries like the United Kingdom the Learning 

from Experience Trust (LET) , in Canada the Canadian Association for Prior Leaming 

Assessment (CAPLA) and in South Africa the Joint Education Trust (JET). 

Having discussed the philosophical basis of RPL, it becomes evident that the context of the 

RPL process is more important than the concept of learning from experience itself. This is 

especially so in South Africa, where the concept RPL is understood within political and social 

contexts. It would appear that for R P L to be implemented successfully, it is necessary to 

retain a strong sense of social context and responsibility for the broader social and political 
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implications of RP L practices (Usher.1996). 

2.4 ASSESSMENT METHODS FOR RECOGNITION OF PRIOR LEARNING 

The various methods of assessing prior learning can be clustered into three main categories : 

equivalencies, examinations and documentation, and demonstration of achievement. Some 

methods are more suitable than the others for particular types of learning . There is some 

evidence of faculty resistance to using soma methods. Portfolios, for example, have proved 

to be less attractive than challenge tests to those that were involved with them ( Koenig and 

Wolfson , 1994:104). 

2.4.1 Program equivalencies 

Sometimes learners possess significant training in their field , gained from employer related 

training activities, continuing education courses and other formal activities outside the post

secondary level of leaming . In these cases, it would be more appropriate to set up credit 

equivalencies. There are basically two types of equivalencies : program and course 

equivalencies (Koenig and Wolfson,1994:90). Program equivalencies are better known in a 

traditional context as 'block credit' . In evaluating a successfully completed program, a 

professional certificate for credit towards a credential gives block credit for that program. 

Program equivalence does not measure the individual 's leaming. It is instruction delivered 

that is being evaluated, similar to the traditional articulation process. What differs is that the 

program, licence, or certificate being evaluated for credit is often from non-formal sources. 

Course equivalencies are better known in a different context as 'transfer credits '. Again, what 

is being evaluated is not the student's actual leaming in a course, but the instruction 

delivered . The equivalence of the program undertaken to that which the candidate wishes to 

access is being measured . Whether the candidate acquired any new knowledge from the 

27 



program will have to be evaluated using other methods. The request for transfer credit could 

be for formal studies or non-formal leaming . Especially in the case of non-formalleaming , the 

R P L candidate bears the primary responsibility of providing details of the course content 

and evidence of hisl her achievement in that course. 

2.4.2 Credits by examination 

Some individuals acquire significant leaming from the non-formal system which can be 

demonstrated through an examination process. This is particularly true in courses that are 

highly theoretical in nature. There are basically two options for exams: challenge exams and 

standardised exams . 

2.4.2 .1 Challenge examinations 

Challenge exams are probably the most familiar type of R P L currently being used in Britain. 

A challenge exam is not a course final but is usually prepared by the instructor of the course 

being challenged. Ideally, challenge exams should not be text-based or require the leamerto 

have been exposed to a particular instructor at a particular time. The exam should cover a 

wide body of accepted knowledge or concepts in the challenged course. It is, however 

common practice to use a course final (which is both text and instructor based) as a 

challenge exam. 

Standardized exams, such as the College Level Examination Program (CLEP) are 

recognised by most post-secondary institutions in the United States but have not received 

acceptance in Canada. Introductory and highly theoretical courses lend themselves well to 

standardized examination, especially where the body of knowledge being tested is not 

specific, but universal in theme, like mathematics or English composition (Koenig and 

Wolfson, 1994:109). 
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.2.4.22 Challenge tests 

Challenge tests are used to allow candidates to utilise their experience and prior learning to 

challenge a set standard by demonstrating the requisite skill as well as to elicit underlYing 

theoretical understanding of such skills. In other words, challenge tests use both theoretical 

and practical assessments. According to Napier and Scott (1995), in one college challenge 

tests were used with ease since during the time of the project, the college had introduced 

competency·based training. Using challenge tests also depends on the course structure and 

the delivery mode. 

Napier and Scott (1995) used challenge tests in two stages as introductory tests and in the 

advanced stage. During the introductory stage, key modules were selected for both practical 

and theoretical assessment. The practical portion was included to make candidates 

comfortable with the assessment. The theory stage was in the form of a case study which 

represented the end product (outcomes) of the particular trade in a structured way. Results 

determined whether the candidate would move to the advanced stage or not. They also 

determined" whether the candidates required a top up depending on their weaknesses. 

In the advanced stage, testing also consisted of a theory and practical assessment. Theory 

assessment consisted of multiple choice questions across all modules of the first stage. 

These questions were question bank of the particular college. One would imagine therefore 

that the approach used for the exposition of infonnation would influence the assessment 

method used during R P L practices (Napier and Scott, 1995:88) . 
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2.4.3 Credit by documentation or demonstration of achievement 

24.3.1 Portfolio 

In many cases neither exams nor equivalencies give learners the best opportunity to prove 

they know what they claim to know. In these situations a portfolio provides a better method 

for demonstrating and documenting learning. When a portfolio is supplemented with samples 

of achievement, this combination is known as the portfolio-assisted assessment. According to 

Koenig and Wolfson (1994). portfolio assessment works best with courses that have a base 

in practice and in which theory is seen as a rationale for practice rather than an end in itself. 

Portfolio assessment may not be the most suitable choice for learners who are requesting 

credit for highly theoretical courses such as most university courses or a course with a 

traditional academic content (Koenig and Wolfson, 1994:201). The development of a portfolio 

varies according to the objectives of the student. For example the recognition of a credit is 

one objective and seeking employment is another objective. If the objective is academic 

recognition , competence must be related to existing courses and programmes of the 

institution and in accordance with the policies of that institution. When the portfolio is being 

developed for employment purposes. the situation is different. Not only must the student 

demonstrate learning and competence but hel she must also demonstrate some 

qualifications that serve the interests of the employer (Napier and Scott.1995:89). The 

development of a portfolio is usually done within a particular course in the calendar of the 

academic institution just like any other course. According to Koenig and Wolfson(1994) , of all 

the assessment methods, the portfolio has engendered the most resistance. It would appear 

that the reason for this is that the faculty do not have experience in this kind of assessment 

and tend to resist what is unfamiliar (Koenig and Wolfson. 1994: 149). 
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2 4.3.2 Case studies 

Case studies are used to make assessment of generic and industry- specific competencies 

over a range of applications, for instance in farm business management. They are used to 

supplement portfolio preparation where a candidate lacks documentation and prior learning 

or as an alternative means of assessment. Focusing upon examples given in the case allows 

both breadth and depth of discussion to occur. The candidates are assessed on their 

knowledge transfer and their experiential leaming potential. Case studies have proved to be 

more flexible in the questioning part. Their strengths include the fact that they can be 

prepared in advance, they are structured according to the objectives and hence key areas 

can be explored with more ease than in the other assessment methods (Napier and Scott, 

1995: 90). 

2.4.4 On- job assessments 

On- job assessment for employees was used by the T A F E project in England as one of its 

assessme"t methods. These assessments were based on the nationally accredited industry 

skills and managers were used as assessors. The assessment commenced with self 

assessment using the Rural Training Council 's National farm skills guide ( T A F E 1998). 

This assessment was then reviewed for confirmation. The assessment involved identifying 

what the candidate was competent in and the level of that competency (whether under 

supervision or without supervision). The advantage of using the guide was that it was 

nationally recognised and therefore an accredited document. 

After this discussion of RPL assessment methods, the following observations can be made: 

that the decision on the choice of the method will be influenced by factors like the assessor's 

31 



experience with a particular method: the purpose I objective of the assessment (whether it is 

done for advanced standing or for employment purposes); the approach used for the 

particular course for which credit is sought; and the candidate's ability or familiarity with the 

particular assessment method. This last factor has implications for institutions wishing to 

experiment with RPL since using an inappropriate method may yield adverse results and 

defeat the purpose of RPL. One employee from the automotive industry confinned this when 

he asked How can we al/ fail when there are cars on the road? (Govender,1997:122). 

2.5 .MODELS FOR RECOGNITION OF PRIOR LEARNING 

Literature revealed different models used by educational institutions and organizations for the 

implementation of the RPL process. What became evident from literature was that the 

purpose of RPL, the prevailing ideologies about adult learning and the conceptualisation of 

the experiential leaming theory, all played a major role in determining the model used to 

implement RPL. 

2.5.1 Witlingham and Geisinger's model 

WilHngham and Geisingers model for RPL is process oriented as it describes each step in 

detail. According to Willingham and Geisinger (1984), the program for RP L should adopt the 

following steps: 

a) Develop a program rationale 

The administrators, advisors, assessors and the candidates should agree on the rationale for 

the RPL program. The following should be considered when identifying the rationale for the 

program, the credit value, prior leaming to match existing courses or to be equivalent to credit 

given to courses from another institution. There is a need for a well established policy for RPL 

implementation. This policy should take into consideration of issues like recruitment, 
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personnel needs, availability of resources (both material and human). and the creation of an 

alliance between the institution and industry. Another aspect of the program rationale would 

be the students ' justification for enrolling in the RPL program. Under these, issues like 

improving accessibility to job market or graduate or professional schools and decreasing the 

time required for college education by avoiding duplication of leaming would have to be 

considered. 

b) Define the program characteristic 

Since a program to recognise prior learning will have to be formalised. stake holders need to 

decide on the following, the size of the program in terms of student numbers as well as the 

numbers of personnel for example the administrators, counsellors and assessors; the 

coordination of the program, taking into consideration other institutional affairs; objectives of 

the program; and the assessment methods to be instituted . A formal curriculum will have to 

be designed and thereafter the program will have to be marketed. 

c) Develop human resources 

Since RPL may be a new and additional program to those offered by the institution , carefu l 

consideration should be taken to ensure that those involved are competent and willing to 

participate. People regarded as competent may have other responsibilities. They may not be 

familiar with the assessment methods chosen or there may be issues around their release 

time for the RPL program. There may also be resistance among staff members and support 

for the staff will be essential. 

d) Definition of criterion standards for RPL 

It is likely that different role players in an RPL program will have different purposes. It is 

critical therefore that the various purposes are clear1y defined and agreed upon. The 

formulation of criterion standards will have to be based upon these primary purposes. 
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e) Definition of credit policy 

Administrators, counsellors, assessors and students must together delineate the area of 

leaming in which credit may be awarded. limits on the number of credits permitted must be 

set as well as determining procedures for estimation of credits. 

f) Decisions about financing the program 

Administrators, in consultation with the counsellors and assessors need to make proper 

decisions with regard to expenditures , release time for personnel involved with the process 

and overhead cost, direct as well as indirect. The sources of income must be determined, if 

whether funds will be attracted from government or industry or be derived only from student 

fees. The quality of the program will depend on its economic sustainability. 

g) Admission of students 

People involved in admissions are the administrators and counsellors. They need to 

determine the appropriate qualities of prospective candidates as well as their characteristics. 

They will need to do this in relation to the program objectives. Careful consideration will be 

needed to ensure that candidates from previously disadvantaged groups are not excluded 

since the whole objective of the RPL program is transformation of the education system. 

Dissemination of information concerning the program must be done adequately and 

admission should be on a voluntary basis. In other words, employers should not impose the 

program on their employees. 

hi Advisory support for students 

Once candidates have been selected, orientation workshops should be organized. People 

involved with this will be the counsellors. Candidates will be helped to develop plans to meet 

their identified goals as well as the program goals. They will also be assisted to understand 

the values and the relevance of the assessment methods as well as the learning outcomes of , 
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the assessment The counsellors should have good communication as well as Interpersonal 

skills so as to be able to offer support to the candidates . 

i) Preparation of students for assessment 

The counsellors should offer seminars on the chosen assessment methods. The counsellors 

will help candidates with the preparation of the evidence to be submitted for assessment. 

They may probe the candidates to produce evidence through interviews and completed work 

assignments. Whatever assessment method is used, it must be such that the judgement 

made can be considered by the external examiners with the same degree of confidence as in 

other performances from existing courses. If portfolios are used , formative advice on portfolio 

development and how portfolios will be evaluated should be given . 

j) Appraisal of leaming outcomes 

This step involves the assessment of the candidate. Assessors should define the 

requirements for the approval of evidence for accreditation. They should decide whether 

competence meets the requirement or corresponds adequately to the learning plan. They 

also have to determine the amount of credit to be awarded. 

k) Integration of leaming with future plans 

This step involves the translation of leaming outcomes into appropriate academic units as 

well as characterising the level or depth of learning. It also involves the reporting of the 

assessment resu lts to students and helping them to decide on future plans. Depending on the 

resu lts of the assessment, the students' progress towards the degree will be monitored 

(Quebec Education Department, 1992). 

What becomes evident from Wi llingham and Geisingers model is that it is practical and 

process oriented because it describes in detail the operational aspect of RPL implementation 

. This model has failed however, to highlight important considerations like the main purpose 
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for implementing RPL. Willingham and Geisinger's model has provided the users with a 

technical approach to implementation. This approach has been criticised for being too 

instrumental or technical and considering the usefulness of the RPL process in economic 

terms only. Such a model would have to be adapted by taking societal needs into 

consideration rather than considering only the practicality of the model 's application (Harris, 

1997a: Usher, 1996; Michelson , 1996; Peruniak, 1993). 

2.5.2 The Developmental model of RPL 

According to Butterworths (1992), the origin of the Developmental model of RPL is attributed 

to Ihe report written by Evans for the Council for Nalional Academic Awards (CNAA) in 1988. 

The developmental model involves the process designed to assess an applicant's claim to 

have already achieved learning appropriate for access at entry level or access at an 

advanced level in a program of study. In this model during the process of RPL the candidate 

is required to reflect on and evaluate his Iher previous experience, identifying in a cOdified 

way the learning that derived from it. This reflective element makes the developmental model 

more than just credit exchange (Butterworths, 1992: 19). The developmental model is based 

on Kolb's (1984) notion of the experiential learning cycle . In this cycle, learning is claimed to 

occur when the individual has an experience, takes time to reflect on it, moves on to develop 

generalisations about it and then plans new approaches to similar situations for the future 

after which the cycle begins anew. In other words, as the individual interrogates hisl her 

previous experience hel she learns new ways of experiencing in the future and from this the 

developmental aspect of the model arises. This development can take numerous forms, like 

change in attitudes, perspectives or interest or even greater self awareness. 

36 



The assumptions about RPL in the Developmental model 

Learning occurs consciously or unconsciously, therefore not only observable forms of 

learning should be recognized. Raw experience does not necessarily lead to learning, 

because this experience needs to be acted upon through the reflective process for it to 

become meaningful. New learning acquired through the process of reflection is equal to other 

forms of learning and should therefore be recognized and accredited . 

Major features of the developmental model 

According to this model , knowledge and understanding are seen as being constructed by the 

individual , integrated into their cognitive structures. Learning can lead to personal 

development. The learner reflects on his/her previous experience, and takes possession of it 

in a new way. The developmental model is based on both the developmental the humanistic 

ideologies. Steps involved in RPL using the developmental model are the following, 

(a) abstract summarization of the prior learning claim, 

(b) listing of leaming outcomes , 

(c) reflective writing describing the experiences and analysing how this produced the 

learning claimed, 

(d) how it meets the criteria for the particular program being challenged , and lastly 

(e) submission of evidence to support the claim in forms that will be stipulated by the 

institution , 

The reflective process is the major feature that distinguishes this model from other RPL 

models. According to Butterworths (1992) , this reflective element is important since it involves 

the reformulation of prior knowledge into codified prepositional knowledge and in this way 

prior knowledge or learning is reshaped into a new form. As mentioned earfier, individuals 

grow and develop as they learn new ways of dealing with particular situations in his lives 

(Butterworths, 1992:43). 
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This model is also concerned with change. For instance, if adopted in the South African 

context, it would represent an attempt to reconceptualise forms of RPL that are more 

reflective of South African contemporary socio-economic conditions. In the higher education 

system of South Africa, where responsibility increasingly rests with a broad range of 

stakeholders including responsiveness to the market as well as to individuals' needs this 

model would find a comfortable home. Unlike the other models, prior learning is valued in and 

for itself instead of solely in terms of its ability to fit into existing standards or curricula 

structures. The aim is to build two-way bridges to work towards more equal and dialectical 

relationships between academic knowledge and experiential knowledge . This model , if 

adopted, would involve restructuring curricula so as to develop alternatives to the theory to 

practice orientation of many programs which in turn make it difficult for RPL to be practised. 

Curricula would be organized in ways that took into account both the social and the academic 

world . Curriculum designers and standard developers would benefit from increased 

awareness about how dominant, often implicit, values and ideologies determine what 

experience, knowledge, skills and qualities count as valid (Butterworths, 1992:40) . 

2.5.3 The Competency based model 

This model was based on the National Council Vocational Qualification (NCVQ)'s notion of 

competence . Its origins can be traced to an NCVQ publication in 1989. Personal 

competencies, assessed through the RPL process, are matched with planned learning 

outcomes of an accredited programme offered by an institution . Competencies which are 

shown to be already achieved. either through demonstration or via a portfolio of evidence, are 

exchanged for course credits and may lead to exemption from part of the programme. 
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A prerequisite for this model is the very careful delineation of the outcomes of the programme 

so that matching and hence exchange can take place. This form of RPL is most likely to be 

found in contexts where knowledge is weakly classified and framed , such as further 

education and vocational training, and they are frequently linked to qualification or standard 

frameworks. They are usually underpinned by a market-led philosophy in which education is 

consumer-orientated and utilitarian , viewed mainly in terms of its usefulness to the labour 

market (Usher, 1996: 36). It appears therefore that this model of RPL would fit well with the 

economic sector s perspective of education . 

RPL practices based on the competency model recognise only those aspects of individuals' 

prior learning which match prescribed outcomes or standards. Market-led performance is 

valued as this is seen as synonymous with competence. In these contexts, knowledge tends 

to be understood in positivistic and normative terms as a product, as visible, potentially 

measurable performance (Butterworths, 1992:43). In other words, knowledge is seen as a 

means to an economic end. RPL practices using this model would often have promotion, 

accreditation or job allocation as the main purpose. The methods adopted would be on-the

job assessment, portfolio development, challenge tests and standardised national 

examinations. Competency based RPL practices engage with standards or formal curricula 

only in order to gauge which aspects of an individual 's prior learning match them. There is no 

opportunity for critique of those standards. Although advisers and mentors can be involved, 

the emphasis is on generating evidence for assessment rather than on anything new. The 

candidate 's competence does not alter during the recognition process because it is not 

explored (Butterworths,1992:46). Definition and decision making power rest solely in the 

hands of the assessors. Sometimes this is termed the 'credit exchange' model in that 
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candidates exchange a successful work record for course credits or promotion (Butterworths. 

1992 78). 

Critiques of this model argue that although the Competency based model is, good for 

practical use, there is also a sense in which at the social level, it is about containment and 

appeasement. People who benefit most are those whose competence is closest to that which 

is formalised in standards , since standards are used to measure the competence. The 

standards are likely to contribute to the exclusion of those from historically disadvantaged 

backgrounds (Butterworths, 1992). Dochy and Moerkerke (1994) assert that this model 

favours the supply driven nature of assessment and inhibits the demand driven nature where 

students would be the ones to influence the program. It would appear therefore that if these 

RPL practices were to make a contribution to access, their criteria for assessment would 

have to attribute as much as possible to the prior knowledge held by the majority of potential 

candidates (Trowler,1996:19). 

A number of authors have argued against the view of the competency based and the 

developmental models as opposing ends in a continuum(Trowler 1996 and Day 2001). 

According to them these models should be viewed as complementary to one another. In 

other words, the best principles from each model should be combined in a balanced way so 

as to enhance the validity of RPL assessments. Day (2001) identified some underlying 

tensions in each model and suggested that these tensions should be resolved by combining 

the best principles. For example, from the credit based model the best principles are 

objectivity, product and quality. From the developmental model, the best principles are 

process, internalisation and equality. 

40 



2.6 DEVELOPMENTS OF RPL IN OTHER COUNTRIES 

2.6.1. United States of America 

Recognition of Prior Learning started in America when, after the Second World War, 

American soldiers requested that the skills they had learned during their military service and 

the courses they had followed to perform their various tasks in the forces be taken into 

account in order to avoid duplication of learning. For the first time, the Armed Forces, the 

state, colleges, universities, community groups , and industry got together in order to find 

possible ways to recognise the experiential learning of these people. Later on , the adult 

population in general, following numerous social changes, wanted to go back to school and 

obtain credits for what they already knew. W omen in particular felt they needed recognition 

for all the voluntary services they had offered as their contribution to society. In the United 

States, therefore, official recognition of prior learning dates as far back as the 1970s. 

According to Stanley (1980), in 1980 more than 300 institutions and hundreds of individuals 

contributed through research to improvement of those practices which led to accreditation of 

prior learning. 

New York State College in 1983 offered its students the opportunity to design a program of 

studies based on their prior leaming in relation to their educational goals. Information 

sessions were offered to adults to discuss future projects and how they made a link between 

their formal leaming and what they had leamed outside the academic setting. Identification 

and verification of prior leaming was made possible with the help of the faculty 

(New York State College, 1983). 

Other institutions of higher education also commenced with the assessment of prior learning 

programs. By 1983, eight thousand (8000) Empire State College students had completed 
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their portfolios (Sansreget 1984:104). In Vermont State Colleges in 1979 a method was 

developed to provide recognition of prior learning that could be applied in colleges throughout 

Vermont State. Adult students were invited to prepare a portfolio under the guidance of a 

counsellor, The Office of External Programs was authorised in November 1975 by the 

Vermont State Colleges' Board of Trustees to award college credits to adult learners who had 

demonstrated college-level competencies. At Thomas A. Edison College in Trenton, New 

Jersey (1981 ). potential adult leamers were helped by advisors to identify and tabulate their 

previous experientialleaming and present this for evaluation. Since that initiative, a Students' 

Handbook has been prepared for this purpose (Thomas A. Edison College, 1981 ). 

2 .S.1.1Contributions ofthe Council for Adult and Experiential Learning (CA EL) 

In America, the greatest contributions for RPL were from the Council for the Adult and 

Experiential Learning (CAEL) . CAEL was founded in 1974 by Morris Keeton with a mission to 

expand lifelong learning opportunities for adults and to advance both experiential learning 

and its assessment. According to Tate (1983), CAEL's mission statement on experiential 

learning changed to reflect socialtransfonmation (Tate,1983 :4S).The growing demand for the 

recognition of prior learning led to the opening of the CAEL. This Council was a small 

association of colleges and universities and groups of professionals in higher education who 

worked together for the advancement of the use of experiential learning in college and 

university education and for its valid and reliable assessment (Keeton , 1985: 361) . 

CAEL has been active for the past twenty one years. Initially it began with a three year 

project, upon completion of which CAEL began operating under a new charter as a free 

standing association of colleges and universities. CAEL has been active in initiating, 

developing , implementing and monitoring progress of RPL systems and providing training in 
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RPL across the USA. Its membership includes 600 colleges , universities , corporations, 

unions associations and individuals. The centre was originally located in New Jersey, and 

financed through the Camegie Corporation of New York but to date CAEL has centres all 

over the world .. 

CAEL conducts research into the best practices of adult and human resource development. 

Through its initiatives, seminars and programs on adult learning, as well workshops on how 

to implement RPL have been made available electronically or in person . Developments in 

RPL throughout the wo~d have been facilitated mainly through the initiatives of CAEL (Flint, 

1999:3). CAEL has been promoting various studies on adult learning and its assessments. 

CAEL has been testing and promoting the principles of Effectiveness for Serving Adult 

Learners in Higher Education since 1998, through visits and interviews at 15 colleges and 

universities. The purpose of the interviews was to explore local applications and the adoption 

of best practices. According to the results , external barriers to the adoption of best practices 

were credit recognition issues and lack of support by the executives of institutions. These 

barriers led to slow progress in emphasizing the need to make programs in higher education 

more suitable for adult learners. These results were endorsed by many institutions and there 

was wide spread support for the benchmarking studies that followed ( Dagavarian , and 

Waiters, 1993:23) . 

Besides research-based projects , CAEL has spearheaded numerous projects to broaden 

access to life long leaming through PLA. According to Tate (1983), owing to the workforce 

crisis in the U.S.A ., labour unions moved towards investing funds in employee growth and 

development programs rather than corporate training programs. These programs were 

designed to provide access to continued education for all employees at all levels. Driven by 
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these actions. CAEL saw the issue of joint ventures as the only solution. According to Tate 

(1983) . joint ventures meant active partnerships between the employers . labour, government 

and the education institutions to enable adults to acquire the skills and knowledge they 

needed for better employability (Tate, 1983:61). Clark, Ivanitskaya and Goodwin (2000) , 

reported the results of a project undertaken by the university of Central Michigan and the 

automobile industry. Through this joint venture a unique Bachelor of Science degree with a 

major in Vehicle design was developed. This was a result of the auto industry seeking for 

personnel with highly technical skills who were able to combine the expertise of both vehicle 

designers and engineers. This project illuminated some important issues for consideration by 

institutions implementing RPL. One of these issues is that, in joint ventures. allowances 

should be made for compromise since culture shock may result from the fact that the two 

sectors may have differing perceptions about RPL. Another issue is that of cost analysis from 

such collaborative exercises since these programs may be deSigned based on estimated 

budgets. Real costs can easily run beyond expectations of both parties 

(Clark, Ivanitsakayak,and Goodwin , 2000:18). 

In the USA, the developments in recognition of prior learning continued mainly because of 

the contributions made by the Council for Adult and Experiential Learning. It is also evident 

that the driving force behind its establishment was the experiential learning movement. In the 

USA very limited government involvement was reported as compared to other countries. One 

can conclude therefore that in the USA., recognition of prior learning has not been viewed as 

a social imperative as is the case in South Africa. 
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2.6.2 United Kingdom 

The United Kingdom followed the American initiative of recognizing prior learning, with help 

from the Council for the Advancement of Experiential Leaming (Charter, 1986). The early to 

mid -19805 saw the first broad based RPL courses in the United Kingdom run by university 

colleges or polytechnics, concerned with supporting adults by recognising their prior learning 

and helping them to make informed choices about future careerl study directions. In Britain, 

the recognition of prior learning is tenned Accreditation of Prior Experiential Learning (APEL). 

Unlike in the USA, where the system was driven by Labour market projections, in the U.K. 

RPL developed because of pressure from the government. With the introduction of the Credit 

Accumulation and Transfer system (CAT), recognition of prior learning was understood in the 

same light as exchange for credits. In the United Kingdom, a different pattern of RPL 

emerged which was more competency based. Authors have raised numerous concerns about 

the implications inherent in such a model of RPL. These authors argued for an approach that 

would afford adults learning rather than accreditation only, as was the case with the 

competency based model of RPL that was in practice. They also argued for a model that 

would be reflective of the contemporary conditions of postmodernism (Hams,1998: 

Edwards, 1994; Evans, 1994). 

2.6 .2.1 Contributions from the Learning from Experience Trust (LET) 

In 1986, the Learning from Experience Trust (LET) was established in the United Kingdom . 

This trust was similar to the CAEL in the United States since it was an independent charity 

with social learning orientation, aiming at developing ways in which people could make 

maximum use of their prior experiential learning. In Britain the educational sector took the 

initiative and focused more on building partnerships with employers , and community 
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organisations. According to Charter (1986), LET had been promoting learning from 

experience as a valid and valued part of lifelong learning, by encouraging people at work ,in 

education and in their own lives to make the best use of what they had learnt from 

experience. LET pioneered the Assessment of Prior Experiential Learning (APEL) to improve 

access to and progression in higher education. Other LET projects have advocated and 

supported learning from experience at work and in the community (Charter, 1986:87) . 

LET undertook research and development work and acted as a catalyst for changes within 

the mainstream of post secondary education and training systems ( Simosko, 1992:34). As a 

result of growing central government interest in APEL, a further and larger study into its 

viability within the vocational education was undertaken between 1989 and 1991 . APEL was 

tested in different client groups, using a range of qualifications in such diverse contexts as 

work, community and education institutions. The results revealed that APEL could be 

successfully customised to a range of contexts and situations and that it could be offered in 

various modes, particularly involving collaboration between institutions on matters such as 

learner support, resources centres, marketing and initial guidance for learners 

(Simosko, 1992:42). 

Within UK Higher Education, APEL developed as an integral part of the credit accumulation 

and transfer scheme (CAT) which was developed by the Council for National Academic 

Awards (CNAA). In 1988, the CNAA together with the LET engaged in a project to map APEL 

practices across the British Universities. According to the results, 75% of the universities 

recognised and accepted the credit system as a suitable form of intellectual exchange. 

Another study conducted by Rabertson in 1994 revealed that while universities were moving 

towards the direction of the credit system, the movement had been very slow and cautious 
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while on the other hand, in the polytechnics the movement had been remarkable . According 

to Evans and Tumer (1993), by the end of the 1980s there were more than twenty(20) 

polytechnics which were developing APEL schemes to serve students with a variety of 

needs (Evans and Turner 1993:2) The reason for the slow move of universities to develop 

APEL practices according to Trawler (1996), was partly due to the funding pol icy of the 

government which was allocated according to the numbers of new recruits into programs 

from previously underrepresented groups. This policy limited the spread of APEL in those 

institutions with a stronger market position while those in weaker positions were concerned 

about the loss of funding that would follow from giving students advanced standing through 

APEL. Trawler (1996), conducted a study in one of the universities. Forty (40) semi structured 

interviews were conducted on the development of the APEL scheme with the university. The 

results revealed that the academics on the ground were still defending the epistemological 

battlements of their disciplines. 

In Britain, APEL evolved with the notion of frameworks for credits and qualifications. In the 

United Kingdom, APEL developed within the context of competence based education for 

example National Vocational Qualifications (NVQ).The assessment of existing competence, 

regandless of how it was achieved, was a fundamental principle of the NVQ philosophy, the 

same principle was fundamental to prior learning assessment (Keeton, 1985:79) . 

2.6.3 Canada (Ontario) 

In 1991 , the Minister of Colleges and Universities established an advisory committee to 

advise him on the development and implementation of a system of Prior Learning 

Assessment (PLA) for Ontario colleges. A series of recommendations were made which 

included the setting of targets for college involvement, with the aim to extend PLA processes 
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to non Ontario college providers. The establishment of portfolio development and challenge 

examination process were the main practices to be adopted, as well as the training of 

personnel to implement the programme (HaITis, 1997b:7). As a result many colleges and 

universities embarked on joint initiatives to implement PLA. 

The Univers ity of Manitoba offered a joint Baccalaureate Nursing program with the Red River 

College of Nursing. Transfer of credits from other programs between these two institutions 

was through prior learning assessment where an individual had to submit a portfolio (Day and 

Zakos, 1999:134). The Nortel Networks formerly known as the Return To Learning Program 

(RTLP). was another joint employability initiative sponsored by the Nortel Networks in Bellville 

and the Canadian Auto Workers (CA W) Union. The focus of the initiative was on improving 

employability opportunities of participants inside and outside Nortel by reducing traditional 

barriers to education and training , for example by offering on site training. The Saskatchewan 

Institute of Applied Science and Technology also offered PLA by working in close 

collaboration with industries . 

Other institutions like technical institutions also introduced PLA. These institutions 

restructured existing programs to make them easily accessible through PLA. The 

Saskatchewan Indian Institute of Technologies (SliT) was the largest First Nations Post 

Secondary Institution in Canada and had been in existence since 1976. The programs 

offered by the Institute are designed to strike a balance between the technical the educational 

skills required and the cultural tradition and knowledge of the students . All its programs can 

be accessed through PLA. 
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The First Nations Institute in Ontario also has PLA programs to help adult learners , especIally 

from the First Nations like the Mohawks, to access continued education and also to gain 

credits from their previous experiences. The First Nations Technical Institute was established 

in 1985,and is an aboriginal owned and operated education and training facility located on the 

Tyendinaga, a Mohawk territory near Deseronto in Ontario. Programs offered amongst others 

are: Post Secondary Education programs like the Aboriginal Media program, Aviation 

Diploma, Facilitative Leadership Human Service, Public Administration Degree, Computer 

Training, Small Business Entrepreneurship. The learners' needs and not the institutional 

needs form the basis of most of the programmes offered by the institute. This approach to 

prior learning assessment is developmental and focuses on the historical inequality of the 

First Nations as a Canadian Nation. Its main aim therefore, is to ensure that the First 

Nations, through the PLA programs, gain control over their future in social, political , cultural 

and economic areas, by provtding high quality learning opportunities. For the First Nations, 

like South Africa, RPL is viewed from a social transformation perspective. The First Nations 

Technical Institute , has adopted the developmental approach to RPL or APL as it is called in 

Canada where the Native Indians use the portfolio development process as a process of 

healing from their past discrimination by the Canadian government (Hill , 1997:2000). 

2.6.3.1 Contributions of the Canadian Association for Prior Learning Assessment (CAPLAl. 

The Canadian Association for Prior Learning Assessment is a non profit , grass-root 

organisation founded in 1994. Its primary purpose is to advocate improved education and 

human resource services which are flexible and respons ive to the changing needs of adults 

and which include the formal acknowledgement and recognition of their prior learning , given 

the challenges posed by globalisation and rapidly changing technologies ( Zakos , 2000:9). 
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The First Nations Technical Institute was the founder and home of the Canadian Association 

for Prior Learning Assessment (CAPLA). Learning experiences are based upon an aboriginal 

approach to learning , rooted in the values of respect and wholeness. This approach , 

according to the First Nations Technical Institute, ensures that the prior learning program 

offered fits the people rather the people fitting into the programs. According to Day and lakos 

(2000), in a study to develop benchmarks for PLA in Canada , which was jointly funded by the 

Canadian Association of Prior Learning Assessment and the Canadian Labour Force 

Development Board (CLFDB) , there are three clusters of PLA practices in Canada. The first 

cluster was focused on adults in transition who wish to return to or begin further education at 

the post secondary level. An example of such a cluster would be the joint initiative 

undertaken by the University of Manitoba and Red River College (Day and lakos 2000:11). 

The second cluster was that of PLA practices applied for the labour market transitions, 

workplace human resource development and community based economic and social 

development such as the one offered by the First Nations Technical Institute in Tyendinaga 

and the Saskatchewan Indian Institute of Technologies. Both these clusters adopt a 

developmental approach to PLA. The third cluster was based on industry skills and focuses 

on identifying those skills which are required by specific industries such as the one offered by 

the Nortel Network (Day and lakos, 2000:3) . This cluster is competence based, therefo", the 

need for bench marking RPL practices was led by these differences between the clusters. 

According to Day and lakos (2000), the differences in national political cultures and 

administrative practices owing to the decentralized nature of the country were the main 

source of these differences. In Canada, education is governed by the federal system of 

governments within each state , and this makes the establishment of nationally accepted 

accreditation frameworks difficult. Developing benchmarks was therefore, a necessary 
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measure to ensure quality assurance of the PLA practices in Canada. The result of the study 

was the emergence of National Prior Learning Assessment benchmarks, to promote 

consistency and credibility for all Canadian PLA practices. 

From the above discussion it is apparent that the Canadian model of RPL is the closest to 

the perception of what RPL should be held by most South Africans. like in South Africa, the 

Canadian preference for a developmental approach to RPL has social transformation as its 

basis. This is preference is due to the influence of the Council for Adult Experiential Learning 

(CA EL) and the influence of the First Nations culture ( Hill 2000) . The existence of the 

different clusters of RPL processes in Canada is relevant to the existing situation in South 

Africa. These different processes have been influenced by differing views or agendas of the 

different stake holders. CAPLA has played a major role through the bench marking study to try 

to inform the stakeholders about what other processes exist. 

2.6.4 Australia 

In 1992, the Universities Vice Chancellors' Committees and the Department of Employment, 

Education and Training established a joint working party to research issues related to credit 

transfer and RPL in universities. Australian universities have a history of informally 

recognising prior leaming for admission but were not granting credits for this . The results of 

the study revealed that more work had to be done since there were numerous sources of 

experience. The results revealed a need to develop a systematic and planned approach to R 

PL within universities through the adoption of general guidelines to standardise practices 

whilst allowing for institutional flexibility (Hams, 1997a:65) . There was inadequate information 

found from literature on developments in RPL in Australia. 
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2.6.5 New Zealand 

According to Hood (1991), the New Zealand Qualifications Authority was established to 

develop a consistent approach to the recognition of academic and vocational qualifications . 

This establishment followed surveys of a number of sectors, namely government agencies , 

universities, colleges, technikons, business, unions and community representatives. 

Research questions covered four areas: life and work experience: work based learning; 

learning which had been attested and credit accumulation and transfer. According to the 

resu lts of the survey, as cited in Hood (1991 ), RPL was considered to be important and 

beneficial. There was overall support from all the above mentioned sectors in all four areas 

covered by the research questions. The results of the survey led to decisions by the board to 

design a framework composed of four primary elements: units of leaming , assessment and 

reporting, recognition of prior leaming, and quality assurance systems. The union sector was 

more supportive than the universities. Those opposed to RPL raised the following concems: 

its threat to standards, the heavy monitoring process involved , and the fact that bias might be 

difficult to eliminate. Other concems raised were issues such as who should do the 

assessment, what the currency of leaming being accredited was and the cost of 

implementing the scheme. Notwithstanding the above concems, the Board was reassured by 

the fact that overseas experience had shown positive results on the issue (Hood , 1991 :61). 

This study has obvious relevance to the present study and the researcher. together with the 

project participants, will have to review these issues carefully. 

The RPL system has since been implemented in various industries in New Zealand . In 

places like the dairy manufacturing and building industries, recognition of prior learning has 

been evaluated through the use of site supervisors as the assessors of prior leaming . 

Manuals have been designed supervisors trained for this role. In more theory- based aspects 
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of the assessment, local polytechnic lecturers were used as providers. It is important to stress 

that these providers were selected by the Industry Training Organisation , which is a National 

Standards Body for industry in New Zealand (Hood, 1991 :64). 

Reviewing the developments in recognition of prior learning in different countries, it shows 

that although these countries appear to be ahead of South Africa in terms of implementation 

of RPL practices, they have had problems along the way. Experimentation with RPL has 

shown that each country, institution , program deviser needs to conceptualise the process of 

R PL in ways that are particularly suitable for their particular context. Countries can adopt only 

those aspects of the model that are transferable. According to Harris (1997b), models of RPL 

that are developed may be contextually specific but will have elements of generalization . It 

becomes clear therefore that , unless processes are deliberately conceptualised to meet the 

purposes of those involved , RPL may end up working against its own transformative aims 

(Harris, 1997b:5). 

Standards will have to be developed to ensure the quality of the RPL program in South Africa 

and these must be consistent with those used for equivalent courses. Standards used in the 

process of RPL must validate candidates ' knowledge (Govender,1997:104). RPL needs to be 

linked meaningfully to accreditation andl or education policies. If it is part of an accreditation 

assessment system then candidates can gain access to opportunities to gain skills and 

knowledge that they seek but do not yet have. Rydell and Irwin (1982), stated that the prior 

experiential learning must show some relationship to the person's degree goal and must be 

relevant (Rydell and Irwin , 1982: 40). 
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2.7 SOUTH AFRICAN EXPERIENCES WITH RPL 

2.7.1 The context of RPL implementation 

RPL in South Africa is perceived as one of the most exciting yet challenging and contested 

aspects of the National Qualifications Framework. It is exciting because RPL holds the 

potential for recognition of competence of people who had been previously denied learning 

opportunities within the formal education sector and whose competence had been overlooked 

in their work places precisely because of their lack of formal certification . It is challenging 

because it is a complex process that is inextricably bound into prevailing social relations of 

power and knowledge. It is contested because these social re lations reflect different and 

sometimes conflicting views and approaches to education and training (Khanyile and Buchler, 

2001 :3). 

It is important to present South African experiences with RPL in the historical context , to 

highlight the reasons for perceiving RPL as fundamental to social transformation , During the 

Apartheid era the white nationalist government inaugurated a system of separate 

development within which black South Africans were severely restricted in land ownership, 

housing, health provision, education and virtually even other areas of human rights. This 

occurred against the population statistics which reflected that of the total population, which 

stood then at 43 million people, 76.7 per cent were black. Organized resistance to these and 

all forms of apartheid capitalism grew exponentially in the1950s as did the capacity for the 

racist government to deploy more repressive means to sustain their power. Political 

organisations were banned , three million people were forcibly removed from their 

communities and 'dumped' in the homelands where basic resources were scarce. Racist laws 

were integrated into the already highly exploitative system of government. 
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As far as schooling was concerned, these inequalities translated into very unequal access to 

basic and higher education. The penod from 1950 to 1975 saw massive increases in the 

numbers of black learners enrolling in primary schools yet at the same time the ratios of 

blacks entering matriculation were one compared to 44 white learners. Other forms of 

oppression as far as black education was concerned involved the suppression of indigenous 

languages, knowledge and culture and their replacement by an inferior education that had as 

its consequence illiteracy among the black majority and poverty owing to lack of employment 

opportunities. 

With the birth of democracy after 1994, the above situation was challenged. The government 

of national unity led by the African National Congress adopted a Bill of Human Rights and 

established a system of cooperative governance. Included in the constitution was the right to 

basic education , including adult basic education and further education. From 1995 onwards, 

there have been a number of policy frameworks by different sectors of government. In 

Chapter one these policy frameworks were discussed. In terms of the current political 

,economic and social context in South Africa, RPL is seen to have the capacity to contribute 

towards redress and equity by opening up more inclusive ways for people to attain 

qualification status. RPL also enables more people to reach higher levels of qualification and 

expertise. 

2.7.2 Development of RPL practices in South Africa 

The development of RPL can be traced within two broad perspectives namely in the 

workplace and in higher education. As in the USA, the need for RPL in South Africa was a 

labour market initiative. According to Hams (1997), formal work on RPL began in June 1994 

when the National Training Board (NTB) established a sub committee of an existing working 
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group to address assessment issues. Before this there were various initiatives at national and 

local levels, although they were not officially called RPL systems. The Department of 

Education and Training has made a commitment to the development of RPL practices. This 

has been demonstrated by its appearance in major policy documents like the Reconstruction 

and Development Programme (ANC 1994); the Draft White Paper (1994); the Draft 

Framework for Education and Training (ANC 1994) as well as the National Training Board 

(1994). So far however, it appears that the labour sector has taken the lead as far as 

experimentation with R P L is concerned. 

2.7.2.1 The Labour Sector 

RPL in the workplace dates back to the ear1y 1990s when the representatives of organized 

labour sought the recognition of workplace based and experiential learning for the purpose of 

job grading and access to further education and training for its members. A number of pilot 

projects were implemented in mining , auto and construction industries but all of these had 

difficulty in meeting the different purposes of RPL. Some of these pilot projects will be 

discussed briefly to highlight the problems experienced . 

2.7.2 .1.1The National Union of Metalworkers of South Africa ( NUMSA) 

In 1993, the National Union of Metalworkers of South Africa (NUMSA) and the automative 

employers agreed on a once off RPL process in which workers would be assessed in terms 

of their current competence. The labour sector hoped that the process would prove the 

competencies of their members and identify those who were eligible for promotion or salary 

increases. It was agreed that unit standards would be used to describe the skills and 

knowledge against which workers would be assessed and for which they could be trained 

and hence recognised. The intention of NUMSA was that workers could progress through the 
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grading system by demonstrating and, where necessary, increasing their skills and 

knowledge. The outline of the RPL process was agreed at a national level , and the 

Automative Training Board (a body with labour and employer representation) was given the 

responsibility for implementation. The RPL process was agreed to for the assessment of work 

related skills only. It was agreed that adaptations of the Australian unit standards would be 

used to assess workers. The Training Board ran a three day workshop to train assessors who 

were representatives from both the union and the employers. Each company prepared its 

own assessment tool from the adapted unit standards and the RPL process ran over six 

months (Govender1997:14). The assessment methods used were oral examination as well 

as on the job observations. Workers ' results were presented in the form of credits which were 

used to determine their level in terms of the new grading system (COSATU, 1996:23). 

According to the results of this project, using unfamiliar assessment tools posed a problem 

for candidates. The adaptation of the Australian standards for assessment also proved to be 

inappropriate since they could not be adapted to reflect workers ' workplace experience and 

work organisation. In other words, these workers were not fairly assessed since the 

standards used were not South African . The other problem was that these workers were 

assessed on the basis of their current jobs and not on the basis of their previous work 

experience. According to the COSATU report (1999), the assessors used for this project 

were not adequately trained. The results were that fewer than 10 per cent of the workers 

were upgraded as a result of the RPL assessment (COSATU, 1999:76). 

2.7.2.1 . 2 The National Union of Mineworkers (NUM) 

In 1995, a pilot project was implemented on a mass scale within one mining house. Workers 

were assessed for basic language and mathematics skills against interim national 

communication and maths standards at Adult Basic Education and Training (ABET) levels 1, 
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2 and 3. At level 1, people could be examined in any of seven South African languages. The 

idea for the project was initiated by management who wanted to try out large scale 

assessment against national standards in the industry as a possible mechanism for quality 

assurance of the A BET provision which was already being implemented in company mines. 

The project was also intended to provide a baseline for planning in order to achieve the target 

of 100 per cent of the workforce with proved competence at different ABET levels in 

communication and maths by year 2000 (COSA TU , 1996). The results of th is project yielded 

a number of important issues with regard to RPL implementation. It became clear that the 

different purposes of RPL among all those involved in its implementation might lead to 

problems with its implementation. For instance, for this project there were differences 

between the organized labour's (NUMSA) purpose in using RPL and that of the management. 

While NUMSA viewed the project as one which would lead to the strengthening of its 

negotiation for a company wide ABET agreement and also one that would ensure that the 

workplace knowledge and skills of its members were recognised, management saw this as a 

way of streamlining the ABET provision. The process also posed some problems like the use 

of inappropriate assessment tools and lack of support in preparation for assessment. Another 

major problem that arose during this project was the huge backlog of people who met the 

criteria for inclusion but, owing to the financial constraints of a mass project, their numbers 

were scaled down. 

One observation that can be made from the above pilot projects is that very few workers 

succeeded in gaining the recognition they sought. The reasons behind this can be 

summarised as follows : 

(a) Standards of assessment used were not appropriate as they failed to match the work 

based experiential learning of workers. 
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(b) The workers were not familiar with the language used in writing the standards and 

hence they fai led to interpret what was expected of them during assessment. 

(c) The domination of the projects by management as was earlier mentioned also posed 

as a problem. 

2.7.2.2 The RPL research project by Council for South African Trade Unions ( COSATU) 

As a response to these problems, the Council of South African Trade Unions (COSATU)in 

2000 embarked on an initiative to counter what they viewed as an inherent contradiction to 

the social transformative purpose of RPL in the workplace. The purpose of the research 

project was to analyze the RPL activities in the workplace. The funding for this project was 

received from the German Technical Co-operation. COSATU initiated the RPL research 

project for several reasons. Firstly, RPL processes had taken place in several industries and 

COSA TU wanted to use the experiences of their members in these processes to gain a better 

understanding of the perceived successes and problems of RPL. Secondly, COSATU already 

had a broad policy concerning RPL, but wished to use the understanding gained through the 

research to develop a more detailed policy. The project began with a workshop with severa l 

affiliates who had either had RPL processes in their industries or were about to introduce 

RPL. The members agreed to use a worKshop as a research method and that COSATU 

would contract two researchers to facilitate the project, together with people from within the 

participating affiliates namely, NUMSA, NUM, CAWU and SACCAWU. (COSATU, 1996). The 

methodology used for this project was a social research approach to make sure that new 

ideas were informed by the experiences, knowledge and perspectives of workers. 

Consultative workshops were used to collect data . This meant that new knowledge would be 

gained by the workers as they reflected on their experiences of RPL. According to Govender 

(1997), in order to change social structures and to correct the distortions of the past, it is 
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crucial to include the knowledge of those that have been oppressed. According to the results 

of the project, RPL was not being used to achieve more equitable forms of work organisation 

or practice. but was being used to open access for a few while continuing to exclude the 

majority. In other words RPL processes were implemented in such a way that they acted 

against the very objective of RPL (Govender, 1997:16). 

The other problem revealed by the research project was the domination of the process by 

management, who had their own purposes for the implementation of RPL. Such purposes 

ranged from using RPL as a skills audit for the employees, to using RPL as a measure to 

assess productivity of employees. In the automotive industry it was discovered that English 

was the only recognised language and hence candidates who were not proficient in English 

were disadvantaged ( Govender, 1997:9). In the CAWU and SACCAWU RPL projects it was 

discovered that the two projects were run and initiated by the Building Industry Training 

Board ( BITB) and Hospitality Industry Training Board (HITB) . The unions were represented 

on these training boards but they were not part of the decision making process. Unlike the 

other projects , those run by NUM and NUMSA projects were focused on the higher levels of 

the qualifications ladder. For the building industry, the focus was on helping individuals to 

become contractors. For obvious reasons, very few of the workforce felt into this category. 

The unions felt that these RPL process were discriminating against the already discriminated 

members. In the hospitality industries, the RPL process made use of British vocational 

standards. Because of this method of assessment, the results were very poor. Less than 10% 

of the candidates who sat for assessment were upgraded. (Govender, 1997: 17). 

Although the above projects seem unrelated to the present study, owing to the levels at which 

R P L was tried out (ABET) , they helped to highlight significant issues for the present study. 
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The major contributtons to the development of RPL in this country have been from the labour 

sector. COSA TU has been instrumental in the development of a policy for RPL 

implementation . The capacity-building workshops initiated by COSATU helped the workers at 

grass-roots level to understand better the implications of the new policies like the Skills 

Development Act of 1998, the Employment Equity Act of 1998 and the National Qualifications 

Framework of 1995. COSATU has also issued a booklet called Learning and Worl< which 

was developed to address important issues about work based learning, and the RPL policy 

(COSATU, 2000) 

2.7.3 The Educational Sector 

Academic contexts , although historically underpinned by the liberal human progressivist 

tradition in which experience is valued , have traditionally not valued experience either in 

terms of accreditation or as a measure within teaching and support. Experience is seen as a 

means towards the academic end (Hams, 1997). The challenge in South Africa is that, RPL 

is the key principle of the National Qualifications Framework (NQF) and is to be followed 

across aN sectors. For educators in South Africa , as the boundaries for higher education 

continue to weaken , knowledge is less strongly classified and framed, and the market rather 

than social class becomes the deciding factor (Bemstein 1996:101). Knowledge is no longer 

regarded as the only source of power owned by the educators and that what counts as 

knowledge is no longer defined in terms of book knowledge but what the individual can do 

with that knowledge. 

Some institutions like the University of Cape Town , University of the Orange Free State, the 

University of Natal, the Peninsula Technikon and the University of Port Elizabeth have started 

pilot programmes with RPL. In 1997, the University of Cape Town's Department of Adult 
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Education and Extra Mural Studies embar1<.ed on an empirical research project to review the 

theory and practice of RPL as well as its cla ims of redress and equity. A pilot group of adult 

educators was selected to apply for an Advanced Diploma course for Adult Educators. The 

adult educators had substantial adult educator experience but were not in possession of the 

formal entry requirement (first degree or certificate level qualification) . Although six of the 

seven candidates gained admission to the Diploma course and progressed well , the 

researchers were left with more questions than answers regarding the nature of RPL. 

According to them, they expected that (in their own words) :We could move the Diploma 

discourse into people's heads experientially, rather than allowing it to be acquired as a social 

practice (Hams, 1999:50). What these researchers meant was that access through RPL 

practices was created but could not be fully used. The historical characteristics of these 

candidates militated against their access 

(a) that they were all second language users of the medium of instruction , 

(b) they all came from historically disadvantaged backgrounds and 

(c) they were all adults who had been out of school for many years and hence were not 

familiar with academic discourse. 

For these reasons, the research project did not use a developmental approach to RPL. The 

UeT researchers realised through comparison of intemational experiences with their own , 

that a more thorough epistemological and pedagogical analysis of RPL as a social practice 

rather than as a set of seemingly innocent and benevolent procedures was necessary. 

According to these researchers a re-theorisation of the RPL practice was needed and a 

realisation of the importance of context based RPL practices. This importance is obvious 

because RPL in South Africa is positioned as a central pillar of redress and RPL is seen as 

having the capacity to widen the entry portal to education to the advantage of historically 

disadvantaged adults. Unlike the frameworks of other countries which aim only at unifying, 
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creating ladders , linkages and pathways that afford seamless mobility to life kmg ~eam ing . the 

South African Qualifications framework holds restitutive promise that goes even beyond 

these advantages (Harris,1999:34) . Therefore South African academics particularly need to 

explore the meaning of the concept in context, in order to avoid confusion and failure of the 

process. 

The current policies for higher education in South Africa are challenged by the need to create 

a balance between three factors that seem to be in tension with one another. Firstly the policy 

speaks of a commitment to access which will be afforded by the expansion of enrolment into 

higher education. Secondly there is a commitment to quality which will be achieved by 

standards maintenance. Thirdly there is the constraint of afford ability which will be achieved 

through redistribution of public funding. Owing to these tensions, providers of education and 

training in the country are faced with a challenge. If standards are maintained, access will be 

denied, on the other hand widening access entails that standards will be lowered . According 

to McMillan (1997) the very purpose of academic education , developing intellectual and 

discipline based skills through a long term process of acculturation and discourse acquisition , 

does not harmonise easily with fast tracking through credit for prior learning. These factors , 

coupled with a traditional view that academic standards and assessment cannot be explicitly 

articulated, have combined to make RPL a difficult concept to insert into many academic 

contexts (McMillan, 1997:45). 

These challenges are not unique to South Africa . In the United Kingdom and Australia for 

instance , the government policy of funding in higher education institutions based on the 

student numbers means that the incentives for universities to search for new recruits in 

previously under represented groups have been reduced . This reduction in funding has 
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negattve implications for those institutions who allow adults opportunities to access continued 

education through recognition of prior learning ( Trowler, 1996:18). On the other hand, RPL in 

the U.K. has been implemented mainly due to pressure from the government to allow more 

adults an opportunity for life long learning . It is not surprising therefore that, in the UK 

concerns has been reported by academics about the measures to increase adult learner 

enrolments standards were dropping, In the U,K , RPL (APEL) has expanded rapidly in the ex 

polytechnics after it was legitimated by the 1987 regulations of the Credit Accumulation and 

Transfer Registry at the Council for National Academic Awards. On the other hand this 

expansion has been very slow in the traditional universities . This slow progress in RPL 

implementation may be due to the elitist mentality of standards maintenance in the 

universities (Evans and Turner, 1993:65). 

In South Africa, the government has a responsibility to increase funds and other related 

resources so that the tensions that exist between access and standards maintenance are 

relieved . The strategy to transform the higher education system should include other issues 

that are sensitive for adult learners. For instance in countries like Malaysia and the United 

States, the government, while putting pressure on the institutions to widen access, has taken 

the responsibility to provide funds and such resources as day care centres as well as 

implementation of special programs for adult learners with special needs. In South African 

too, RPL candidates might have their experiential learning constructed under very 

disadvantaged conditions. These candidates may have a wealth of experience but might 

have very low levels of formal education, having the instruction medium as a second 

language and being drawn from largely working class communities with no socialisation to 

academic discourse. On this basis the situation is a complex one since a balance between 

recognising prior learning and rectifying past inequalities will make recognition of prior 
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learning difficult to fit easily into the traditional higher education categories (Usher and 

Edwards, 1995: 123). 

In 1996, the University of the Free State, in partnership with De Paul University, the Joint 

Education Trust and the Council for Adult Experiential Learning , embarked on a project to 

start a bridging programme for adult learners in management positions who did not have the 

necessary qualification. The outcome of this project saw the commencement of a Portfolio 

development course which served as a bridging programme for those without matricu lation 

but who wished to be admitted into a university degree. This was the first experientially based 

Management and Leadership degree and was offered through the faculty of Economics and 

Management Sciences. Learner support mechanisms included an in-house library, and 

contact sessions during week ends. Methods of delivery included problem solving , dialogue 

and presentations. Assessment strategies included oral examinations and aSSignments. 

Adequate feedback was given to adult leamers (Anderson, 1998:6 ) 

2.7.4 The Non-governmental sector: Joint Education Trust (JET) contributions to 

development of RPL initiative in South Africa.:. 

This trust was formed in 1995 by organisations from political, govemment, economic and 

labour sectors. The driving force behind its formation was the need to develop an adult 

learner-centred environment within the education institutions of the country. With funding 

from all the founding organisations a study tour was taken by a group from this trust to learn 

from other international trusts like the CAEL and the LET. These tours were designed to 

look at various innovative models of RPL and adult learning in higher education institutions 

and workforce development projects . It was from these tours that the trust decided to launch 

the Workers Higher Education Project (WHEP) as a vehicle through which a more systematic 
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study and introduction of RPL related activities in South Africa could be initIated. This project 

(WHEP) has been concerned with funding RPL and adult learner focussed innovations and 

pilot programmes at various South African higher education institutions. These innovations 

have largely focussed on making tertiary education accessible to the working adults who 

were previously denied access by discrimination or by lack of formal entry qualifications , 

despite having gained considerable relevant learning in non-formal or unrecognised contexts. 

Amongst its main activities, WHEP at the level of higher education has been instrumental in 

the following activities: research and development projects to stimulate creative partnerships, 

and pilot projects to develop and test new models for supporting adult and experiential 

learning in selected fields , for example management, teacher education, nursing , agriculture 

and rural development. All the education institutions mentioned ear1ier have been funded 

through the WHEP (Ralph. 2000a :35 ). 

Other projects that JET has been involved in either on an evaluation basis or on a 

development basis include the Community Service in Higher Education project. In 1997, 

through a grant from the Ford Foundation, JET established this project which was aimed at 

promoting public debate on community service and to assist stakeholders to develop policy 

positions with regard to community service as well as strengthening existing community 

service projects and stimulating the development of new projects. Research into existing 

community service activities in other countries, and consultative workshops with stakeholders 

have resulted in JET developing a conceptual framework to be used to further the debates 

around this issue (Ralph , 1999:12). In 1996, JET conducted a Youth Entrepreneurs Projects 

Audit. This audit was focused on whether the projects led to job creation for the youth, and 

whether the youth received any training before embarking on these projects. The results 

revealed that although the youth did receive some form of training , these projects did not lead 
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to job creations for the youth . According to Valla (1998) , this failure raised questions about 

the suitability of the youth as entrepreneurs or whether the models used for the training were 

suitable for South African youth (Valla,1998:9). 

Although the above projects seem unrelated to the present study, they both have implications 

for further research into whether using imported tools or models for skills analysis and 

development will yield positive results in the South African context. It was through JET 

initiatives that RPL appeared in the country's major policy documents like the Skills 

Development Act of 1998 and the Further Education Act of 1998 and the Higher Education 

Act of 1998 ( Ralph , 2000b :34). JET also engaged in a study to map existing RPL 

programmes offered by certain higher education institutions. The objectives of the study were 

to develop a set of best practice guidelines for adult learner-focused programs and to 

benchmark RPL programs by focus sing on in-depth case studies of a few such institutions. 

The other initiattve by JET was the development of an RPL directory of Adult Learning 

Focused Projects between the year 2000 and 2002. Such a directory will be aimed at helping 

employers and other institutions who will be in the process of implementing RPL related 

projects. Therefore JET has been involved in an advocacy role for both educational and work 

based RPL projects by offering networking opportunities and support to alJ these institutions. 

Through its Initiatives, the trust has managed to challenge higher education institutions to 

rethink their involvement in promoting or retarding the progress of introducing RPL into the 

mainstream of education and training . 

What becomes eVident when comparing RPL practices from the different parts of the world is 

that RPL initiatives may come from the government or from non governmental organisations 

or even individual agencies and that the source of these initiatives may vary from country to 
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country. Generally, though, a collaborative approach which involves all these different 

stakeholders is the most productive and effective scenario. The following paints can be made 

to summarize the different experiences with RPL in South Africa: 

(a) In South Africa while the Labour sector has approached and understood the N Q F 

from the social and political perspective, the Education and Training sector is 

challenged by the need to redefine traditional boundaries between the academic, the 

professional and the vocational as well as the boundaries between formal , non-formal 

and informal education (Harris, 1997a:45). 

(b) South African institutions are also conSidering the task though they may appear to be 

slow in experimenting with it. It may be that institutions are overwhelmed by the rapid 

changes in a post-modern society , and also by the changes within the educational 

system. 

(c) The fact that learning may take place outside education environments cannot be 

disputed . The Joint Matriculation Board has been issuing mature age exemption 

certificates for many years based on this notion. From these South African pilot 

projects mentioned earlier, it becomes evident that the process of RPL is a complex 

one, particularly In the South African context. 

2.8 KEY ISSUES ASSOCIATED WITH RPL IMPLEMENTATION 

Literature has revealed certain issues that need to be considered as posing problems during 

implementation of RPL. Literature revealed also that these problems arose mainly due to 

context-specific issues like the following: 
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2.8.1 Resistance to change 

Change is a process occurring over time and it is directed towards growth and development. 

The realisation that change is a process is a necessary prerequisite to successful initiation of 

change. Change is a process which involves the people who plan the change and those who 

implement that change. The policy makers who usually initiate change may have different 

perceptions from those that will implement the innovation. The personal experience of those 

who are affected by the change should therefore be considered if change is to be successful. 

This interactive participation of the role players in any change process is necessary. The gap 

between the ideas of the policy makers and the realities of the implementation process, 

coupled with the attitudes of those involved in implementation may give rise to problems. It is 

important therefore that any process of introducing innovation should be planned in 

collaboration with those to be affected so as to avoid resistance. 

According to Wolf, while some faculty members eagerly embraced prior learning assessment, 

others remained unconvinced and were either covertly or openly resistant to the concept 

(Wolf, 1996:16) It becomes clear therefore that getting a new idea accepted, even when it 

has obvious advantages, is often very difficult. According to Wolf(1996) , the most important 

factors affecting the adoption of a new idea are its compatibility with the existing values and 

beliefs of individuals concerned and their past experience with change in the social system. 

(Wolf, 1996: 14). In the South African context too, it is important to consider carefully 

strategies of Introducing innovations like the Recognition of Prior Learning In a way that does 

not alienate those that will be involved with its implementation. There are different models 

that have been used by educators to introduce change. These are discussed in the next 

chapter. 
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2.8.2 Lack of funding 

Another problem that may hinder successful implementation of RPL may be lack of funding. 

For an economy as weak as South Africa 's, it would be necessary for the government and 

other stakeholders to provide funds for RPL projects jointly. An analysis of the direct financial 

implications of RPL should be done first. Literature has revealed that RPL projects designed 

on the basis of an estimated budget may run into problems when real costs become more 

that the estimated costs (Clark. Ivanitskaya, and Goodwin , 2000:18). 

2.8.3 Lack of personnel training 

Lack of training of those that are involved with the RPL process has also been cited as a 

problem during implementation. From literature it becomes clear that the assessors must 

have an extremely good grasp of various assessment methods and be able to select and use 

methods according to the candidates ' needs and experiences. Assessors should also 

understand the context in which learning has taken place. They should be familiar with the 

standards against which they will assess candidates and the meaning of those standards in 

that particular context. 

As In the USA and in UK., RPL practices in Canada have received some criticism from a 

number of authors. Thomas in 1989 conducted a survey to trace the development since 1974 

of the traditional version of RPL which was introduced in secondary schools in Ontario. 

According to the report , RPL practices had grown slowly after 15 years. One of the reason for 

this, according to the report was due to lack of assessor training (Thomas, 1989: 38). 

There are differing views about the amount and timing of support given to candidates. 

Accord ing to Butterworths and Edwards (1993), support should be available and should be 
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more intensive during the initial phase of the assessment process (Butterworths and 

Edwards, 1993: 239). 

2.8.4 Assessment 

Butterworth and Edwards in 1993 developed an APEL system for the School of Education in 

the Open University in Britain. The course chosen was a second year course for a 

compulsory sphere of secondary education. This was a part time course which attracted adult 

learners from social work and nursing . This course seemed most appealing for APEL 

because the approach encouraged students to reflect on their experiences and develop 

portfolios as a resource for thei r own learning . Some problems, however, were experienced 

during this project. Assessment posed a problem for candidates who were not used to a norm 

referenced form of assessment. Some confusion was experienced by students as to what 

was expected of them by the assessors. This was partly due to the fact that the majority of 

the candidates were adults who were returning to education after a long time. There were 

also discrepancies between the results of assessment of the counsellors and the assessors. 

The fact that counsellors were used during the assessment influenced the results , since they 

already had their own biases about the particular students assessed. This discrepancy was 

further exaggerated by the distance between the candidates and the counsellors since the 

course was offered on distance learning. One would imagine that in-service education for 

counsellors would have minimised the problem. Because of demographic factors , candidates 

felt isolated and that they lacked support from both counsellors and peers. According to the 

results of the study , the majority of candidates felt they required support during the 

preparation phase whIch was not readily available in most cases. This raises issues about 

the timing of the support given to candidates. It would appear from the results of the project 
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that the context should be considered when decisions about support to candidates are made 

(Bullerworth and Edwards, 1993: 239). 

2.S.5 Lack of appropriate policies 

Another cause of problems during implementation may be due to lack of involvement of all 

those who will be involved with the implementation of the RPL process. According to Sachs 

(1980), faculty members must have a say in the definition of learning objectives, and reliable 

assessment of prior learning must involve consistency of judgement among different faculty 

members regarding the credit value or levels of competence demonstrated by a given 

presentation of student learning . A joint deCision by all involved should be taken with regard 

to the above issues so that an agreement about the abilities required for granting a certain 

number of credits can be reached (Sachs, 1980 :342) . 

Peruniak (1993) examined the challenges of experiential learning and its assessment. 

According to Peruniak, RPL was being used by universities , industries and the government to 

solve economic and manpower problems (Peruniak, 1993:39). The author argued further 

that , in that way, RPL worked against its main objective because only industry-specific 

learning would be accredited. Such an approach would inhibit the potential to holistic 

learning . Similar concerns were raised by Thomas and Klainman in 1992. They conducted a 

national study to trace the utilization of RPL in Canada at all educational levels in the late 

1980s. The findings reflected a surprisingly widespread usage on an equally widely 

decentralized basiS. Usage was limited in terms of faculties , programs and individual faculty 

members . The survey also revea led that, with the exception of Quebec and British Columbia, 

throughout Canada, students had no rights to RPL assessments, The education system was 

not flexible enough to allow students to move in and out of formal education, In this way, RPL 
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was not seen to have any potential for educational reform. (Thomas and 

Klainman, 1992:69) .The above studies have important implications for the present study. 

In the U.S.A and Canada, the experiential learning movement had a major influence on the 

development of RPL, whereas in Britain, the Credit Accumulation and Transfer system had a 

major impact. According to Day (2000) , the absence of nationally recognized frameworks of 

educational standards in Canada because of the federal system of governments, is the major 

reason for the emphasis on the developmental approach to RPL that both these countries 

have maintained . In South Africa, while RPL is viewed from the perspective of potential social 

transformation , within the NQF context, recognition of prior learning poses a significant 

challenge for writers of standards because they must allow for recognition of experiential 

forms of knowledge and skills both in terms of the way these were obtained and the way they 

are currently used. The South African context is intended to enable the NQF objectives of 

redress and access. 

2.9 PROBLEMS THAT INFLUENCE THE IMPLEMENTATION OF RPL WITHIN NURSING 

EDUCATION 

The existence of different categories within the nursing education system makes the practice 

of RPL difficult. Presently matriculation is still used as an entry criterion. There are no clear 

cut criteria for progression within the profession , for example, to proceed from enrolled nurse 

to professional nurse. Forms of training are still largely decided by the service, since 

service needs and not those of the individual or educational institution are seen as most 

important. Several issues need to be addressed before a credible, comprehensive and 

widely accessible RPL system can be developed and implemented for the nursing profession. 

These issues include policy, quality assurance and curricu lum issues. Curriculum issues 
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include the development of guidelines to serve as guides to institutions offering RPL; how 

standards will be set and maintained; whether there is a need for a core curriculum for all 

health professionals; and how RPL will be applied across disciplines. Implementing these 

changes is made more complex because they coincide with other changes within the 

educational and health sector occurring concurrently. To put the problem in perspective, a 

brief review of the issues of inequality, lack of access to training and lack of progression 

within the system will be addressed in its historical context (Khanyi le, 2000:71). 

2.9.1 Inequality of nurse training 

It is necessary to reflect on the training of nurses in this country before the South African 

Nursing Council took over, to appreciate the developments that occurred as a result of this 

takeover, and to put the issue of redress in context. It is a fact that nurse training was unified 

previously since there was a single curriculum and students could exit at specified levels or 

progress within the same curriculum. It is not clear, however, if students were allowed to re

enter at different pOints within the system. When the SANC took over, the system of training 

was improved, though these improvements did not favour Black nurses. As entrance 

standards increased , it became more and more difficult for Black females to enter the 

profession since the majority did not have matriculation (Mashaba, 1986:3). 

With the increase in the number of Black patients in hospitals , there was an urgent need to 

train more Blacks to provide service to their own people (Mashaba , 1986:20). Because these 

females did not meet the entrance criteria , they were trained as orderlies. This was a form of 

in -service training. As standards of education for Blacks improved, it became possible to 

tra in them as auxiliary nurses. This was a substandard form of nurse training but on 

completion of these nurses could register with the SANC. The continuous shortage of nurses 
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led to hospital authorities turning to this category of nurses, hence the beginning of the 

different categories for nursing. According to Potgieter, the aim was to complement the 

professional category with a less educated one ( Potgieter, 1992 :65). 

2.9.2 Lack of access 

As this form of training continued, it became difficult for Black nurses to seek employment 

outside their province. When the Nursing Act 69 of 1957 made it possible for this category of 

nurses to obtain statutory recognition, their training was subjected to some changes. The 

duration was shortened from three years to eighteen months, the nurses wrote SANe 

examination. Enrolled nurse training in South Africa for obvious reasons attracted more 

Blacks than Whites. As standards of Black education improved , however, and as more Blacks 

entered nursing , the hospitals became more selective. Black females with matriculation but 

who had obtained poor symbols or who failed the preliminary examination were redirected to 

the sub professional training programmes. By 1981 , only 39 per cent of Black nurses enrolled 

with the SANe had matriculated (Mashaba ,1995:102). Therefore. it becomes clear that the 

system of training that was used during that time excluded most Black nurses from the 

professional training programmes. 

2.9.3 Lack of progression 

The unfortunate part was that even after completion of training, these nurses could not 

progress into professional training. Improvement in other forms of knowledge did not 

guarantee them any progress in their training. The reason behind this was the fact that their 

curnculum was different from that of the professional nursing programme. Their curriculum 

focused on technical skills mainly, as well as the service needs of the institution. The 

emergence of this category thus favoured the needs of the service but hindered the individual 
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educational needs of the enrolled nurse. The fact that, if they wished to continue they had to 

start at the beginning of the professional nurses' programme, was a clear indication that their 

previous experience was not recognised. This was underlined by Mashaba , who pOinted out 

that: 

although enrolled nurse training became a popular occupation with young Black females. it 
Jacked prospects as a career. Unlike enrolled nurses in the U K who could move horizontally 
and acquire additional clinical qualification, those in South Africa could not proceed along 
those lines ( Mashaba, 1995:89) 

As another response to the shortage of trained nurses because of their long period of 

training, the government undertook schemes to train another sub-category of Black nurses, 

called nurse aides. Like the enrolled nurses, training for this group was done locally and 

according to the needs of the service. The duration of the training was six months and the 

content focused mainly on care of patients with tuberculosis and other infectious diseases. 

The first group was so good and proficient in their care of patients that they completed the 

course before the stipulated period. As a result , the government decided to continue with the 

scheme and it spread to other hospitals in the country. According to Mellish (1985) , training of 

Black nurses was not supposed to be possible since in her own words: 

Black women with the educational and mental outlook needed for professional training were 
not available due to. among other reasons. Jack of sufficient secondary schooling facilities 
and the use of Black patients in urban areas for training of White nurses ( Mellish 1985: 41). 

Gerland supported this opinion stating that White nurses were not keen to be relieved of the 

duty of nursing Black male patients because they (Black male patients) provided good 

clinical experience (Gertand , 1984:208). 

It is not clear from literature why Black nurses received the substandard form of training. 

Different authors gave different reasons since each one approached from a different 

perspective. Mashaba (1986). focused on the history of Black nurse training while Potgieter 
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(1992), was looking at the development of professional training in relation to other countries 

with the exclusion of the sub-professional training . One important fact is that when the 

training of Black nurses commenced . whether due to service crisis or on a trial basis, it 

proved to be successful. Nursing education in South Africa continued to respond to 

challenges , many of which fall outside the scope of the present study. The growth of the 

degree course and other post-basic courses are just two such developments. 

The proposal by the Minister of Health to the South African Nursing Council that the Council , 

as a watchdog of the society, should ensure a balance between the production and the 

effective utilisation of human resources posed another challenge to the profession as a 

whole This proposal meant that the Council should ensure that the backlog of inadequately 

trained nurses would be upgraded so that they could be effectively utilised in Primary Health 

Care settings. On the other hand , the government notice to gran t approval to private training 

schools who offered training for the lower categories was another challenge since control of 

such training would become difficult (South African Nursing Council, 1997). The RPL system 

clearly would be the most appropriate system for upgrading these nurses without 

unnecessary duplication of their training. 

2.10. THE PRESENT CHALLENGES IN NURSING EDUCATION 

The National Commission on Higher Education proposed that a multi-disciplinary Health 

Personnel Education Council be established jointly by two departments (Education and 

Training as well as the Health department) , to develop a policy and to coordinate the 

organisation and funding of health personnel education and training (NCHE, 1997). The 

Health Science Working group was appointed by the National Commission on Higher 

Education to explore some of the issues raised by the Task group, which was looking into 
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ways by which the National Education on Higher Education could comply with the aims of the 

government. The task group was reviewing programmes , institutions, and the National 

Qualifications Frameworks. The terms of reference of the Health Science Working Group 

were as follows: 

In order to enhance mobility, provision should be made for multiple entry and exit paints 
within the horizontally and vertically integrated systems of education and training for health 
professionals through the development within the sector of the National Qualifications 
Framework principles (NCHE,1997:339) 

This recommendation is more relevant for nursing since, of all the health personnel training 

systems, nursing has been the only one under the direct control of the service. The 

disadvantages of thiS situation were highlighted earlier in the chapter. It would appear that the 

South African Nursing Council's model of a unified system of training was a response to the 

above proposal. According to the Council , the proposed model is a four year programme, the 

aim of which is the preparation of a professional nurse, capable of independent 

comprehensive practice within the Primary Health Care setting (SANC, 1996). This means 

that, for the first time in South African nursing history, all nurses will receive the same form of 

training, as there will be a single coordinated system of training for nurses This unified 

system wi ll ensure that the National Qualifications Framework principles are implemented as 

it will allow for entry and exit at specified levels, therefore it will ensure portability, access as 

well as progreSSion of training. Through this unified system, the student will be registered as 

a comprehensive genera list nurse. The SANC also proposed to use RPL to ensure that the 

entry portal into the system was widened. Like the NQF, the unified model of nurse education 

and training was viewed as just a policy issue without any guidelines on how it should be 

implemented. Research done by the SANe into acceptability by the profession (1997), 

revealed that the profession was more concerned than excited by this new system. According 

to the result of the consultative workshops, the nurses viewed this as a change in name only 
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to the old system which was fragmented and which kept certain categories outside the 

system (SANC, 1997: 12). It is thus clear that a need exists for more research into how the 

system of RPL can be used to ensure that the NQF are implemented by the nursing 

profession 

2.11 CONCLUSION 

This chapter formed the basis for data collection during the context evaluation phase. The 

evaluative researcher compiled a working document which contained key issues for the 

policy makers in stating their values and goals with regard to RPL for nurses. The key issues 

that have been highlighted in this chapter are the following:(a) the historical evolution of the 

Recognition of Previous Learning concept was explored. This was done by tracing the 

historical background of the country and its Impact on education and training . Some important 

policies like the National Qualifications Framework, the Skills Development Act , the Bill of 

Human rights, the National Plan on Higher Education, and other mentioned earlier in the 

chapter were to be used as the guiding framework for the development of the RPL system. 

The theoretical basis of the RPL concepts was also discussed, from which some of the main 

concept to be explored by the stakeholders were given. Such concepts included the meaning 

of prior learning, previous experience, and assessment. International studies helped to 

illuminate the development of RPL Experiences from a few institutions around the country 

revealed that there were some hidden exclusive factors that influenced its implementation. 

These studies on RPL revealed the fact that the context rather than the philosophical basis 

was more Important to consider In any RPL system (Hams, 1998:123). They also raised 

important considerations such as the fact that the South African RPL candidate may be 

different from candidates in other countries. These differences have been mentioned earlier. 

These conSiderations were also important for the present study since the RPL system will be 
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developed in a collaborative way taking into consideration the different stake-holder's 

perspectives. 
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CHAPTER 3 

THE THEORETICAL FRAMEWORK 

3.1 INTRODUCTION 

A theory IS a set of concepts, definitions and propositions that projects a systematic view of 

phenomena by designating specific inter·relationships among concepts for the purpose of 

describing , explaining, predicting, and/or controlling phenomena (Chinn andJacobs, 1983:70). 

In developing a theory, models are used as structural designs consisting of organized and 

related concepts. Models are defined as set of concepts and statements that integrate the 

concepts Into a meaningful configuration (Fawcet,1984:2). In this chapter, the conceptual 

framework or model that guided the development of the study is presented. In nursing , 

different conceptual models represent different world views and different classifications. 

Models are classified under developmental; interaction and systems models. These 

classifications describe the approaches to understanding the phenomena under study 

(Fawcett.1984 :14). The chapter starts off with a brief exposition of the systems theory, since 

the conceptual framework was developed from a systems theory. Thereafter a detailed 

description of Stuffelbeam's Context, Input, Process and Product (Cl PP) model is given. The 

chapter ends with a brief descnption of how the model will be used to guide the study. 

According to Gillies (1994) , the systems theory was introduced in 1936 by Ludwig von 

Bertalanffy, a biologist. He/she was subsequently joined in 1955 by Miller, a psychiatrist and 

psychologist Boulding , an economist, in 1956 Ashby a bacteriologist in 1958 and Rapport a 

mathematician in 1956. Ludwlg von Bertalanffy saw the need for a Single systemic theoretical 
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framework to account for the striking parallels found in different scientific disciplines (Gillies 

1994:61) . The systems theory was later applied by SOCiologists like Parsons, as well as 

educationalists who used it to understand human as well as organisational behaviour. From a 

simple level the theory has been further developed into a more complex level. 

3.2 DESCRIPTION OF SYSTEMS THEORY 

Contemporary attempts to describe, explain and predict organisational behaviour generally 

depend, as does much of modem scientific thought, upon systems theory (Gillies, 1994 : 1 02). 

A system is a set of objects or elements that interact to achieve a common goal. A system is 

made up of the following : elements, which are the different parts of the whole system, 

namely: the goal , the environment, input, throughput, output and feedback; their relationships 

to each other, which are the links that join them together: and their boundaries, which 

separate the elements from each other. The closeness or openness of a system is 

determined by the permeability of its boundary. Closed systems for example, have 

impermeable boundaries Human and organisational systems are said to be open systems 

because they are open to environmental influence, and adaptive to circumstances because of 

the diversity or complexity of their elements. The function of any system is to convert 

information into a useable form. This study seeks to transform information about the way the 

concept recognition of prior learning can be used to help nurses identify learning from their 

previous experiences so as to submit this prior learning for assessment and accreditation 

(Gillies,1994:67). 

3.2.1 Elements of a system 

Each system is defined in relation to the environment or context. It is separated from the 

environment by a boundary. The environment, though not part of the system, has potential to 
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influence its functioning. Environmental factors are dynamic and fluctuate according to 

prevailing conditions surrounding the system. Examples of contexV environment factors that 

may influence the effectiveness of the RPL system are the following: economic, political and 

social factors at macro level. The purpose and objectives of the RPL system will have to take 

these factors into consideration. At the micro level setting , cultural background and the 

organisational envi ronment of the institution involved with RPL will need to be considered. 

Some systems theorists consider time! era as also part of the environment (Attree, 1996:2). 

The elements of a system are the following : 

(a) The input is the energy in various forms, for example, information that is introduced to 

the system. According to Gillles (1994), input is the energizer of the system. From an 

educational perspective based on the systems framework , inputs would be the physical 

setting, and resources, human, material and financial. 

(b) The process is a series of actions by which the system converts energy input from the 

environment into products and services that are usable by the system. The process can be 

modified in response to feedback about the performance of the systems. The process is the 

area where the actual functioning of the system takes place. 

(c) The product IS the accumulation of data collected from all sources and then viewed in the 

light of the objectives or the purpose of the system. The product is the results achieved by the 

system's functioning. It involves the implementation of the plans that were made during the 

input level (Parfitt ,1986:169). According to Parfitt (1986), the context , input, and process are 

directed to produce the desired output or product. Product evaluation must eventually ask if 

the system has been worth it and if not, what systems or component of the system need to be 

altered. 
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3.2.2 General characteristics of a system 

3.2 .2.1 Self regulation 

The ability of the system to re-establish another steady state after being stimulated or 

affected by external conditions is termed self regulation This self regulating ability implies that 

systems have order and are predictable. This orderliness enables the system to fulfil its 

purpose or goal. The sequence of the activities to be performed for the goal of the system are 

prescribed by the process of organisation . Organisation of the system is discovered, and 

through testing and validation , new discoveries are made and in this way self-regulation 

occurs. This self-regulation leads to growth and development. 

3.2.2.2 Systems have mutually inclusive parts 

The structures within the system can stand in and for themselves but their functioning affects 

the functioning of the whole system. 

3.2.2.3 Feedback is important in any functioning of the system. 

From any point of the system feedback is important to ensure development. The different 

parts of the system feed back into the system any change caused by external factors which 

might impact on the whole functioning of the system. For instance, a drop in the student 

intake rate to the college will affect the delivery of quality service since there will not be 

enough nurses to render this service. On the other hand, lack of resources in the service may 

affect the quality of training for the students (Bevis, 1989:34). 

3.3 APPLICATION OF SYSTEMS THEORY 

General systems theory enables specialists in different disciplines to share inSight and build 

on one another's discoveries. Furthermore, general systems theory provides a basic 
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framework for joining content from different disciplines into a comprehensive body of 

knowledge. The theory helps in designing models of sufficient accuracy and complexity to 

facilitate the study of real situations that are not amenable to experimentation . The systems 

approach provides a means of categorising the various activities of any aspect of the 

scientific enquiry. The systems approach has been used for such activities as concept 

analysis, construction of theoretical relationships, testing of relationship statements and 

practical application of the theory. 

3.3.1 Education 

Educational evaluators have used the systems approach to introduce change. They have 

developed different models based on systems theory to evaluate educational programmes 

and curricu la with a view to introducing innovations. For instance, the two models developed 

by Schon (1971) and Havelock (1971) were developed in response to problems that were 

experienced with educational Innovation strategies after evaluation. These innovations were 

either not accepted by those Involved in their implementation or the problem was caused by 

faculty methods used in their dissemination. Schon identified three models of dissemination 

which he called the Centre Periphery model, the Proliferation of Centres model and the 

Shifting Centres model. According to Kelly (1999), these last two models are extensions of 

the first model therefore all three are different versions of one Centre Periphery model. 

According to Schon's Centre Periphery model, the process of introducing change or 

innovation should be centra lly controlled and managed. This change must be planned and 

prepared in detail by the policy makers before its dissemination to the implementers. 

Criticisms of this model are that , if there is one way process from the centre to the periphery, 

the effectiveness of the change will depend on the strength of the centre in relation to the 
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periphery and the proximity of the periphery to the centre. Kelly (1999), identified was he 

called the inadequacies of the Centre- Periphery model. The first problem was the wide gap 

between the ideas of the central planners of any innovation and the realities of the 

implementation. The second problem, according to Kelly , was the attitudes of those involved 

with implementation . The third problem was what Kerly termed 'tissue rejection .' Educational 

institutions are living organisms and therefore they must be helped to grow and develop. In 

other words , imposing innovation without the involvement of those who will be implementing it 

often leads to rejection (Kelly, 1999: 110). 

Havelock (1971) designed models for educational evaluation and innovation. His Research, 

Development and Diffusion model was similar to Schon's Centre Periphery model in that it 

was a system for a specific target and therefore could not be applied to all situations of 

Innovation. This model , like Schon's, also assumed passivity of the implementer or receiver of 

the innovation. According to Kelly (1999) , this model would be effective for large scale 

innovation. Havelock's second model, the Social Interaction model, though similar to the 

previous models in that central planners determined the need of the consumers, recognized 

that the key to adoption and implementation of the innovation was the social climate of the 

consumers and the implementers. With this model, Havelock offered educational evaluators 

a shift of focus from the centre. Havelock stressed the importance of the channels of 

communication between the central planners and the periphery. 

Havelock's third model of educational evaluation was the Problem Solving model. With this 

model , Havelock ensured a total completion of the shift from the centre to the periphery in 

that with this model, the problem was to be identified by the consumer and thus the 

innovation process was to be initiated by the consumer and not the central planner. The 

86 



relationship . between the centre and the periphery was to be that of mutual support and 

collaboration rather than the receiver and the sender relationship . Within the context of 

systems theory, it becomes apparent that , any change or innovation in any part of the system 

will affect the other parts. Therefore coordination of the innovation by involving all the parts 

affected is necessary. What is important for an educational evaluation is that it should be 

developmental , and done for the purpose of improving the current situation (Havelock 1971 ; 

Kelly 1999). 

3.3.2 Nursing disciplines 

The different disciplines of nursing have also used systems theory with different focuses , 

For example , from a nursing education point of view, systems theory has been used for 

curriculum construction and programme evaluation. Nursing researchers have also used 

systems approach to describe the nature of phenomena to be studied. Nurse researchers 

have used systems theory to devetop a theory for nursing (Chin and Jacobs, 1987:34). From 

a nursing management point of view, systems theory has been used for planning 

organisational structures in health agencies for example staffing patterns or the evaluation of 

nursing standards (Fawcett, 1989:28). Systems theory will be used to guide the development 

of the Recognition of Prior Learning system. By definition a model is a representation of the 

whole (system) and therefore this approach will be appropriate in the development of such a 

system. 

The systems approach has also been viewed as a flexible means of problem solving. From 

the health management perspective , this approach has been very popular in evaluating the 

effectiveness of the health care agency (Gillies, 1994:65) . Oonabedian (1986) , coined a 

systems based framework which analyses the quality of intervention (care) from the 
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perspective of structure, process and output. His framework has been widely used for 

diagnostic purposes in order to describe, measure, analyse and evaluate the standards of 

care in Primary Health Care settings. Unlike other models that sought to evaluate quality of 

care, his model was more balanced since it looked at all the elements from a systems point of 

view (Donabedian , 1986:1746). 

Educators have also used the systems approach to evaluate the curriculum or specific 

programmes. Tyler's model of curriculum evaluation focussed on the outcomes. According to 

him, evaluation is a process of determining the degree to which educational objectives are 

being achieved . Though this model was influential for a long time in educational planning , it 

later received criticism for its emphasis on objectives, especially from systems-oriented 

educators. This model was also criticised since results would be achieved only at the end of 

the project and therefore it did not offer continuous feedback (Scriven, 1987; Sullivan 1983). 

As an alternative to Tyler's model, Stuffelbeam offered an evaluation approach that was 

focused on the process of providing information for decision making (Stuffelbeam, 1969: 125). 

Systems theory also helps in decision making based on the information that has been 

accumulated. Decisions about how the system would be implemented, and how the system 

was running when it is implemented were according td him just as important as decisions 

about whether the system ran according to plan . Stuffelbeam combined both process and 

product evaluation in a balanced way in his model. He thought it was important to identify 

the main types of decisions first before deciding on the appropriate strategies to evaluate 

them. For this study Stuffelbeam's model was used as a conceptual framework. 
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3.4 STUFFELBEAM'S CONTEXT, INPUT, PROCESS, AND PRODUCT (CIPP) MODEL 

Since RPL had not been implemented in nursing education in South Africa before the 

research started, an evaluation framework that allowed for continuous evaluation had to be 

chosen . Stuffelbeam's CIPP model allowed for each implementation phase to be evaluated 

while it is being implemented. It was for this reason that Stuffelbeam's Cl PP model was 

chosen . Stuffelbam used a systems approach to establish the degree to which the 

organisation or programme is able to realise its goals under a set of given conditions. The 

researcher too used the Cl PP model to ascertain whether the identified RPL system is 

appropriate for the nursing profession , given the fact that certain standards had to be met 

and that those standards had to acceptable by all the users .. 

3.4.1 Basic assumptions of Stuffelbeam's evaluation model 

• Evaluation is an integral part of an institution's regular program and the 

implementation of any evaluation model should be seen as part of an ongoing 

process. The results of the CIPP evaluation model should trigger further evaluation. 

• Evaluations play a vital role in stimulating and planning changes. Any successful 

innovation must have some scientific basis. 

• The employment of each type of evaluation in the CIPP model is indicated only if 

information beyond what already exists is needed, not for the inherent value in doing 

each kind of evaluation. Context, input, process and product evaluations are only a 

part of a large milieu of evaluation that goes on in any institution and the most 

important function of those commissioned studies in serving the institution's marginal 

needs for evaluative information. 

• Evaluation information not only provides guidance for institutional problem solving , but 

if recorded and made available for public review, it also provides a basis for judging 
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whether decisions either to abort or continue with a special project were made on 

defensible grounds. 

• While the CIPP model makes no special provision for formulating and testing 

hypotheses, it does, through its provision for context , input and process information , 

provide a rich source of background data against which to interpret and understand 

outcomes (Stuffelbeam, 1969: 143). 

3.4.2 Areas of decision making 

Stuffelbeam's model identified four areas of decision making : context , input, process and 

product. 

3.4.2.1Context evaluation for setting the boundary 

A context evaluation is aimed at examining whether existing goals and priorities are attuned 

to the needs of whoever is beIng served. The methodology of context evaluation may take 

numerous forms , including interviews and examination of records to identify performance 

patterns. An expert review panel may also be used to observe closely the progression of the 

program, a consensus ~ building technique such as the Delphi may also be used to secure 

agreements about priority needs, and a workshop might be conducted to help the clients to 

study and apply the findings of the evaluation ( Madaus, Scriven and Stuffelbeam 1987:131 ). 

The results of a context evaluation should. provide a sound basis for adjusting existing goals 

and should target needed changes. Context, according to this model, would be where the 

objectives or purposes of RPL are determined. 

3.4.2.2 Input evaluation for planning decisions 

During this stage of evaluation the main focus is to help prescribe a program by which to 
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bring about needed changes. This evaluation should also look for barriers and constraints 

that may hinder the plans for change, and resources to facilitate the change process. During 

this stage ava ilable alternatives are considered. The methods used to accumulate information 

may commence with an extensive review of literature to ascertain whether potentially 

effective solutions exist. The next method is the advocacy team technique where expert 

teams are convened to make judgements about the best method or approaches to be 

employed. Their recommendations are then forwarded to a panel of experts who in turn pilot 

test the plan. For this study too, the researcher will make use of this advocacy approach in 

that the workshop participants will be stakeholders who are experts in their particular fields. 

The Education Committee members of the South African Nursing Council will be used as 

panellists since they represent the policy making body. The researcher will assume the 

evaluator role. Questions like the implementation costs, how candidates will be selected . 

prepared and assessed, how standards will be maintained dunng the assessments will all 

be addressed during this stage of evaluation. 

3.4.2.3 Process evaluation for implementation decisions 

This will be the actual implementation of the RPL model. Data that will be accumulated during 

this stage will indicate whether the system is runn ing according to plan, whether there are 

any problems that were not anticipated and will suggest how these may be modified. During 

this phase of evaluation, the researcher should guard against obstructing the smooth running 

of the system. Whilst continuously collecting data through observations and meetings with 

providers, the researcher should avoid taking serious decisions with regard to changes as 

this could 'contaminate ' the observations (Madaus , Scriven and Stufflebeam 1987). The 

assessment results of candidates will also be evaluated. 
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3.4.2.4 Product evaluation for recycling decisions 

This stage involves the accumulation of data from sources that were involved during the 

implementation stage. Problems that were experienced will have to be identified, analysed 

and compared with the initial plan . According to Stuffelbeam (1969), the purpose of product 

evaluation is to measure, interpret and judge the attainment of a program. The product 

evaluation may compare the outcomes of the project with outcomes of other existing 

programs. 

3.5 CONCLUSION 

In this chapter an attempt was made to describe the conceptual framework as well as 

systems theory from which the conceptual framework was developed. While systems theory 

provides a basic framework for coordinating content or viewpoints from different disciplines, it 

is particularly suited for the present study since the phenomena under study will influence the 

general functioning of the different parts of the systems. For example, the health sector, 

labour sector and the education sector are all affected by policy issues with regards to the 

education and training of nurses. As was mentioned earlier, the systems approach is useful in 

developing , constructing and testing of theories as well as in the practical application of 

those theories . The present study involved the development and testing of a system, 

therefore a systems approach is the most suitable one. Stuffelbeam 's Cl PP model for 

educational evaluation provides a useful framework for making decisions and at the same 

time evaluating the outcomes of the decisions made. In the next chapter, the Cl PP model will 

be used to guide the data collection procedures 
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4.1 INTRODUCTION 

CHAPTER 4 

METHODOLOGY 

The purpose of the study was to develop a model that could be implemented for the 

Recognition of Prior Learning in selected nursing education institutions in South Africa To 

test the model once developed , it would be implemented in a form of pilot projects in selected 

institutions , working with groups of nurses who accessed certain programs of nurse 

education. Its effectiveness and success would be evaluated in terms of the ability of the 

candidates to access successfully into advanced nursing programs. It was hoped that the 

RPL model once developed and tested, would provide a practical and flexible program for 

nursing education institutions in South African who wished to implement RPL. 

4 2 RESEARCH DESIGN 

The study adopted a multi-phase decision and utilization-oriented evaluation research design. 

According to Polit and Hungler (1991), evaluation research is an applied form of research 

which involves questions about how well a program is functioning. Evaluation studies provide 

answers to questions about the continuation , adoption or modification of policies or systems. 

In this particular study evaluation was used to provide answers about the adoption of a new 

system. Stuffelbeam's CIPP model offered a proactive way to evaluate the worth of the RPL 

system for nurses. 

4.2.1.Purpose of evaluation research 

The purpose of evaluation research is to seek answers to practical questions of decision 

makers. The goal of evaluation research IS to assess or evaluate the success of a particular 
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program, by the final analysis of data so that decisions can be made about the particular 

program. In all evaluation contexts, there are multiple, often competing stakeholders whose 

interests must be considered, unlike in other types of research where the audience may be 

peers. In conducting evaluation studies, one must consider the different stake holders and 

ensure that the evaluation answers their questions. The results of evaluation need to provide 

practical knowledge which has been empirically justified about the worth of a particular 

phenomenon (Denzin and Lincoln. 1998:374). 

4.2.2 Evaluation methodology 

Evaluation studies rely heavily on qualitative methods for construction of meaning. The 

method chosen must match the information needed for decision making at various levels. 

Evaluation studies therefore rely on the inter-actional , adaptive and judgemental abilities of 

the human inquirer. According to Oenzin and Uncoln (1982), neither the different 

stakeholders ' questions nor the criteria for measuring program effectiveness can be equally 

addressed by the same evaluation methodology. Therefore the nature or the complexity of 

the phenomena (decisions to be made) as well as the predispositions and beliefs of the 

evaluator will influence the choice of the methodology. Evaluation methodologies constitute 

coordinated frameworks of philosophical assumptions integrated with ideological views about 

the role and purpose of valuation and decision making.· According to van Zyl (1991 ), as cited 

in Garbers (1996). what distinguishes one evaluation methodology from another is not the 

methods but rather the questions that need to be addressed , and the audience or 

stakeholders whose values are promoted by answering those questions. The following 

questions guided the selection of the evaluation framework for this particular study: 
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(a) What was the task at hand and how complex was the task? 

The study involved a two phased task of developing and testing a model for RPL 

implementation. The purpose of the study indicated the complexity of the task at hand, 

because the model once developed, was to be used by Nursing Education Institutions all 

over the country. It was important to identify appropriate people to make decisions about the 

model development, since the results would affect the whole system of nurse education and 

training. 

(b) Who were the decision makers? 

The Education Committee of the South African Nursing Council was identified as the 

appropriate decision maker since this is the committee that makes guidelines and policies 

pertaining to the smooth functioning of the whole Nursing Education system of the country. 

literature reviewed emphasized the importance of RPL practices being based on a sound 

policy (Harris, 1998, Keeton 1985, Evans 1994). 

(c)Who were the stakeholders that would be affected by the decisions ? 

According to Tanner (1987), the number of people who are to be involved influences the 

decisions to be made. The purpose of this study entailed that the decisions made would 

have to be adopted by the whole system at large, therefore other stakeholders needed to be 

part of the decision making process, to refine the decisions made. For this particular study, 

the diversity of the stakeholders coupled by their diverse perspectives and their diverse 

ideologies made the task a complex one. Lessons from other countries which had 

experimented with RPL, and those which have formal RPL practices in place, emphasized 

the need for collaboration during the implementation process (Tanner, 1987;134). As was 

mentioned in Chapter two, RPL like any other innovation affects those who will be involved 
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with its implementation and hence their involvement during the development of the system 

was deemed important. 

(d)What were the prevailing circumstances, or what information was available that could help 

the decision makers in arriving at decisions ? 

In Chapter 2, problems experienced during the implementation of RPL practices in South 

Africa and in other countries were explored. From educational evaluation literature, problems 

related to educational innovation were also explored , and these experiences also influenced 

the choice of the evaluation framework. Since RPL is a new phenomena for nursing in South 

Africa , and since Nursing Education in South Africa is a regulated profession , decisions had 

to be made in a rigorous and systematic manner. Decisions made had to be based on 

adequate information to ensure accountability by those involved. An appropriate design was 

one that would ensure information processing, because the decisions had to be based on 

sound knowledge of RPL. During the initial phase of the study, an extensive review of 

literature revealed important issues that needed to be considered . Literature also revealed 

problems in 'exporting' models without consideration of context. Therefore , a design that 

would ensure consideration of context was necessary. 

(e) What role was the researcher going to play in the process? 

There are differing views about the amount or extent of the evaluator's involvement in 

evaluation studies. At one extreme are views which support total involvement of the 

evaluator as a subjective partner and at the other end there are views that support the 

involvement of the evaluator only as an observer. For this particular study, the conceptual 

framework used influenced the role of the evaluator (Denzin and Lincoln, 1998:328). For 

instance, according to the Cl PP model , evaluation is defined as a process of delineating , 
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obtaining and providing information so that decision makers may make informed and 

considered judgements. For this particular study, during the development phase, the 

researcher's role was mainly that of providing information to the decision makers for them to 

make informed decisions while the researcher observed and analyzed the process. This was 

important especially since the RPL concept was fairly new in the nursing profession. As the 

study progressed to implementation and testing phases, the researcher's role combined 

those of observer and evaluator. The evaluator's role for this study , was influenced by: 

(1) the type of decisions to be made, 

(2) the characteristics of the decision makers, 

(3) the level at which decision were made. 

This meant that the evaluator moved from being an evaluator to being a facilitator and back 

to being an evaluator. 

4.2.3 Evaluation and decision making 

Educational evaluation studies are designed and conducted to assist some audiences to 

judge and improve the worth of some educational objects, be they programs or any 

educational innovations. Such studies may, according to Stuffelbeam follow three different 

approaches. The first approach is politically oriented, that is it promotes a positive or negative 

view of an object irrespective of its actual worth . The second approach is oriented to answer 

specific questions whose answers may not assess the object 's worth. The third approach is 

designed primarily to assess and improve the worth of an object (Stuffelbeam,1987:104). 

Decisions-oriented studies fall under the th,rd category since they emphasize that the 

evaluation should be used pro-actively to help improve a program as well as retrospectively 

to judge its worth. The main questions addressed are: how should a given enterprise be 

planned (planning decisions), and how should a given plan be carried out (implementation 
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decisions), how should the program be revised (recycling decisions). Numerous methods are 

used in decisions-oriented studies. These include surveys, case studies, needs assessment, 

advocate teams, observations and quasi-experimental methods. The main advantage of 

decisions-oriented studies is that they encourage educators to use evaluation continuously 

and systematically in their effort to plan and implement programs that meet educational 

needs. They also provide a rationale for helping educators to be accountable for to the 

decisions they have made in the course of implementing the program. In this study the 

stake holders had different levels (policy makers, program managers, program implementers, 

beneficiaries and consumers) so an appropriate design was one that would cater for different 

types of decisions at different levels in a systematic and coherent way. Therefore, a 

decisions and utilization-oriented evaluation design was chosen, Stuffelbeam's Context, 

Input, Process and Product (CIPP) was used to guide data collection and analysis 

(Stuffelbeam, 1987:68). 

4.3 STUFFELBEAM'S CONTEXT,INPUT,PROCESS AND PRODUCT (CIPP) MODEL 

Stuffelbeam used a systems approach to establish the degree to which the organization or 

program is able to realize its goals under a set of given conditions. The evaluative 

researcher will use the CIPP model to ascertain whether the RPL model is appropriate for the 

nursing profession. The Context Input Process Proauct (Cl PP) model of evaluation was 

originally developed to provide timely information in a systematic way for decision making as 

a proactive application of evaluation . It contains three basic steps: first delineation of 

questions to be answered; second providing information to decision makers for their use and 

thereby improving ongoing programs; and third, making the decisions about the worth of such 

programs. 
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4.3.1 Context evaluation for planning decisions 

A context evaluation is aimed at examining whether existing goals are attuned to the needs of 

whoever is being served . Context evaluation is macro- analytic in that it sets the boundaries 

of the system to be evaluated and describes and analyses it. It describes the values and 

goals of the system, thus providing the basis for control with in the system by continuous 

monitoring of the system. It also provides the basis for stating objectives through determining 

the amount of information available for supporting change. Context evaluation aimed at 

achieving the first two objectives of this study. Determination of context was important in 

setting the boundaries for the RPL system by establishing the policy makers' frame of 

reference with regard to RPL for the nursing education system, in order to ensure quality 

control of such a system This will be achieved by the determination of the policy makers' 

values and goals for the implementation of RPL. According to Stuffelbeam (1992), during the 

context evaluation, if-then questions are asked by the decision makers. Research question 1 

will attempt to achieve this objective. 

The framework for discussions with the policy makers is presented later in this chapter, see 

page 106. A number of relevant models which were discussed in Chapter 2 were identified 

and presented to the policy makers. The result of this first step was a discussion document 

which contained the policy makers' views about RPL for nurses. Thereafter, the stakeholders 

analyzed these and made their input and Guidelines for RPL implementation emerged from 

this evaluation. 

The second level of context evaluation was the level of the stakeholders. Literature revealed 

that for any new innovation to be accepted by those who would be affected, involvement of 

those affected was important. Research question 2 will attempt to achieve this objective. For 
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this study, the first step involved the evaluative researcher in doing an extensive literature 

review to establish the existence of information that could be used by the policy makers in 

identifying their goals and values with regard to the RPL system for nurses. According to 

Stuffelbeam, the decision to proceed to the next step of evaluation will be influenced by the 

results of the current evaluation. For this study too, the appropriateness of the system 

needed to be determined. In order to do this, the people involved with its implementation at 

institutional levels needed to make decisions about how the RPL program would be 

structured , taking into consideration the context of their situation. The guidelines developed 

during the context evaluation step were used as a basis for such decisions. The context 

evaluation step will be discussed in detail in the next chapter. (See chapter 5 for the RPL 

guidelines diSCUSSion document). 

4.3.2 Input evaluation for structuring decisions 

During this stage of evaluation the main focus is to help prescribe a policy by which to bring 

about needed changes. This evaluation should also look for barriers or constraints that might 

hinder the plans for change and process. According to Linstone and Turoff (1977), during this 

stage available alternatives are considered. The methods may be the advocacy team 

technique where expert teams are convened to make jUdgments about the best methods or 

approaches to be employed ( Linstone and Turoff,1977:32). For this study, the evaluation 

was carried out by those institutions that were going to be involved with the implementation of 

the system. The evaluative researchers role during this stage was to obtain information and 

to make it available to the decision makers, and then to analyze the process. The guidelines 

developed during the context evaluation were used as a basis to formulate institutional 

policies on RPL implementation. The institutions involved had to determine the structures 

that would be necessary for RPL implementation. A checklist was used to evaluate the extent 
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to which the RPL guidelines were followed during this stage of the system development (See 

Annexure 7). 

4.3.3 Process evaluation for implementation decisions 

The most appropriate participants during process evaluation are those closely affected by the 

decisions, because they have contextual understanding of the feasibility of the decisions 

taken. For this study, the stage involved here was the actual implementation of the RPL 

system. Data accumulated during this stage focused on whether the system was running 

according to plan , whether there were any problems that had not been anticipated and how 

these might be solved. During this phase of evaluation, the evaluation researcher maintained 

the observer role as much as possible though she offered clarity on certain aspects of 

information being processed as the need arose. The evaluative researcher should however 

avoid taking serious decisions with regard to changes as this could 'contaminate' the 

observations (Madaus, Scriven and Stuffelbeam 1967:68). For this study too, the feasibility 

of the RPL system had to be tested by implementing the policies made during the input 

evaluation to ascertain if there were problems and to determine alternative steps to overcome 

the problems. The results of this evaluation helped to shape the model. During this phase of 

the model development, a pilot project protocol was developed and used to evaluate the 

extent to which each institution followed the RPL guidelines during the implementation of the 

RPL process. Based on the information received from the three pilot sites, a checklist was 

used to compare the three sites. 

4.3.4 Product evaluation for recycling decisions 

According to Stuffelbeam (1969). the purpose of product evaluation is to measure, interpret 

and judge the attainment of a program. Sometimes the product evaluation should compare 

101 



the outcomes of the project with outcomes of other existing programs. Unlike input 

evaluation , which occurs prior to the implementation of a project, product evaluation occurs 

during and after the project. Product evaluation reports that objectives were either achieved 

or not, thus providing a basis for replication or recycling of the decisions taken. For this 

study, product evaluation looked at the comparability of the RPL candidates with those that 

accessed the nursing program through the normal route. The RPL candidates ' performance 

whilst in the advanced program was evaluated to judge the effectiveness of the RPL system. 

Results of this evaluation helped in refining and reshaping the developed RPL system. The 

ability of the RPL candidates to compare favorably with the other candidates from the 

traditional routes of entry would mean that the main objective of the RPL model, that of 

access of mature adults had been achieved. 
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4.4 DATA COLLECTION PROCEDURES 

Figure 4.1 is an illustration of Stuffelbeam's CIPP model which was used as a framework for 

the collection and analysis of data. The different phases of evaluation as depicted by the 

CIPP model guided the data collection. The data collection procedures of the different 

evaluation phase are presented separately. 

4.4.1 Context evaluation 

For the purpose of this study, context evaluation was done at two levels. The first level was 

policy making, In which the Education Committee of the South African Nursing Council was 

involved and the second was the delivery level , where the various stakeholders of the 

profession were sampled. In this manner, the model was developed, and refined before 

being implemented. 

l evel Objective Research question Sample Data collection Outcome 

Policy To set the What were the The Education Through a DiSCUSSion document 

1 makers boundaries for the SANe's values and Committee I consultative with RPL pohcy 

I RPL system goals with regard to members of the workshOp. Policy guidelines for 

I RPL for nurses? SANe framework as refinement See 

the main source annexure 2 

of data 

Stakeholders To Involve the How acceptable Stakehplder Consultative Refined RPL 

stakehotders In are the RPL representatives workShOps gUidelines ready for 

I the development gUIdelines from the three DIscusSIOn Implementation 

of the RPL proposed by the Identified document with 

I gUidelines policy makers? regions I the proposes 

I RPL gUidelines 

I as the source 

Figure 4.2 A framework for context evaluation 
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4.4 .1.1 Sample description 

There were two samples namely, the policy makers and the stakeholders . 

Education Committee sample description 

The Education Committee members (EDCO) of the South African Nursing Council formed 

part of the policy makers' sample during the context evaluation. There were eight members of 

the EDCO and three Council officers (N=11). See table 4.1 

Table 4.1: The Education Committee's sample 

Sample characteristics Present Absent 

Nurse educators 5 0 

Nurse Representatives 2 0 

Department of Health 1 0 

Department of Education , 1 

Community representative 2 0 

TOTAL 11 1 

Stakeholder's sample description 

The providers of Nursing Education and Training , the consumers of the profession, namely 

the Department of Health , the Nursing Service Managers from the different health institutions, 

the representatives of the nurses , the National Education Health and Allied Workers Union 

(NEHAWU). Democratic Nurses Organization of South Africa (DENOSA), Hospital Personnel 

Trade Union of South Africa (HOSPERSA) and South African Democratic Nurses Union 

(SADNU), were all Included as stakeholders. According to the Hospital and Nursing Year 

book (1999), forty four (44) nursing education institutions in South Africa were registered with 
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the South African Nursing Council. Of these, th irty (30) are Colleges of nursing and 

fourteen(14) are universities. All of these were offering the 4 year Diploma course according 

to the South African Nursing Council regulation R425 of 1985 as amended (South African 

Nursing Council Guide 1992:4). According to the Hospital and Nursing Yearbook (1999), 

there were four hundred and eighty six (486) institutions in the country, both government and 

private that used the services of trained nurses. There were nine Departments of Health from 

one in each of the nine provinces, each with a Human Resource Department. 

Sampling Criteria 

The following groups were used 

a) Providers 

The nurse educator at the various institutions that were to be included were viewed as 

experts in curriculum planning, therefore their input was considered valuable since they 

would be the ones directly involved with the implementation of any new system. Any 

innovation would be supported by those who were part of the planning , especially policy 

innovations. Those who will implement such innovations need to be involved throughout the 

steps from planning to implementation. 

b) Consumers 

The Department of Health (Human Resource Division) and Nurse Service Managers were 

included since they were viewed as the consumers of the Education and Training system of 

nurses. The RPL system will also have a positive impact on the quality of their personnel and 

should help to address the challenges that presently face this sector. 

c) Nurse representatives 

Organizations like Democratic Nurses of South Africa, the Hospital Personnel Trade Union of 

South Africa and the National Education Health and the Allied Workers Union were also 

included because they are concerned with the welfare of South African Nurses. 
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4.4.1.2 Sampling techniques 

Quota sample 

Three provinces were selected based on their accessibility to the evaluative researcher. 

Quota sampling was done for each stakeholder category. The provinces selected were 

Gauteng, Kwa Zulu Natal and Free State. Another reason for the exclusion of the other 

provinces , besides their inaccessibility, was the existence of related RPL projects in those 

provinces. During the time of data collection, in Kwa Zulu Natal, there were three colleges , 

two universities and a Department of Health . In Gauteng, there were ten colleges , three 

universities offering the Comprehensive Basic Nursing Program, and a Department of Health. 

In the Free State. there were four colleges, one university and a Department of Health. 

Therefore, there were twenty-one institutions (21) involved in the study. (See table 4.2). 

Invitations were sent out to all the above-mentioned stake holders. They were invited to 

participate in workshops for the refinement of the decisions made by the EDCO. 

The sample contained in table 4.2 was made up of those representatives who managed to 

attend the workshop. As shown in table 4.2 , in Gauteng , the representative from Department 

of Health did not attend the workshop although this department was invited. 

Sample size: N=185 participant 
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Table 4. 2: Stakeho lders sample 

Sample 

characteristic Kwa Zulu Natal Gauteng Free State 

D.O.H (Health) 2 0 1 

Service Manager 3t 18 15 

Nurse educators 35 21 25 

University 3 3 1 

DENOSA 2 2 3 

NEHAWU 0 2 2 

HOSPERSA 2 4 2 

SADNU 1 2 2 

TOTAL 76 58 51 

4.4.1 .3 Data Collection 

(a) Literature review to delineate and obtain more information about RPL. 

The first step involved the evaluative researcher in conducting an extensive literature review 

to identify information that could be used by the policy makers to determine the amount of 

information available to support and initiate change. The purpose of the study was used as a 

basis for selecting and organizing information to be inc'iuded in the discussion document. The 

following questions guided the compilation of the discussion document: 

.:. What purpose will the RPL system serve. once developed? 

.:. What is the historical evolution of RPL? 

.:. What is the context of RPL in the country? 

.:. What were the guiding frameworks that influence its development: 

.:. What approaches to the development of RPL are available? 

108 



.:. What are the basic concepts, and how are these understood by the decision makers ? 

.:. What probtems were experienced by others who had implemented RPL? 

(See chapter 5 for the discussion document information). 

(b) Consultative workshops 

The second data collection procedure was done in two stages, firstly with the policy makers 

setting boundaries for the RPL implementation, by identifying their goals, and values with 

regard to RPL, and secondly with the stakeholder representatives according to the second 

sample above. Accord ing to Feustein (1986), a workshop is a small or large group of people 

who meet to discuss, plan and or produce specific outputs, which may be written, recorded or 

illustrated . In order to probe concept understanding successfully, it is essential that the 

subjects feel at ease, especially when discussing an unfamiliar concept like RPL (Feustein, 

1986:34). According to Ingham and Gilbert (1992), the workshop method is most suitable 

since it minimizes the time required for one to one interviews and also allows for explanations 

and explorations of difficult concepts. Unlike focus groups, which focus on probing 

retrospective information, workshops are particularly suited for probing prospective 

information that may result in learning and development (Ingham and Gilbert,1992:41 ). Focus 

groups were also inappropriate for this particular study since their key principle is 

homogeneity. For this particular study, information was sought from as diverse groups as 

possible. A tape recorder was used during the consultative workshops. In preparation for the 

workshops, partiCipants were given a discussion document that was prepared by the 

evaluator. (See Annexure 2 for EDCO Workshop objectives). For the policy maker's sample, 

the first research question formed the main focus of the discussions. The evaluative 

researcher provided additional information to ensure clarity about the document. For the 
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stakeholders' sample , the second research question was the main focus of the workshop 

discussions (See Annexure 4 for the regional workshops invitation). 

Aim Of the workshop 

The workshops were highly structured and focused. The research questions were used as 

the workshop objectives. For instance for the consultative workshop with the stakeholders, 

the objectives of the workshop were designed around the second research question. The aim 

of the workshop was to refine the RPL guidelines proposed by the Education Committee. The 

objectives were 

(a) to analyze the proposed guidelines 

(b) (b) to add or subtract to the standards as set out in the guidelines, and 

(c) (c) to comment on the EDCO's proposal with regards to access through RPL. 

Content of the workshop 

The discussion document was used as the main instrument for data collection. The 

participants had all had a chance to peruse the document prior to the workshop. 

The process of the workshop 

A workshop program was developed by the evaluative researcher and presented to the 

workshop participants. This program spelt out the days activities and had to be approved by 

the participants. Before commencement, the evaluative researcher requested assistance with 

co-facilitation during the small group break away sessions. Nurse educators volunteered to 

help in this regard. During the workshop with the Education Committee, one of the committee 

members volunteered to co-facilitate. This allowed the evaluative researcher enough 

opportunity to move between groups and observe the process. It also allowed the evaluative 

researcher opportunity to clarify issues and provide information when this was necessary. In 

each small group, the participants chose a scribe and a reporter. The scribe was to take 
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down notes during the brainstorming sessions and the reporter was to represent the group 

during feedback sessions. During the workshop with the EDCO, a tape recorder was used. 

4.4 .1.4 Data analysis 

Data analysis was done deductively by transcribing raw data from the tape-recorder and 

organized sequentially according to the workshop objectives. Data from the flip charts was 

also incorporated into the transcribed data. Thereafter this was read and re-read and 

summarized into themes. Tesch 's method of content analysis was used to organize data 

(Cresswell ,1994:155).The first step involved the researcher reading and re-reading the 

transcribed data to get the sense of the whole workshop proceedings. Ideas were jotted 

down Thereafter the researcher went through the responses to each objective to think about 

the underlying meanings and these were jotted down. The study of the material culminated in 

a list of broad topiCS. Topics with similar meaning were clustered together and arranged as 

major topics to reduce the length of the topic list. What emerged was a workshop report 

document which was sent back to the Education Committee members for verification before 

it was sent to the stakeholders for further refinement. Comments and contributions from the 

stakeholders were incorporated into the guidelines and sent back to the Education 

Committee for their comments and approval. The result of this evaluation was a document 

containing the refined guidelines collaboratively developed by the poliCY makers and the 

representatives of the stake holders. These guidelines were to be used as a basis for the 

implementation. 
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4.4.2 Input evaluation 

4.4.2.1 Sampling 

During the regional workshops, Nursing Education Institutions were invited to participate in 

the implementation of the RPL model. The following criteria had to be met before they could 

be included in the sample: 

a) That they be accessible to the evaluator, 

b) That they be willing to implement the RPL model by year 2001. 

c) That they be willing to send personnel for training in RPL facilitation, 

d) That the institution was not involved in other RPL practices before and during the process 

of implementation so as to ensure reliabil ity of the evaluation results . 

Three institutions met the criteria for inclusion. For the purpose of anonymity the institutions 

will be termed Institution A, Institution B and Institution C. 

Level Objective Questions Sample Data collection Result 

To ensure that What structures The three Observations 

planning at were put In Institution In dUring meetings, Culminated In 

institutional place to ensure KZN All minutes 01 Institution 

Structuring level IS gUided the effective participants meetmgs. policies. 

deciSion by the RPL implementation formed the records as See annexures 

gUidelines of the RPL sample sources of data 10,11 and 12 

gUidelines? Checklist 

What Participants Each participant RPL facilltators 

Human resource Same as above competenCies selected by completed a self became 

Development were required by each of the assessment competent In 

those Involved? three Instrument RPL process 

institutions Implementation. 

Figure 4.3 A framework for Input evaluation 
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4.4.2.2 Human Resource Development 

According to the RPL guidelines, competent people in nursing education and in assessing 

learning in particular had to be trained first specifically for RPL assessment. Each institution 

selected a few Nurse Educators who were to attend the one-week RPL facilitator-training 

workshop, which was conducted by the evaluator. The evaluator designed a program that 

was to be offered to the participants. The training program covered the following aspects the 

RPL process, standards to be used during facilitation, activities of the advisor, activities of the 

assessor, portfolio development and the different assessment methods (See Annexure 5 and 

6 for the facilitator's workshop program and course outline}.According to committee members 

from all the institutions, the following were identified as essential knowledge to help those 

involved with RPL: 

Theoretical knowledge and understanding of RPL, including the different concepts 

used. 

• Skills in the formulation of exit level outcomes so as to be able to help the candidates 

during the process of matching previous learning with the exit level outcomes for the 

specific programs they might be challenging. 

The whole RPL process from recruitment to accreditation. 

Skills in the process of Portfolio development. 

Skills in assessment and selection of appropriate assessment methods. 

• Skills in RPL policy formulation. 

(See Annexure 4 for the Program of the workshop). 

Sampling: 

Each institution selected people to attend the workshop as follows: 
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Table 4.3: A Sample of personnel who attended the RPL Facilitator's workshop 

Category Institut. A Institut. B Institut. C 

Service manager 1 2 0 

Nurse educator 4 6 2 

Clinical 0 2 0 

Total 5 10 2 

4.2.2.3 Data collection methods and techniques 

For the input evaluation phase, two main data collection methods were used namely the case 

study for the structuring decisions and a questionnaire for the human resource development.:. 

Pilot projects (Case studies) 

For this particular study, the pilot project was used to mean the same thing as case studies . 

According to 8romley (1986),case study ( pilot projects) methodologies are empirical 

enquiries that investigate a contemporary phenomenon within its real life context when the 

boundaries between the phenomenon and the context are not clearly evident. The desire to 

evaluate the outcome is the major reason for the adoption of a case study. During the time 

this particular study was undertaken, Recognition of Prior Learning was a new concept for the 

profession but it had potential to influence policy changes for the nursing profession. Case 

studies permit the use of different instruments so that data becomes more manageable. 

According to Stake (1992). by responsively focusing on the priority issues of practitioners 

Within a given context , evaluators can construct rich experiential understanding about their 

context. Information grounded in vicarious experience and tacit knowledge of the 

practitioners, which are treated as one case, was considered useful for the development of 

the RPL model. To ensure the feasibility of the implementation of the model by looking at 
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barriers and alternative plans used as measures to overcome the barriers, research 

questions 4,and 5 were used during this stage of data collection (Stake, 1992:530).The pilot 

project protocol was as follows: 

Gaining entry: 

During the consultative workshops, at the stakeholders ' level, the evaluative researcher 

extended an Invitation to nursing education institutions to participate in the implementation 

phase. Many nursing education institutions expressed interest to partake, however only three 

institutions met the criteria for inclusion. 

Developing a contract 

According to the guidelines, each institution had to formulate a committee for RPL 

implementation. This committee had to be made up of all the stakeholder representatives 

namely, service managers, principals, nurse educators and representatives of nurses at eacr! 

institution level. The committee had to select a coordinator, who was to chair all the meetings 

and liaise between the committee and the evaluative researcher. The evaluattve researcher 

was allowed to attend all meetings and to receive a copy of the minutes from the coordinator. 

It was agreed that all such meetings were to be tape recorded for the sake of increased 

reliability of the data about the particular case. During the meetings, the following aspects 

were considered: financing of the program, the size of the program, the target group, 

recruitment and selection The RPL Committees, which comprised Service Managers, 

Principals and Nurse Educators, had to make appropriate decisions with regard to 

expenditures, release time for personnel involved with the process , and overhead cost , direct 

as well as indirect. The RPL guidelines helped the committee members in making such 

decisions. 
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Resources used: 

As mentioned, the services of a coordinator helped to facilitate the process. A tape recorder 

was used as well as flip charts, and other writing material was used during the meetings. 

4.2.2.4 Data collection instruments 

Multiple data collection instruments were used. 

(a) Records and observations 

Records in the form of minutes and notes after discussions were used . A tape recorder 

provided another source of data . Observations of the proceedings of the meetings were also 

made by the evaluative researcher. The fact that data was collected over a period of time 

(through attending a series of meetings) provided the evaluative researcher with an 

opportunity to establish a relationship with the committee members and this also increased 

the reliability of the data collected. A checklist was designed to focus the data collection 

process. Based on the research questions, evaluation at this level focused on two aspects, 

namely, decisions about the material resources required for RPL implementation, and 

decisions about the human resources development in preparation for implementation as 

specified in the guidelines (See Annexure 7 for the Process evaluation checklist) . 

(b) Questionnaire for human resource development 

A questionnaire is a group of written questions to gather information from participants. The 

Nurse Educators who participated in the RPL Facilitator training workshop were given the 

Self Assessment tool after commencement of training. This tool was developed by Day 

(2000) during a study for a bench marking survey for prior learning assessment and 

recognition in Canada. This study was commissioned by the Canadian Association for Prior 
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Learning Assessment The bench marking survey included PLA centers in Manitoba , Alberta, 

British Columbia, Halifax, Labrado, Nova Scotia and Newfoundland. Permission to adapt and 

use the Self assessment tool was obtained (see preliminary pages). The items in the tool 

emerged from the bench marking study wherein the main functions of an RPL facilitator were 

identified by the respondents as (a) to prepare the individual for assessment and (b) to 

assess the individual. Under each of the two broad functions, there were numerous activities 

that described the broad function as follows: 

RPL FACILITATION SELF ASSESSMENT TOOL FRAMEWORK 

Function 1: Prepare the individual for assessment 

Activity 1: Help the individual to identify relevant learning 

Activity 2: Help the individual draw an action plan 

Activity : Help the individual to prepare and present evidence for assessment 

Function 2: Assess the individual 

Activity 1: Assess evidence of prior learning 

Activity 2: Judge evidence 

Activity 3: Make a decision about the assessment and provide feedback. 

Under each activity , there were specific actions that the faci litator was expected to perform. 

The RPL facilitators were to rate their abilities to perform the different activities as laid down 

in the tool , the following ratings on a scale of 1-5 were used: 

1- denoting that the individual has observed the activity, 

2- denoting that the individual can perform the activity with assistance, 

3- denoting abifity to perform the activity with minimal assistance, 

4 denoting ability to perform the activity without assistance and 

4- denoting confidence in performing the activity without assistance 
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(See Annexure 9 for the Self Assessment tool ). 

The Self Assessment tool was pilot tested locally by three academics who were involved with 

RPL projects in South Africa but were not part of the present study. The evaluative 

researcher held a focus group interview with the three academics in which they were asked 

to comment on the face va lidity of the tool as well as on its clarity, structure and the time it 

took to complete. Overall , all three respondents felt that the tool addressed the basic 

functions of the RPL facilitator, those of advising and assessment of the candidate. The 

respondents felt that under function 1 activity 2 instead of agree to and review the candidate's 

action plan the tool should read : Help the individual to draw an action plan. The rationale for 

this was that in South Africa , RPL was a policy imperative and therefore academics were 

expected to carry out this function. On the clarity , structure and completion time issues, no 

difficulty was reported by the respondents. All three took less than 30 minutes to complete 

the tool . 

4.4 .2.4 Data analysis 

Data analysis was carried out simultaneously with data collection. Observations were 

interpreted in the most basic sense by reflecting on data until an understanding was 

achieved. Reflection on other forms of data was also done. Data from tape recorded 

transcripts and observation was analyzed separately and verified with the minutes of 

meetings from the coordinator. The completed policies of the three institutions were also 

analyzed using an agreed upon framework between the evaluative researcher and the 

committee members. 
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Each policy should have the following: 

(a) RPL purpose for the pat1icular institution 

(b) Target group should be specified 

(c) Rights and obligations of each parlicipanl during the process to be spelt out 

(d) Qualify assurance issues to be addressed by the policy 

(e) Procedural activities to be followed . 

This analysis was done to ensure the reliability of the instrument used to collect data. When 

all the data was collected from the three institutions, a cross case analysis was made. 

Data analysis of the Self assessment tool was done using SPSS which is a statistical 

analysis package used in quantitative data analysis to determine significant relationships 

among variables. 

4 .4 .3 Process evaluation 

During this evaluation, each of the three institutions involved was treated as a separate case 

and therefore the discussion will be presented separately. The implementation did not take 

place simultaneously in all three institution 
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Level of 

evaluation Objectives Research Sample Data collection Outcome 

questions 

Process To establish the Did the Three Sources 

system's Implementation Institullons in Minutes of 

feasibility by process occur KZN - meetings, RPL system 

Implementing It according to records. which reflects 

at selected sites plan? Instruments context specific 

What alternative Process Issues that 

measures were evaluation further shape)t 

used? checklist 

Figure 4.4 A framework for the Implementation phase 

4.4.3.1 Sample description 

In Institution A, there were four campuses, but only three campuses participated in this study. 

The fourth campus had problems with manpower and could not participate and there was 

also no suitable candidate for selection from this campus. 

There was one coordinator for all the campuses. Two assessors covered all the campuses. 

Table 4. 4: Sample description for Institution A 

Characteristic Campus 1 Campus 2 Campus 3 

RPL advisors 2 2 2 

RPL assessors 1 1 0 

RPl candidates 3 2 3 

Coordinator 1 0 0 

Moderators 0 1 0 

TOTAL 7 6 5 
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N=18 

The coordinator coordinated the RPL pilot for the whole institution, although she was based 

on one campus. The moderator was the principal from one campus who was not involved 

with either advising or assessing the RPL candidates (See table 4 .3). 

In Institution A five nurse educators took part in the pilot project. The vice principal played 

the role of the coordinator and the four other nurse educators were involved with both 

advising and assessing the candidates. (See table 4.4). 

In Institution S, the RPL team played both roles of advising and assessing the candidates. 

The person who advised a particular candidate did not assess the same candidate. 

Candidates were divided among the advisors. During assessment, the nurse educators 

formed a panel of assessors. Institution 8 , used the services of an external moderator who 

was an experienced nurse educator 

Table 4. 5: Sample description for Institution B 

Sample characteristics Participated 

RPL Coordinator 1 

Advisors 4 

Assessors 4(as above) 

Moderator 1 (exlemal) 

Candidates 10 

TOTAL 16 

As table 4.6 shows, in institution C there was no coordinator. There was one officer 

respons ible for the administrative Side of the project. One advisor who was a nurse educator 

employed on a part time basis for the purpose of the pilot project only, was from one of the 
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institutions around the project site, and had received the one week training for RPL 

facilitation. The moderator was the same person who moderated in Institution B and she was 

also a nurse educator. As table 4 .6 shows, there were 14 candidate. 

TABLE 4.6: Sample description for Institution C 

Sample Participated 

characteristics 

RPL Officer 1 

Advisor 1 

Assessors 2 

Moderator 1 

Candidates 14 I 

TOTAL 19 

4.4 .3.2 Data collection methods of the process evaluation 

As figure 4 4 shows in page 120. the focus during this stage of data collection, was on 

whether the implementation process occurred according to plan . Following the RPL 

guidelines that dealt with process, quality assurance, assessment and credit granting. The 

source of data was records which included minutes of meetings, candidates ' performance 

records and RPL coordinators' reports. The coordinators from the three institutions submitted 

reports about the process. 

44.3 3 Data analYSIS 

Data was analyzed by reading and annotating . The aim of reading through the data was to 

prepare the ground for analysis or to gain focus. A checklist was developed as a measure to 
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interrogate the data. The next step was to make memoranda attached to the data. The 

researcher used separate paper and cl ipped them on to the record to write freely whatever 

meaning was attached to each section of the reports as these were read and reread. 

A comparison was made among the three institutions to ascertain the extent to which each 

adhered to the RPL guidelines. This comparison was done through a process of 

transposition . The reports from the three cases were compared fo r simi larities and 

differences. To eliminate bias, and the inhibiting effect of the checklist, shifting the sequence 

of analysis was done. This was done by reading through the reports using various sequences 

and not only following the linear order of the checklist . This technique was especially useful 

when the focus was of the problems that each case experienced during implementation. A 

comparison was also made on problems experienced by each institution and how each dealt 

with the problems. 

4.4.4 Product evaluation 

4.4.4.1. Focus: Recycling decisions 

Level of Objective Research Sample 

evaluation question 

To measure the How Two groups of 

Product ability of the comparable candidates m 

RPL candidates were the RPL specific 

to access candl dates with programs m the 

nursmg other three mstltullons 

program candidates? 

Figure 4,5 A framework for the Product evaluat ion phase 
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4.4.4.2 Sample 

During this evaluation phase, the same samples as were used in the process phase were 

used . A sample was drawn from both RPL candidates and those that accessed the program 

through traditional routes in each institution . The independent variable was the route of 

access into the program and the dependent variable was the candidates' performance. 

Duration of training and previous experience were other variables considered . For instance in 

Institution C, the duration of training was two years for the traditional route candidates 

whereas that of the RPL candidates was one year. In other words it was assumed that RPL 

was to be equated to the one year additional training received by the traditional route. 

Table 4.7 Samples of the three institutions 

Route Institution A Institution 8 Institution C 

RPl 8 8 11 

Traditional 37 25 21 

TOTAL 45 33 32 

4.4.4.3 Data collectIon and analysis 

The coordinators from the three institutions kept accurate records of the candidates ' 

performance . These were in the form of monthly test scores over a period of three months. 

The focus during this evaluation was on the ability of the RPL candidate to access a nursing 

program based on their prior learning assessment. The success of th is access was measured 

by the RPL candidate's performance in comparison with those candidates that accessed the 

program through the traditional routes. The mean scores of the two groups were compared . 

The focus of the analysis was to ascertain the comparability of the two samples. The 
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appropriate test was found to be the Mann-Whitney U test. This is a non-parametric test used 

to compare two samples to find out if there is any significant difference between the two 

sample scores. When means of two small samples are to be compared the most powerful 

treatment would be the t test. Since the test scores were not normally distributed and since 

they had not been randomized because the two samples were too small , a non-parametric 

Mann-Whitney U test was more appropriate. Other treatments would be the t test with a 

transformation, Mann-Whitney U, Wilcoxon tests and others. A non parametric test is a 

hypothesis test that does not require any specific conditions concerning the shape of 

populations or the values of any population parameters. The null hypothesis made was that 

there would be no difference between the two samples. The SPSS statistical package was 

used to determine the relationship between the candidate's route of access and the 

candidate 's performance in class as measured by the monthly test scores. Testing the 

significance was considered important to measure the strength of the evidence which 

supported the proposition that there would be no difference between the performance of the 

two groups of candidates. 

4.5 ACADEMIC RIGOUR 

4.5.1 Validity 

The very nature of qualitative research methods does not lend itself only to statistical or 

empirical calculations of validity. Although the qualitative researcher seeks basically the same 

ends as the quantitative researcher results are arrived at through different methods. The 

issues of validIty and reliability of the data collection instruments were dealt with during the 

description of the instruments. 
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4.5.1.1 Confirmability 

The issue to be considered was confirmability. This requires repeated direct and 

documented evidence from a thoroughly observed source of data. In the sense that this 

concept is used in qualitative research , it is concerned with the objectivity or neutrality of the 

findings. This concept means that another researcher would arrive at the same findings given 

similar situations and contexts. Since the study employed different types of evaluations in a 

systemic and coherent manner, opportunities for verification data collected with the 

participants were possible during each evaluation before proceeding to the next evaluation. 

Using the stakeholders for the refinement of the system and reporting findings back to the 

EDCO before they were implemented were measures to ensure that the decisions taken 

were confirmed before they were implemented. Verification, which means establishing the 

truth about the data was continuously done during all the phases of study. 

4.5.1.2 Threats to validity. 

The major threat to validity , especially in evaluation studies, is error, which can originate from 

the researcher, the participants, the instrument or the context. The researcher may be 

biased , or lack experience in conducting research. For this study, the fact that the researcher 

maintained different roles depending on the different phases, for example, that of a technical 

consultant during the development phase and as observer during the implementation and 

testing phases, ensured that bias was limited. The fact that this was a supervised research 

study helped to enhance objectivity and assisted with the process. 

Collaboration of the evaluator with the stakeholders may also pose a risk to validity. This 

error is also possible in evaluation studies where the decision makers are people at the 

macro level of policy making. The other stakeholders may view the role of the evaluator 
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negatively. The evaluator can build in safeguards against this bias by adapting his/her role 

accordingly. For this particular study the different roles assumed by the evaluative 

researcher were attempts to eliminate this error. The use of different stake holder groups for 

different phases also limited bias. The social context may also be a risk to the validity of the 

study. Participants may respond differently depending on circumstances. For example, in the 

presence of the researcher, participants may give different information from what they would 

in privacy. Another risk to representatives of data results from the researcher's absence or 

non-continuous presence. To balance this risk , the researcher was continuously present in all 

meetings, especially during the Input phase to ensure that data was collected accurately and 

not to rely only on minuted data (Oenzin, 1978: 1 02) .. 

4.5.2 Triangulation 

Triangulation, or combining of two or more methodologies, leads to a greater understanding 

of the area under study and greater depth and richness in the study, especially when the 

variables under study are complex. Since Recognition of Prior Leaming is a multidimensional 

concept, triangulation was appropriate. Cohen and Manion (1989) suggest that using the 

triangulation approach yields a more complete understanding of the phenomena. 

Triangulation may be used for different purposes for example the following: 

4.5.2.1 Confirmation 

Researchers use more than one method of data collection to measure similar variables for 

the purpose of confirmation. This is done to counteract the threats to validity that have been 

identified in each method . According to Oenzin (1978). by triangulating the instruments, the 

uncertainty of data interpretation is greatly reduced. 
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4.5.2.2 Completeness 

Triangulation is also used to capture a more complete, holistic and contextual portrayal of the 

units under study. This will add to the researcher's depth and breadth of understanding of 

the phenomena (Fielding and Fielding 1986:101). According to these authors, when 

triangulation is conceptualized as a means of achieving convergent validity. it has only limited 

relevance for qualitative researchers who are seldom concerned with the measurement of a 

discrete concept. For qualitative studies, multiple triangulation is important where data 

sources, theories and investigators can be combined in order to reveal the varied dimensions 

of the given phenomena. They do not expect the multiple sources of data to confirm one 

another but rather to contribute a part of the whole. Those multiple sources are combined for 

their uniqueness in addressing the research questions and not because they counterbalance 

each other. 

For this study, triangulation was used for the second purpose. During the context 

(development) phase, the researcher used consultative workshops and during the 

implementation phase , case studies were used. Design triangulation was done for 

completeness. This study also used investigator triangulation, since the researcher worked 

closely with the Education Committee of the South African Nursing Council who were 

regarded as the policy makers. During the site workshops too, the sample was carefully 

selected in such a way that representatives from all sectors were represented. 

4.6 ETHICAL CONSIDERATIONS 

4.6.1 Permission 

Permission to conduct the study was sought from the following: 
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Directors General of the Departments of Health from the three regions, namely the Free 

State, KwaZulu Natal and Gauteng. Permission was also sought from the then Acting 

Registrar of the South African Nursing Council. 

4.6.2 Invitations to participate 

The Executive Directors of the four identified organisations namely HOSPERSA; DENOSA; 

SADNU and NEHAWU were invited to send representatives to participate in the workshops. 

The Principals of the twenty-two institutions were also invited to send personnel to the 

workshop. Since workshop attendance was voluntary, there was no need for participants to 

sign consent forms. For the RPL candidates however, it was agreed that the registration 

forms be taken as agreement to partiCipate in the research pilot project. 

4.6.3 Anonymity and confidentiality 

The use of the workshops for data collection ensured that the participants remained 

anonymous. With the protecols of the pilot groups, use of proper names of the institutions 

was avoided and they were referred to as Institutions A , B, and C. The Questionnaires were 

used as a self-assessment instrument for the RPL facilitators ; participants were instructed not 

to write their names. 

4.6.4 Respect for human dignity 

This principle includes the right to self determination which means that participants had the 

right to decide voluntarily whether or not to participate in the study. They also had the right to 

terminate thei r partIcipation. 
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4.7.CONCLUSION 

This chapter has described the approach used to gather the relevant data needed to provide 

the information for the development of the Recognition of Prior Learning model. The purpose 

of the study influenced the choice of the research design. According to Denzin and Lincoln 

(1998), the complexity of the task at hand determines the choice of the methodology. For the 

present study, the task at hand was the development and testing of the RPL model. 

Therefore, since the task was twofold, the methodology chosen would take into consideration 

both development and testing. Evaluation research design was the most suitable design for 

the study. The different phases of Stuffelbeam's CIPP were used to guide the study 

development. During each phase of evaluation, the objectives of the study were used as the 

basis for making decisions. 
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CHAPTER 5 

RESULTS OF THE DEVELOPMENT PHASE 

.1 INTRODUCTION 

In this chapter, all data collected and analyzed during the development phase will be 

reported. While the research questions guided the collection of data, the context evaluation 

dImension of Stuffelbeam's evaluation model formed the basis for data analysis. The results 

of this evaluation phase were analyzed to highlight their influence on the next phase. 

According to Stuffelbeam, the decision to proceed to the next evaluation is determined by the 

information gathered proving insufficient to make sound decisions (Stuffelbeam, 1992:136). 

This chapter therefore, presents the manner in which the RPL system was developed . 

5.2 CONTEXT EVALUATION 

Context evaluation will be discussed on three levels, namely, literature review or information 

processing level, policy makers' level, and stakeholders' level. 

5.2.1 . Literature review 

Part of the evaluation process according to Stuffelbeam (1969) is the process of delineating 

and obtaining information for those responsible for making decisions. As mentioned in 

chapter 3, the first step involved the evaluator's undertaking an extensive literature review to 

identify RPL approaches that had been used internationally. The review of relevant literature 

also helped in identifying problems experienced in other countries and to identify models for 

implementation of innovation and change from an educational perspective. This identification 

was necessary because RPL IS viewed as an educational policy innovation with potential 

impact for change in the whole education system. Models for implementing this change had 
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to be extensively explored. All information obtained was analysed and compiled into a 

document to be used by the decision makers through all the steps of decision-making. This 

discussion document contained theoretical information about RPL, its principles , benefits, the 

processes involved and the different assessment methods. This document formed the basis 

for discussion during the context evaluation . 

The following formed the major focus in selecting information from literature: 

(a) The different contexts of RPL, namely the political, economical and educational 

contexts . 

(b) The theoretical basis of RPL including the identification of basic concepts and their 

meanings in different contexts, and the different assessment methods. 

(c) The historical basis of RPL intemationally and locally. 

(d) The different approaches to its implementation . 

(e) Problems that were experienced by other countries and how they dealt with the 

problems. 

(f) Implications for nursing, including the driving forces to RPL implementation. 

5.2.2 The discussion document for the development of the RPL implementation model 

The information presented in boxed throughout this section indicate responses from 

the policy makers and the stakeholders. 

5.2.2.1 Rationale for the RPL implementation model for nurses 

In 1996, the Health Science Working Group recommended that , in order to enhance 

mobility, provision should be made for multiple entry points within horizontally and 

vertically integrated system of education and training for health professionals through the 
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development of the National Qualifications Framework. Recognition of Prior Learning is 

the major principle of the National Qualifications Framework. 

The Minster of Education's public statement in 1999 for South African citizens to mobilize 

and build an education and training system for the 21 st century, emphasized the 

application of procedures for the recognition of prior learning as part of the restructuring 

process. 

The South African Nursing Council took the initiative in recognizing RPL as a vehicle for 

transformation of the nursing profession in South Africa . Early in year 2000 the SANC 

resolved that the present enrolled nurses and nurse auxiliaries should be given access 

into the four year comprehensive program using the principles of RPL. (SANC Doc 

112000:13) 

5.2.2.2 The guiding frameworks for RPL implementation 

(a) National Education Policy Acl (Act No. 27 of 1996). 

The National Education Policy Act (NEPA), was the first education and training law passed by 

the present government in order to change the education and training system. This Act lays 

the foundation for all national education policies as it gives the guidelines for developing all 

educational pol iCIes. This Act lays the basis for RPL by its reference to the acquisition of 

equitable educatIon opportunities and the redress of past inequalities in the provision of 

education. NEPA encourages institutions to recognize aptitudes, abi lities, prior knowledge 

and experiences of learners. NEPA also states that all educational policies should be based 

on public partIcIpation and that all stakeholders must be represented during such policy 

developments. 
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(b)South African Qualifications Authority (SAQA) Act (Act 58 of 1995) and the National 

Qualifications Framework. 

The National Qualifications Framework aims at facilitating access to, and mobility and 

progression within, education, training and career paths. The NQF also aims at accelerating 

the redress of past unfair discrimination in education, training and employment opportunities 

and thereby to contribute to the full personal development of each learner and the social and 

economic development of the nation at large . During the implementation of the model for RPL 

implementation , the committee used the Exit Level Outcomes of the programs the candidates 

sought to access to ensure that assessment of their Prior learning was in line with the NQF. 

(c)Employment Equity Act (Act 55 of 1998). 

The major purpose of this act is to do away with unfair employment practices and to ensure 

redress. It aims to promote at all occupational levels, greater and more equitable 

representation of women , black people and people with disabilities , This act moves away 

from only recognizing qualifications and argues that persons must be promoted or employed 

if they are suitably qualified. This act describes a suitably qualified person as one who 

qualifies as a result of formal qualifications: prior leaming : relevant experience and the ability 

to acquire competency in a reasonable time. According to this Act. affirmative action should 

ensure equal opportunities on all levels for historically disadvantaged citizens. 

(d) Skiffs Development Act (Act 97 of 1998). 

The major purpose of this Act is to develop skills which relate to the needs and demands of 
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the economy, society and each learner, and to do this in a manner which links with the South 

African Qualifications Act and the National Qualifications Framework. The Skills Development 

Act takes a holistic view of where and how people learn, including the development of people 

for a range of work environments, not just formal the economy. This Act has the aim of 

improving vocational skills of all employees. According to this Act , learning occurs through 

work experience. Therefore this Act seeks to create a framework for education and training 

that leads to qualifications or part-qualifications. The Skills Development Act has also made 

provision for the establishment of the Sector Education and Training Authorities (SETAs) to 

develop and implement appropriate education and training plans to meet the economic and 

social development agendas. Education and Training Quality Assurance bodies will be 

established by the SETAs to accredit and monitor the quality of education and training 

provision within their sectors. The providers of education and training together with their 

ETQAs are required by the SAQA to implement RPL so as to ensure that the goal of 

education for social development is achieved, This Act is of particular relevance to the South 

African Nursing Council. The involvement of the Education Committee of the South African 

Nursing Council is appropriate. 

The Education Committee agreed that the following are key issues addressed by the above 

Laws/policies: 

(a) Social transformation by redress of past imbalance's 

(b) Educational programs should be made flexible for access through RPL 

( c) Holistic view of learning, in terms of where and how people learn 

(d) Learning opportunities should be made available to all 
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5.2.2.3 Theoretical concepts 

The key concepts extracted from literature were explored with reference to their meanings, in 

the context of the South African Education and Training system, and in terms of their 

relevance to social transformation. The participants defined these concepts in the sense in 

which they understood the concepts. 

5.2.2.3.1 Recognition of Prior learning 

Recognition of Prior learning (RPL) means the comparison of previous learning and 

experience of a learner, howsoever obtained against outcomes required for a specific 

qualification, and the acceptance for the purpose of qualification of that which matches the 

requirement (SAQA 1998:34). 

It was agreed that. RPL is based on the notion that how people learn and have learned 

should be recognized and used to help them progress as learners. However. for maintenance 

of academic standards. assessment of that leaming is important before it can be recognized 

through credits. 

5.2.2.3.2 Recognition of Prior Learning process 

The process of recognition of prior learning involved the identification, documentation , 

assessment and recognition through awards or credits of that learning that was submitted 

and found to be relevant and current. The currency of experientially acquired leaming would 

be determined by Its relevance to the specific program for which recognition was sought. RPL 

was understood as a means towards an end which might be access into advanced nursing 

programs or gaining of an academic qualification in nursing for the individual and societal 

growth and development for the country. 
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5.2.2.3.3 R PL Advisor 

The person who assists the candidate with preparation for assessment. 

5.2.2.3.4 RPL Assessor 

The person who assesses the candidate for RPL. In this case, the person would be a 

qualified nurse educator and registered with the South African Nursing Council. 

5.2.2.3.5 Exit level outcome 

A learning outcome is the end product of a learning process. According to SAQA (1998) a 

learning outcome is the contextually demonstrated end product of the learning process. The 

exit level outcome, therefore should ensure consistency in assigning a standard or 

qualification to an NQF level, thereby providing criteria for each level so that various forms of 

learning can be made equivalent in terms of complexity. 

5.2.2.3.6 RPL bid 

An offer that RPL candidates make when they apply for RPL. 

5.2.2.3.7 Prior Learning 

Prior learning is learning acquired through formal and 'informal study. This may include work 

and life experience, training , independent study, volunteer work, family and any life 

experience. Therefore, prior learning can be experiential, non formal or formal , uncertificated 

learning. The currency of experientially acquired learning will be determined by its relevance 

to the particular program for which recognition is sought. 
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5.2.2.3.8 RPL and credit transfer 

RPL was distinguished from the academic transfer process, in that RPL focuses on the 

assessment of prior learning rather than the determination of equivalency of formal 

educational program and or courses. 

1.ln RPL an institutional credit is awarded , in the academic transfer process, an exemption is 

provided . 

2.ln RPL, it is not how or where learning has occurred that is important but the emphasis is 

on the outcome of that learning. 

3. A program for RPL would be a program structure with its own administrators and advisors 

whose objective would be to help candidates who present themselves for assessment gain 

credits towards a qualification or exemption from a program or a particular aspect of the 

program. 

4. Credit transfer deals mainly with previous formal learning. 

5.2.2.4 Types of Recognition of Prior Learning 

5.2.2.4.1 RPL for award of credits 

In this type of RPL, the candidate seeks recognition for prior leaming so that formal credits 

can be obtained towards a specific qualification . For instance, a nurse who has worked for a 

number of years in an operating theatre and now seeks to gain some credits towards the 

diploma in operating theatre program, without repeating skills that she/he has already 

acquired. An enrolled nurse who may wish to persue a degree in nursing is another example. 
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5.2.2.4.2 RPL for access 

An example would be a case where matriculation or its equivalence is the criteria for 

admission, as is the case in the South African institutions of higher education . The candidate 

would have to submit evidence of accomplishment of that learning which can be equated 

to matriculation standards. This type of RPL may give the candidate access into 

programs. 

5.2.2.5 The process of Recognition of Prior Learning 

It was agreed that the process as described by Willing ham and Geisinger in their model was 

to be used , whereby the candidate: 

(a) The candidate makes contact with the advisor 

The candidate is given all the necessary information about the RPL system available, fees 

payable and the requirements for registration. Then the candidate selects the type of RPL 

she/he wishes to register for. 

(b)Preparation for making a claim 

The candidate first engages in systematic reflection on previous experience. The advisor 

helps the candidate during this stage. Though reflection, the candidate is able to isolate those 

incidents when it seemed that experience resulted in learning . Psychological support by the 

advisor is necessary during this stage, especially because most of these adults may be from 

historically disadvantaged backgrounds. For these candidates, the process of reflection might 

open up 'old wounds' caused by the previous system of government which denied them 

access to basic human rights like education. 

(c) Evidence collection 

Whatever claim is made should be supported with documented evidence. There should be a 

direct connection between this evidence and the claim being made. The form or content of 
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this evidence will depend on the purpose of the assessment, whether for accreditation or for 

access. 

(d) Assessment of evidence submitted and giving feedback. 

5.2.2.6 Approaches used for RPL 

Having examined each approach, the Education Committee decided that each approach had 

particular implications for RPL, especially in the South African context. Given the driving force 

behind the development of the model, it was agreed that matching of previous leaming 

against exit level outcome was in line with the outcomes based approach philosophy of 

education , which forms the basis for the National Qualifications Framework. The strengths of 

the competency-based approach were the notion of the market related ne ss of the previous 

learning . On the other hand , the developmental approach was favored for its process-focused 

approach. If RPL were to be viewed from a social transformation point of view, then the 

reflective process would enable candidates to gain new knowledge, new perspective, the 

candidates might even develop during the reflective process. It was for this reason that the 

developmental approach was chosen by the Education Committee, with the addition of one 

step from the competency based approach, that of assessment. The steps of the RPL 

process from Will ing ham and Geisinger's model were analyzed in an attempt to draw up 

guidelines for each step. PartiCipants decided that the guidelines be used in accrediting 

institutions which offered Recognition of Prior Learning. This was important since the South 

African Nursing Council will remain as the Education and Training Quality Assurer (ETQA) for 

nursing programs. 

Using the strengths from the three seemingly opposing model ss to RPL, an eclectic approach 

selected those aspects appropriate to develop a suitable system. This eclectic approach 
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ensured that while the RPL practice was oriented towards social transformation and process 

based, it maintained the credit based or competency based focus. 

5.2.2.7 Standards development 

The participants brainstormed various issues concerning the RPL process. They looked at 

how the proposed system would address issues like the approval of RPL providers, how fees 

would be detennined , how RPL would be marketed to nurses and issues pertaining to 

administration . The aim of this discussion was an attempt to avoid exploitation of prospective 

candidates. The participants resolved that the EDCO had a mandate to develop certain 

standards, based on their values and goals with regard to R PL implementation. The following 

standards were developed: 

(a) Process standards, which included standards for approval, marketing, application, fees 

determination , those for advising the RPL candidate, notification of results and those for the 

appeal procedure in case of failure or unfair treatment during assessment. 

(b) Academic standards which included standards for assessment and credit granting, 

(c) AdminIstrative standards. 

(d) Access standards 

Access for candidates without Standard 10 (at the beginning of the course): 

The EDCO members resolved that nursing Standard 10 equivalence would involve the four 

basic components namely: numeracy; literacy; social! contextual knowledge and ethics as set 

out in the South African Qualifications Authority document (SAQA, 1995). For those 

candidates with prior nursing knowledge, for example nurse assistants, ambulance training , 

first aid or any health related experience would have to be assessed and recognised as an 

equivalent to matriculation or standard 10. 
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Access at an advanced level 

Those candidates, like enrolled nurses with a number of years experience, instead of being 

granted access into the diploma programme, would also be credited with Nursing as a first 

year nursing course. These nurses might access at second or even third year, depending on 

the amount of evidence of competence. The Council resolved that they would endorse the 

development of the model and that once it had been developed and tested they would use it 

as an evaluation tool for accrediting institutions offering RPL. Participants were assured that 

the proposed model would be sent back to them for their verification before it was taken out 

to the stakeholders. The committee decided that these were only proposed standards, as 

they still needed to be taken to the stake holders for further refinement during the next stage 

of development. 

The committee resolved that to maintain its role of quality assurance in the education and 

training of nurses, it was important to translate the standards into guidelines for the 

implementation of RPL. . The members placed value on the standards and they saw the 

EDCO as responsible in ensuring that standards were maintained. 

5.2.2 .8 RPL implementation guidelines: 

Marketing: 

RPL should be marketed so that the community knows that it is available and that 

students can proceed quickly through a degree or a diploma. 

RPL should be available to all individuals practising or not currently practising as 

nurses, registered or not currently registered with the South African Nursing Council 

(the latter with an aim of registration). 

Application: 
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All applicants should receive adequate information as well as orientation with regard to 

fees, duration, evaluation methods and exit level outcomes for the particular 

programme they wish to gain credit for. 

All applicants should receive an application form for registration into the program. 

Registration forms should be user friendly. 

• Registration forms should act as a contract between the RPL provider institution and 

the prospective RPL candidate. 

Fees: 

• RPL candidates should pay the follOwing fees: registration; advising; assessment fees. 

• Fees payable should be determined by the service provided and not by the number of 

credits. 

Fees charged should not exceed the fees payable for the particular programme for 

which R PL is sought. 

Fees should be predetermined and valid for at least one academic year. 

Registration fees should be partially or wholly refundable. 

Advising/ Advisor role: 

• Gives basic career guidance on pathways open to the candidate. 

• Is responsible for operational side of the RPL process. 

• Assists candidates with the development of the educational plans. 

Should have knowledge of basic career guidance. 

Works in close liaison with the personnel of respective programs ( subject specialists). 

Advises and supports candidates with portfolio development. 

• Refers candidates to subject specialists. 

• Verifies authenticity of evidence submitted . 

Assessment: 
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• Provider should have the following available for the candidates: examples of portfolios. 

evaluation methods to be used and the stipulated assessment fee amount to be paid 

by the candidate. 

• Assessment methods chosen should depend on the learning outcomes to be 

assessed. 

• The assessor will deCide on the appropriate level of structure of the chosen 

assessment method. For example, high structure will entail an oral examination and a 

low structure will entail a loosely structured interview. 

• There should be clear identification of evidence required. 

• Assessment is to be done by experts in the particular field of study. 

Notification of results: 

Candidates have to be informed about the results within a month of final assessment. 

• Candidates must to be given particulars about failure . 

Opportunities for post failure counselling should be available. 

Quality assurance: 

Reliability should be ensured by using a variety of assessment methods. Multiple 

assessors should be used until experience indicates that learning can be judged with 

acceptable consistency. 

• Validity will be ensured by using clearly defined learning outcomes identifying 

performance criteria including any critical factors and standards necessary to meet the 

learning outcomes. 

• Competent assessment will be ensured by providing training for the assessors ; use 

team approach to assessment: emphasize quality and not quantity. 

• Credit awards and their transcript entries will be monitored to avoid giving credit twice 

for the same performance. 
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Policies and procedures applied to assessment, including provision for appeal will be 

fully disclosed and prominently available. 

Assessment programs will be regularly monitored , reviewed, evaluated and revised as 

needed to reflect changes in the needs being served by assessment. 

Academic standards for assessing learning for a credit granting: 

• Learning to be credited must fall within the kind of creditable work congruent with the 

mission and goals of the institution. 

• Learning should be applicable outside the specific context in which it was acquired and 

must serve as a basis for further learning. The person must be able to apply the 

knowledge and skills in more than one setting . 

• Institutional credibility must be maintained throughout the RPL process. 

• Learning must be relatively current. 

• Learning must shows some relationsh ip to the goal of the degree or diploma program. 

• Awards will result from technically sound assessment, taking into consideration of validity 

and reliability . 

Standards for credit granting: 

• Credit will be awarded for learning and not experience. 

• Credit will be awarded only for learning that has a balance, appropriate to subject, 

between theory and practice. 

• Credit will be given for leaming that is appropriate to the academic context in which it is 

accepted. 
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The above guidelines were incorporated into a document, which was presented to a member 

of the Committee for verification, after which it was deemed ready to be submitted to the full 

Council for approval. After the Council approved the guidelines, they were ready for use 

during the workshops with the stakeholders . The proposed guidelines were divided into: RPL 

process; assessment guidelines and guidelines for granting credits. The policy makers had 

set the boundaries for RPL for South African nurses, based on what they viewed would be 

best practice but they were then faced with another set of decisions to make. The question 

whether the proposed guidelines for RPL implementation would be accepted by the 

stakeholders of the profession had to be taken to the next level of evaluation. 

5.2.3 The context evaluation at stakeholders ' level 

The focus of this level of evaluation was to ensure that all the stake holders who were going to 

be affected by its implementation accepted the proposed guidelines. 

5.2.3.1.Data analysis 

Proceedings were carefully analysed and the following categories emerged: 

a) RPL principles of institutional autonomy versus the rights of candidates: 

All stake holder groups( KZN: FS: Gauteng) felt that the guidelines gave too much autonomy 

to the provider with little or no attention to the rights of the candidate. Hence the stakeholders 

strongly recommended that the rights of the candidates be included in the guidelines. 

(b) Rights of the RPL candidate; 

Information: 

The candidate has a right to adequate information about the fees payable; the duration; form 

of assessments avai lable and other relevant information. 

Assessment and results thereof: 
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The candidate has the right to fairness during the assessment. He/she also has a right to be 

notified about the results early (within 30 days) after assessment. 

Post failure counselling 

The candidate has a right to post failure counsell ing where he/she will be given adequate 

information with regard to the specific areas of weakness in hislher performance during the 

assessment. 

Reassessment 

The format that this will take will depend on the policy of the provider institution , but the 

candidate has a right to this information. 

Appeal procedure 

The procedure is to be decided by the provider institution, but the candidate has a right to 

know what procedure is to be followed. 

Support 

The candidate has a right to adequate support during preparation for assessment. This 

support includes assistance during the preparation of evidence to make a cla im as well as 

support during identification of deficits in knowledge and planning to close them. 

c) Breakdown of the fee structure 

The stake holders realised the problems involved if fees were standardized, therefore they 

recommended that the amount charged for RPL should not exceed the amount charged for 

the programme that the RPL candidate was challenging. It was agreed that in this way, 

exploitation of candidates by RPL providers would be eliminated (especially in private 

institutions). One group recommended that the fee structure be broken down in such a way 

that the candidate would only pay for the services rendered and not the amount of credits. In 

other words, if the candidate had sufficient evidence and was well versed in the profession for 
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example by portfolio development, he/she should be only charged for registration and 

assessment. 

d) Qualifications of advisors 

After extensive discussion on this issue , stakeholders agreed that advisors should at least be 

qualified nurse educators although working in the clinical settings. This recommendation was 

well received since it would mean a closer working relationship between the service and the 

collegesl universities. 

e) RPL assessors 

There was a general consensus that assessors should be qualified nurse educators with 

adequate skills in assessment and currentl y involved with teaching nursing . 

f) Human resource development 

The stakeholders supported the Education Committee's recommendation that people 

involved with RPL should receive adequate training. 

These recommendations were incorporated into the proposed guidelines document in 

boxes under each section and this document was presented to the Education 

Committee of the South African Nursing Council for further comments and refinement. 

Responses from the Education Committee were incorporated and a final guidelines 

document was presented to the full Council and endorsed by the SANC. In summary, this 

phase of the model development culminated in the refinement of the RPL guidelines. 

5.3 CONCLUSION 

This phase culminated with the refinement of the RPL guidelines that were to be used by the 

institutions implementing RPL. These guidelines were to form the basis for decision-making in the 

successive phases . The key elements that emerged during this phase were: 

148 



.:. The purpose of RPL (personal and societal growth and development) was accepted . 

• :. Rights of RPL candidates were added to the guidelines by the stakeholders . 

• :. Decisions were made collaboratively, including all stakeholders. 

-:- Standards were set for implementing the process . 

• :. Assessment standards were accomplished 

.:. Basic concepts identified were: change; knowledge; context; standards; participants and 

decision making . These are described in Chapter 7. 
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CHAPTER 6 

THE RESULTS OF THE IMPLEMENTATION AND TESTING PHASES 

6.1 INTRODUCTION 

As mentioned in Chapter one, the purpose of the study was to develop and test the model for RPL 

implementation for South African nurses. During the development phase when the evaluator 

conducted workshops in the three identified regions, a number of nursing education institutions 

expressed interest in taking part in the project. Three institutions met the criteria for inclusion, as 

set out in chapter four. These three institutions formed the main focus of the discussions during 

these phases. The implementation phase was divided into two stages, according to the 

dimensions of evaluation, that is, input and process evaluations. Input evaluation involved 

decisions about what structures would be put in place and how these would be organised. Input 

evaluation was also concerned with the development of human resources to implement the RPL 

system. Process evaluation , on the other hand , dealt with the actual implementation process . 

Process evaluation involved issues like whether the implementation of the system was going 

according to plan, whether there were problems with implementation and the steps each institution 

took as altematives to the proposed guidelines for RPL implementation. Product evaluation was 

concerned with the actual testing of the system. Each case will be discussed separately, except for 

the discussion on Human Resource Development, which will be dealt with as a single case 

because it was done simultaneously. This chapter will be arranged in the following manner, first 

the Input evaluation will be discussed, results from this evaluation will be summarized and then the 

Process evaluation will be discussed, with a summary of the results . Lastly the product evaluation 

results will be analysed and the chapter ends with a summary of the process and product 

evaluation. 



6.2 INPUT EVALUATION 

This phase dealt with two main activities, the formulation of institutional policies and human 

resource training. 

6.2.1 RPL policy formulation 

The focus was also on whether the institution managed to develop its own policy for 

implementation of RPL. This analysis was done to measure the extent that each institution followed 

the guidelines and also to report alternative measures that the institution took, where the guideline 

was inapplicable. A comparative analysis of the three institutional policies was done. The criteria 

used for the analysis was described in Chapter 4. 

6.2.1.1 Data analysis 

All three institutions followed the RPL guidelines as closely as possible. Each institution had a 

committee in place for the planning of RPL. Recruitment was done in conjunction with the clinical 

side in two colleges. In Institution C , though the service was not part of the recruitment, they were 

informed about the project and agreed to send nurses. ·The project was not advertised in the three 

colleges, because a consensus was reached between the institution and the service that, since this 

was a pilot project, it would not be advertised. The selection criteria were stipulated according to 

the programme to be accessed. All three institutions required a minimum of two years experience 

as a nurse for candidates to take part in the project. The group sizes differed in all three colleges, 

according to the availability of manpower. Though Institution C charged fees for the RPL process, 

the cost was to be spread throughout the duration of the programme the candidates were to 

access (which was two years). This institution took into consideration the unique situation of the 

institution whilst considering the candidates ' financial backgrounds. The candidate! advisor ratios 

were not similar in all the colleges. In Institution C, the ratio was 14: 1 owing to the shortage of 
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manpower. In the other two institutions, the ratio was 2:1 which made advising easy and fewer 

problems arose as will be seen later. According to the policy formulation framework agreed upon 

by the evaluative researcher and the participants, the following was observed: 

Purpose of RPL 

The committees of all three institutions clear1y stated the purpose of RPL for their institutions. 

Institution B gave a detailed framework for RPL implementation. The other two institutions A and C 

did not give a detailed account of this. In Institution A, the College Senate had resolved that the 

pilot project policy was to be reviewed after the project. 

Definitions and scope 

All three institutions dealt with this section of the policy guidelines. The following observations were 

made: in dealing with this section, the three institutions focused mainly on the rights of the 

institutions which they also referred to as responsibilities of the candidates. In other words, the 

three institutions focused on their protection as providers with very little consideration of the 

candidates' rights to protection. 

Procedures for implementation 

This was one section of the policy framework that was adequately covered by all three institutions. 

Institution A gave a detailed description of their plans for moderation. the other two institutions also 

had plans for this. Credit granting was also described clearly by Institution A, while the other two 

institutions mentioned this only briefly in their policies. All three institutions realized the need to 

send personnel 10 the RPL training workshop. 

Quality assurance 

This area was adequately covered by Institution A. 

The RPL facililator training workshop helped the committee members to review their decisions and 

to formulate a realistic policy for their institutions. Where certain aspects of the guidelines were 

difficult to follow, altemative steps were used . 
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Key issues emerging from this evaluation 

(a) There was a need for a wider consultative process for policy formulation 

(b) The rights of RPL candidate had been omitted. 

(c) The rights of the provider were emphasized. 

(d) RPL procedures were adequately addressed. 

(e) Quality assurance was addressed. 

6.2.2 Human resource development 

6.2.2.1 Data analvsis 

Seventeen participants responded to the self-assessment tool , as described in Chapter 4 . Their 

responses will be reported as averages under each function. As mentioned in chapter 4 , Function 1 

had three activities. Activity 1 had 5 questions, activity 2 had 8 questions and activity 3 had 6 

questions. Figure 6 .1 is a depiction of the respondents' weighted averages for the three activities 

under function 1. They were to rate their abilities to perform the different activities as laid down in 

the tool , on a scale of 1-5 with 1 denoting experience in performing the activity and 5 denoting 

being capable of performing the activity without assistance (See Annexure 9 for the Self 

Assessment tool ).. It is apparent from the figure below that participants were confident about their 

ability to help the RPL candidate in preparing for assessment. Activity 1 (helping the candidate to 

identify relevant leaming and gaps in previous leaming), had the highest average score of 3.9. 

Activity 2 (helping in drawing up of an action plan), had an average score of 3.7. Activity 3, 

(helping to prepare evidence for assessment) which included helping with portfol io development, 

had an average score of 3.7 as well. The overall average of 3.8 on all activities was indicative of 

this. The results showed after the workshop, the respondents felt they could partiCipate in helping 

the candidate to prepare for RPL assessment. Although the respondents felt they would participate 

in helping the candidate prepare for assessment, none of them felt they would do this without 
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assistance. This uncertainty was reflected by their average scores of below 4.0 , which according to 

the scale denoted a cut off point with ability to perform the function ranging from 3.0 - 3.9 and 

competence from 4.0 upwards. 

3.95 

3.9 

3.85 

3.8 

3.75 

3.7 

3.65 

3.6 

r--

1 Assess 

r--

2 Plan 3 
Evidence 

Overall 

FIGURE 6.1 : Function one: Preparing for assessment 

Function two: Assessment of the candidate's eviden.ce of prior learning 

There were three activities under this function . Activity 1 had 8 items, activity 2 had 10 items and 

activity 3 had 8 items. All 17 respondents answered all the questions under this function. Figure 2 

is a depiction of their weighted averages for the three activities under this function . It is apparent 

from Figure 6 .2 that the respondents were confident about their abilities of assessing a candidate 

since their overall score for this function was 3.6. 
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FIGURE 6.2 : Function two: Assessment of the ca ndidate 

ActiVity 1 (make an assessment on the given evidence) had an average score of .. ' 4 According to 

the scale. this me.!)nt that all 17 respondents felt they could perform this acitvity but needed 

gUidance and assistance This need was particularly eVident under the Item that dealt With portfolio 

development, where all 17 respcndents felt that they stili required gUidance On Actrvlty 2 

( assessment candidate and make judgement). the average score was 3.63 With this activity too. 

respondents felt that though they could perform it. they required gUidance and support. ActiVity 3 ( 

provide feedback on the assessment) had a higher average score than the fIrst two activities ThIs 

actIvIty had a score of 3 7 

In summary. the respondents felt that the workshop dId help them by exposIng them to the dIfferent 

actIvItIes In whIch they would be involved. The role-plaYIng of the actlvLtLes under gULdance and the 

various class exerCLses dLd help to prepare them for the task at hand. However. accordIng to the 

results of their self- assessment. the following emerged 
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1. The duration was too short. 

2 Continuous guidance and support especially in activities like the portfolio development and 

assessment, would be necessary. 

3. More workshops would be required for future RPL implementation. 

6.3 THE RESULTS OF PROCESS EVALUATION 

6.3.1 Implementation at Institution A 

The RPL committee decided to use the exit level outcomes of the first year of the 4 year diploma 

programme. These were compared with the exit level outcomes of the programme for enrolled 

nurses according to R2176 SANC, as the candidates were all enrolled nurses. From this 

comparison, the committee identified deficits between the two curricula. These were in the 

following disciplines: 

Anatomy and Physiology, Community Health, Social Science, Biophysics and Biochemistry. The 

committee realized that the curriculum for the enrolled nurses did not cover these adequately. They 

therefore designed a special program for the RPL candidates. See Figure 6.3. The committee 

decided that the assessment methods to be used were: a theory paper: practical examination 

(OSCE); a workbook; and case presentation. This institution resolved that the portfolio would not 

be used for assessment but a compilation of evidence for credit granting. In other words, they saw 

the Portfolio as a product and not a process of leaming until such time as the people involved like 

advisors had more confidence in portfoliO assessment. Eight candidates were selected from four 

out of the five campuses of the institution. Two candidates were selected from each campus. The 

service managers were responsible for selecting candidates. This was important as it was the 

service managers who were to release them from their duties, since this program was to be an on 

duty process. 

- 156 -



6 .3.1.1 Orientation 

Candidates were given the information brochure a week before the date of orientation , to 

familiarize themselves with the project and the process involved. They were to sign an agreement 

form before commencing . Orientation was done at campus levels by the RPL advisors. They were 

informed about the various subject specialists and their contact numbers. They were to make their 

own arrangements with the subject specialists, either to join the lectures or for individual sessions 

with them. Advisors were to help the candidates in drawing up their learning plans. 

6 .3.1.2 Advising 

The duration of th is process was four months. In all the campuses, candidates met with the 

advisors for three hours per week for ten weeks. Candidates were also expected to make 

arrangements with the subject specialists to sit in during the lectures or to arrange for individual 

sessions or assessments. The advisors acted as liaison between the RPL candidates and the 

subject specialists. 
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Figure 6.3 RPL program for Institution A 

6 .3.1.3 Assessment 
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It was mentioned earlier, that the eight candidate at Institution A were drawn from three 

campuses that took part in the pilot project. All eight candidates who sat for assessment 

passed. The emphasis on the use of standardized examinations (OSCE), continuous emphasis 

by advisors that candidates had to be self directed , and the actual formulation of the RPL 
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program in terms of the exit level outcomes , meant that this implementation of RPL was based 

on the competence model. 

Results of assessment: 

As Figure 6.3 shows, the following assessment methods were used for the different areas 

identified as gaps in the candidates' previous knowledge: 

Test one was a theory paper on Applied Physics and Chemistry 

Test two was a case presentation on "Comprehensive Health System" 

Test three was an assignment on the developmental stages. 

Test four was a practical examination (OSCE) based on the first year nursing competencies 

According to Figure 6.4 , for Test one, candidates scored an average mean of 62 , 40 per cent 

with a standard deviation of 0,07. Test two candidates scored an average mean of 63per cent. 

For test three, candidates performed better with an average mean of 68 ,37per cent while the 

mean for test four was 72per cent. From these results , it was apparent that the candidates' 

overall performance was good especially for the last two tests namely, the OSCE and the 

assignment 

6.3.1.4 Notification of results 

The results were given to the principal , who in turn submitted them to a Senate meeting for their 

approval. Thereafter, they were dispatched to the service managers of the various institutions 

from which candidates were selected. The service managers in turn informed the candidates. 
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6.3.1.5 Quality assurance 
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This institution ensured the validity of the assessment by using more than one assessment 

method. The assessment results were also moderated amongst the four campuses, for 

instance, Campus A sent their scripts to campus B and Campus B was moderated by Campus 

C and C by D and D by A. Tha fact that this instnution developed a well structured program for 

the RPL candidates made assessment easy and al50 helped in enhancing the validity of the 

assessment since the competencies, and the assessment crtteria were clearly defined prior to 

assessment. 
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6.3.1.6 Problems experienced by the advisors 

a) Time for advising was problematic 

The fact that in all but one campus, candidates had to make time during their off duty time 

posed a problem for this institution . This was due to resistance from some service managers to 

release candidates during on duty time. The second problem was the fact that some candidates 

were either on leave or on night duty and hence it became a problem to schedule contact 

sessions with the advisors andl or the subject specialists. 

b) Lack of support from subject specialists 

In all but one campus, the subject specialists viewed the program as an additional workload for 

them. They were reluctant to see the candidates individually, and as a result, the advisors 

ended up taking the role of 'experts' by helping the candidates with various aspects according to 

their identified gaps in knowledge. The advisors became the only persons that the candidates 

interacted with . 

c) Reflection as a step in the process 

Since contact sessions were difficult to schedule because some candidates were either on night 

duty or on leave , it became difficult for the advisors to guide the candidates properly through the 

process of reflection , as in one of the other institutions. Candidates in this institution were, 

however, very self-directed. 
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6.3.1.7 Problems experienced by the RPL candidates: 

a) Isolation 

Since they were selected from different campuses, they felt isolated from each other. One 

candidate had this to say: We could have done better if we had a support group, but there was 

no time to meet with the other candidates who were a/so involved in this project. 

b) Traveling 

One campus was situated at a distance from the clinical setting where these candidates worked 

and travelling to the campus to meet with the advisors was a problem. 

c) Different expectations 

Candidates expressed the view that their expectations of the project were totally different from 

how the process occurred . The candidates expected close guidance and supervision from the 

advisors and the subject specialists. They were not well versed in the concept of self-directed 

leaming . According to one candidate: There was no format, no proper structure. we felt very 

uncomfortable at first. Later, with the help from the advisors we were able to cope. 

Candidates also expressed concern about the fact that the subject specialists they were often 

referred to had no time for them. They were very uncooperative and unfriendly towards us. 

There was also lack of support from their colleagues and seniors in the clinical setting 

6.3.2 Implementation at Institution B 

6 .3.2.1 Orientation 

Orientation was very intensive and lasted for five days. Candidates were taken through each 

step of the portfolio development process as a group. Each step was dealt with each day and 
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candidates role~played each step, from identification of learning from previous experience, the 

development of leaming outcome statements, right through to evidence collection . The different 

assessment methods were also discussed . Thereafter, candidates were allocated to advisors. 

Two candidates were allocated to each advisor. They were to make individual arrangements for 

one hour contact sessions with the advisors. 

6.3.2.2.Advising 

Further guidance and support was given on measures to fill in the gaps in knowledge that were 

identified during orientation. This was done during on duty time. This preparation for 

assessment lasted for three months. 

6.3.2 .3 Assessment 

Case presentations to demonstrate evidence of having filled in the gaps in knowledge were 

used as formative assessments. Nurse Educators formed a panel of assessors during the case 

presentations. The portfolio evaluation was used for summative assessment. Advisors 

exchanged the candidates' portfolios in such a way that they did not evaluate portfolios they had 

assisted in developing. All ten candidates were successful. 
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FIGURE 6.5 : Results of RPL assessment in Institution 8 
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According to figu re 6 .5. the candidates in this institution scored h ighest in test 1 which was a 

case presentation. Candidates presented these cases to a panel of assessors. Test ;0 was an 

assignment a ~ Id test 3 was the portfolio assessment. Test 4 was a theory paper which focussed 

mainly on Anatomy and Physiology . As in Institution A , candidates In this institution scored 

lowest in the theory test. The portfolio assessment scores were also relatively low compared to 

the other scores. 

6 .3.2 ,4 Advisors· problems at Institution B 

Initially In this institution . fifteen (15) candidates were selected. but five dropped out after the 

orientation. Each gave personal reasons for dropping out. These reasons ranged from prior 

career plans. plans for early retirement. to plans for leaving the coun try One candidate reported 
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that she/he felt overwhelmed by the whole process and did not think she/he was ready for the 

amount of work. The staff complained about the additional workload as they had to play the role 

of both advisors and subject experts for the candidates, owing to staff shortages. 

6.3.2.5 The Candidates problems 

The candidates reported lack of dear guidelines as to what was expected of them during the 

initial stages of programme. The candidates also expressed the view that there was too much 

work within a short space of time, especially because some of them had been out of school for a 

long time. The assessment methods were challenging to them though they had guidance from 

the advisors. 

6.3.3 Implementation at Institution C 

6.3.3. 1 Orientation 

Candidates attended a two day orientation programme and thereafter they had to attend once a 

week for five hours. 

6.3.3.1 Advising or preparation of the candidate 

In total the program continued for 8 weeks. Contact sessions were done in a group. The whole 

group was taken through each step of the portfolio development. During the week, candidates 

were expected to work independently at each stage and report back on this during class 

sessions. Through the process of reflection , candidates first had to map their previous 

experience and then identify learning that had resulted from this experience. Thereafter, they 

165 



had to match the learning they had identified with the exit level outcomes of the programme for 

enrolled nurses (R2176) that they were 'challenging ', They also identified gaps in their existing 

knowledge . The advisor helped them to plan on how the gaps were to be filled in. Candidates 

were encouraged to form support groups and to meet within their small groups at least once a 

week. They were referred to relevant resources like books to read , in preparation for filling in of 

gaps. 

6.3.3.3 Evidence gathering 

Towards the end of the programme, candidates were given two weeks to collect the evidence 

for assessment, since they were using the portfolio as one of the assessment methods. 

6.3.3.4 Assessment 

The assessment methods were decided in consultation with the candidates. They opted for a 

challenge exam; a practical exam; and portfolio assessment. The portfolio was viewed as 

summative assessment for both new learning and for assessment of their previous learning. 

The first assessment was conducted at the end of the eight weeks through the challenge exam 

and OSCE. Thereafter candidates had to gather evidence in preparation for the portfolio 

assessment. A second person who had not been involved during the preparation of the 

candidates helped with the practical assessment (OSCE). All forms of assessment were 

moderated before and after. 
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FIGURE 6.6 : Assessment results in Institution C 

Figure 6.6 contains the bar chart which reflects the overall perf ormance of the candidates on all 

three assessments The mean scores were as follows : 63,7per cent for the challenge exam. 

74.2per cent for the clinical exam and 61 ,1 per cent for the portfolio assessment. According to 

these results , candidates performed better in the clinical exams as compared to both the 

challenge exam and the portfolio. This confirmed the concerns of the nurse educators during the 

development phase . The nurse educators raised concerns about the assessment of 

performance skills only and basing the judgement on credit granting on performance as 

evidence of effectivenp.ss In rendering quality care They were also concemed about the 

integrated nature of the diploma program which the RPL candidates would be challenglllg . The 

use of more than one assessment tool was a measure to resolve this problem 
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6.3.3.5 Problems with implementation at Institution C 

a)Staff shortage 

There was only one RPL Advisor for a group of 14 candidates. It became difficult to render 

individualized support and guidance to the candidates. The fact that the advisor was employed 

on a part time basis made it difficult for the candidates to secure appointments even during the 

week. 

b) Assessment 

According to the moderator's report , the authenticity of the evidence brought forward was 

identified as a problem. The validation letters brought by most candidates were of poor quality, 

ranging from unclear signatures to unsupported statements by the people validating the 

evidence. 

6.4 A cross case analysis of the implementation phase results 

The focus of this comparative analysis was not on determining similarities in the process of 

implementation between the three institutions, but the comparison was on how the contextual 

differences between the three institutions shape the process of implementation . The fact that 

each institution used a different type of candidate and for different programs highlighted the 

contextual differences between the three institutions. It is for this reason that the assessment 

results were not compared between the three institutions. The analysis was done on the two 

levels of evaluation of this phase which was Input evaluation and Process evaluation. 
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6.4 .1 Policy formulation 

The RPL guidelines document that was used by the institutions described the different sections 

of policy development. Institutions followed the framework as closely as possible , but it was 

observed that the committees of the three institutions were superficial with regard to the scope 

of the RPL policy. This section of the policy is one aspect that may have to be looked into by 

institutions during future RPL implementation. Although the target group was clearly stated by 

all institutions, the rights and obligations of all the stakeholders were not clearly stated . The 

committees emphasized only the obligations of each stakeholder. All three institutions 

emphasized the procedural areas of policy development. Other areas like quality assurance and 

evaluation and monitoring were briefly mentioned by one or two institutions but were 

inadequately developed. All three institutions followed the RPL guidelines as closely as possible 

and where this was not possible, reasonable steps were taken. Differences were observed in 

the following: 

6.4.1.1 Adequacy of information provided to candidates 

All three brochures were analysed to ascertain the adequacy of information given to the 

candidates prior to commencement of RPL. Accord ing to the RPL guidelines, candidates were 

to be given adequate information. The following topics were covered by the brochures: duration; 

targeted group; contact details of the person who would provide RPL. Information about fees 

payable was only included in the brochure for Institution C. None of the three brochures 

covered the background information about the project. This was however addressed during the 

orientation. 
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6.4.1.2 Marketing 

This aspect of the guidelines was not done by all three institutions , since they felt that this was a 

pilot project. Not advertising the project, however, had some adverse effects. Other nurses who 

were not selected felt that they were being discriminated against and the evaluative researcher 

had to be called in to address the nurses in two of the three institutions. The labour 

representatives were not satisfied by the manner in which the service managers conducted the 

selections. After the open meeting with the evaluative researcher, the nurses were satisfied . 

6.4.2. Process of implementation 

6.4.2.1 Orientation period 

In Institution B, the orientation period lasted for one week, whereas in Institution C it lasted for 

two days and in Institution A, it lasted for one day and was done at campus level. This meant 

that candidates from Institutions A and C did not receive the same quality of orientation as those 

in Institution B. 

6.4.2.2 Advising the candidate 

The duration of the program was four months in all three institutions. In Institution A and C this 

program took place during the candidates' off duty time. This meant that candidates had to 

make their own arrangements for the contact sessions with the advisors. This created some 

problems as was mentioned earlier. In Institution e, where the contact sessions with the advisor 

were done during the on-duty time, there were fewer problems. 
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6.4.2.4 Assessment 

Each institution used more than one assessment method. All three institutions used the 

methods with which they were most familiar. The case presentation method was used by 

Institutions A and B while the theory paper was used by all three institutions. Practical 

examinations were used by two institutions. Portfolio assessment was used by Institutions B 

and C, while in Institution A, the portfolio was used as a product of assessment. The portfolio 

development process was not assessed since the advisor closely worked with the candidate 

during this process. The portfolio was taken as a partial fulfilment of the requirements for the 

RPL program only. 

6.4.2.5 Quality Assurance 

By using more than one assessment method, all three colleges enhanced the quality of the 

assessments. All institutions had their assessment moderated externally which further 

enhanced the quality of the assessments. Institution B made use of the facilitators from different 

campuses during assessments and the assessment results were all moderated by two 

independent moderators. 

6.5 RESULTS OF THE PRODUCT EVALUATION PHASE 

As in the previous phase, information from each of the three institutions will be analysed 

separately . 
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6.5.1 Product evaluation in Institution A 

6.5.1.1 Phase description 

Type of program 

The access program at this institution was second year of the Diploma in (General Nursing, 

Community) and Midwifery. According to R425 SANG leading to registration as a professional 

nurse. The entry requirement was to have passed the first year of the four year diploma. 

The group size 

The group consisted of eight RPL candidates who were all enrolled nurses, and 37 candidates 

who were student nurses from the first year level of the same programme. The total was 45 

Continuous assessment 

Within a period of six months, the students were continuously assessed in the different aspects 

of the programme. A total of three formative assessments were done. These scores were used 

to compare the two groups of candidates. Test one was a theory paper; test two was an 

assignment and test three was also a theory paper. 

6.5.1.2 Data analysis 

Their mean ranks were compared for each of the three tests given . A nul l hypothesis was 

fonnulated stating that there would be no difference in the candidates ' performance between the 

two groups of candidates. 
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Results of candidates' assessment 

According to Table 6.1, the test scores for Test 1, for the RPL candidates ' mean rank was 

slightly lower than that of the traditional route candidates. According to the results of the Mann

Whitney U test there was no significant difference between the two means (traditional and RPL 

means). The RPL group's performance improved however, as displayed by the second and 

third test scores Since the p va lues in the first two (2) tests were higher than 0.05 , the results 

indicated that there was no significant difference in the scores of both groups. In other words, 

the results failed to reject the null hypothesis. In the last test however, (Test 3) the RPL group 

had a higher mean and the p value for this was .000 indicating that there was a significant 

difference between the scores of the two groups in favour of the RPL group. These results 

showed that, once in the program there were no differences in the performances between the 

RPL route candidates and the traditional route candidates. In fact, the candidates from the RPL 

group worked harder than their counterparts, as was indicated by their occupying the higher half 

of the score distribution. 
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TABLE 6.1 :Test scores for both groups (RPL and Traditional entry) in Institution A 

Mann- Whitney Test Ranks 

ACCESS ROUTE N 

TEST 1 Traditional 37 

RPL Group 8 

Total 45 

TEST 2 Traditional 37 

RPL Group 8 

Total 45 

TEST 3 Traditional 37 

RPL Group 8 

Total 45 

6.5.2 Product evaluation in Institution B 

6.5.2.1. Phase description 

Type of program 

Mean Mann- Whitney U 

23. 57 

20.38 ,533 

22.05 

27.38 ,298 

19.72 

38.19 ,000 

The access program at this institution was the Bridging Course leading to registration as a 

general nurse according to R618 SANC. Entry requirement was an enrolled nurse qualification 

with matriculation. 
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The group size 

The group consisted of eight (8) RPL candidates who were enrolled nurses without 

matriculation, and 25 candidates who were enrolled nurses with matriculation. The total was 33 . 

Continuous assessment 

Within a period of six months, they were continuously assessed in the different aspects of the 

programme. A total of three formative and one summative assessment was done. These scores 

were used to compare the two groups of candidates. Test one was a theory paper; test two was 

an assignment and test three was also a theory paper. Test four was a major test which was 

more comprehensive and comprised all the aspects that had been covered up to that time. 

6.5.2.2 Data analysis 

The mean scores of the two groups were compared. The focus of the analysis was to ascertain 

the comparabi lity of the two samples. Their mean ranks were compared for each of the four 

tests given. A null hypothesis was made that there would be no difference between the two 

groups of candidates. According to the score , the traditional group performed better than the 

RPL group in the first two tests as well as in the last test. The RPL group managed to perform 

better in the third test. When the scores were tested for significant difference, as the results 

indicate , there was no significant difference in the scores from both these samples. 

Results of assessment 

Table 6.2 reflects the results of both groups at this institution. Since the p values in all four (4) 

tests were higher than 0.05, the results indicated no Significant difference level. In other words, 

the results failed to reject the null hypothesis. 
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Table 6.2:Test scores of both groups (RPL and Traditional entry) in Institution 8. 

Mann- Whitney Test Ranks 

ACCESS ROUTE N 

TEST 1 Traditional 25 

RPL Group 8 

Total 33 

TEST 2 Traditional 25 

RPL Group 8 

Total 33 

TEST 3 Traditional 25 

RPL Group 8 

Total 33 

TEST4 Traditional 25 

RPL Group 8 

Total 33 

6.5.3 Product evaluation in Institution C 

6.5.3.1 Phase description 

Type of program 

Mean Mann Whitney U 

17 .34 

15.94 .720 

17.46 

15.56 .628 

16.66 

18.06 .721 

18.1 6 

13.38 .222 

The access program at this institution was the Bridging Course leading to registration as a 

general nurse according to R618 SANC. The entry requirement was an enrolled nurse 

qualification with matriculation . 
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The group size 

The group consisted of eleven RPL candidates who were all enrolled nurse auxiliaries with 

matriculation and 21 candidates who were enrolled nurses with matriculation . Three candidates 

who had been successful during the RPL program, could not get pennission from their 

employers to commence with the Bridging Course immediately owing to staff shortages. The 

total was 32 candidates. 

Continuous assessment 

Over a period of six months, the candidates were continuously assessed in the different aspects 

of the programme. A total of three formative tests were done. These scores were used to 

compare the two groups of candidates. All three assessments were theory papers. 

6.5.3.2 Data analysis 

The mean scores of the two groups were compared . As in the previous institutions, the focus of 

the analysis was to ascertain the comparabi lity of the two samples. The Mann- Whitney U test 

was also used . Their mean ranks were compared for each of the three tests given. A null 

hypothesis was proposed stating that there would be no difference in the performance between 

the two groups of candidates. 

Results 

As shown in Table 6.3 the p value in Test 2 was higher than 0.05, the results indicated no 

significant difference . In other words, the results failed to reject the null hypothesis for Test 2 . 

For Test 1 and Test 3, the p values were lower than 0.05. Test 1 had a p value of .007 and Test 
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3 had a p value of .000. According to the results of the Mann-Whitney U test for these two tests , 

there was a significant difference between the tv.ro means (traditional and RPL means) in favour 

of the RPL group. 

Table 6.3 : Test scores of both groups in Institution C 

Mann- Whitney Test Ranks 

ACCESS ROUTE N Mean 

TEST 1 Traditional 21 13.48 

RPL Group 11 22.27 

Total 32 

TEST 2 Traditional 21 14 .64 

RPL Group 11 20.05 

Total 32 

TEST 3 Traditional 21 12 ,36 

RPL Group 11 24.31 

Total 32 
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6.5.4 A cross case analysis of Product evaluation 

6.5.4.1 Candidates' petformance 

In all three institutions, the performance of the candidates who accessed nursing programs via 

the RPL route were comparable to those who accessed programmes through traditional routes. 

In Institutions Band C, the test scores for the RPL candidates were higher in all three tests. 

Candidates ' problems: 

The candidates, especially those froni Institution C, expressed problems during their clinical 

accompaniment. The preceptors continued to supervise them on competencies for enrolled 

nurses and not on those for professional nurses. In other words these candidates lacked 

adequate exposure to clinical competencies relevant to the program they were following. This 

was due to lack of communication between the lecturers and the preceptors. This problem was 

discussed with lecturers together with the service managers from their placement areas and 

was later resolved . RPL candidates from the other two institutions were better off since they 

were already enrolled nurses and once in the access programs they received adequate support 

from their colleagues as well as their preceptors. 

Lecturers' problems! concerns 

The lecturers in the different access programs, reported no problems with regard to the RPL 

candidates' performance. The lecturers all reported that the candidates had settled in well into 

the program. In fact, some lecturers could not identify which of their students were from the 

RPL project. 
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6.5.5 Summary of the product evaluation 

According to the results, there were no significant differences in the performances of both 

groups of candidates. Once into the selected programs, the RPL candidates continued to 

perform as well as the traditional entrants. In fact , the RPL candidates performed better than the 

traditional entrants in some tests. For instance in Institution A, the RPL candidates had higher 

mean scores in the last two tests (See Table 6.1). According to the Mann Whitney U test, for 

Institution A, the null hypothesis for test 3 was rejected in favour of the RPL candidates. The 

mean score for the RPL group was 38.19 while that of the traditional group was 19.72. In 

Institution C, the RPL group had higher mean scores in all three tests. As in Institution A, there 

was a significant difference in test 3 in favour of the RPL group (See Table 6 .3). The following 

reasons may be attributed to the higher scores for the RPL group: 

(a)The process of RPL, which encourages self·directedness, might have benefited the RPL 

candidates. The reflection process could have motivated the candidates to take control of their 

learning process. 

(b)The RPL candidates were selected from a pool of people who had waited a long time for 

training , and therefore may have been more enthusiastic. Once in the programs this group 

(RPL) seized the long awaited opportunity for continuing education . 

(c) The traditional entrants may have been over confident of themselves because they 'met the 

entrance criteria , and they became more relaxed than the RPL candidates. 

The null hypothesis that there would be no difference between the two groups was not rejected 

for the first tests only but for successive tests. It was rejected in favour of the RPL group. 
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The positive results of the RPL candidates confirmed those from other studies (Freers 1994: 

Pearson 2000; Portier et al 1999) all conducted studies to evaluate the effectiveness of prior 

learning assessment to the students' progress and persistence in advanced programs. 

According to these studies, students from RPL programs progressed at a faster rate than those 

from traditional routes of entry. 

6.6 CONCLUSION 

In this chapter, the results of the study have been presented. The presentation was based on 

the conceptual model used for data collection. The RPL guidelines that were developed by the 

SANC's EDCO were used as the basis to implement the model, therefore the focus of the 

analysis was on whether the guidelines had been followed or not. The focus was also on the 

alternative steps that were used by each institution where guidelines were difficult to implement. 

Problems that were identified during the implementation and testing of the model were also 

presented. Each institution followed as dosely as possible the RPL guidelines and each 

institution had problems unique to its own context. The different phases of evaluation resulted in 

the refining of the RPL guidelines and hence the shaping of the RPL system. The next chapter 

will explore the findings in light of how the different phases of evaluation formulated , refined and 

shaped the RPL system. Thereafter the emerging RPL system is presented. 
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CHAPTER 7 

DISCUSSION, RECOMMENDATIONS AND CONCLUSIONS 

7.1 INTRODUCTION 

The purpose of evaluation research is to seek answers to particular questions and the goal of 

evaluation research is to evaluate the success or the effectiveness of a particular phenomenon. 

According to Denzin and Uncoln (1998), the results of evaluation should provide practical 

knowledge, which has been empirically justified, about the worth of a particular phenomenon. 

For the present study, the RPL system needed to be tested in an attempt to judge its worth . The 

purpose of the study will be used as a basis in reporting the findings . The purpose of the study 

was to develop and test an appropriate model for implementation of RPL that could be used for 

nurses who followed certain programs of training other than the Comprehensive Basic Nursing 

Program. The study adopted a multi phase decision~oriented evaluation research design for 

which Stuffelbeam's educational evaluation model was used to guide data collection and 

analysis. The research questions were incorporated under each evaluation phase according to 

the model. The findings are presented under the different phases of evaluation , although the 

purpose of the study forms the main focus of the discussion. 

7.2 DISCUSSION ON THE RPL IMPLEMENTATION MODEL DEVELOPMENT 

The basis of the RPL implementation model development was current policies which regarded 

RPL as intrinsic to transformation of the higher education system. These policies were 

presented in chapter five as guiding frameworks. 
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7.2.1 Change or redress was the point of departure 

In South Africa, redress is the point of departure for any policy on transformation . For the 

Education Committee members, redress meant that the nursing profession had to be reflective 

of transformation . In the education and training of nurses, this change was to be achieved by a 

system that is more adult learner friendly , more sensitive to the needs of those learners from 

historically disadvantaged groups of the society. In Chapter two a background of the education 

and training system for nurses in South Africa was discussed. It is against this background that 

the policy makers have to ensure redress. This redress would afford access to Black nurses 

who were previously denied because they failed to meet the entry criteria . Redress would also 

mean that while affording them access, the system becomes sensitive to their conditions and 

their needs. For instance the issue of language , and that of the context under which knowledge 

was constructed would be considered. These needs formed the basis of the discussions 

between tne policy makers and the stakeholders. The concems raised by the stakeholders were 

all rooted in redress. The stakeholders wanted to ensure that the model served this main 

objective of implementing RPL in the education and training of nurses in this country. 

7.2.2 An eclectic approach used 

The approach used to develop the RPL system was an eclectic one where the strengths of both 

the competency based , the developmental and the process based approaches were combined . 

From the developmental approach concepts like equality and growth were used in developing 

the guidelines. From the competency based approach, concepts like objectivity, quality and 

competence were also incorporated during the guidelines development. From the process 

based model , process was regarded as an important strategy in implementing the RPL model. 

183 



These new concepts formed the basis for the development of the model. 

7.2.3 Collaborative decision making 

The success of any innovation depends on the way that innovation is introduced or 

disseminated to the implementers. As was mentioned in Chapter tvro, change is a process 

which is aimed at development. During the planning stage of any innovation , experts gather to 

brainstorm ideas on how best to introduce the innovation. This was an important stage in the 

development of the model since its acceptance would depend on how the stakeholders 

perceived it. In Chapter two the problem of 'tissue rejection ' when change was not properly 

disseminated to all those involved was discussed. 

7.2.4 The context was used as a basis for development 

During the development of the system, the uniqueness of the South African context of RPL was 

taken into consideration . This issue of context influenced the purpose of RPL in the country. 

Context also influenced the policy makers and the stakeholders during the development of the 

guidelines. The choice of an eclectic approach to RPL implementation was an indication that 

the decision makers were concemed about the context in which the system would be 

implemented. The contributions made by the stake holders also highlighted the importance of 

context consideration when implementing RPL . 
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7.2.5 Standards formed the basis for the RPL system 

During the development of the system, maintenance of standards was regarded as an important 

aspect of the system. The policy makers formulated standards which were translated into 

guidelines which were to be used by institutions implementing RPL. 

7.3 DISCUSSION ON THE IMPLEMENTATION OF THE MODEL 

7.3.1 Institutional policy development 

The importance of context was also highlighted during the implementation of the model 

development. The three institutions while using the guidelines to formulate policies , took into 

consideration issues that were important in their own specific contexts , where certain aspects of 

the guidelines were not adequately covered in the policy documents. For instance, the issues of 

g RPL practices caused a problem. According to the results , the RPL committees felt that, if the 

RPL pilot projects were made available to all individuals , they would attract large numbers of 

candidates and this might deplete service delivery to patients. 

7.3.1.1 Cost analysis 

The two institutions that did not charge any fees for the pilot project (Institutions A and 8), 

proposed that for future implementations they would charge R300.00 per level or year of training 

since that would be the equivalent to the fees paid by the normal entry learners. Although this 

was in line with the RPL guidelines, charging such low fees might have negative effects on the 

quality of the RPL program offered by the institution. The amount of work involved and the 
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possibility of large numbers in the RPL program would make it impossible to run effectively. 

Institution C charged R2000.00 per candidate for the whole program. According to the budget in 

Annexure 12, even this fee did not cover the cost, although the fact that a special arrangement 

was made by this institution for the RPL candidates to spread the fee over two years without 

any interest charged . The fact that the other two institutions did not do a cost analysis of the 

RPL programme limits the effective implementation of the 'fee' aspect of the RPL guidelines 

since there were no comparisons among the three institution. This has implications for future 

RPL implementations in the public service sector. The concerns of the nurse educators about 

the increased workload may further aggravate the problem of making RPL programs available in 

the absence of realistic fee structures. This concern may be an inhibiting factor to the whole 

RPL process. Clark, Ivanistkaya and Goodwin (2000) in their RPL cost analysis study, warned 

against implementation of RPL practices based on estimated budget. According to them, the 

reality of costs involved during implementation might lead to problems that might affect the 

credibility of the RPL program. 

That institutions A and B felt that for future RPL implementations they would charge only 

R300.00 is unrealistic. One would argue therefore that , institutions should consid~r carefully the 

cost involved in RPL implementation. ACCfJrding to the guidelines, fees should be determined by 

the service provided . The advisors expressed the view that helping the RPL candidate was a 

very challenging task. The problems experienced by the institutions concerning the involvement 

of subject specialists are further indications that personnel felt that RPL implementation 

increased their workload. Nursing education institutions might need to consider carefully the 

costing of future RPL implementation . Given the lack of funds to employ more personnel, 
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institutions might have to consider the alternative of group approach to RPL implementation as 

was done by Institution C. The fact that candidates at Institution C performed as well as those 

from institutions A and 8 points out to the value of peer support that can be offered by members 

of the group to one another. This group approach could also prevent the sense of isolation that 

was felt by the candidates from the other two institutions. 

7.3.2 Reflection as a process of learning 

Reflection as a process of learning is an important component of the developmental approach to 

RPl. The traditional view puts more emphasis on book knowledge or content learnt during class 

sessions and thereby underplays the role of previous experience. During the system 

implementation, the step of reflection could not be accommodated easily by Institution A. At 

Institution A, the candidates received minimal support and guidance from the advisors, and then 

only when they requested help. The advisors emphasized the fact that candidates had to 

demonstrate ability for self-directedness during the process. In institution A , if RPL practices 

were to be successful , candidates had to' fit' into existing structures with minimal adjustments 

made by the institution. In other word RPL implementation was embraced only if it did not 

change the status quo. Rogers (1983), asserts that getting an innovation accepted, even when it 

has obvious advantages, is very difficult as the innovation may not be compatible with existing 

values and the previous experience of those affected by change in the system. Nurse 

educators , are challenged by RPL to rethink their educational value and, though some might 

have embraced the idea, there remained elements of resistance. This res istance was not 

surprising since, during the model development, the nurse educators had expressed concern 

about the integrated nature of the Basic Nursing Program and they did not see how the RPL 
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candidates could be accommodated in this program. This concern was probably due to the 

traditional approach to teaching and learning that many nursing education institutions still use. 

This traditional approach focuses more on the content to be covered than the process of 

learning and does not work with modules or units , but with large volumes of content taught 

during the year. This concern was also raised in a study to introduce RPL in the Open University 

in Britain, which was conducted by Butterworths and Edwards in 1999.Amongst the problems 

identified, was that of support during the initial stages of preparation for assessment. According 

to them, the RPL candidate required a great deal of support during the initial stages of 

assessment especially with the process of reflection. 

Gawe (1999) also cautioned educators about the threat presented by RPL to academic 

standards . Unlike Gawe, Michelson (1996) argued that RPL specific assessment instruments 

were required because if prior learning assessments were based on the western academic 

assumptions about objective, universal knowledge, problems were bound to occur. Michelson 

noted that educators are challenged to change their value systems about the form of knowledge 

known as the academic curriculum because this fonn of knowledge attached importance to 

some knowledge and viewed other forms of knowledge as unimportant. RPL challenges the 

only kind of power academics tend to have, which is what counts as knowledge and how that 

knowledge should be demonstrated. According to Michelson, educators need to enter into the 

discourse of the worker who may be their new learner and understand the form of knowledge 

from the worker's perspective. In this way, through RPL the curriculum could be informed. In her 

words: 

We have a lot invested in the gate~keeping function of the university. Some of that investment ;s 
the loyalty to honourable traditions of thoughtfulness and learning. But some of it is 
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defensiveness, a wish to hold our social privilege and our own comfortable habits of mind. Our 
challenge in learning is to tell the difference between the two (Michelson , 2000 :31) . 

One would therefore appreciate the reasoning behind the model of the First Nations Technical 

Institute that required that programs 'fit into the candidates' needs and not the candidates into 

the requirements of the programs. This developmental approach to RPL would seem to 

challenge educators to redes ign their programs in such a way that they are flexible enough to 

allow for access at different levels. For them, leaming is conservative, abstract and not easily 

transferable to real life situations, although learners are being prepared for real life practice. 

7.3.3 Resistance to change observed 

The problems associated with innovation were briefly discussed in chapter two. When the ideals 

of the central planners are not accepted by those who are expected to implement them, this 

may result·in the rejection of the innovation by those who are the implementers. In all three 

institutions, the RPL committees decided that subject specialists should be used for helping 

candidates in preparation for assessment with regard to the gaps in knowledge that were 

identified. This proved difficult to implement because the subject specialists were not part of 

those decisions. This difficulty ra ises the question of involving people during all the steps, 

especially during planning . In a study to examine the factors related to the acceptance of prior 

learning assessments, Wolf found that among other reasons, lack of clarity of duties and job 

descriptions for those involved led to problems and hence lack of acceptance by personnel 

(Wolf 1996; 167). Since the subject specialists were not involved during the orientation, they 

saw RPL as an imposition on their already heavy workloads. The subject specialists , over and 

above giving advice and guidance to the candidates, had to accommodate the RPL candidates 
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during lectures. According to one of them: We had to cater for this group of students. who were 

at times reluctant to do their share of the work .. Since the study focused on the generalist levels, 

the advisors were able to resolve the problem themselves by giving the support that candidates 

needed . Sach (1980) also argued that all members should be involved during planning and not 

just during implementation. 

For future RPL implementations, especially for the post basic nursing programmes , the subject 

specialist role will be an important one, because the RPL advisors might not be competent in all 

disciplines. Nursing education institutions would have to consider carefully the involvement of all 

personnel during the planning. It would also be advisable to ensure that RPL is part of the 

mainstream work of each institution and not treated as a separate process. 

7.3.4 Portfolio assessment was a problem 

The problem that was identified during assessment was the difficulty of authenticating the 

evidence brought forward for portfolio assessments , which was a general problem in all three 

institutions. This problem was caused by inexperience and probably inadequate information 

given to the people who validated the candidates' evidences. It appears that the RPL advisors 

did not give clear guidelines to the candidates about authenticating evidence. In all three 

institutions, the moderators commented on the lack of authenticity in the evidence collected. In 

spite of this drawback, the institutions all used portfolio assisted assessment ensured a 

balanced assessment. Institutions will have to consider carefully the importance of quality 

standards during portfolio assessment. More in-service training on portfolio development and 

assessment will be necessary. It might also be useful to develop written guidelines for people 

190 



approached to provide evidence, to ensure that they fully understand what is required. 

According to Koenig and Wolfson (1994), although portfolio assessment work best for those 

disciplines with a practice base, of all the assessment methods, portfolio assessment attracted 

the most resistance . It would appear therefore that, for nursing, because it is also practice 

based , the portfolio should be considered as an important method of assessment. 

7.3.5. Multiple assessment methods used as 'surveillance' 

In all three institutions multiple assessment methods were used . While this may have been good 

in terms of enhancing the validity of assessment, one might argue that from a developmental 

perspective, the use of multiple methods of assessment will be viewed as a gate keeping 

measure. For South African RPL candidates, while assessment methods used should be 

relevant to the competences being assessed, care should be taken that their selection is done 

in consideration of the context as a source of prior knowledge. For instance, in Institutions A and 

C, the use of the OSCE as a method of assessment was not justifiable given that the RPL 

candidates had never been exposed to this method during their training. 

Problems with RPL assessment were also reported by Butterworths and Edwards (1992) in their 

study. According to the results , discrepancies were identified between the results of the 

assessors and those of the advisors or counsellors. The South African institutions that have 

experimented with RPL have also reported problems during assessment. Unlike the problems 

identified in the present study, the problems identified in other institutions ranged from 

inappropriate methods of assessment to inappropriate standards of assessment as well as the 

lack of experience of people involved during assessment ( Butterworth 1992; Gawe 1999; Valla 
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1999). For the present study, during the development phase , stakeholders were unanimous 

about the fact that only people who were qualified educators should be involved during 

assessment. 

7.3.1.6 Access was achieved 

According to Tables 6.1, 6,2 and 6.3 which contain the assessment results from all the 

institutions, all candidates were successful during the assessment and accessed the programs 

they aimed for. The nurse educators involved in the study, like most researchers from the 

United States of America, have all reported positive results of the candidates after assessment. 

Students gain academic and organisational skills through the portfolio development process 

(Freers 1994; Dagavarian and Waiters 2000). These results confirmed Keeton 's (1993) 

assertion about the relationship between an adult's previous experience and the manner the 

adult processes information . One can argue that the process of reflection is a necessary step for 

prior learning assessment. 

It was also observed that in all three institutions , candidates scored higher in the assessment of 

their cl inical competencies than in other forms of assessment. The reason for higher clinical 

scores may be attributed to the practical nature of the curriculum for the enrolled nurses and 

also the amount of clinical experience that the candidates possessed . The developmental 

approach used during portfolio development also help the candidates to incorporate old and 

new leaming. This integration was revealed by the fact that candidates did acceptably well in 

the theoretical forms of assessment, since the combined mean scores in all the three institutions 

were above 50 per cent. Portier, Stanley and Wagemans (1995) in their study to ascertain the 
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effects of prior knowledge in enhancing the students ' learning process also revealed that prior 

knowledge was more pronounced in behavioural dimensions than in knowledge dimensions. 

According to these authors , and others ( Freers 1994; Pearson 2000 ) the developmental 

approach used during portfolio development contributed to this high performance in clinical 

skills. Although the RPL candidates scored higher marks in clinical assessment compa red with 

the other forms of assessments that should not be interpreted to mean that the candidates did 

not possess the capacity to improve in their cognitive abilities. In fact, the RPL candidates 

continued to perform better than the others who were in the same programs. The results of the 

implementation process in all the three institutions revealed that previous learning can be 

recognised and with adequate advice and support, RPL candidates can successfully identify, 

analyse and submit evidence of previous learning from experience for assessment. The results 

also revealed that with support, candidates can learn new skills to make up for the deficits in 

their prior learning. 

7.3.7 Some candidates dropped out of the pilot project. 

In institution B five students dropped out, immediately after the orientation week. Two 

candidates said that they planned to leave the service and therefore could not continue with the 

program. The other three said that they were overwhelmed by the amount of work and owing to 

other commitments they were not ready to commence the program. This lack of readiness was 

also due to the fact that the pilot project was not marketed according to the guidelines . Service 

managers selected candidates from their lists without proper consultation to find out if they were 

interested in further training at this time. Adequate in formation will have to be made available for 

applicants before registration. For future RPL implementation, institutions will have to conduct 
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pre-selection interviews to ensure that people selected are well informed about the whole 

process of RPl. 

The implementation phase aimed at testing the effectiveness of the RPL system by measuring 

the extent to which the institutions selected could successfully implement the guidelines 

formulated by the policy makers and the stake holders. 

In summary, the implementation phase shaped or refined the proposed RPL system in several 

ways. The guidelines were used mainly as surveillance rather than developing the adult learner. 

The three institutions placed too much value on protecting their own institutional situations. This 

was revealed by the continuous insistence on the fact that this is a pilot project . Protecting own 

policies was more important than adapting the policies to meet the needs of the RPL candidate. 

In some institutions candidates had to attend the sessions during their own time. This may be 

viewed as an act of resistance to change where the candidate has to fit into the program without 

any attempt by the institution to make programs flexible enough to meet the needs of the mature 

adults 

7.4 THE DESCRIPTION OF THE RPL IMPLEMENTATION MODEL 

The ultimate aim of the model was to guide policy makers and RPL providers in implementing 

RPL in nursing education and training in South Africa. While the development was based on 

other existing RPL approaches, the emerging RPL implementation model was unique and 

eclectic in the sense that it was based on the strengths of both the developmental process, and 

the competence approach. 
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7.4.1 Levels of development 

(a) Tier one: The foundation of the model is the standards set by the pol icy makers (EDGO) and 

refined by the stakeholders. These standards were used as the guidelines to the development 

of the institutional policies that guided the implementation of the RPL process. 

(b)Tier wo: The standards were formulated for each of the steps involved during the RPL 

process. Each standard spelt out what criteria would be used to judge the worth of each step of 

the RPL process from admission to credit granting . 

(c) Tier three: At institutional level the guidelines are used to formulate institutional policy. The 

institutional policy in turn forms the basis for the RPL process in each institution. It usually 

addresses similar categories to the standards. 

(d)Tier four; The RPL provider process is composed of six steps administration ; orientation; 

preparation of the candidate; assessment of evidence; decision making and lastly credit 

granting . 

(e)Tier five : The candidate's process is described in this tier. The candidate applies for RPL; 

receives orientation; engages in the process of reflection ; gathers evidence; submits evidence 

for assessment. The only difference beween Tiers four and five is the role players in each tier. 

(f}Tier 6 : This is the last tier in the model. It describes the route that may be taken by the RPL 

candidate after the results of assessment. 

7.4.2 The description of the various processes in the model 

7.4 .2.1 The provider's process 

Step 1: Administration of RPL( recruitment, selection, administration) 
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This step of the process spans the total process from recruitment to post assessment 

counsel ing . Depending on the avai lability of funds , an administrative officer may have to be 

appointed to ensure the smooth runn ing of the administrative process. The following activities 

are involved during this step: 

• preparation of application forms and an introductory brochure of information. 

management of fees paid by candidates and recording such fee payments accurately. 

• maintenance of records of the advising done , 

• maintenance of assessment records of candidates, kept in individual candidate's files , 

• keeping record of prospective candidates, 

• communication between prospective candidates and RPL advisors, 

All queries regarding the RPL program should be handled by the administration officer and 

therefore direct telephone access is important . 

Selection of candidates is done according to predetermined criteria . The fact that the candidate 

may have followed a different program with a different curriculum needs to be considered . 

Accord ing to the results of the study, service managers were involved in the selection of 

candidates. This helped during the release time of candidates to schedule apPointments and to 

attend sessions with the RPL advisors. For future RPL implementations, nurse educators wilt 

have to ensure that they do not lose control with regard to the selection of candidates for RPL 

programs. What needs to be emphasized is collaboration among the different stake holders 

during the process of implementation. If this is not done, the nurse education institutions may be 

providing the type of RPL that works against its goal, which is access. 
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Step 2:0rientation 

This involves giving candidates an opportunity for direct interaction with the providers. This is 

done to ensure that all the candidates' concerns, queries, questions and anxieties about the 

RPL process are addressed in an informal non-threatening environment. This may take the fonn 

of a workshop, depending on the size of the group or it may take the fonn of interviews. 

During orientation: 

• The candidates are given all the necessary information about the RPL system. This 

should include orientation to the whole process ahead . 

• The candidates are assisted with planning for attainment of personal action plans 

according to the exit level outcomes of the specific program. 

• Candidates may also have to be orientated to the different assessment methods that will 

be used. 

This orientation allows candidates to plan their own RPL bid and make informed decisions about 

their chances for success, and their need for assistance. 

Step 3:Preparation of the candidate for assessment 

For the advisor, this is a mo-fold task, since it involves helping the candidate to identify previous 

learning from experience and also to identify gaps in knowledge based on the exit level 

outcomes of the specific course that the candidate is challenging . During this stage: 

• The RPL advisor helps the candidate to identify and describe previous experience in 

relation to the outcomes s/he is bidding for. 
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• Through reflection, the candidate is able to analyse and isolate those incidents where it 

seemed that experience resulted in leaming. 

• Through the guidance and support of the advisor, the candidate begins to match 

previous learning with the particular programme's specific or exit level outcomes. 

• RPL advisors need to offer support and guidance to the candidates during the reflection 

step. Psychological support may be necessary since reflection sometimes opens up old 

wounds. 

• There are two outcomes of the reflection process, (a) gaps in knowledge may be 

identified and (b) previous learning from experience. If gaps were identified , available 

options to fill in the gaps are analysed and a deCision is taken. 

• If previous learning is identified , evidence is collected to prove that learning took place 

and a portfolio is developed to support the claim being made. 

• The candidate identifies strategies for filling in of the gaps or to collect evidence of 

previous learning. For example, to fill in the gaps, the advisor may suggest more 

reading, more consultation, working or hel she may give the candidate a project or 

assignment. 

• The candidate is also assisted with writing of learning statements so as to ensure that 

they are easily measurable against the exit level outcomes of the particular programme 

being challenged. 

Adequate support and guidance is also needed because the candidate may experience 

problem/ difficulties with evidence gathering from previous employers 
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Step 4 : Assessment 

This step involves the assessment of old and new learning , that is assessment of evidence 

brought forward to qualify for previous learning as well as assessment of whether gaps in 

knowledge have been successfully filled. This usually takes the form of portfolio assessment. If 

a portfolio is used for assessment, the following should be considered : 

• Currency of the evidence brought forward: is evidence up to date and relevant to the 

outcomes or competencies of the particular program? 

• Validity of the evidence: is the assessment based upon the required outcome or 

competencies and their associated criteria? 

• Sufficiency of the evidence: is the evidence sufficient to meet all the criteria within each 

specified exit level outcome? 

• Authenticity of the evidence: Can evidence be directly attributed to the candidate? 

Triangulation of assessment may also be used where the assessor decides that more forms of 

assessment are necessary, over and above the portfolio assessment. These may take the form 

of written examinations, oral examination , interviews, case studies or practical examinations. 

Whatever assessment method is used it will have to be based on the standards for assessment 

as laid down by the RPL committee as well as on the relevant outcomes of the program being 

challenged . 

Step 5 : Decisions about credit granting 

The assessor makes a recommendation to the RPL committee based on the assessment 

results. The results of the assessment must be moderated before a decision is taken whether to 

grant credit or not. The RPL committee will make this decision. The results will be 
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communicated to the candidate within 30 days of assessmen t. 

Step 6: Credit granting 

The RPL committee may recommend that the candidate proceed to an advanced level of 

education or recommend that an additional qualificationl credit be granted . If access into a 

programme at an advanced level is given , the candidate will still have to make the necessary 

application for admission into that program. Succeeding in an RPL bid does not guarantee 

access to any program. 

7.4 .2.2.The candidate's process 

Step 1:Application 

The candidate's obligations during the process of RPL are as follows: 

• The candidate makes contact with the Institution providing RPL by application and filling 

in the necessary documentation and providing the institution with all the required 

documents. 

• The candidate will have enquired about the fees payable before commencement of the 

process and will make the necessary arrangements for payment of fees. 

• The candidate will have to make enquiries about the type/s of RPL available from the 

particular institution and then select the type he/she wishes to register for. 

Candidates can expect the following from the provider: 

• Adequate information about the available options for RPL; 

• Assistance with the registration process; 
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• Career guidance by the RPL officer, should this be necessary. 

Step 2: Orientation 

This is a very important step for the candidate since it is during this contact that all queries will 

be attended to. 

The candidate 's responsibilities during this step: 

• Attendance during orientation is compulsory. 

• Candidates will have to make sure that their action plans are realistic and feasible . 

• An agreement on how the candidates and the advisors will meet will also be made. 

Candidates can expect the following: 

• All the necessary information about the R PL system will be provided. This should include 

orientation to the whole process ahead. 

• Assistance with planning for attainment of personal action plans according to the exit 

level outcomes of the specific programs will be given. 

• Information will be given about the different assessment methods that will be used . 

Step 3: Reflection on previous learning 

The candidate wishing to submit a claim for RPL should first engage in systematic reflection on 

previous experience. Through reflection: 

• The candidate is able to analyse and isolate those incidents where it seemed that 

experience resulted in learning. It is important for the candidate to make clear and 

unambiguous statements, as this will facilitate matching of the previous learning with the 

exit level outcomes of the particular program. 
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• Convert the statements about previous learning into prepositionalleaming statements. 

• The candidate begins to match the previous leaming with the particular program's 

specific or exit level outcomes. 

• During reflection , gaps in knowledge will also be identified . 

During this step the candidate can expect the following from the provider. . 

• Assistance with identification of strategies for filling in of the gaps; 

• Assistance with the writing of learning statements so as to ensure that they are easily 

measurable against the exit level outcomes of the particular program; 

• Adequate support and guidance throughout the process of reflection. 

Step4: Preparation for assessment 

This step involves evidence collection for previous learning and filling -in of gaps in knowledge. 

Whatever claim is made should be supported by evidence. There should be a direct connection 

between the claim being made and the evidence collected . This step involves the development 

of the portfolio with the assistance of the advisor. The candidate identifies strategies for filling in 

gaps with the help of the advisor. 

• The candidate has to write leaming statements so as to ensure that they are easily 

measurable against the exit level outcomes of the particular programme being 

challenged. 

• The candidate also has to collect and assemble evidence in preparation for submission. 

Step 5: Submitting evidence for assessment 

This is the assessment of the evidence submitted in the form of a portfolio. The assessor may 
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decide whether more forms of assessment are necessary , over and above the portfolio 

assessment. These may take the form of written examinations , oral examination , interviews, 

case studies or practical examinations. Whatever assessment method is used it will have to be 

based on the standards for assessment as laid down by the RPL committee as well as on the 

relevant outcomes of the programme being challenged . 

(See Figure 7.1 for the diagrammatic presentation of the RPL implementation model). 

7.5 PRESENTATION OF THE MODEL FOR RPL IMPLEMENTATION 

The model that emerged is process-oriented and competence-focused . In Chapter 2 the 

characteristics of a processes were discussed and all these can be clearly distinguished in the 

model that emerged: 

7.5.1 Basic assumptions of the RPL system 

During the system development, the policy makers held these values with regard to what the 

purpose and the process of RPL implementation should be: 

(a) Learning takes place anywhere and everywhere, and therefore regardless of its site, 

relevant learning should be recognised and accredited . 

(b) RPL is based on the notion that how people learn and have learnt should be recognised 

and used to help them progress as learners, therefore RPL should lead to both personal 

and professional development of the individualleamer. This development in turn should 

lead to the social transformation of the whole society. 
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(c) Since prior learning cannot be recognised before it is assessed and because not all prior 

experience leads to learning, it is important to design mechanisms carefully to identity, 

verify and assess prior leaming before crediting it. 

(d) Prior learning encompasses experiential , non-formal, formal certificated and non

certificated learning. 

(e) Recognition of prior learning practices should be part of the mainstream of all education 

and training programs and should not be viewed as a separate activity . 

(t) Recognition of Prior Learning practices should reflect transformation and therefore all 

RPL practices should ensure that access, progression and portability of credits are 

afforded. 

7.5.2 Purposes and uses of the model 

The model provides a practical and pragmatic way for users: 

1. to identify the standards that will be used as the basis for the implementation of the RPL 

process; 

2. to identify the different components of the guidelines or standards, for example the 

administrative, process, assessment, and quality assurance standards; 

3. to recognize and understand the process that is involved during RPL implementation : 

4 . to make use of feedback loops to allow for evaluation of each step before commencing 

with the next step. In this way, the model allows fo r built in quality assurance . 
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7.5.3 Characteristics of the model: 

1. Simplicity : the steps are easy to follow and are easily understood by users. 

2. The duration of the process is short: if the process is too long the candidates may lose 

motivation. 

3. Cost effectiveness, since candidates will pay only for services received. The fact that 

advisors receive adequate training helps the candidate to get value for their money. 

4. The model also provides a pragmatic approach for the users because of its built· in 

flexibility. Providers are able to consider their own specific contexts, while following the 

steps to ensure that the implementation process works best for their own context. 

7.6 THE THEORETICAL CONCEPTS AND THEIR RELATIONAL STATEMENTS 

7.6.1 Context 

Context in this study was the boundary or the environmental factors that influenced the 

development of the RPL model. These were the political , economical and educational factors . In 

other words, changes from these boundaries influenced the development of the model. It was 

important therefore, during the development phase, for the policy makers to determine the 

circumstances that were prevailing during the model development. Context was therefore 

directly linked with all the other concepts in the model because it gave the perspective of how 

each of the concepts were understood. For change to take place , there must conditions in the 

environment that impact on the functioning of the system. The guiding frameworks discussed in 

Chapter 5, were the driving forces in the environment of the nursing education system which 
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necessitated the change that led to the model development. Context, therefore was the main 

source of change. 

7.6.2 Change 

Change is a process occurring over time and is directed towards a goal. Change leads to 

development. For successful implementation of change or innovation , those that are to be 

affected by the innovation should form part of the planning and decision making about how best 

to implement the innovation. Identification of those who are to be affected by the innovation is 

therefore important. For this particular project it was important during the development phase to 

involve all the stakeholders who were to be affected by the implementation of the RPL model. 

In the sense that the concept is used in the study it means transformation . Collaboration is 

therefore necessary for any innovation to succeed . Policy makers initia te change (EDGO) and 

communicafe this change to the stakeholders. Stakeholders should have an input into the 

process the innovation should take. 

Relational statement 

This positive-ness helped in disputing the profession's traditional view of the Council's 

approach to implementation of change as being top down. The stake holder involvement during 

the development helped to allay this fear. 

The positive attitude shown by the South African Nursing Council's Education Committee 

towards the development of the model, as well as that shown by the various stake holders 

revealed a sense of ownership of the model by the profession 
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The above statements provide a relationship between the role players in any change situation. 

They also highlight the relationship of the concept to others like decision making , stakeholders 

and to knowledge. 

7.6.3 Knowledge 

In South Africa , the discourse about knowledge and standards is riven by different concerns 

from the different conceptions about the nature and value of knowledge. While the educators 

question the value of experientially acquired knowledge , they are challenged by the demands of 

demonstrated knowledge required by the outcomes based philosophy of education that the 

country has accepted . Learning in higher education institutions is often abstract, conservative 

and not easily transferable. In the South African context , language plays an important role in 

determining the existence or non existence of knowledge. For instance there is a difference 

between academic language (discourse) and ordinary language . Knowledge is also culturally 

and contextually bound . For the South African RPL candidate, previous experience may be 

inextricably linked to unfair discrimination, and therefore, revisiting these experiences may lead 

to opening up of old wounds. This is the situated-ness of knowledge in the South African 

context. These candidates would therefore require understanding and patience as well as 

counselling as they revisit their prior knowledge. 

Relational statements: 

Nurse educators were concerned about the integrated nature of the basic nursing programs. 

Organized labour was concerned about the assessment as well as the exploitation of the 

candidate . 

Purpose 
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The purpose of the above statements was to show the different conceptions about what count 

as knowledge by the different stakeholders. 

7.6.4 Decision making: 

A decision situation exists when two or more objects need to be distinguished from each other. 

When the answer to one question lies between two or more than two alternatives, a decision 

situation exists. UsuaJly when change is imminent, the policy makers are faced with a situation 

where they have to make a decision . This is especially true if change affects one part of the 

system for adjustments have to be made for the smooth functioning of the whole system. It is for 

this reason that decision makers place their decisions on their values and the goals. These 

values and goals present the ideal situation which they then use as criteria to measure the 

decisions taken. The process of selecting one best solution among alternate solutions is based 

on knowledge or experience. For the present study, it was important in developing the RPL 

model to first identify the decision makers since it is they who would be in a position to 

detennine what is of value for the nursing profession . For decisions to be implemented, 

however, those who stand to be affected by the decisions should form part of the decision 

making process. 

Relational statements 

All the stakeholders were represented in all the three regions. 

This representation was important since the project sought a collaborative approach to RPL 

implementation. 

Participants were willing to respect the opinions of others. whilst explaining their differing points 

of view about what shape the model was supposed to take. 

208 



There was free communication and information sharing. 

Nurse educators raised concerns about how the RPL guidelines were to be incorporated, given 

the 'integrated nature of the basic nursing program. 

Organized labour expressed concern about the possibifity of unfair treatment of candidates by 

advisors. Organized labour were also concerned about the quality of the assessment. 

7.6.5 Participants or stakeholders 

As this concept was used in the model, it meant people who took part or who had a share or 

interest in the model development. These were the Education Committee members of the 

South African Nursing Council as policy makers, the nurse educators as providers, the service 

managers and the Department of Health representatives as consumers, organized labour as 

representatives of the nurses and nurses as candidates. From the systems perspective , the 

different parts influence the functioning of the system. For model development too, these 

different participants had different responsibilities that facilitated the successful development of 

the model. F or instance, the advisors helped in preparing the candidates, their contribution 

facilitated the outcomes. 

Relational statements: 

All sectors are involved in the development of the institutional policy. 

The rights of the provider, candidate and community have to be balanced. 

Purpose: 

The purpose of specifying the different categories of participants helps to ensure the adequate 

representativeness of future users. Acceptance of the model by all those who will be affected 
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was the most important function of the concept. Consensus during the model development 

bet\Neen all the participants was another important function of the participants. 

7.S.S Standards 

A standard is the required degree of performance against which action is measured and judged . 

A standard has to be recognised by all users. The decision makers take into consideration what 

they view as the ideal situation which they then use as criterion to measure the decisions taken. 

In other words they set standards against which they evaluate their decisions. In this model, 

standards would be used to protect that which the decision makers regarded as of value to the 

profession, for instance, protection of the RPL candidate against exploitation by providers. 

Standards are also used to protect the quality of the educational program which RPL may be 

used to challenge. Standards would also be used for accreditation of the RPL process. 

Relational statements 

Standards are set to protect the RPL candidate against exploitation by the providers. 

Standards are set to ensure that the quality of the nursing programs is not undermined by the 

RPL process. 

Purpose: 

The purpose of the above relational statements was to inform the providers of RPL about the 

measure against which their activities would be judged by those accrediting such activities, in 

this case the SANC as an ETQA for nursing. It was logical for the Education Committee of the 

South African Nursing Council to develop standards for the providers of nurse education and 

training . The statements contain a descriptive definition of the concept 'standard '. The concepts 
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within these statements are theoretically valid since their meaning was clearly understood by all 

those involved, that is both the policy makers and the stakeholders shared the same meaning 

about the following: what standards are , how exploitation can occur, who the provider is, who 

the candidate is, and the quality of the nursing programme entailed. Both the statements were 

deductively developed as they emerged from the data of the development phase. The 

statements display sufficient relationship between the concept 'standard ' and its uses, namely 

'protection' of both the candidate and the educational programme. The statements show a 

positive relationship between the existence of the standard and the protection of those 

phenomena for which the standards will be used. The statements also show a relationship 

between this concept and other concepts. In essence this concept was a direct outcome of the 

development phase . 

7.6. 7 Policy 

Policy is a course of action to be followed by the users of standards in order to ensure that 

undesired circumstances are prevented. The policy is usually based on the standards. In this 

model, policy statements were developed to describe the course of action to be taken by each 

institu tion in order to ensure that the desired outcomes of the model were achieved given , the 

circumstances prevailing in each institution . 

Relational statements 

The institutional policy is in accordance with the RPL guidelines, and in line with the South 

African Nursing Council's guidelines on policy for RPL implementation. 

Institutional policy forms the basis for all RPL practices in the institution. 

Each institution takes into consideration its own circumstances in formulating the PRL policy. 
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Purpose: 

These statements are useful because they inform the user of the model about important 

considerations to be taken in implementing the model. The model is based on a policy infonned 

by the RPL guidelines and considers the context of the provider. The statements provide a clear 

direction to the model users, for example that the policy is based on guidelines which were 

developed from standards set by the policy makers and the stakeholders jointly. In other words, 

users of the model are clear about the standards that win be used by the policy makers when 

accrediting their RPL schemes. These statements also provide a clear relationship between the 

concept 'policy' and the previous concept 'standard '. The issue of ensuring that the policy is 

based on the guidelines provides the model with built in quality assurance. 

7.S.8 Process 

A process is the operational element of a system which involves a series of actions or steps that 

are taken to ensure that input in the form of energy or information (depending on the form of that 

system) is used for the achievement of the goal of the particular system. According to Bevis 

(1999), a process is the core phenomenon of all human knowledge and activities. As used in the 

model , this concept describes the various activities that are involved during recognition of prior 

learning to ensure that either access into nursing programs or credit for a particular nursing 

program is achieved. A process is a series of acts or progressive change towards an end or a 

goal. Any process is developmental in nature if its goal is change , innovation or improvement of 

the existing nature of a phenomenon. 

Relational statements 

RPL is implemented in a systematic, logical and rational manner. 
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The process is influenced by context-specific issues in each institution. 

Purpose: 

From these statements it becomes evident that the purpose of the concept in the model is to 

ensure that the model was implemented according to the standards or guidelines as set out by 

the policy makers and the stake holders. The second purpose of this concept is to ensure 

flexibility during the implementation of RPL. Where steps are difficult to follow an alternative 

step can be included as long as it shows some relationship and progress between it and the 

other steps of the model. Order1iness during implementation is necessary to ensure that the 

goal of the model is achieved. By using these process statements in the model, the users are 

able to identify problems after each step of the process during implementation and thus provide 

solutions before the end of the process. The feasibility of the model for each provider will be 

measured by the extent of the ease with which the steps in the process are implemented. 

7.6.9 Reflection on previous learning 

During reflection learners are given an opportunity to engage with their previous experiences, 

critically analyze their previous experiences, reformulate them and therefore gain new 

perspectives and new knowledge based on the reflective process. Obviously this may be 

challenging for teachers who still value books, subject matter and class sessions as the only 

sources of learning . 

7.6.10 Access or crediting 

RPL is a means towards an end, which end may be access or granting of credits. 
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Access in the model meant that the RPL candidate gained passage or reached specific 

programs for which RPL was sought. Credit means acknowledgement of merit. This 

acknowledgement will give a value which is equal to that given to acknowledge achievement of 

a unit standard or a qualification. Both these concepts emerged from the basic assumptions of 

RPL, namely that RPL is a means towards an end. The end would be access into specific 

nursing programs or granting a credit. As has been mentioned earlier, any process is directed 

towards a specific goaL All the process steps described under Tiers 4 and 5 are aimed at either 

gaining a credit or access into programs for which RPL has been sought. Widening of access 

for individuals for whom access was previously denied is seen as the major contribution of RPL 

in the South African context. This concept had an influence in the development of the model, 

since all the stake holders involved viewed this increased access as important. That gaining 

access or credits wi ll offer personal or professional development and growth to an individual 

makes the process of RPL an important one. The outcome of the model implementation should 

be consistent with the desired goal. 

7.6.11 Competence 

During the system development, it became evident that competence or outcomes of learning 

were the major focus. This focus was in line with the outcomes-based philosophy of education 

that foms the basis of restructuring of the education system of which nursing education is part. 

The Education Committee also placed va lue on standards maintenance. In South Africa , the 

existence of the National Qualifications Framework, just like the National Vocational 

Qualifications and the National Academic Awards in the United Kingdom and the National 

Qualification Framework. in New Zealand, emphasizes the importance of achievements from 
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learning and therefore assessment forms the basis of these frameworks. According to these 

frameworks, achievement from learning previously obtained is more important than that 

learning . What the individual can do with that learning is what is assessed (Trowler, 1999: 21). 

See Figure 7 .2 for the conceptual framework of the study. 

7.7 LIMITATIONS OF THE STUDY 

7.7.1 Exclusion of non-nurses. 

The study focussed only on candidates who were already in the system and excluded those 

candidates who did not meet the entrance criteria for the basic nursing programme. Because of 

the complexity of the methodology chosen , including this variable of candidates would have 

made the study even more complex. The nurses already in the system had very little to lose jf 

they were unsuccessful after the assessment. For non-nurses the study would have raised their 

expectations and this would have led to negative effects if they were to be unsuccessful. The 

other reason for exduding this category was the absence of the Learning Outcomes for 

matriculation , which during the development phase of the study were still not available from 

SAQA. It would have been interesting to in dude candidates without nursing experience but who 

possessed other experientially obtained learning that could be equated to the learning outcomes 

of the nursing programs. 

7.7.2 Low numbers of candidates involved 

A number of institutions expressed interest in taking part but because they did not meet the 

selection criteria which were drawn up by the evaluative researcher, only three institutions were 
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included. One of the criteria was the fact that these colleges were to be ready to implement the 

process within the time scheduled for the study, and as it turned out local policy implications 

excluded the others. The other criterion was funding . Institutions taking part were to fund the 

travelling and accommodation of their personnel during the Facilitator training workshops. 

7.7.3 The gate-keeping imposed by the strict selection criteria 

While the study sought to find a balance between standards maintenance and opening up 

access for candidates from historically disadvantaged backgrounds, the strict adherence to a 

carefully formulated criterion was viewed as a limitation . For selection , for instance , the two 

institutions who insisted on selecting a candidate with matriculation plus a number of years 

experience revealed an attempt by the academics to protect their standards. Fortunately for the 

target groups selected for the pilot projects, there were more than enough candidates who met 

the criteria. One of the campuses of Institution A, however, did not participate in the pilot project 

because the nurse educators in that campus could not find a suitable candidate . This issue of a 

strict selection criteria may give rise to problems, especially if other target groups are sought, for 

example for specialist levels of training. Nurse educators may be seen as gate keepers of the 

access opportunities that RPL can afford to individuals. 

7.7.4The duration ofthe study 

After RPL assessments, candidates were followed for a specific period of time (six months) 

because of the time schedule. During this period all candidates in all three institutions performed 

well , however this picture might change after some time, it would be interesting to see if they 
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continued to perform well at completion of their training. 

7.8 RECOMMENDATIONS 

The recommendations for the different stakeholders will be discussed separately. 

7.8.1 Recommendations for the providers 

7.8,1.1 RPL should be made part of the mainstream functioning of every Nurse Education 

Institution 

Earlier in this chapter, the context of the RPL model was presented . From this context, it is 

evident that in South Africa , RPL has been positioned as the major principle of most recent 

government policies to redress past inequalities. According to Michelson (2000) South Africa 

was the only country that has positioned RPL as a major social imperative. This study, through 

the RPL model developed , revealed the fact that, is possible to implement RPL in a way that 

does not threaten the standards of nursing education. According to the results of the study, the 

problems raised by subject specialists arose because they were not involved during the 

planning of the pilot projects. They saw the RPL program only as an additional workload . For 

future implementation, it is recommended that RPL facilitation be done within the institution by 

one or two staff members depending on the staff complement. In this way, there will be 

cooperation between the staff members because the one who deats with RPL candidates will 

have this responsibility incorporated into his/her workload . Since he/she will however, have to 

liaise dosely with subject experts for assessment or further guidance of the candidate, all 

personnel should be involved from the planning to implementation of the RPL system. 
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According to Havelock, as cited in Kelly (1999) , for an educational innovation, care should be 

taken to dose the gap between the values of the policy makers and those of the implementers 

of the innovation . For effective RPL implementation , all the people who will be involved should 

be part of the decision making process. 

7.8.1.2. Capacity building for all those involved 

According to the results of the study, RPL facilitators felt that, though they were comfortable with 

the advising of the candidate, they were less comfortable with the assessment of the portfolio, 

even after they had received training in RPL facilitation . It is recommended that continuous 

training in the fonn of in-service education should be provided for all those involved . This in 

service training should not focus only on the facititators, but all personnel involved including 

administrative officers, coordinators and facilitators. The study revealed that worKshops as 

methods of in-service training were effective. It is recommended that more wol1<shops should be 

conducted on a continuous basis for all those to be involved in or affected by RPL 

implementation. The following areas should be covered during the in-service training : 

Portfolio development 

Portfolio as an educational tool is relatively new in South Africa; therefore adequate training 

should be given. The following aspects of portfolio development should receive special 

consideration : 

(a) Communication Skills and Interpersonal skills 
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Because RPL will mostly attract adult leamers who may have been out of school for a long 

period , they may not be well versed with academic discourse and therefore will require 

assistance from people with good interpersonal and communication skills. 

(b)The Reflective process 

The results revealed that reflection was one of the problematic aspects of the model 

implementation. More in~service education is therefore necessary to ensure that all those 

involved with the RPL candidate are comfortable with this step of the RPL process. 

(c) Verification of evidence brought forward for assessment 

The results revealed that verifying the evidence brought forward by the candidates was another 

problem for the advisors and assessors. Tools to verify or validate evidence may need to be 

developed by the providers. More training in this regard is necessary. 

The strengths of the portfolio during prior leaming assessments cannot be overemphasized 

(Freers 1994; Koenig and Wolfson1994; Pearson 2000). The importance of training for those 

involved was also recommended by Lugg (1997) ; Michelson (1996) ; and Thomas (1989). 

According to these authors, adequate training for assessors would ensure the credibility of such 

assessments. 

7.8.1.3 Outsourcing of RPL systems, especially for institutions in the public sector 

The difficulty of implementing RPL in a cost effective way in public sector institutions can be 

addressed by these institutions making agreements or contracting with institutions like 

universities or technikons to conduct RPL for their candidates. The smaller institutions like 

nursing schools and nursing colleges, may also use the services of the bigger institutions like 
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the universities for implementing the advisory and assessment components of their RPL 

policies. The National Union of Mineworkers also experienced a costing problem in their RPL 

project to assess members at ABET Levels 1-3. They had to reduce the numbers of its 

members who qualified for inclusion in the project drastically from 16000 to 7,591 ( COSATU 

2000:15). The project leaders realized that the cost of implementing RPL was a huge challenge . 

The assessment was therefore outsourced to academic institutions since there was not enough 

money to train assessors. 

7.8. 2 Recommendations for the nursing service 

7.8.2.1 Joint ventures between service and higher education institutions 

This means active partnerships between employers, labour, government and education sector. 

According to the results of the study, costing of the RPL process was a problem. It is 

recommended that the service sector enter into joint agreements with such institutions as 

universities and technikons for implementing RPL . These higher education institutions have the 

expertise and the capacity to ensure quality assessments. Those nursing education institutions 

that fall under the service sector can also benefit through such joint agreements. Leamers can 

progress from the nursing colleges and transfer of their credits can be made possible through 

RPL. In Canada, RPL has been widely offered through such joint ventures. 

CAEL saw this as the only solution to problems associated with RPL implementations 

throughout the world. In a project undertaken by the Central Michigan University and automobile 

industries, a unique Bachelor of Science with a major in Vehicle design was developed . The 

Nortel Networks in Canada also offered RPL processes by entering into agreements with 

220 



institutions of higher education for assessments of their workers. Charter (1986) reported such 

joint ventures spearheaded by LET in the U.K. Such agreements have also been practised in 

South Africa . The University of the Free State in 1996 entered into such jOint agreements with 

the business sector and through this the Business Management and Leadership degree has 

since been offered by this university. The business sector sends their employees who have 

business management experience to access the degree through the portfolio development 

course. The University of Natal also offers a Bachelor of Social Science degree to learners in 

joint collaboration with the Workers College. These learners access the degree programme after 

completion of the diploma in Labour studies from the Workers College (Ralphs, 2000 :45). 

7.8.2.2 Capacity building workshops for all the stake holders from the service 

Since RPL has been introduced as a vehicle for putting into operation some important laws that 

have been introduced in the country, it is important for nurses to understand these laws so that 

they will appreciate how these laws will influence the manner in which RPL processes are 

implemented. The stakeholders of the profession should better understand the impact of the 

Skills Development Act the Employment Equity Act and the South African Qualifications Act, so 

that myths and misconceptions about how RPL should be implemented can be dispelled. If 

nurses do not understand the impact of these laws on the implementation of RPL processes, 

those in authority can use the situation for gate keeping purposes and the result would be that 

RPL would be used to fulfill the needs of those in authority and not the masses who have been 

previously denied learning opportunities. The Council of South African Trade Unions (COSATU) 

have conducted these capacity building workshops through their member unions and the results 

has been very positive. Through such workshops COSATU have managed to publish a booklet 
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that is used by all its members. This booklet has guidelines on how RPL should be implemented 

in the context of these new laws. 

7.8.3 Recommendations for researchers 

7.8.3.1 Research to focus on the specialist levels of RPL 

The present study focused on the first two levels of basic nurse training. It would be interesting 

to see how the model can be implemented for more senior levels like the post basic programs. 

The issue of subject specialists was easily overcome by the advisors in all the three institutions, 

but this may pose major problems for RPL programs at specialist levels since the advisor may 

not have the qualifications to assist the candidate adequately . 

7.8.3.2 RPL projects to focus on unemployed nurses 

The present study focused on nurses already in the system. It is not clear to what extent future 

RPL processes would be possible to implement for those people from the rural areas who are 

not presently practising as nurses, but who wish to be given an opportunity to access nurse 

training. This is the category of South African society which faces both access and 

epistemological barriers since they do not possess matriculation and their prior knowledge might 

not have been obtained under conditions that would make it possible for them to fit into the 

academic discourse. More research studies should be carried out into the strict selection 

criteria presently used by higher education institutions, to ascertain to what extent such criteria 

restrict the already narrow access into education for these candidates. 

222 



7.8.3.3 RPL costing studies 

The two institutions that did not charge any fees for the pilot project (Institution A and B), 

proposed that for future implementations they would to charge R300.00 per level or year of 

training , as that is the equivalent to the fees paid by the normal entry learners. Institution C, 

charged R200Q per candidate for the whole program. The fact that the other two institutions did 

not do a cost analysis of the RPL program limits the effective implementation of the 'fee' aspect 

of the RPL guidelines since there were no comparisons among the three institutions. This has 

implications for future RPL implementation in the public service sector. The positive results from 

these two institutions were due to the dedication and commitment of the nurse educators 

involved in the pilot project who worked hard to ensure that the project was a success. It is not 

clear, however, to what extent future RPL processes would be viable and sustainable given the 

costing problems. Although Institution C did charge a fee, it is not clear whether future RPL 

processes in this institutions will be viable in terms of cost benefits, without any assistance in 

the form of 'grants' from the institution . The concerns of the nurse educators during the model 

development workshops about the increased workload may further aggravate the problem of 

cost effectiveness of the RPL program and may be an inhibiting factor to the whole RPL 

process. It is recommended that more research on the cost effectiveness of RPL 

implementation should be conducted. 

7.8.3.4 Research to focus on the support given to RPL candidates 

Candidates from Institution C were all practising enrolled nursing assistants who were the first 

recruits to the Bridging program to become professional nurses. The preceptors will have to 

ensure that these nurses are adequately exposed to the competences of the professional 
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nurses. Cooperation from service will be essential to ensure that in future these candidates 

receive adequate exposure to the competences required for a professional nurse. 

7.8.4 Recommendations for organized labour 

7.8.4 .1 Engagement through support of RPL processes 

The Council of South African Trade Unions (COSATU) has been very supportive to its members 

in terms of active engagement through the capacity building workshops mentioned earlier. It is 

recommended that organized labour, as stakeholders of the nursing profession, organize such 

capacity building workshops for its members and encourage their members to attend such 

workshops when organized by other stakeholders. The results of the study have shown the 

contribution that organized labour can make to effective implementation of the RPL process. 

Their active participation in future RPL processes can greatly contribute to the effectiveness of 

those RPL processes. The results of this study have shown that although the stakeholders differ 

in their perceptions of how RPL should be implemented, the fact that there is consensus among 

them on the goal of RPL is a strength that should be highlighted in order to reach agreements 

on the process of implementation. 

7.8.5 Recommendations for the South African Nursing Council 

7.8.5.1 Revision of the standards 

The South African Nursing Council as the Education and Training Quality Assurer should 

ensure that the standards developed for implementing RPL are revised continuously to reflect 
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and to accommodate the changes in other sectors that have an impact on quality assurance in 

the education and train ing of nurses. Such changes may be brought about by new policies. 

7.8.5.2 Inspection of policies 

The South African Nursing Counci l should inspect the RPL policies of the providers to ensure 

that they are in line with the guidelines that the Council sets out for the providers to follow. 

7.9 CONCLUSION 

While the different stakeholders in the education and training of nurses maintain their differing 

views about what shape RPL implementation should take, through this study it became clear 

that successful implementation will be developed through consensus building by all the 

stakeholders. Success with future RPL processes will be based on the following : guidelines as 

laid down by the SANe as policy makers, and , a sound institutional policy that will take into 

consideration the context of each institution. It becomes clear also that for effective 

implementation RPL should be process oriented while it is competence focused . The major 

concepts of the model have been described earlier in this chapter and the standards set will lay 

the foundation of future RPL processes. Nursing education institutions will have to develop 

policies which will be specific to their situation while based on the standards. The main 

participants will need to collaborate to ensure the smooth running of the process of 

implementation. According to Havelock, as cited in Kelly (1999), for an educational innovation , 

care should be taken to dose the gap between the values of the policy makers and those of the 

implementers of the innovation . In other words, for effective RPL implementation , people who 

will be involved should be part of the decision making process. In conclusion, through this study 
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it becomes dear that the implementation of Recognition of Prior Leaming is a challenging but 

long overdue process for the nursing profession. The development of a model for implementing 

RPL for nurse has helped in moving the concept from praxis to action. It has also helped in 

illuminating problems that are inherent during implementation. 

Nurse educators should realize that, after all had been said about the manner in which RPL 

should be implemented , 'the buck stops' with them. The government has imposed policies, 

philosophers have expressed their points of view about the shape the RPL implementation 

should take. Nurse educators, in taking up the challenge should always remember that: 

Change comes from small initiatives which work, and ff limited, become fashion. The nursing 
profession cannot afford this situation to happen, where RPL practices become fashion. On the 
other hand, nurse educators in South Africa, cannot wait for great visions from great minds, 
these are in short supply. It is therefore up to us to light up the small fires in darkness 
(Luddeke 1997: 142). 
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The Executive Director. 
HOSPERSA 
P O.Box 3286 
Pretoria 
0001 

Dear Madam/Sir, 

241h March :WOO 

INYITATIOl': TO PART ICIPATE IN A WORKSHOP . 
lam a PhD student registered for the University of Natal The topic of my research is the 
development of a model for recognition of prior experiential learning for the enrolled nurses to 
access the four year diploma programme 
Your organisation is ~indly in .... ited to take part in the development of an RPL model for the 
nursing profession The researcher will make sure that people who will attend and participate 
will be acknowledged in the final report Permission for the project has been sought from the 
Regional Director ( Human Resources) 
I will let you kno\\o the venue for the workshop and the exact dates as soon as it becomes 
available However. it will be one with.in reach of all insti tutions/ organisations participating in 
the region 

Thank you. 
Yours faithfully. 
RESEARCHER 

THEMBI KHA.NY ILE 

phone 0] I 2601541 
rax : 03 1260 1543 
email : khanvilet4@mtb und ac za 
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CONSULTATIVE WORKSHOP 

CALL FOR ALL STAKEHOLDERS OF NURSING TO PARTICIPATE IN THE 
REFINEMENT OF A RECOGNITION OF PRIOR LEARNING MODEL FOR 
ENROLLED NURSES 

Your institution! organisation is hereby invited to participate in a three day consultative 
workshop which will be held in your region in August 2000. Th e aim of th e workshop is 
for all stakeholders a/the N ursing profession to give input in/a the development of such a 
m odel. 
Proceedings/ram these workshops will be carefully analysed so that the proposed 
Recognition of Prior Learning system can he submitted to the South African N ursing 
Council f or approval 
This is a second phase in th e development afthe Recognition of Prior Learning m odel 
Thefirst phase involved the South African Nursing Council Education Comminee 
members. 

Participants will be given materia/to read in preparation for the workshop. 

Please note: A TTENDA11/CE IS FREE. 

VENUE: UNIVERSITY OF /\jATAL 

DATE: 9111 
- 10111 AUGUST 

PLEASE FURNISH ME WITH THE NAMES AND CONTACT NUMBERS OF 
PEOPLE WHO WILL REPRESENT YOUR INSTITUTION 

1 , .....•.....••.... .. .... .. ... .............. ... . ............ 6 ................................. ...... .. ... ....... ..... . . 

2 •. ....... .... .....•••..•.••.••.. ...•.•.••..• .... .....•••... 7 ..................... ...•.......... ..... . _,_ ... ......... . . 

3 ........ .. ........... ........... .............. ............. . 8 ............ ........ ........ ..... ....................... . . 

4 ...•... .•... .•..••.. •..• ..• .•.•.•.•.. .. ...•••••••.• ... ..... 9 ....................... ... ... ....... .. .................... . 

5 ......................... ................................. . 1 0 •..•..•...•••.•••••••.••.••••••••••••.•••••••.••.•..••.•.. 

Reading material will be sent to participants prior to the workshop date. 

Should you require further information ple2se feel free to coo tact me: 

Pbone: 031 2601541 
Fax: OJll6O 1S43 
email :khanyilet4falmtb.und.ac.za 



BACKGROUND 

The Minister of Education '5 public statement in August 1999 for South African citizens to 
mobilize and to build an education and training system for the 21 SI century amongst other 
things emphasized the application of procedures for the recognition of prior learning as part of 
the process of restructuring. On the other hand the resolution taken by the South African 
Nursing Council early this year that enrolled nurses should be upgraded through the process 
of RPL further increase the urgency for nursing education institutions to develop and 
implement RPL policies 
Literature has revealed however, 

o For any RPL system, to be successfully irnplememed all stake holders should be 
involved during the planning as well as the implementation of such a system. 

o The utilisation of international models for Recognition of Prior Learning can result in 
problems because of contextual differences 

o In South Africa, Recognit ion of Prior Learning has been seen as an appropriate 
approach to offer equity and redress of past imbalances in the education and training 
system of the country. Institutions that have experimented with Recognition of Prior 
Learning. have reponed a need to explore the concept further since the objective of R 
P L in South Africa is different from that of other countries ( redress and equity) 

o In South Africa, the objective of RPL is viewed differently by the different sectors viz 
economic, education and labour sectors 

o Prior Learning has to be assessed against clear standards. 

Ideally a person who enters a specific nursing programme via RPL should function as 
effectively in the educational progranune and during practice, as any person who followed the 
nonnal route . This is the challenge which all stake holders in the Nursing profession need to 
take up. 
Therefore, through Consultative workshops with all stakeholders, the researcher hopes that a 
model will be developed which after being tested could be used by all Health Professional for 
all the programmes. 

PURPOSE OF THE STUDY 

To develof.l an appropriate system that will be used for the Recognition of Prior Learning for 
professional nurses. To test its appropriateness. the system will be implemented in the fonn of 
a pilot study and its success will be evaluated in tenns of a range of criteria. 

OBJECTIVES OF THE WORKSHOP 

1. To refine I add to the standards against which the competencies of candidates who come 
forward for assessment of their prior learning can be evaluated. 

2. To refine the chosen model to ensure its acceptability to the users ( both educational 
institutions, consumers and the potential students) 



3. Appropriateness of the system will be explored in terms of the following: 
- applicability to the different levels of the CBNP 
- applicability to the National Qualifications Framework 
- appropriate in terms of the Scope of practice for nurse at regist ration levels and in terms of 

learning outcomes to be assessed. 
- in tenns of its cost effectiveness 

WHO HAS BEE/\" INVITED ? 

• 

• 

• 

• 

Representatives of nurses from al/ recognised organisations like DENOSA; 
NEHAWU; 

HOSPERSA; SAD}v'U and other interested groups ( Not m ore than 3 three reps 
per organisation per region) , 

N urse educators who are providers of education and training from col/eges and 
universities offering the Comprehensive Basic Nursinl: Programme. 
(not more than 10 ten educators per college and not more than two 2 from 
universities) . 
Service managers from institutions providing clinical experiences for student 
nun'es (not mote than two per institution) . 

Representativesfrom Human Resource Depanment of th e Depanment of Health 
( not more than two per region) 

REGIONS TO BE INVOL VED 

Gauteng, Kwa Zulu Natal and Free State 

Reasons for excluding the others are: 

- Distance from research setting 

- Presence of other RPL or related projects in the region 

-Financial constraints 



WORKSHOP THEM~ 

"RECOGNITION OF PRIOR LEARN/N.O FQR SQI/lfH AFRIl[41 
NURSES" . . ~ . 

o To refine the proposed model to ensure its acceptabil i 
to the users . 

o To add to the standards against which competencies , 
candidates who come forward for assessmerot of thE 
prior learning can be evaluated. 

o To ilnalyse and comment on the SANe's pro1'osa l 
Re- .access requirem~nts . 
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RPL FACILITATION TRAINING 

PROGRAM 



RPL FACILlTATOR COURSE AT UNO 
r TIME MONDAY TUESDAY WEDNESDAY THURSDAY FRIDA 
I 

~ . --4------+------+----+------+-__ _ 

I (18:30- Welcome Address PREPARE CANDID. PORTFOLIO DEV ASSESSMENT GROUP WORK 
09:30 

RPL Theoretical 

09:00- BacKground 
10:00 Discussions 

Identification of relevant The Process: 
learning Reflection 
Review of candidate's. Evidence 
action plan coleclion 

Assessment 
method 
Crileria for 
seleclion 

Review assessment plan 
Judge evidence 
& give feedbacK 

10:00· 
10:)0 TEA B REA K 

10:30· RPL Policy Initial Self Assessment Selection of SKi I!! Challenge 
J 1:31) development Know/edge set Examination 

Matching learning 
Barriers/ Constraints Class Presentations to Outcomes 

11 :30-

12:00 

RPL Assessment 
Practical exams 

Role Play 

12:00-
B:JO L U N C H B REA K 
13:01)· Reflection on own SEMINAR BY The Product: Practical Fill in the fall: 
1400 institutional issues NURSING EDUCATION Viewing of sample Examination 

STUDENTSI portfolios -Assessment Plan 
Policy presentations Organising -Assessment checKlist 

J 14:00· Homework: material -Record of feedbaCK 
I 

! 15:00 Analyse article & HomeworK _Home_worK 
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RPL FACILITATION TRAINING 

COURSE OUTLINE 
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ANNEXURE 7 

CHECKLIST FOR INPUT EVALUATION 

PHASE 



'''PUT PK-\SE ' ''TE RV' EW SCHEDULE 

J. CRO UP SIZE , 

Ho~\ many candldareJ lIert! ndmlfled? 

Was {his according (0 plan' 

If nOlo gIVe remons for (hi ~ size 

Jlhm H{l)- the adv[<;or canchdate rw:o " 

2. RECRU IT~I Er;T Ar; D S EL ECTlO" , 

HOII were they selected? 

Who WtH Involved wlfh the se/ecnoll olcandldares? 

Wm IhlS according l a plan? 

~r nOlo gn'c TCC/SOns for thiS 

Were Ihere (my problems? 

HOII \\ ere Ihe p roblems o\"ercome? 

3.Ft'l' DI"CI F1"Ar;O" C 

11;1(11 wos the SO! lrc~' affundlng? 

Was rIllS nccordlng l u plan? 

{f nOl, give reCl.ions. 

4.TARCET CRO UP, 

Inw, \\"as Ih .. : target gro/lp? 

Wo.)" ,hiS accordll7g {(l "Ian-) 

!"nor. gin' n'(1s(Jf1.1 

5. PREPARATIO" OF PERSO,,"); EL I"VOL\·ED , 

Dlel (he}, reCt.'I\V any framing? 

H 1u7! aspects \\ ere covered') 

HOII many \\ cre Im·al .... cd. gn'c reasons fo r thIS nl/miNr 

22 



ANNEXURE 8 

CHECKLIST FOR PROCESS EVALUATION 

PHASE 



CHECKLIST FOR PROCESS EVALUATION PHASE 

1 AOMISSION OF CANOIDATES: 
1.1 Who was involved? 
1.2 How was this done? 
1.3 How many candidates were admitted? 
1.4 Were there any problems? 
1.5 How were these managed? 

2. ORIENTATION OF RPL CANDIDATES: 
2.1 Was this done? 
2.2.How was this done? 
2.3 What was the duration? 
2.4 What aspects were covered during orientation 

3. PREPARE CANDIDATES FOR ASSESSMENT: 
3.1 How was this done? 
3.2 What strategiesl approaches were used? 
3.4 What was the advisor/candidate ratio? 
3.5 How long did this take and why? 
3.6.Were there any problems? 
3.7 What alternative steps were taken to overcome the problems? 

4 . ASSESSMENT: 
4.1 What method/s was/were used? 
4.2 what was the rationale for the choice of the method? 
4.2 Who was! were involved? 
4.4 Was this moderated? 
4.5 Were there any problems? 
4.6 Were there any problems? 
4.7 How were the problems managed? 

5 MAKING AN JUDGEMENT: 
5.1 Who was involved? 
5.2 How was this done? 
5.3 Were there any problems? 
5.4 How were the problems managed? 



ANNEXURE 9 

SELF ASSESSMENT TOOL FOR RPL 

FACILITATION TRAINING 



Activity 1: Help the individual to identify relevant learning ... 

• 

b 

, 

d 

e 

The lnchvldual IS given cleN and accurate Information about the reasons for, and mel:t1Ods of, 
cOllecting and presenting evidence of pnor learning. 

7he individual IS encouraged to Telllew all relevant and appropnate expenence . 

Outcomes or agreea-upon crttena whtch the IndiVIdual may currently be able to achieve are 
acc.urately Identified from a reVIew of thler expenence. 

The way In which supoort IS fJlven erlourages self-confidence and self-esteem In me individual . 

If the IndiVIdual expresses d isagreement w ith tile advise offered, pOSSIble altematlVes are elCPlained 
In a dear and construdlVe manner. 

Activity 2: Help the indiVidual in draWing an action plan 

a 

b 

, 

d 

e 

9 

h 

ihe individual IS given aCCU1(lte advise and aoproprlate encouragement to enaDle him or her to form 
realistiC expectations of !ne value of hiS or he- pnor leammg. 

Any outcomes or agreed-uoon enterla [0 be achIeved are appropriate to the individual's onor 
learning and furture aspirations. 

Advise to the Individual accuratelv identi fies outcomes or agreed-upon cntena whicn might 
reasonablv be daimed Drl the basis r:I prior teaming. 

Opportunities to use evidence from Orlor learmng are accurately analyzed 

The IndIVIdual plan agreed to, lOentlfies realistiC targets to colil!Ct and present evidence pf prior 
learning as efficlentlv as posSible. 

~ IndiVidual's motivation and self-confidence is encouraged throughOut. 

If tnere IS disagreement wltn me eVIdence gIVen, options avaHable to the IndiVIdual are elqllall'led 
clearly and constructIVely. 

The plan is reVIewed appt"opnate1v With the indiVidual. 

1 2 3 , 5 

1 2 ) 4 5 



Activity 3 : Help the jndividual to prepare and present evidence for assessment. 

, 

b 

, 

d 

• 

The mdlvldual IS prOlllded With sUitable suppro[ to prepare a portfolio or other appropriate forms of 
evidence. 

GUldeoce prolllded to the Indlllldual dunng evidence preparatlo encourages the efficient 
aevelopment of clear, struct\led evidence relevant to the outcome or agreed-upon cnteria bemg 
dalmed . 

llaSOfl With poterlOal assessors estabilshes mutually coovenlent arrangements for re\llew of portfolio 
ellldeoce, and maintains the Indtllldual's confidence. 

opportunltJes are identified for the Indlllldual to demostrate outcomes or agreed-upon cntena wtlere 
evidence from pnor eamlng is not avatlable. 

Any Institutional documentation, recording and procedutal requirements are met. 

If there IS disagreement With the ellldence given, opttons available to the mdllltdual are explarned 
clear1y and constructively. 

2 J 4 5 



Activity 1: Assess the individual 

• 

b 

, 
d 

e 

• 
n 

Any possible opportUnitIes for collecting evidence are identlfiea iUld evaluated for relevance against 
me outcomes or agreed-upon mteria to be assessed and thier appropriateness to the Individual's 
needs. 

Evidence collection IS planed to me/(;e effealVe use of time ana resources 

The opportunities selectea prOVide access to falf and reliable assessment 

The proposed assesment plan IS dIscussed and agrees With the InC!ivldual and others who may be 
affected 

H there is disagreement With tne proposed assessment plan, optloo$ open to the individual are 
explained clearly and constr1..lOvely. 

The assessment plan speCIfies outcomes or agreeo-uPOI'I criteria to be achieved, opprtunit.e5 for 
efftcent ev.dence collection, assessment methods, and the timing of assessments. 

Requirements to assure the authentICItY, currency, reallablllty and sufficiency of the evidence are 
Identified. 

Plans are reviewed and LJlXia!!!o at agreed-upon times to renect the Individual's development_ 

Activity 2: Judge evidence and provide feedback ... 

• 
o 

, 
d 

e 

9 

h 

AdVice and encouragement to.co/lect evidence effectively Is appropriate to the Il'IlIlvidual's needs . 

Access to assessment IS appropnate to the Individual's needs. 

The evidenCe is valid and can be attributed to the Individual. 

Only the agreed-upon wtena and/or outcomes are used to judge the evidence 

EVIdence Is JUdged accurately agalns! ail me relevant outcomes or agreed-upon wteria . 

When evidenCe of pnor learrll"lg IS used, cnecks are made that the IndiVIdual can currently ad"lIe\'e 
the relevant outcome or agreed-upon cntena. 

EVidence IS ]U<lgeCI fairly and reliably 

DIHlcultles In authenticating ane JUdging evidence are referreo promptly to the appropnate person/ s 

When evloence IS not to the agreec! standard, t11e lochvidual is given a Clear explananon anc:l 

approprlate adViCe.. 

Feedbad< fcnowing ttle dedslon IS clear, constructIVe, meets the Individual'S needs anc:lls 

appropnate to hiS or her level of confidence. 

1 2 3 • 5 

1 2 3 4 5 



ActiVIty 3 Make an assessment deciSIOn USing differing sources of eVIdence and prOVIde feedback .. 

, 

b 

c 

a 

e 

• 
h 

The deciSion IS based on all of the relevant evidence available 

Any inconSistenCies In the eVIdence are clanfiecl and resolved. 

When the combll'led evlderce IS sufficient to cover the outcomes or the agreed-upon cntena, the 
II'IdlVlduat IS II'Iformed of his 01'" her decision. 

When the eVIdence IS II'ISUffIClet",t, the indiVIdual IS gIVen a clear explanation and appropnate advice. 

Feedback lollowmg the deoSlOn IS clear, constructive, meets the IndiVIdual's needs, and IS 
appropnate to hiS or her level of confidence. 

The mdlvldual IS encouraged to ask for clanflcatlon and adVIse. 

EVidence and assessment decJslons are recorded to meet any RPl requlfements . 

Any documentation IS legible and accurate, stored securely and referred promptly to the next 
appropnate stage of the recordlng/certlficatJon process. 

2 3 5 



ANNEXURE 10 

RPL POLICY FOR INSTITUTION A 



RPL POLICY FOR INSTITUTION A 

RPL Committee 

At a special College Council meeting approval was given for this institution to participate In 

the study A small COrl l m lttee compnslng of two campus pnnclpals two service managers 

and seven nurse educators selected from the 4 campuses was formed This committee was 

to be Involved with the planning and Implementation of the study at this college One of the 

pnnclpals on board was elected as the RPL project coordinator Through a senes of meetings 

that followed the RPL policy was formulated and submitted to the College Senate for 

approval At that meeting the Senate resolved that the policy be used for the purpose of the 

pilot project and that for future RPL Implementation thlS policy would be revised 

RPL purpose 

To open up access to the 4 year diploma program by using alternative routes of entry 

r8 ~'h'iffil~I~jl,16~2d'l1[J1~~~7g !lJ:fe~'lli'I~~a4ny\l\!,o~iSIH~'lfprogramme at second year leveL 

RPL Target group 

Enrolled nurses with matriculation to be prepared to access the Comprehensive BasIc 

Nursing Program (R425) at second year 

RecrUItment and Selec tion 

DUring the development phase service managers expressed concern at.JOut the release time 

of candidates and the numbers that could be released without Jeopardizing the quality of the 

service rende~ed to patients the committee decided that the selection be left to the service 

managers However the committee as a whole did the criteria fo r selection of candidates 

The service managers felt that if the project was to be advertised . It would attract more 

candida tes than could be managed given the fact that this was a pilot project However the 

committee. agreed with the gUidelines with regards to advertiSing RPL for future practices 

These nurses were selected from the three campuses since one campus did not find SUitable 

candidates that met the criteria Their service managers selected Eight (8) enrolled nurses 

Selection Criteria 

The candidate met the Institutional cnterla for continued educalton . that IS the 

next person on the service manager s list 

The candidate has passed English at matriculation 

The candidate was willing to partiCipate In the pilot study 



The candidate was employed with a minimum of two years clinical expenence 

during the period of the study 

The candidate passed matnculat!on with a minimum of 15 pOints 

He/she would be ready for release in July 2001 , 

Commencement date 

The committee had planned to commence with the preparations for Prior Learning 

assessment from January to April 2001 A brochure was developed With all the necessary 

Information Candidates completed the registration forms Onentatlon was done . but 

unfortunately not all candidate::s were present. Dunng the orientation day representatives from 

organized labor also attended Candidates signed contracts with the Institution It was 

explained to them th~t once In the diploma program. all rules as they applv to ether students 

would also apply to them 

Fees I fundlng 

The committee resolved that since this was a part of a pilot study candidates would not be 

charged any fee but for future RPL practices . they identified with the RPL gUidelines that 

For this college the 4-year diploma programme fees during the time of tt-dS study were R 1200 

OR R30G per yeal· x4 years What this would mean.s therefore was that :01 fui:;,re r!P:.. 

practices . cc;ndldates ~/ould have to pay R300 should they wish to access sai thb s . .:ond 

yea r through RPL. and a further R300 once in the second year 

Responsibifitles of the Coordinator 

The coordinator was to keep the follOWing records ' RPL ca ndidates files. application forms. 

records of assessments. and results of assessments The coordinator was to design these 

files and submit them to the committee for approval She was to work closely with the 

advisors. assessors. and to Iraise With the service managers With regards to candidates 

release and progress . The coordinator was also expected to work closely With the evaluative 

researcher. submitting all reports on a regular basIs and to schedule and chair all RPL 

committee meetings 

ResponsibifiUes of the advisor 

All advisors were to be qualified as educators and be registered with the South African 

Nursing CouncIl. but not necessarily working at the college Advisors had to attend the RPL 

train ing workshop. The advIsor was responsible for gUIding and supporting the candidates 

during their preparation for assessment He/she was also expected to refer candidates to 



subject specialists should there be a need for this and to verify authenticity of eVidence 

submitted 

ResponsIbilitIes of the assessor 

The assessor had to attend RPL training workshop and be a qualified educator currently 

teaching The assessor was expected to be well versed with a variety of assessment 

methods to be used dUring assessment 

ResponsIbilities and nghts of the candidate 

The service was to keep their enrolled nurse posts while In the RPL pilot project. but as soon 

as they register for the diploma programme. the candidates were to loose their enrolled nurse 

posts and were to be employed as student nurses like all students on training Candidates 

were to maintain their SANe enrolment throughout the programme Once selected . candidate 

had a responsibility to attend Orientation The candidates were expected to adhere to the 

contact session schedule that were prepared by the advisor In consultation with the 

candidate They were expected to notify the advisor or coordinator Immediately should the 

candidate encounter any problems dUring the preparation for assessment Candidates also 

had to acknowledge the fact that their registrations to the RPL pilot programme served as a 

contracts between them and the Institution Candidates could apply for reassessment. After 

receiving the results candidates were to apply to their service managers for training posts 

hl< ~ all 4 year diploma student programme Candidates were h apply to the institutlon's 

principal to request exemption for the first year of the 4 year diploma. based on their 

assessment results They also had to apply to the Instltutlon"s principal for accessing training . 

Assessment 

A variety of methods were to be used the choice of the method was to depend on the 

competencies to be assessed EVidence submitted was to be relevant to the competency 

being assessed 

Moderation 

Moderation was to be done between the campuses The two campus principals were to act 

as external evaluators of the completed portfolios 

Credit granting 

The committee designed a transcnp! document and submitted It to the Senate for approval 

The document conSisted of two parts namely part one contained prevIous learning 

recognized and part two contained additIonal learnIng assessed and recognized Part one 

contained informatIon about the candidate ' s matriculation results. SANe enrolment. clinIcal 



experience and the first year Fundamental Nursing content of the 4 year dIploma program 

Part two contaIned the assessment results of those areas identIfied as gaps and for which the 

candIdate was requIred to fIll In 

NotifIcatIOn of results 

Results were to be presented to the Senate before publishIng Written results were to be 

made avadable wIthIn 30 days of fIna l assessment These were to be dIspatched to the 

service managers who In turn were to notify the candIdates CandIdates were to receIve 

copies of the assessment results Candidates were also to receive transcripts of the pIlot 

project results as described above 

Appeal procedure 

The commIttee resolved that the eXIstIng appeal procedure for the instItution would have to 

be used 

Quality assurance 

The two campus principals who were members of the RPL commIttee were to be responsIble 

for the quality assurance of the pIlot project In thIs InstitutIon After assessment. they were to 

Inspect all the portfolios for validity of the eVIdence submItted' currency of the eVidence 

authenticity and sufficIency of the evidence submitted They were to write a fInal report of the 

whole assessment p;-ocess and submIt thIs to the Senate (See Annexure 10 for InstItution A ' i 

RPL policy) 

SpecifIc problems l oarners 

The huge backlog of candIdates who met the cntena for Inclusion posed a problem but Ihe 

evaluatIve researcher had to address these potential candIdates 10 explaIn to them that tt'IIS 

was a pilot project ThIS Instltulton also experienced minor reSistance from nurse educatc· rs 

who viewed the project as an additional work to them as they were experiencing shortage of 

personnel through early rellrement and Job opportunities outside the country There was a 

general feeling of despondency by the personnel who thought that the future of the college 

looked bleak under the Department of Health , This posed a great challenge for those 

selected to Implement the project since It became eVIdent that they would receive minimal 

suppo:, from the other colleagues The other challenge for thiS college was the fact that 

dUring the time of the study the instItution was administratIvely under the Department (}f 

Health and hence thiS department manages student s fees. The committee expressed the 

concern that If RPL was seen as Increasing the workload for personnel wIthout an Increase 

In staff. It was doubtful whether future Implementation would be supported The policy 



documer'lt was submitted to the Senate for approval The Senate resolved that this policy 

was for the purpose of the pilot project only and that another more detailed policy wil l have to 

be developed for future R PL implementation at this institution 



ANNEXURE 11 

RPL POLICY FOR INSTITUTION B 



RPL POLICY FOR INSTITUTI ON B 

DUring the time of the study . this institution offered mainly the Bndglng Programs for enrolled 

nurses and enrolled auxiliary nurses (Refer to Chapter 4 Table 5 for sample description). 

RPL Purpose 

The driving force that led this Institution to take part In the project was due to the following 

• The South African Nursing Council Circular 15/99 which notified institutions about the 

option of RPL that was to be used Instead of applYing for exemption on behalf of 

candidates without matriculation 

• Pressure from enrolled nurses without Standard 10 but who wished to proceed with 

their training Into professional nurses 

• Pressure from organized labour after SAN Cs withdrawal of the exemption clause 

RPL Committee 

The committee was formed to steer the RPL prOject forward . The committee consisted of six 

nurse educators and one nurse administrator The decIsions taken by this committee were 

the following ' the committee proposed that some members of staff needed to attend a 

facll:tator s workshop so as to prepare them for Implementing RPL. AdministratIve issues like 

preparation of the brochure application letter and preparatIon of the eXit level outcome 

template were addressed The size of the pilot group was initially 20. but after attending the 

workshop th~ committee realized the amount of work Involved during preparation of the 

candidates, and decreased the group to fifteen(15) . Unfortunately the service manager 

wi thdrew the one committee member from the service due to staff shortages . The School 

Board decided that five nurse educators will be involved It was agreed also that the nurse 

educators would each assist two RPL candidates As well as the evaluation Instruments for 

level Since the target group was candidates Without standard 10 

Target group 

Enrolled nurses without matnculation who could access the Bndglng programme for 

profeSSional nurses through RPL was the target group 

Marketlf7g 

Brochures were sent to all the catchment areas In reg;on A and F The pilot project was 

announced In service managers and nurse educators meetings The pilot project w as also 

advertised In categorical meetings 

Selectlonl recrUitment 



The crrtena for selection of candidates was also laid down as follows 

Enrolled nurses without standard 10 who had applied to access the Bndglng 

programme to become professional nurses 

11 Candidates were to be Identified by their service managers 

They were to be from the Durban Functional region. 

They were to be from the ·catchments· areas for the campus 

Fifteen (1S) enrolled nurses were selected for the pilot project 

Application and admission 

All applicants received the RPL project brochure that was developed by the commi ttee which 

contained the necessary Information about the RPL project at this college Orrentatlon was 

done Intensively and lasted for five days Candidates filled in application forms and were 

allocated to adVisors With their contact details The ratio was three candidates per adVisor 

Fees! fundmg 

Fees were not to be charged Since thiS was a pilot project and the committee was In 

agreement With the RPL gUldehnes with regards to fees As in Institution A this college 

receives funding from the Department of Health and hence this Department administers 

studenfs fees Durrng the time of this study the fees for the Bridging programme were R300 

per year of study Therefore for future RPL practices fees payable would not exceed thiS 

amount 

ResponslbllftJes of the RPL coordinator 

The coordinator was to keep RPL candidates· personal files . records of the candidates· 

performance during assessment The coordinator was to arrange and chair all meetings of 

the RPL committee The coordinator was to liaise closely with the service for example to 

arrange their release for assessments The coordinator was also responsible for 

communicating the assessment results to the candidates and to their respective service 

managers The coordinator was to act as a liaison person between the RPL team and the 

other pohcy making structures Within the institution throughout the duration of the pi lot project 

The coordinator had a responsibili ty to handle the candidates appeals and submit these 10 

the Inst,lutlon ·s board 

ResponsIbilities of the RPL officer 

The officer was to be the first contact person With the prospective candidates The officer was 

to send out brochures to aU applicants together With application forms The offIcer was to be 

responsible for the initial screening of the prospective candidates. The officer also had to 



send out learning packages to those candidates who have registered These packages 

containing the course outline for the Bridging programme as well as the eXit level outcomes, 

portfolio self assessment tool guidelines for eVidence presentation and Important dates for 

assessments These were to be developed by the RPL committee. 

Responsibilities of the advisor 

The advisor was to help the candidate with basIc career planning as well as the plan of action 

In preparation for assessment The advisor was to give advice and support to the candidate 

dUring the portfolio development The advisor was expected to refer candidates to subject 

speclaltsts should a need eXist for such services Advisors were also expected to verify the 

authenticity of the eVidence submitted by the candidates before flna! assessment 

ResponsibIlities of the assessor 

The assessor was to be responsible for planning of the appropriate time and method to be 

used for assessment The assessor was to communicate this to the advisor of the candidate 

She was to be responsible for assessing the evidence submitted and provide feedback to the 

candidate and the coordinator 

Responsibilities of candidates 

Candidates were to make the application directly to the institution for Inclusion to the pilot 

project Candidates were to fill In registration forms and submit these to the coordinator with 

all other necessary Jocuments for example their SANC enrolment receipts and highest 

educational qualification results Candidates were expected to attend the onentation week 

and they were to keep to schedules times for contact sessions with their advisors thereafter 

Should they encounter problems In keeping the schedules sessions candidates were to 

notify the advisor or the coordinator five days prior to the session date Candidate were 

responsible for keeping to the schedules dates for contact sessions and failure to do so was 

to result In disqualification from the pilot project 

Assessment 

The committee resolved that In thiS institutIOn the follOWing assessment methods were to be 

used namely the portfolio case presentation challenge examination and an assignment 

Morl/tormg and eva luation 

The coordinator was to conduct regular meetings wIth the advlsorsl assessors fo r the 

purpose of developing consistency In the process of adVISing and assessment The 

coordinator also had to conSider Individual needs of candidates and 10 ensure equal 

opportunities monitonng The coordinator also had to design and conduct contInuous tratnlng 



for administrative personnel , and all those involved with the process example the other 

cOlleagues The coordinator was also responsible for monitoring of the whole pilot project 

especially with regards to assessment and was to submit the final report to the evaluative 

researcher and the Institution's pnncipal (See Annexure 11 for Institution 8 's RPL policy) 

Specific problems 

There were no specific problems reported at this stage The policy document was submitted 

to the institution's Board and was approved 



ANNEXURE 12 

RPL POLICY FOR INSTITUTION C 



RPL PO LICY FOR NISTITUTION C 

This institution offers mainly post basic programmes at a decentralized mode . The institution 

IS funded mainly by student fees 

RPL Committee 

A small committee was formed at an Executive Board meeting where the proposal for the 

institution to participate In the research study was discussed . The committee was comprised 

of the following a finanCial officer and two academic personnel 

Through a senes of meetings. that the committee held . the following was achieved 

• A target group was Identified 

• The selection cntena was drawn up. 

• Administrative Issues were discussed and finalized for example the brochure . 

application forms. registration forms. 

• The committee also determined the cost to the institution that such Involvement would 

entail. All these were submitted to the Executive Committee for its approval. 

Target group 

It was decided that the enrolled nurse auxiliaries with matriculation were to be targeted for 

access Into the Bridging programme for professional nurses. 

Selection critena 

. the candidate had to have matriculation 

- to be enrolled with SANC as a nurse auxiliary 

- a minimum of two years of practice as a nurse auxiliary was reqUired 

- the candidates had to be from around Durban 

- permission had to be obtained from thei r service managers 

Since this was a pilot project. it was not advertised. Fifteen (15) candidates were selected 

from a pool of 200 that had previously applied for a bridging programme to become enrolled 

nurses 

Application and admiSSion 

Candidates had to complete the application and registration forms A personal files were 

opened for each candidate The administrative officer was responsible for thiS. 

Responsibilities of the RPL adVisor 

Responsibilities of the advisor 

In thiS Institution. since there was going to be only one person to deal with the advising 

aspect of the RPL process. the committee resolved that a group approach was to be used. 



The advisor was to hold group sessions with the candidates. The advisor was expected to 

have received RPL training before commencement with the pilot prOject The advisor was to 

give advice and support to the candidate dUring the portfoho development The advisor was 

expected to play the role of both the advisor and the subject specialist for the candidates The 

advisor was also expected to train the assessor on the appropriate assessment methods 

Responsibilities of the assessor 

In this Institution due to shortage of manpower the committee resolved that dUring 

assessment. the advisor to help the assessor especially with regards to clinical examination 

Therefore the advisor also played the role of the assessor at this institution Depending on 

the assessment method used the assessor was expected to be an expert In assessments. 

The assessor was also expected to have received training In RPL assessment 

The assessor was to conduct all the assessments 

Responsibilities of the moderator 

The committee resolved that the services of a moderator will have to be sought. especially 

since the assessments were to be conducted by two people only. All assessments were to be 

externally moderated The moderator had to be present during the clinical assessment to act 

as an Inter-rater 

ResponsIbilitIes of candidates 

Candidates were to make the application directly to the Institution for inclUSion to the pilot 

project Candidates were to fill In registration forms and submit these to the coordinator with 

all other necessary documents for example their SANC enrolment receipts and highest 

educational qualification results Candidates were expected to attend the two day orientation 

workshop Candidates were to attend the RPL pilot programme sessions every Saturday from 

OBOOhr to 1300hr. Candidates were expected to pay R300 for regIstration before 

commencement with the RPL pilot programme Besides the group sessions. candidates were 

expected to make arrangements for Individual contact sessions with the advisor at least once 

a week for one hour duration each session 

Assessment 

The committee resolved that In tnls institution the follOWing assessment methods were to be 

used namely . the portfolio. a theory paper. a clinIcal examination and an assignment 

Fees 



The committee resolved that, since an additional personnel was required to run the project 

each candidate would pay a total sum of R 2000 .Thls was to be broken down according to 

the guidelines as follows: 

Registration fee= R300 .00 

AdvIsing fee = R850 00 

Assessment fee= R850 00 

The registration fee was to be wholly refundable, should the prospective candidate cancel 

seven days before commencement of the RPL project at this Institution . thereafter It was to 

be 50% partially refundable . 50% of the advising and assessment fee was to be paid before 

commencement of the access programme. and the rest to be spread out through the entire 

duration of the access programme. This was a special arrangement made by the committee 

In collaboration with the candidates 

Specific barriers/problems 

The committee raised concerns about the financial viability of future RPL practices In this 

institut ion. given the fact that funding was solely from students· fees . The second problem for 

this institution was the unavailability of personnel to run the RPL project. A nurse educator 

had to be employed on a part time basis for the duration of the research project and hence 

the candidates from this institution had to pay fees even though this was a pilot project. 

Payment of fees was a problem for candidates in thiS institution . The committee decided that 

for future RPL practices in this institution . a period of SIX month should lapse before 

commencement of the advanced programme to allow enough time for candidates to finish 

paying the RPL fees (See Annexure 13 for Institution C's RPL policy) . 



The RPL budget plan for Institution C 

INCOME R. EXPENDITURE R. 

Registration fee @ R3001 Learning packages 

candidate x14 4200. @R200/cand x 14 2800 

Development funds made 20000 . Advisor's gUides @ 

available by institution R100 x 2 200 

Estimated monthly Stationery + resource 5000. 

payments@R75/month/candidate 25200 .00 material (suitcase 

x 24 months x 14 library) 

Telephone @ 1000. 

R200/month x 10 

Equipment (computer. 12000 

printer) 

Advisor@ R1001 hr x 5000. 

5 hrs x 10 weeks 

Assessor @ 1352. 

R130/cand x 14 x 2 

days 

Moderator @ 2800. 

R200/ca nd x 14 

Orientation workshop 800 

@ R50 Iperson x 16 

GRAND TOTAL 49000 . 30925. 

- Development funds 27400. Equipment 18925. 

As the table shows. in thiS Institution RPL candidates were to be charged for the RPL 

programme The Executive Committee approved a budget and resolved that a sum of 

R20000 was to be used as seed money to get the programme running The estimated 

Income from the candidates' fees was R28000 however. the candidates only managed to pay 

the R300 .00 registration fee . This problem was discussed by the RPL committee who 

appealed to the Executive Committee to allow the cand1dates to continues with the 



programme and to spread the balances throughout their training while In the Bridging 

programme The Executive Committee of thiS Institution resolved that candidates were to 

continue with the programme and were to pay R 75.00 per month towards the R1700.00 that 

they would be oWing for a pertod of two years 


