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ABSTRACT
By the mid 1980s the Nationalist Party had sought to salvage almost four decades of apartheid
policies that were based on white supremacy. In this regard it engaged in dual strategies of
repression and reform. The state's strategies were challenged by organisations and movements
within civil society.
In this regard a number of community-based organisation mushroomed
both nationally and regionally. These organisations were co-ordinated by adult political activists
most of whom were perceived to lack the necessary skills to manage organisation more
effectively.
In this conjuncture, the Adult Education Departments at five South African
universities developed certificate-level programmes to address this gap. This study focuses on
three such programmes, the Community Adult Education Programme, based at the University of
Cape Town, the Certificate for Educators of Adults at the University of the Western Cape, and
the Community Adult Educators Training Course based at the University of NatalPietermaritzburg.
This study investigates the social and political conditions that gave rise to the three certificate
programmes.
It also investigates the relationship between the external social and political
conditions and the internal curriculum practices of the certificates. In this process it analyses the
nature of the relationship and identifies shifts in the programmes and the curriculum practices
between 1986 and 1996. The study uses a qualitative approach and draws on elements of critical
theory and social constructionism to understand the data gleaned from interviews and
documents.
This study argues that all three certificate programmes have directly been tied into the socialpolitical context in South Africa between 1986 and 1996. In this decade the study argues, there
are three distinct political periods, namely repression/reform,
negotiations and fragile
democracy. It argues that distinct features from each period have shaped the certificates in
different ways. Along with the national political conditions as manifest at the level of the state,
the private sector and civil society there are local and institutional dynamics that contribute to the
different forms assumed by these certificates. The study further argues that the external social political conditions from each period have demarcated and fixed the boundaries for the
certificates as a social practice. In this process the curriculum practices for each period permitted
certain words and practices in preference to others. Consequently, it argues that the external and
internal social and political dimensions together construct the certificates as a discourse.
This study is based on a belief that the role of a certificate practitioner is to creatively locate the
day to day practices within different theoretical frameworks in order to advance studies into sites
of adult education practices. This study represents a step in such a direction.
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CHAPTER ONE
INTRODUCTION
1.1

Introduction

Between 1948 and 1990 South Africa (SA) was governed by an apartheid ideology of white
supremacy that permeated all sections of society. Within this framework, education was used
as an

ideological instrument

servitude and subordination.

by the state to inculcate the Verwoerdian

ideas of

black

The education sector in SA was particularly affected by the

apartheid policies which the Nationalist Party put into effect after coming to power in 1948.

Central to the implementation

of this policy was the promulgation of the Bantu Education

Act of 1953, which divided education along racial and ethnic lines. Under this dispensation,
education operated with nineteen departments organised by 'race' and geographical location
and its administration was under the control of fourteen cabinets each of which implemented
their own rules in terms of twelve Education Acts.
education

policies had been the unequal

1

An important element of these separate

allocation

of public resources.

Government

spending on a white primary pupil was 4.2 times more than on an African primary pupil.

2

This racialised framework also included the policy of compulsory schooling that was only
applicable to white pupils.

3

Despite this, the attendance of black

pupils continued to

manifest

an overall increase in primary level enrolment between 1949-1965.

although

this period witnessed an increase in the enrolment of black

schools, it was not proportionately matched at the secondary school level.

However,

pupils in primary
4

For example, the

enrolment

at the secondary level in 1965 was cited at 3.44 per cent of the total student

population

whereas

72 per cent registered at lower primary and 25

per cent

at higher

primary level. Consequently one of the most important effects of this unequal provision of

1 World

Bank Southern Africa Department (1995): 2
Ibid: 10
3 Macmillan, R.G. (1970): 12-37
4 Jones, R.e.
(1970): 38-89
2

1
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education under apartheid was that

millions of people who are now adults have received

either no education or very little formal education of very low quality.

S

By the mid 1980s the effect of a racially divided educational system that was characterised
by inequitable

resource allocation and differential

policies

on school enrolment

had

accumulated to the extent that it represented a social problem of scale. Various estimates are
given for the total number of adults affected by this legacy.

Although the exact number is

inestimable, there seems to be general agreement that the figure could be around twelve and
a half million.

6

At the same time the South African economy underwent

a number of

significant changes that marked a shift from an unskilled black labour force to one requiring
a semi-skilled to skilled labour force.
introduced a number of strategies.
reform framework
education (NFE)

and premised

7

In order to address these changes the apartheid state

For example, the De Lange Commission,
on the apartheid

ideology,

had identified

set within a
non-formal

as an area for the development of education for adults. In the De Lange

Report, NFE had been viewed as those activities planned for and with adults outside of the
formal frames of schooling and tertiary education and not necessarily leading
certification.

to formal

8

In the early 1990s the democratic movement countered the reform initiatives of the apartheid
state with its own research programme.

The hub of this research activity focused on policy

options for adult education that primarily based itself on the democratic principles of redress
and equity.

Examples of these options included those of the National Education Policy

Investigation (NEPI) research groups on Adult Education, Adult Basic Education and Human
Resources Development.

Further stakeholders that engaged in debates and initiatives for

redressing the legacy for education of adults were the private sector's National Training
Board (NTB), the State's Human Science Research Council (HSRC)
South African Trade Unions (COSATU).

and the Congress of

The aim of these policy initiatives was to focus on

adult basic education and training (ABET) as a way of redressing the educational inequalities
for adults. This discourse of ABET found its expression

in the democratic

framework for the education of all South Africans.

5
6
7
8

National Training Board (1994): 147
Aitcheson, J. (1997), National Training Board (1994)
De Villiers, D. (1991) and Schaffer A (1991)
Van den Berg, O. (1991)

2
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state's new

After

1994, in line with redress

and equity principles,

the National

Qualifications'

Framework (NQF) had been put in place. The NQF had to address the fragmentation of the
education sector left in the wake of the apartheid dispensation. The way in which the NQF
sought to redress this division was to establish as one of its main
those adults who had previously been marginalised.

aims the integration of

Effectively then, the period after 1994

was characterised by systematic efforts to redress the educational legacy. The overall thrust
of the NQF was to contribute to the reconstruction and improved quality of learning through
the development
society."

of skills and knowledge that people require to participate in all areas of

The NQF is based on eight levels that cut across three broad bands. -These bands

are called General, Further and Higher Education and Training. The General Education band
consists of four sub-levels for adult basic education and training (ABET).

Under the influence of the NQF

a number of interest groups and stakeholders engaged in

educational research with a particular focus on the formalisation
such group comprising

of adult education.

academics who were based in Adult Education

Centres, formed the DEAL Trust.

One

Departments

and

The DEAL Trust was a national initiative of five adult

basic education programmes located at the University of Witwatersrand, University of Cape
Town,

University of the Western Cape, University of Natal-Durban

Natal-Pietermaritzburg

and the University of

.

. The research focus of the DEAL Trust covered two areas in particular that are of interest to
this study.

of

adult

educators and trainers which advocated a qualification structure for university-based

adult

education,

Firstly, it dealt with the professional

with certificate-level

programmes

preparation

and qualification

as an access point into the qualifications'

ladder.l"

Secondly, and more importantly, preliminary research

highlighted the importance

.certificates for the forging of the field of adult education in SA.

of the

Il

In identifying the aforementioned research areas, it was further established that a key feature
in the universities'

provisioning was the extreme unevenness in the field, manifested across

Human Science Research Council
DEAL Trust (1994): 46
11 DEAL Trust: (1994): 78

9

(1995)

10

3
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institutions delivering adult education programmes.

12

However,

no systematic study has

been conducted into these programmes to probe the alleged unevenness as they arise through
institutional
focusing

and regional differences.

Consequently

this study meets this challenge

by

on certificate-level programmes delivered at three institutions: the University of

Cape Town (VCT), the University of the Western Cape (UWC) and the University of NatalPietermaritzburg

In particular,
programmes.

(UNP).

this study focuses on three university-based

In doing this, it contributes to the "need for universities

around medium and long-term issues confronted in the field."

It is within

this framework that this research study

level adult education programmes

1.2

certificate level adult education
to engage in research

13

into three university-based

certificate-

is located.

Aims Of This Study

On consideration of the aforementioned

research areas the aims of the study were to analyse

the socio-political conditions that shaped the evolution of the three certificates over ten years
and the overall changes that they underwent as they evolved during this period.

The focal questions chosen for this study were:

•

What were the historical,

social and political conditions that gave rise to the emergence

of these certificates?

•

What was the relationship between the socio-political conditions and the formulation of
the certificates?

•

What was the nature of the discourses that prevailed in the curriculum practices during
the different period and were there shifts in the discourses?

12 DEAL Trust:
13lbid: 74

(1994): 74

4
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•

What was the relationship between the socio-political

conditions

and the curriculum

practices in the certificate?

The focal questions referred to above evolved

through

a theoretical approach that guided

the study from the start.

1.3

The Evolution Of This Study

Initially the study set out to examine the certificates historically by using the theory of
discourse.

The intention was to use the theory to probe the certificates both as a socio-

historical phenomenon and in terms of overall identity changes across ten years.

As the

literature review in relation to the theory of discourse unfolded, it was apparent that it would
need to be complemented
understanding

with political economy concepts

to enable a more focused

of the socio-political factors shaping the certificates.

In this study, discourse

theory enabled the researcher to identify and to interpret the relationship between language
and power as it is expressed and dispersed through the different sectors of society.

In addition, on t(~iri~allevel

through the data collection!ro~vidence

_-

surfaced amongst the
-_-three cases.

of diversity

Important differences were those of chronology

and

identity. The certificates had started at different times and in each case did not encompass a
fixed certificate identity.
Educators of Adults

For example, the UWC certificate was called the Certificate for

(CEA) for the entire period of this study.

The UCT

certificate was

referred to as the Community Adult Education Programme (CAEP) first and then changed to
a Certificate

in Adult

Pietermaritzburg

Education

Training

and Development

Training Course (CAETC).

"statements were different in form and dispersed in time"

14

14

However, while the certificate
it appeared to refer to a similar

With this in mind the concept of discourse was used

certificates.

The Natal-

certificate was referred to as the Certificate for Adult Educators and then as

the Community Adult Educators'

object.

(CAETP).

to understand

the three

The concept of discourse enabled the researcher to interpret the specificities of

Foucault, M. (1974): 32

5
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the certificates especially as they had been positioned in relation to the contexts of the state
and civil society.

In this study the literature review has been used as a conceptual and theoretical tool in the
analysis

of the certificates as social practices that had been constituted through the external

social and political conditions.
with the ~ntextual
(in Chapter Five)

1.4

The study therefore argues that tlfe-lit~ratur;~together

background {in Chapters Two and Three) and th

c~Qtual

o_ye~

constitute an important outcome of the study.

Organisation And Overview Of Tile Study

Chapter One clarifies the motivation for the study, its rationale, focus and aims.

Chapter Two outlines the international adult education context. In this regard it reviews the
literature pertaining to the field of adult education in order to highlight the educational
boundaries that -influenced thepractices.of.the.c rtificates. Towards this end, the ways in
r
which the events, knowledge and relationships about adult education have been represented
in the literature,

are reviewed.

Chapter Two provides an overview of the international field

in order to provide a framework for explaining some of the practices in the three certificates.

Chapter Three sets the national and \..regional political

context ---for'the certificate study

between 1986 and 1996. In this regard it demarcates political periods for the study.

It also

provides an overview of the field of adult education in SA with particular reference to the
kind of language used to frame adult education. The national, regional, and adult education
contexts provide the basis for a preliminary analysis of the initial thinking and formulation
that preceded the establishment of the three certificates.

Chapter Three concludes

with a

descriptive outline of the three certificates.

The concept of discourse is important for this study and hence Chapter Four reviews the
relevant literature pertaining to the concept tracing its linguistic roots through to poststructuralist perspectives.
of the theory to

It ends by reviewing ways in which writers have applied elements

educational research.

Chapter Five

concludes the literature review

6
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by

developing a sensitising framework for the study. Towards this end Chapter Five highlights
key political economy concepts and elements of the theory of discourse.

Chapter Six explains the methodology and techniques

that are used in the study. It sketches

the various epistemological traditions and then identifies the approach

utilised in this study.

Chapter Seven analyses the coalescence of the socio-political and institutional conditions
and the subsequent setting and fixing of the boundaries for the construction

of the three

certificates. It t'race's the extent to which these conditions have influenced the practices in
the certificates in the different periods. It argues
period

and the personal-political

that distinct political features from each

histories of the individuals influence the form of the

certificates.

Chapter Eight
certificates over

analyses some of the curriculum practices that have been encouraged on the
the ten years.

It t'race's

the relationship between the external political

conditions and the internal curriculum practices.

This chapter includes an analysis of the

kinds of statements and words that came to be promoted in the practices over the ten years.

Chapter Nine locates the certificates in a macro way. Towards this end it synthesises some.
of the important elements of all three certificates in relation to the state, the university, civil
society and donor aid. It then analyses the three certificates in terms of their social functions.
This chapter brings together

some important elements of the curriculum practices with

specific reference to the kinds of ideas that were and were not encouraged

in all three

certi ficates.

Chapter Ten concludes the research study with an outline of the key findings and considers
future research directions.

7
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CHAPTER TWO
THE FIELD AND PRACTICE OF ADULT EDUCATION

2.1

Introduction

The certificate programmes in terms of their social functions and curriculum practices have
been influenced by some of the ideas in the field of adult education.' In particular these ideas
(from adult education) have been influential in relation to the teaching and learning of adults;
the different forms of

adult education within which the learners are engaged

community organisations, non-formal, literacy projects, health education);

(such as

and the political

models of adult education (radical and liberal) that have shaped the certificate programmes.
As such this chapter reviews some of the key debates in the field of adult education in order
to provide a framework for explaining some of the practices in the three certificates.

In seeking

an overview of the field, the researcher was confronted with the relationship

between ideas in the field and its purpose for the study. This was further exacerbated by the
diversity

and fragmented

nature of the

practices in the field.

On this basis, common

elements in the field were clustered together thematically in order to enable a more focused
approach geared towards the overall aims of the research study.

2

Through an overview of the field of adult education, this chapter provides a context for
identifying key political concepts as they are related to the three certificates. These political
concepts, in conjunction with the theory of discourse in Chapter Four,

are subsequently

developed into a sensitising framework (Chapter Five) for the entire study.

This chapter

addresses itself to four themes that hold together the field of adult education.

The first theme revolves
phenomenon.

1
2

around the idea that

adult education

is a very complex

This complexity results in it being a contested terrain of study. Nonetheless,

The ideas, especially
See Paragraph: 1.2

in relation to adult learning

have been adapted to suit national and regional contexts.

8
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it embraces

activities that are

systemically

classified.

3

diverse and

Furthermore,

within

occur

10

different

sectors,

society these activities are

yet

may be

referred to by

different names. The second theme that follows from this is the social and political context of
adult education.

The third theme revolves around the theories

influence teaching methods in adult education.

A further theme

of adult learning

that

that is woven through all

three themes are the different models of adult education. Together these elements configure
'themselves into adult education as a field of study.

This chapter concludes by examining

adult education in terms of their social functions.

2.2

Demarcating Tile Field Of Adult Education

Adult education as a field of study is constituted by a multiplicity of terms and meanings.

It

means different things to different people, at different times. Moreover, there has also been
difficulty in demarcating the field. McCullough has identified
adult education is almost everything.

4

this difficulty by stating that

Defining the field is therefore untidy and complex.

This dilemma is captured in the following quotation:

Extracting adult education from its surrounding social milieu - or at
least differentiating adult education from the social milieu - is as
difficult as determining how many angels can dance on a pin. Is adult
education a practice or a program?
A methodology or an
organisation?
A "science" or a system?
A process or a
profession? ...is adult education different from continuing education,
vocational education, higher education .... ? Does adult education have
form and substance or does it merely permeate through the
environment like air .... ? Does adult education even exist? S

2.2.1

Defining Adult Education

Although it is difficult to pin down adult education, there have been international efforts at
demarcating the field.
namely

Adult education has been defined by two international institutions,

the United Nations

Scientific

and Cultural

Organisation

Organisation for Economic Co-operation and Development
3
4
5

(OECD).

Jarvis, P. (1985)
McCullough (1980) cited in Jarvis (1987): 3
Ibid.

9
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(UNESCO)

and the

Both have developed

yardsticks

for demarcating the field internationally.

In the UNESCO

definition,

adult

education is described as:

..... the entire body of organised educational processes, whatever the
content, level, or method, whether formal or otherwise, whether they
prolong or replace initial education in schools or colleges and
universities as well as in apprenticeships, whereby persons regarded
as adult by the society to which they belong, develop their abilities,
enrich their knowledge, improve their technical or professional
qualifications, or tum them in a new direction and bring about
changes in their attitudes or behaviour in the two-fold perspective of
full personal development and participation in balanced, independent,
social, economic and cultural development."
In the OECD definition, adult education refers to:
... any learning activity or programme deliberately designed by a
providing agent to satisfy learning need or interest that may be
experienced at any stage in his or her life by a person who is over the
statutory school leaving age and whose principle activity is no longer
in education.
lts ambit thus spans non-vocational, vocational,
general, formal and non-formal studies as well as education with a
collective social purpose."
In both the UNESCO and OECD definitions, the focus is on adult education as an organised
and systematic learning or educational activity that covers both formal and non-formal levels
for adults.
targeted.

One difference, however, is in terms of the school-leaving

category of adult

While the UNESCO definition refers to adults at initial and post-initial

school

levels, the OECD covers adults at post-compulsory level.

In terms of both definitions it is claimed that through changes in skills, attitudes, knowledge
and understanding,

adults will be able to fully

participate in society. However,

each one

serves different social functions. Whereas UNESCO's definition historically has been located
within a humanistic tradition serving democracy and the development of the individual, the
OECD's definition has been located in a way of thinking that views education as instrumental
for economic development.f

Both definitions

find their discursive

expressions

in adult

education-based terms, such as life-long learning and recurrent education, respectively."
6
7
8
9

Ironside, D. J. (1989): 15
Tight, M. (1996): 62
Kosgaard, O. (1997):18
Gustavson, 8. (1997):238
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While each definition is limited by a particular tradition all point towards a framework for
defining adult education. Generally, adult education is taken to refer to social and educational
"processes whereby persons who have terminated their initial cycle of continuous education
undertake any sequential and organised activities with the conscious intention of bringing
about

changes

attitudes".

lO

in information,

knowledge,

understanding,

or skills, appreciation,

and

In this broad framework, adult education activities occur in multiple sites and

sectors in society.

2.2.2

Adult

Adult Education Activities Occur In Different Sectors

education

organisations

occurs

In

different

and the private sector.

sectors such as

state institutions,

civil society

Within state institutions adult education occurs

In

formal settings such as night schools, community colleges and universities.

2.2.2.1

University-Based Adult Education And Extension Units

It is argued that the university plays a unique role in the generation and dissemination
knowledge.

II

of

In particular universities are viewed as places where the ideas of critical and

conceptual analysis are promoted.P

Consequently university adult education also revolves

around the promotion of conceptual and critical skills.13

At universities the provision of education for adults occurs through university extension
units. In this regard the university extension units are seen as providing continuing education
for adults such as formal

credit-bearing

courses as well as various forms of community

courses.l"

Ironside, D. J. (1989): 16
Kulich, J. (1987): 172
12 Paragraph: 2.5.1
13 Taylor, R., Rockhill, R. & Fieldhouse,
14 Kulich, J. (1987)

10
11

R. (1985)

11
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2.2.2.1.1

University Extension Units And Certificate Programmes

Extension and continuing education units are also known for administering

and managing

certificate programmes. Certificate programmes are defined as "programmes

at accredited

colleges or universities that constitute a sequence, a pattern or a group of courses developed
and managed by faculty or faculty approved professionals".
claimed

that

certificate

enhancement.i"

programmes

aims,

From this perspective it is

namely,

personal

and

career

have been probed in relation

needs.17

Adult Education In Civil Society

Within civil society, educational
community

organisations,

organisations.
vocational

two

In this study the aims of the three certificates

to both individual and social-community

2.2.2.2

have

IS

activities for adults occur inside organisations

such as

churches, trade unions, health, welfare, literacy and

political

Within the private sector training activities occur inside companies (staff and

training).

It is claimed that the educational activities within each sector have their

defining features

that serve a particular social function for the interest group within the sector.

18

For example,

activities in night schools and colleges that have as their aim courses that articulate with the
formal system,

would be geared towards a second chance learning function.

In this regard

the activity would provide the social function of enabling adults to adapt to the existing social
relations

in society.

In a similar way this function is applied to work-related

activities where the aim is economic.

This involves the development

behaviour and attitudes to improve productivity.

training

of the appropriate

On the other hand, educational activities

within a community organisation may have a political aim that focuses on the promotion of
democracy amongst communities.

In this regard the social function ultimately would focus

on the process of social change. The social functions of adult education are therefore multiple
and varied.

15

Holt, M. (1991)

16

Ibid.

Paragraph: 3.5.4
18 Jarvis, P. (1985)
17

12
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From the above it is evident that adult education activities occur in multiple sites and sectors.
The activities are designed to meet the educational needs of the learners and the institution
and organisation of which they form part. Some of these activities may be time limited (for
example in the case of a school level equivalent course there would be a time limit) whilst
other activities may not be bound by time (as in the case of a community organisation that
engages in political awareness training).

2.2.3

Terms And Concepts

It is claimed that all countries have an institutional framework that structures the ways
which adult education and training are provided.l"
particular institutional

in

In other words, each country has a

language that frames the provision of education and training which is

then reflected in legal systems.

20

The state therefore names the form of provisioning (that is,

the terms by which it is referred to). For example, in Africa the state refers to adult education
as non-formal

education (NFE).

society organisations
example,

However, adult education activities also occur in civil

in which case the

provisioning

could be labelled differently.

For

the certificate programmes that form the basis for this study recruited learners who

were engaged in activities some of which were named adult education, community education
and literacy projects.

There are thus a number

of terms that have been used to label adult
21

education activities. In this regard almost thirty terms have been identified.

Within this profusion of terms there are certain ones that occur in sectors of the state, civil
society and the private sector. In each sector adult education is labelled in different ways.
These include fairly common terms such as adult education, continuing education, life long
learning, recurrent education and community education.f
terms that intersect with the organisational

For the purpose of this study those

practices of the certificate

addressed below.

19
20
21
22

Tight, M. (1996): 53
Titmus, C.J. & Pardoen, A, R. (1981)
Kallen (1979) cited in Millar, C. (1991)
Jarvis, P. ( 1995), Tight, M. (1996)
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learners will be

2.2.3.1

Adult Education

The term adult education takes on different meanings in different contexts. It is claimed that:
The term 'adult education' carries specific connotations in the United
Kingdom which imply that it is specifically liberal education, and also has
a stereotype of being a middle- class, leisure time pursuit. Underlying this
implication is the idea that the adult's education has been completed and,
during leisure time, the adult self-indulgently improves or broadens
existing knowledge, skills, or hobbies."
From the above perspective

adult education targets those sections of society that are already

educated and in search of individual leisure pursuit activities. This liberal meaning that
promotes individual advancement

and education for its own sake, has been critiqued by

scholars writing in a radical framework.

24

Adult education from a radical perspective challenges "the established assumptions regarding
the role of education and its relationship
structures

in society."

advancement

to economic, political and cultural ideas and

In this regard radical adult education

2.5

and social change.

promotes

collective

It encourages a critical examination of the relationship

between adult education and society.

In this framework, the radical tradition argues that

formal adult education reinforces the status quo."

In the UK the term adult education with a politically radical meaning has been used mainly
in

civil society organisations

mearung

as a tool to advance social-political

has not informed the state's approach to adult education.

change. This radical
Instead, the state's

approach has been based on a liberal perspective.

Adult education in the United States of America (USA)

is used to refer to the education of

adults generally. This includes both vocational and non-vocational training. In this context
adult education is linked to the idea of extending the democratic ideals as espoused through
an ideology of liberalism.

27

Within a liberal framework

adult education is perceived to be

the means by which to extend the opportunity to earn degrees and credits, of promoting

23
24
25
26
27

Jarvis, P. (1995): 20
Thompson, J.L. (1980); Keddie, N. (1980); Westwood,
Elsey, B. (1986): 8
Thompson, J.L. (1980)
Taylor, R., Rockhill, R. & Fieldhouse, R. (1985)

S. (1980)
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the

interests of democracy and social efficiency.

28

In the USA context adult education has embedded itself in a system that "promoted
opportunity".

29

In this regard, the

It has not

expansion of access to education.
towards social transformation.

social purpose of adult education
had

has implied the

the political connotation of working

In this framework

ultimate and civilising" route for society.

equal

education has been promoted

as

"the

Thus it is claimed that:

30

Although the rhetoric of adult education is caught up in the missionary
ideal of education as the key to social transformation, in terms of
programmatic vision, the emphasis has been pragmatic:
education for citizenship, Americanisation, vocational education,
higher and continuing education. 31
In South Africa the meanings around adult education have been varied and dependent on the
source and motives of

provisioning.

32

Various meanings have been

ascribed to adult

education activities in the different sectors. These meanings have ranged from upgrading of
skills in the private sector, to compensatory
schools'

forms of adult education in the state's night

sector through to radical political education in community

radical adult education activities in community organisations
through university-based

community programmes.

33

organisations.

The

have in tum been promoted

The certificate programmes that are the

focal point for this study, are one such expression.

2.2.3.2

Non- Formal Education

Adult education activities have also been referred to as non-formal education (NFE). NFE
has been used to define the area of organised and systematic educational activity
outside the

framework of a formal system."

In this regard, NFE has aimed to provide

selected types of learning to specific sub-groups in the population, including
children.

28 Taylor,
29lbid.
30
31
32
33
34

From this perspective,

carried on

examples of NFE

have

adults

included programmes

R., Rockhill, R. & Fieldhouse, R. (1985)

Ibid.
Taylor, R., Rockhill, R. & Fieldhouse, R. (1985)
NEPI (1993): 12
Fordham, P. (1994): 6-7
Coombs, P. & Ahmed, M.(1974) cited in Tight, M. (1996)
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and

such as

agricultural

extension,

literacy,

community organisations.
cultivated

35

occupational

Fordham,

youth

countries

although

it has also been

countries where it is referred to as community education.
NFE

clubs, health

and

It has been claimed that NFE as an institutional term has been

mainly in 'developing'

'developed'

skills trairung,

as a development

applicable

to

According to

36

strategy is relevant to the needs of a population,

particularly those in the rural areas where the focus is on teaching people to improve their
basic level of subsistence and standards of nutritional health.

37

It is claimed that in Africa generally, educational activities for adults who have not made it
into the formal system, are referred to as NFE.

38

According to Ulzen this could be seen as

the general situation in Africa where governments have realised that although there have been
investments in facilities for primary and secondary education, these have been outstripped
demographic

factors.

39

Furthermore

by

it has also been claimed that the formal system has

failed to provide appropriate knowledge, skills and the right attitudes for productive work or
self-employment.

40

As a result, NFE strategies have had to be developed to counter the

high illiteracy rates and low skill levels. African governments have therefore
not only in principle but

in reality,

had to accept,

that NFE offers a parallel system of education for

children and adolescents who have not been catered for by the formal education system,

as

well as a strategy for providing remedial or upgrading skills to the teeming unemployed and
unemployable

youth and adults.

41

In Africa NFE is

used interchangeably

with adult

education to describe educational activities for adults.

It is argued that in South Africa the term NFE

had been used by the state as well as by

oppositional groups and consequently had a double edge to it.

42

From this perspective the

term achieved some currency through the De Lange Report in 1981, which advanced the idea
of NFE as being
complementary

complementary

to formal education.

has not been as important

However, this concept of it being

in the South African

that of having been in opposition to the formal educational system.

35 Coombs,
36lbid.
37

P. & Ahmed, M.(1974)

cited in Tight, M. (1996)

Fordham, P. (1980) cited in Tight, M. (1996)
EA (1989) cited in Millar, C. (1991)

38 Ulzen,
39lbid.

Ulzen, EA (1989) cited in Millar, C. (1991)
Ibid.
42 Millar, C. (1991)
43lbid.
40
41
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educational discourse as
43

In relation to the latter,

NFE has been seen as synonymous with educational opposition to the apartheid system.
Consequently NFE in the South African context has had a very strong transformative
and has in a way come to share the mission of community education.

2.2.3.3

edge

44

Community Education

The term 'community;
membership of a group.

is used in the sense of those who share either a geographical space or
It is also a term that is used in the field of adult education.

4S

46

Community education is an approach that emphasises education as meeting the needs and
interests of the community.

In this regard community education does not mean education

imposed from outside onto a community but instead refers to members of 'the community'
deciding on
.

community.

and taking responsibility

for the type of education that takes place in that

47

It is important to note that the community education approach generally has two strands.
Besides the approach that stresses the mobilisation

of communities

second strand focuses on the provision of a service to the community.

48

for social change, a
Whilst the former is

about collective action and awareness around social issues and transformation,
about making resources available to the community in general.

the latter is

In other words, individuals

are to be trained in skills and in this way they would be of service to the community.

49

These

strands are premised on different models of adult education, that is, radical and liberal.

The history of the term community education refers to the community generally playing an
active part in the provision of services. so Educational provisioning could take the form of
cultural, social, religious and political activities, all intended to improve and transform the
quality of life.

It is important to note that the concept of 'community

education'

and its

attendant values and assumptions have been critiqued by a number of writers on the topic.
The concept of the 'community',

challenged for its use in an amorphous way, has also been

Millar, C. (1991)
Lawson, K.H. (1982)
~ Lov~tt, T. (1975)
47 Lovett, T. (1975), (1978)
48 Lovett, T.. (1975), (1978)
49lbid.
44
45

50
51

SI

Ibid.
Lawson, K. (1979)
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the subject of debate in South Africa.
context is outlined in Chapter Five.

2.2.3.4

The critique of the concept in the South African

52

Literacy

In certain instances, adult education is used synonymously and interchangeably with the term
literacy. In particular, adult education has an association with literacy when the latter is used
in a political context, to denote those activities that link literacy to political change. In this
regard the ideas of Paulo Freire have been influential in encouraging approaches to literacy
teaching within a framework
interchanging

of political conscientisation

and social change.

S3

This

of the term adult education with literacy, is particularly used in Developing

World contexts where it has been claimed that "literacy is the single most important form of
adult education in the developing nations."

S4

However it is important to note that literacy

is not only an adult education related term that has been used in industrialising

countries;

it

has also been used in industrial countries. ss

2.2.3.5

Within

Different Terms And Concepts Nestle Together

different

institutional

countries

frameworks

adult

education

shaping the system.

assumes

different

forms,

with

different

The terms and concepts used to label the

activities are very diverse. While the state labels the activities (that is, it provides the
institutional framework),

organisations in civil society also label their activities sometimes

differently to those of the state. Finally in the private sector through the term "recurrent
education"

the educational activities are named in ways that differ from both the state and

civil society. In this way different terms and concepts with different social purposes at times
nestle and at times wrestle with each other.
Even within a country, educational activities have assumed different forms. These have been
shaped by different socio-economic-political

52
53
54
55

Paragraph:
Paragraph:
Ryan, JW.
Ampeni, K.

factors.

These are discussed below.

5.3.3.1
2.4.2
(1981): 198
(1981)
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2.2.3.6

The Socio-Political-Economic Context Of Adult Education

Adult education activities and the institutional terms that the state uses to define the activities
are shaped by the socio-political conditions within countries.

It has been argued that within

the global context, the concept and practice of life-long and adult education, correspond to
the different socio-political-economic

In advanced

capitalist

countries

conditions of the countries.

lifelong education

56

is often referred

to as recurrent

education, on-the-job-training

or adult education and is differentiated according to the target

population

been designed.

for which it has

mainly, though not predominantly,
other hand in 'under-developed'
international
education,

57

Under these conditions adult education is

associated with those seeking leisure pursuits.

On the

capitalist countries, lifelong education reform sponsored by

aid agencies is referred to mainly as non-formal,
or as work-oriented

functional

literacy programmes.

basic, adult or workers'
58

While the target

population in the advanced capitalist countries are workers, and the middle class who are
under pressure to be multi-skilled and adaptable to the changing labour processes, in Africa
the target population
peasants.

59

in the poorest underdeveloped

countries

are predominantly

rural

In this context the forms that adult education assume are related to the political-

economic and social changes that societies experience and the roles that the

governments.

perform during periods of social change.

60

War the welfare state became important

as the institution that would manage redistribution

and direct compensatory
periods of heightened

One example is that after the Second World

policies arising out of the disruptions caused by the wars.61 In

social change adult education has been closely and directly associated

with national development.

In this regard adult education in relation to the state has become

associated mainly with those forms of provision that cater for those adults who have been
"unsuccessful and less fortunate".

62

In this context the meanings around adult education have

been constructed in relation to social and political redress. Thus adult education has served a
compensatory function to redress the historical educational legacy.

Mbilinyi, M. (1992)
Ibid.
58 Ibid.
59 Ibid.
60 Simpson, JA (1972)
61 Ibid.
62lbid.
56

57
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2.2.3.6

The Socio-Political-Economic Context Of Adult Education

Adult education activities and the institutional terms that the state uses to define the activities
are shaped by the socio-political conditions within countries.
the global context, the concept and practice of life-long
the different socio-political-economic

In advanced

capitalist

countries

It has been argued that within

and adult education, correspond to

conditions of the countries.

lifelong education

S6

is often referred

to as recurrent

education, on-the-job-training

or adult education and is differentiated according to the target

population

been designed.

for which it has

mainly, though not predominantly,
other hand in 'under-developed'
international
education,

S7

Under these conditions adult education

associated with those seeking leisure pursuits.

On the

capitalist countries, lifelong education reform sponsored by

aid agencies is referred to mainly as non-formal,
or as work-oriented

is

functional

literacy

programmes.

basic, adult or workers'
S8

While the target

population in the advanced capitalist countries are workers, and the middle class who are
under pressure to be multi-skilled and adaptable to the changing labour processes, in Africa
the target population
peasants.

S9

in the poorest underdeveloped

countries

are predominantly

rural

In this context the forms that adult education assume are related to the political-

economic and social changes that societies experience and the roles that the

governments

perform during periods of social change. 60 One example is that after the Second World
War the welfare state became important
and direct compensatory
periods of heightened

as the institution that would manage redistribution

policies arising out of the disruptions caused by the wars."

In

social change adult education has been closely and directly associated

with national development.

In this regard adult education in relation to the state has become

associated mainly with those forms of provision that cater for those adults who have been
"unsuccessful and less fortunate".62 In this context the meanings around adult education have
been constructed in relation to social and political redress. Thus adult education has served a .
compensatory function to redress the historical educational legacy.

56
57
58
59
60
61
62

Mbilinyi, M. (1992)
Ibid.
Mbilinyi, M. (1992)
Mbilinyi, M. (1992)
Simpson, JA (1972)
Ibid.
Ibid.
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Adult education has also been perceived as a way of helping adults to adapt to technological
and social changes in society. From this perspective adult education is perceived as a tool
that

would support

It is claimed that the enhancement of personal

political democracy.

growth (self-actualisation

of one's

potential)

contributes to a social condition in which

adults become healthy and participatory members of society.
education

is viewed as

. development in society.

2.2.3.7

contributing

to

From this perspective, adult

the social, political,

economic

and cultural

64

Within Countries Different Terms And Concepts Wrestle With Each Other

Adult education is a very broad and contested
meanings

63

there have been international

education as a set of practices.

field. Although there are contestations around

efforts at demarcating

the boundaries

for adult

Both the UNESCO and OECD definitions have provided

yardstick for gauging the multiple and fragmented practices that have occurred in

a

sectors

such as the state, civil society and the private sector. As highlighted earlier within countries
the labelling of these activities take on different forms with the state playing an important
role in determining the way in which adult education is talked about (that is, it provides the
institutional
education

framework).

for adults is talked about, it does not preclude

educational activities.
this way

Besides the state labelling and naming the way in which the
other sectors naming their

Organisations within civil society are able to name their activities.

In

different terms and concepts (for example non-formal education, adult education,

literacy, adult basic education) are able to nestle together and wrestle with each other at the
same time within countries.

2.3

The Organisation and Structure of Adult Education Activities

While adult education activities are very fragmented across sectors, their overall features can
be systematically classified.

6.5

Adult education programmes
63
64
65

are characterised by a number

Elsey, B. (1986)
Ibid.
This study draws on the work of Jarvis, P. (1985) and Hunter, C. J. (1987)
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of educational features that

together contribute to the education activity within a sector on the one level and structural
features

that contribute to the overall

administration of provisioning on another.

regard to the educational activities, the classification

is in terms of

goals,

66

With

curriculum,

methods and learners. With regard to administration the classification is in terms of funding
sources and general administration

and management of the provision.

These are spelt out

below.

2.3.1

Goals

The goals refer to the overall purpose that the practice wishes to achieve. Whilst the activity
can be narrowly defined in terms of programme goals, it is shaped by the functions of the
adult education practice.
functions.

It

is important to distinguish between educational

aims and

In this regard the "aims of education tend to relate to specific learners whereas

any discussion of function is social".
needs, whereas the overall

67

The goal of a practice will be to meet individual

practice and process will have a larger significance in terms of

social function. The idea of social functions is addressed later in this chapter.

2.3.2

Curriculum

A second element of an educational practice refers to the curriculum. This includes a schoolbased curriculum that enables articulation with the formal system (night schools),
formal courses that are not linked to the formal system.
combination

of formal, leisure-related

(extra-mural

to non-

In universities there would be a

programmes)

and community-based

study. Within the private sector, the content would include areas such as industrial training
and management training. In civil society organisations, the content would include areas that
relate to community education.

It is claimed that much of the content of the curriculum for adult education consists of
theoretical

66
67

knowledge

drawn from other disciplines,

such as psychology,

Hunter, C. J.(1987)
Jarvis, P. (1985): 134
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organisational

development

and management studies.

discipline for adult learning is
development

For example, it is claimed that the foundational

68

humanist psychology, while the theory of organisational

is used in both community

education

and management

training,

towards

different social ends.69 The area of curriculum in adult education seems therefore to be very
fluid, with much of the intellectual resources being drawn from other disciplines.

Moreover, it is claimed that there is no core body of knowledge in adult education in the way
that there is in formal schooling.

70

From this perspective it is argued that the curriculum is

driven and determined by the diverse needs expressed by learners. There is thus "no fixed
curricular core in adult education, only an ever shifting array of diverse offerings organised in
response
curriculum

to sometimes

idiosyncratically

expressed

needs of learners".

in adult education has been determined by the individual-based

learners and the target constituency.

This concept of the "needs rationale"

Thus the

71

needs of the

in the curriculum

has been challenged by writers such as Griffin who has claimed that "the ideology of needs,
access and provision is governed by an ideology that is administrative
rather than deriving from any central philosophical
education."

2.3.3

and organisational

rationale concerning

the purposes of

72

Learning Methods

A further element in the classification of adult education practices revolves around learning
methods.

The type of methods used are linked to the overall goals and' the content of the

practice.

The methods range from traditional academic methods (seminars) based on a

teacher-centred

approach to popular and experiential, learner-centred

this b~oad spectrum there is group study
and independent study

74

73

approaches.

Within

that encourages a collective approach to learning,

that encourages an individual, self-directed approach to learning.

Adult education thus draws on a range of different methods, some of which are determined
by the social purpose of the overall activity.

68
69
70
71
72
73
74

For example,

in community education where

Usher, R. (1989) : 69
Merriam, S.B. & Brockett, R.G. (1997)
Brookfield, S. (1988)
Ibid.
Griffin, C. (1983) cited in Brookfield, S. (1988)
Darkenwald, G.G. (1989)
Tough, A. (1989)
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the aim is awareness training, there has been a strong reliance on participatory,
and group methods that promote

political empowerment

experiential

on the part of learners.

In this

context there has been a close correlation between the political nature of the curriculum
(content) and the methods (form) used in the learning process.
note that

experiential and group methods have also been

contexts,

especially when

changes in the organisation

However, it is important to

used in
of

management training

work have necessitated

a

reorientation of education and training. From this perspective it is claimed that with the shifts
in the economy towards post Fordist principles, the workplace is being constructed
learning organisation.

2.3.4

as a

7S

ExperientialLearning

Experiential

learning is a process in which an experience is reflected upon, observed, and

conceptualised

and then becomes the basis for a new idea.

76

In this process of action-

reflection the learners are then able to sort and make sense of their experiences. This theme
of experiential
education.

learning

In particular

has occupied a large place in the curriculum practices of adult
10

the certificates,

learner experiences

have been central in the

shaping of the curriculum.

Within the field of adult education experiential learning is the subject of debate.
scholars have interpreted experiential learning

in terms of four "villages".

77

Certain

From this

perspective experiential learning is interpreted as the assessment and accreditation of prior
experiential learning, as a way of bringing about changes in post-school curricula, as a basis
for raising political consciousness and, fourthly as a way of increasing personal growth and
development.

78

These interpretations

of experiential

learning have been challenged

by

scholars writing in a post-modem tradition who have challenged the modernist assumptions
on which it is premised. In this vein it is argued that these dominant models of experiential
learning conceive of "experience as an external resource,
directly accessible.?"
theorised.

80

From this perspective

as something

the idea of experience

that is coherent and
needs to be

re-

Along with this critique experiential learning has also been challenged for its

Edwards, R. (1993): 179
Jarvis, P. (1987):17
77 Weil, S. & McGill, S. (1989)
76 Weil, S. & McGill, S. (1989)
79 Johnston, R. & Usher, R. (1996): 2
80 Ibid.
75
76
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over-reliance

on micro-processes

In

learning at the expense of

structural process and issues that shape individual experiences.

81

the broader social

and

From this perspective

it is

argued that the social, political and cultural contexts need to be inserted into the experiencebased educational event.

2.3.5

Selectionof Learners

A final feature of the practices involves the type of learner who participates in the activities.
In activities where the social function is compensatory adult education, the types of learners
selected for the activities would include historically disadvantaged

groups, women, those

with little or no schooling, unemployed young adults, skilled workers and the rural poor.
is further argued that

besides the classification

by learner

group

82

It

that produces broad

categories, the "notion of a target group has achieved prominence among professional adult
educators under conditions where their services have to be marketed and is a feature, too, of
an interventionist welfare policy of a compensatory and redistributive kind."
the target group is assessed in terms of what takes political priority.

83

The "need" of

Consequently, the

criteria for the selection of learners are ultimately tied to the social function or purpose that
the adult education practice provides.

A second strand in the classification of adult education practices refers to institutions that
take responsibility for the administration and funding of provisioning.
state (both national and provincial agencies),

This ranges from the

employers, educational institutions, NGOs,

trade unions and professional associations. Generally these providers are responsible for the
overall organisation,

management

and

funding

of the provisioning.

providers have not directly fund provisioning, as is the case with NGOs,
conduit has been that of international
agencies.

government-based

In cases where
the key funding

and private foundation

donor

For example the certificate programmes have been funded by donor agencies.

On the basis of the above, adult education programmes are therefore held together by two
related elements that give it systemic coherence.

82

Hudson, A. (1983): 81
Millar, C. (1991) & Hunter, C.J. (1987)

83

Millar, C. (1991)

81

As the above has shown, the one element is
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the educational aspect, while the other is the overall management, funding and administration
of the activity. Whilst the former focuses on the educational element the latter focuses on the
governance and structure of the provisioning. Within countries the labelling of these types of
adult education provisioning assume different forms.

In this section the emphasis has been on the structure and organisations of learning activities,
from the adult educator's perspective.

In the following section the most effective ways of

dealing with adults as learners will be discussed and critiqued.

2.4

Learning Theory Concepts

Amongst the range of concepts and theories

in adult learning,

commonly applied in adult education. The first concept is
principles of adult learning and the second is conscientisation
political transformation.
and Freire, respectively.
internationally.

there are two that have been
andragogy

that refers to the

that refers to education for

These concepts have been popularised by scholars such as Knowles
84

Both have been used in adult education and training contexts

In the case of the certificates, they have provided key resources for the

curriculum practices.

2.4.1

The Conceptof Andragogy

.:k

In contrast to pedagogy (which is concerned with helping children to learn) andragogy has
been defined by Knowles as " the art and science of helping adults to learn".

8S

This view is

explained as a set of assumptions about adult learners which include factors such as the need
that adults have for
utilitarian

learning; that they are self-directing;

value; that, unlike

that learning has to have a

children, adults are problem-centred

in their approach to

learning; that adults are intrinsically motivated to learn (self-esteem, sense of responsibility
and quality of life); and that adults' life experiences
learning process.

84

and biographies

86

Knowles, M. (1971), (1984); Freire, P. (1972)
M. (1971), (1984).

B5 Knowles,
86lbid.
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contribute

to the

It is further argued that through these principles the adult learner develops a "sense of selfconcept that moves from one of being a dependent personality to a more self-directed human
being."

Through this process it is also claimed that learners accumulate

87

a pool of

experience that then becomes a resource for learning; that the readiness to learn becomes
geared towards the development

tasks of the social roles and that the learner's

perspective changes from one of postponed application

time

of knowledge to immediacy of

. application, and accordingly his/her orientation toward learning shifts from one of subjectcentredness to one of problem centredness.

88

experience is a defining feature of adulthood.

89

Consequently

in the theory of andragogy,

This approach has been further influenced

by a particular school of thought in psychology, namely, humanistic psychology.

The work of psychologists

90

such as Rogers and Maslow have been important in shaping a

model of learning that has as it aim the advancement of individual and personal growth.

Maslow

91

claims that all individuals have basic needs that have to be fulfilled. These range

from physiological,

safety, love, affection to self-esteem.

Once all these needs are met in

the individual

then the final and highest form of need, that is, of self-actualisation,

to be satisfied.

92

Self-actualisation is therefore seen as the individual

his or her self-worth.

remains

realising or actualising

Towards this end education is seen as the means of fostering self-

actualisation.

The idea of self-actualisation

is further emphasised by Carl Rogers who claims that learning

does not need to be stimulated because it is a natural human drive.
is argued that real learning only occurs when adults perceive
matter."

In this sense

93

From this perspective it

the relevance of their subject

learning is about what is deemed

necessary and relevant for

improvement of a person's existence. In the learning situation the teacher acts as a facilitator
of learning

and in so doing they become resources for their students.

teachers as facilitators of

87

Knowles, M. (1971),

learning promote independence,

creativity, self-reliance,

(1984)

88lbid.
89lbid.
90
91
92

93
94

In this framework

Merriam, S.B. & Brockett, R.G. (1997)
Rogers, C. (1983); Maslow, AH. (1968) cited in Jarvis, P. (1995)
Jarvis, P. (1995)
Jarvis P. (1997)
Jarvis, P. (1995)
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all of

which then contribute to self-actualisation on the part of the students.
bias towards a teaching-learning
the teacher
motivating

facilitates

9S

Rogers has a strong

relationship that is premised on therapeutic values whereby

a learning

environment

that promotes

self-respecting

students, all of which are linked to the idea of self-actualisation.

self-actualisation

96

and selfFor Rogers

occurs through experiential learning which involves the whole leamer, both

in terms of feelings and intellect.

97

For both Maslow and Rogers, adult learning involves the facilitation of

an environment for

the growth of self-directed and independent learners who will then be able to self-actualise
their potential towards growth and change and thereby attain full adulthood.

Freire on the

other hand holds a different view.

2.4.2

The ConceptOf Conscientisation

A central tenet of Freire's work is that education regardless of where it occurs, is not a neutral
process.

98

Both the educator and the learner bring with them to the learning situation their

cultural experiences. The interaction between learner and teacher therefore does not happen
in a vacuum.

These experiences that both

bring to the situation can either reinforce or

challenge the dominant social relations in society.

From this perspective, the purpose of

education should be human liberation, which takes place to the extent that people reflect upon
their relationship to the world in which they live.
insert

themselves into history as subjects.

100

99

In conscientising themselves they then

Conscientisation

is a political concept that

advocates an awareness on the part of the learner and the teacher for themselves as political
and social subjects.
hierarchical

This condition of conscientisation arises through an interactive and non-

approach to learning.

lOl

This view of the relationship

between learner and

educator is one that challenges the traditional banking approach to education that views
learners as empty vessels to be filled by the teacher.
"concept

Jarvis,
Ibid.
97 Ibid.
98 Freire,
99 Freire,
100 Ibid.
101 Freire,
1021bid.
95

of men as conscious

102

In rejecting the banking concept, a

beings and consciousness

as directed to the world" is

P. (1995)

96

P. (1972)
P. (1972)
P. (1972)
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posited.l'" From this perspective,

problem posing education is advocated as the means by

which learners and students "unveil reality".
the learning process.

process.

Learners are therefore active participants in

In this regard the learning situation takes on the form of a dialogical

relationship in which everyone
is the learner,

104

participates to construct knowledge. Inasmuch as the teacher

the learner is the teacher, with both taking responsibility

There is thus a dialectical and dialogical

Within the framework of conscientisation

relationship between teacher and learners.

a conceptual linkage is also made between adult

education classes as zones for political conscientisation
From this perspective the
this process both learner
approach.

for the learning

and large scale social action.

IDS

classes become sites of struggle and zones of political action. In
and teacher

co-construct

knowledge using a problem-posing

In this way teachers and learners become resources for one another.

In South Africa, Freire's concepts have had a very strong influence on the teaching-learning
situation context in adult education. It is claimed that the Freirean approach to teaching has
been one of the key shapers of the ritualised adult learning situation in which small group
facilitation
influencing

processes have been privileged over and above formal lecturing.
the actual learning situation, Freirean

community-based
state structures.

resistance organisations

ideas have influenced

106

Besides

the work of

in South Africa, particularly those that opposed

Along with influencing the practices of radical adult education programmes,

Freirean ideas have also contributed to the shaping of the People's' Education tradition in
South Africa in the 1980s.

107

In a context of heightened state repression on the one hand and on the other, insurrection
within civil society, in a keynote address at the Consultative Conference of the National
Education Co-ordinating Council, important elements from Freire's text on Cultural Action
for Freedom were integrated into the speech.

2.4.3

103
104
105
106
107
108

108

Critiques Of The Concepts Of Andragogy And Conscientisation y

Freire, P. (1972): 52
Freire, P. (1972): 54
Shor, I. & Freire, P. (1987);
Aitcheson, J. (1991)
Paragraph: 3.2.1.2
Mkatshwa, S. (1991)

Shor, I. (1980)
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Although
practices

both concepts have occupied a central place in adult
109

education curriculum

the tenets of the concepts have come under criticism from writers.

110

Writers

from a post-modem perspective have challenged the humanistic assumptions underlying the
concept of andragogy and the related concept of

'experience'.

individualism inherent in andragogy has been criticised.

In this regard the idea of

It has been claimed that the over-

reliance on psychology as a foundational discipline has resulted in the "colonisation of adult
education by psychology and the intrusion of individualism into the conceptual framework of
adult educators".

111

Following on this, it is argued that adult educators, using a humanistic

discourse (the epistemological base for andragogy) construct
decontextualised
Within the

way, in

individuals in an "abstract and

a passive role, as the reservoir or container of experience."

same perspective,

the tenets of the concept of conscientisation

112

have been

criticised for constructing individuals (subjects) as social victims, that effectively denies the
notion of agency.

113

Whereas andragogy places emphasis on the individual as the source

and shaper of his or her experiences, conscientisation

emphasises the importance that the

social and political structures have had in the shaping of experiences.
therefore, both critical pedagogy (conscientisation)

According to Usher,

and humanistic discourse (andragogy) are

'structured through the binary opposition of on the one hand, the individual and on the other
hand, the social'.

114

However, whereas humanistic discourse "privileges the individual pole",

social empowerment (conscientisation) reverses this and "privileges the social pole".

In order to provide a complete

scaffolding

for the discussion

of the evolution

115

of the

certificates an overview of different models of adult education is provided.

2.5

Different Models Of Adult Education

As has been identified in this chapter, adult educational activities are conducted in a range of
sites and sectors spanning state institutions, civil society organisations and the private sector.
The form of these activities is demarcated and labelled according to the needs of particular
Tight, M (1996)
Usher, R. (1992): 201-214
111 Welton, M. (1987): 52
112 Usher, R. (1992)

109
110

1131bid.
114

Usher, R. (1992)

115

Ibid.
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institutions

(such as the state) and civil society organisations.

sector adult education activities may be labelled as recurrent
institutions
may

For example in the private
education,

in educational

it may be labelled as non-formal education while in civil society organisations it

be labelled

as community

education.

Although

these activities

are diverse and

fragmented across sectors the activities are premised on particular models of adult education.

Four models of adult education have been identified.

116

These are the Recreation-Leisure

model, that emphasises the constructive use of leisure for re-creative purposes; the WorkTraining model that is mainly geared towards skills training to increase productivity;
Liberal-Progressive
the Radical

the

model with its emphasis on individual growth and social progress; and

Education model with its emphasis on education for social change. Since the

certificates in this study were

premised on both

the liberal and radical models of adult

education, this chapter therefore concludes with an overview of these two models.

2.5.1

The Liberal Adult Education Model

In a liberal model of adult education (within which there are a number of variations
educational advancement of the individual has been seen as an important purpose
education.

117 ),

the

in adult

In this model education is concerned with developing the intellectual faculties of

the individual that then enables the individual to broaden
their own environment.

and challenge the conception of

Central to the liberal model is the notion of developing

the tools

for critical analysis so that individuals are able to subject all social statements to question
and in so doing gain exposure to alternative and different forms of interpretation.
education is thus about the

development

of

inquiring minds.

knowledge is of intrinsic value rather than for any extrinsic purpose.

Moreover,

118

Adult

in the model

119

A liberal model also claims that one way of bringing about a better world is through the
process of individualisation

and self-actualisation that are key features of personal growth.

In this framework, education therefore becomes the means of individual achievement. It is
advocated that through enhanced self-image and personal confidence the journey into more

Elsey,
Taylor,
118 Taylor,
119 Elsey,
116
117

B.
R,
R,
B.

(1986)
Rockhill, K, & Fieldhouse, R. (1985)
Rockhill, K, & Fieldhouse, R. (1985)
(1986): 16
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opportunities may become easier. This view also emphasises learning as a means of personal
satisfaction

and the development

democratic society.

of an informed and critically aware citizenship

for a

120

In summary, the liberal

model of adult education is about

education being an important

vehicle for personal and social change, it is about promoting the education of the whole
person that in turn will lead to social progress.
self-directed

learning, with a stress on

Important concepts are personal growth and

adults designing, conducting and evaluating

own learning in an independent manner free from institutional control.
emphasises

individualism,

advancement.

2.5.2

placing high premium

on education

their

The liberal model

as a means for social

This has come under criticism from the radical model of adult education.

The Radical Adult Education Model

The radical model of adult education has been influenced by the work of scholars such as
Freire, Gramsci and IIIych.

Gramsci's

around the concept of hegemony that

contribution

is used as a tool to understand

exercise of power by the dominant groups in society.
contribution

to the radical model

to the radical model has revolved

121

the

leadership and

On the other hand,

IIIych's

has been around the idea of how the school

institution dampens creativity and independent thought.

122

as an

While the ideas of both Gramsci

and IIIych have contributed to the radical model, the ideas of Freire have been influential in
shaping the radical model.

123

The radical model has a strong emphasis on political and social change.
views

reality as historical, that is, as being shaped over time by a combination of social,

political and economic structures. This view challenges the traditional
being

The radical model

neutral and value-free.

idea of education as

Instead it claims that education is a value-laden

process that

reflects the interests of the dominant class. In this sense education is designed to reproduce
the existing structures and power hierarchies in society. It is therefore, not reform that should
be sought but revolutionary change in order to transform the existing structures.
perspective

the educational process can become a zone for political action.

Elsey, B. (1986): 16
Jackson, T. (1981)
122 lllich, I. (1971)
123 Elsey, B. (1986)
120

121
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From this
As outlined

earlier in this chapter, the Freirean ideas emphasise the undermining of a banking learning
method, favouring an interactional learning method whereby the teacher and the learner are in
a dialogical relationship, conscientising

each other.

Within the radical model, there is much emphasis on the learning situation and the teacherlearner relationship, as being a site for action that enables the levels of consciousness to be
. raised. This process in the development of a radical consciousness includes cutting through
the culture of silence amongst the oppressed
oppression.

and then developing

the source of their

The second stage focuses on an awareness of how the oppressed is perceived by

the oppressor. The third stage focuses on developing awareness for personal control, whilst
the fourth stage focuses on praxis.

124

Whilst one element in the radical model is to use the learning situation

as a site for struggle,

a related element has been to challenge the dominant perspectives on education that promote
individual advancement.
premium on

In this regard it challenges the liberal view that places a high

those sections of society that have already had educational

opportunities.

According to the radical model, this view ultimately reinforces the injustices and inequalities
in society. This trend is reinforced

by the principles underpinning

the nature of the

curriculum in liberal education. It is claimed that these do not challenge the existing unequal
social relations in society.

125

In this section the emphasis has been on the different

models of adult education that shape

the educational

In the following section the social

activities in the different sectors.

functions of adult education are addressed.

2.5.3

The Social Functions Of Adult Education

The social functions of adult education refers to the overall ideological role that it serves in
society. In this regard Jarvis has identified a number of functions.

These are:

The maintenance of the social system and the reproduction of
existing social relations and culture; transmission of knowledge, and
124
125

Freire, P. (1972)
Elsey, B. (1986)
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the reproduction of the cultural system; individual advancement and
selection; second chance learning; leisure time pursuit; institutional
expansion and development and liberation. 126
The above mentioned quotation highlights a range of social functions within which adult
education practices are located.

For example, continuing education and recurrent education

that are based on the social division of labour, are mechanisms for maintaining status quo.
Besides

127

maintaining the status quo, the education of adults could have the function of

transmitting knowledge in order to reproduce the dominant culture and maintain middle class
hegemony.

128

A third function of adult education practices is to promote

individual advancement

and

social mobility.

In this sense adult education is seen to promote and enhance individual

social mobility.

However,

it is claimed that in making a case for adult education as

promoting social mobility, cognisance must be taken of the fact that the system itself is a part
of the selection mechanism.
A fourth function
opportunity

of adult education practices

for individuals

disadvantage.

129

who have

IS

to provide a second-chance

been denied a first chance through

learning
historical

This function, it is claimed, does provide individuals with the opportunity to

play a different role in society from the one received through their initial education.
However,

130

"it is important to recognise that this is still a function that reinforces the status

quo, in as much as the structures of the social system remain unquestioned."

131

A fifth social function that adult education practices serve are those activities in pursuit of
education as

leisure. Leisure time pursuit refers to educational activities that individuals

pursue voluntarily, for personal enrichment..
have the 'cultural capital'

It is claimed that only those individuals who

will pursue education as a leisure time pursuit.

132

One example

of educational provision for adults that is oriented towards education for leisure is that of the
Extra Mural Studies Programmes

at the historically white English-speaking

SA.

126
127
128
129
130
131
132

Jarvis, P (1985): 135
Ibid.
Jarvis, P. (1985); Westwood, S. (1980)
Jarvis, P. (1985)
Jarvis, P. (1985)
Jarvis, P. (1985): 143
Bourdieu, P. (1978) cited in Jarvis, P. (1985)
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universities in

A final social function is that of
development

development

and liberation.

Generally

in education,

refers to growth that arises through an educational or learning process.

In this

instance the form of development will be such that individuals would be better able to adapt
to society (that is, maintain the status quo). However, development can also take the form of
the individuals being critical of the social system and hence striving to change them.

133

In

this approach, the Freirean ideas of conscientisation are used as the conceptual tool within a
framework of education for liberation, as was outlined earlier.

134

The social functions of adult education practices range from those that maintain the existing
social relations to those that challenge the existing relations.

It is argued that adult education (unlike schooling) has not been
socialising functions.

theorised in terms of its

From this perspective it is claimed that this is so because

there

have not been ideological struggles over allocations of public resources. As a result

adult

135

education is more oriented to establishing a professional identity and advocacy around the
importance of adult education for individuals and for society:

The concepts and theories of adult education therefore reflect its
institutional and legislative basis. They are directed towards the
establishment of its professional identity and the advocacy of its
significance for individuals and society at large. There have been no
ongoing ideological struggles over the allocation of massive public
funds as there have been in the case of the school system, and so
adult education has not been much conceptualised or theorised in
terms of its socialising functions, or its functions in respect of social
control or social mobility, the production of the workforce, the
domestication and reproduction of labour, and so on. These are
familiar enough themes, however, in the concepts and theories of
schooling. 136
Although the social function themes
adult education,

from the debates on schooling are not as familiar in

there has been some focus in the literature,

of the reproduction-resistance

analysis to adult education.

particularly
137

.Jarvis, P. (1985)
Paragraph: 2.4.2 and 2.5.2
135 Griffin, C. (1987)
136 Griffin, C. (1987): 136
137 Brookfield, S. (1988)
133
134
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in the application

According to Brookfield,

writers such as Shor have applied a resistance theory model to adult education, showing how
adult education classes can serve as liberatory zones for consciousness
reproduction-resistance

change.

138

The

approach has also been applied to the organisation and functioning of

aduit education, with an emphasis on its socialising functions.

139

Similarly, within this

framework adult education has also been analysed for the reproduction of patriarchal values
of the dominant culture.

2.6

140

Conclusion

This chapter has provided a thematic overview of some of the key debates in the field of
adult education in order to provide a framework for explaining some of the practices in the
certificate programmes.
the socio-political

The themes included the elements related to demarcating the field,

context of adult education, the organisation

and structure of learning

activities and learning theory concepts applied in adult education.

The penultimate section of this chapter addressed the different models of adult education that
shape the activities while the final section identified the social functions that adult education
serve in society.

This chapter focused on the international field of adult education as the macro context that
influenced the ideas in the certificate programmes.

The following chapter addresses itself to

the South African social and political context.

138

Brookfield,

139

Jones, R.K. (1985); Youngman, F. (1986); Cowbum, W. (1986);
Keddie, N. (1980) and Griffin, C. (1983, 1987).

140
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Lovett,

T.

(988)

CHAPTER THREE
THE SOCIAL AND POLITICAL CONTEXT OF ADULT
EDUCATION IN SOUTH AFRICA WITH REFERENCE TO
THE CERTIFICATE PROGRAMMES.
3.1 Introduction

Adult education in South Africa was shaped and influenced by the social and political context
between 1986 and 1993. This decade witnessed three distinct socio-political periods.

During

each period the state framed adult education in a particular way. This chapter addresses itself to
the national, regional and institutional contexts that have shaped the formulation

of the

certificate programmes.

This

chapter opens with an overview of the national and regional political context in South

Africa between 1986 and 1993. It outlines the repression and reform strategies of the state, on
the one hand, and on the other, the resistance and opposition by community organisations. It
then outlines the period between 1990 and 1993, the period of negotiations and finally, the
period between 1994 and 1996, the period of fragile

democracy.

Following

the political

backdrop, this chapter provides an overview of the field of adult education between 1986 and
1996 with particular reference to the kind of language used to talk about adult education in
South Africa during the decade demarcated for this study. Together the political context and the
field of adult education provide the basis for a preliminary analysis of the initial thinking and
formulation that preceded the establishment of the three certificate programmes. This chapter
concludes with a descriptive outline of the certificate programmes.

3.2

The Political Context In South Africa Between 1986-1996

By the mid 1980s, the Nationalist

Party had sought to salvage almost four decades of

apartheid policies that were based on white supremacy. In this regard it had engaged in dual

36
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strategies of

repression and reform.

On the other hand,

by way of challenging and

undermining the state's policies and structures, organisations within civil society responded
through insurrectionary and oppositional forms of political activities. The state and civil
society which were polarised and highly antagonistic towards each other began to shift in a
less antagonistic way

closer

to each other

during the period

of negotiations, and

subsequently in the early phase of democracy, to a eondition of eo-operation.

3.2.1

State Repression And Reform Strategies: 1986-1989

The apartheid state's repressive strategies were manifested through the imposition of a State
of Emergency that was declared nationally in 1985/6. Besides emergency rule, the state's
repressive strategies included the banning of organisations and detention of individuals
especially those who were at the helm of activities that were geared towards undermining
the apartheid state's policies and structures.

1

At the same time that the state attempted to quell the community-based resistance networks
that had mushroomed nationally, it started a process of political reform that ended with the
establishment of the Tricameral Parliament for those sections of the population classified as
white, coloured and indian, while in the areas designated as black, plans were made to hand
over administration to black community councils. Within the context of the national reform
framework it was advocated that community councils would administer the basic services in
those areas that were designated for black people.'

In the local government structures the apartheid state

encouraged the promotion of

traditional and ethnic based policies. In this way it had managed to muster support amongst
certain sections of the black population,

especially those that had used

ethnic-based

strategies around which to mobilise. One such example was the predominantly Zulu-based
Inkatha Movement, based in the province of Kwazulu-Natal (KZN) who had control over
the Kwazulu Legislative Assembly (KLA). In this regard Inkatha, through the KLA, was
able to "increase their value to the central government as creditable black leaders with whom

1
2

Rantete, J. & Swilling, M. (1991)
CIIR (1988): 4
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to negotiate".

3

It is claimed that this process was further enhanced by the direct influence

exercised on school syllabuses,

community development projects as well as the interlocking

of political and administrative office.
state structures in KZN.

4

As a result Inkatha became almost inseparable from

Effectively the apartheid state was able to implement its national

reform policies through the machinery of the ethnically based local government structures in
Natal.

This reform strategy was replicated in the Western Cape, where the coloured-based

Labour party was mobilised towards similar political ends.

In the late 1980s, the state's reform strategies had also extended to the education sector.
this regard the De Lange Report

formulated

In

a framework of educational reform, in which

they argued for more participation in education by parents, teachers and communities as well
as for

more attention to be given to the historical inequalities.

5

Thus non-formal adult

education was included as a focus area with regard to education for adults. The principles of
the De Lange report are outlined later in the overall context of the field of adult education."

3.2.1.1

Resistance And Opposition In Civil Society

By the mid 1980s the apartheid state's dual strategies of repression and reform had begun to
be challenged by strategies of insurrection and opposition from within civil society.
For

example, the armed struggle against the state

externally.

7

This resistance was further fuelled by the burgeoning of oppositional

inside South Africa.
which

had intensified both internally and

The

formation of oppositional

included the United Democratic

political organisations,

Front (UDF), enabled communities

structures
some

to

of

mobilise

more systematically.

The UDF and other broad political fronts
their

(such as the National Forum) had

consolidated

strategy of oppositional politics under the mantle of the mass democratic movement.

Formed to oppose the Tricameral Parliament and black local authority structures,
united disparate forms of organisations who were opposed to the apartheid state.

6

CIIR (1988):173
Lodge, T. (1983): 351
Hartshorne, K. (1991)
Paragraph: 3.3.1

7

Lodge,

3
4
5

T.

(1992)
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the UDF
It led a

number of resistance activities such as boycotts, national stayaways and other forms of
protest action. In this regard, protest action coalesced around bread and butter issues such as
consumer boycotts.
further

strengthened

(COSATU)

Moreover, by this time resistance initiatives within civil society were
by the formation

of Congress

of South

African

Trade

Unions

in 1985 that had mobilised workers around both economic and political issues.

Resistance to the apartheid state's hegemony unfolded unevenly across the different regions
in SA.

For example it has been claimed that resistance to the apartheid state was at its most

acute and intensive in regions such as the Transvaal and the Eastern Cape.

8

Natal-Midlands was classified as a region that resembled a low-scale civil war.

Similarly the
9

In certain areas of the Western Cape such as Crossroads, the state's repression was expressed
through the demolition of homes.

10

At the same time in its reform framework it announced

plans to establish a "new home" for black people in the Western Cape.
of South Africa there was protest activity that included consumer
the banner of People's Education for People's Power.

Il

Like in other parts

and school boycotts under

12

As mentioned earlier resistance was uneven across the country.

This unevenness

had also

been evident between urban and rural areas. For example some community activists have
argued that

rural towns in the Western Cape such as Kommagas and Hopefield,

experience the same wave of political organisation and mobilisation as the

did not

urban areas.

Political activity had therefore been expressed very unevenly across the Western Cape and
differed in intensity between urban and rural areas.

During the mid 1980s in KZN, resistance to the apartheid state was conducted on a number of
fronts. Resistance against the state came to be expressed through conflict between Inkathaaffiliated and UDF-affiliated communities. Consequently violence ensued and KZN came to
resemble a low scale civil war situation. In particular, Pietermaritzburg
a Center of

violent political clashes between Inkatha-affiliated

National Congress (ANC) affiliated structures.

in the late 1980s was

structures

and African

In places such as Edendale, the violence

CIIR (1988)
Mackie, R. (1995)
10 CIIR (1988)
11 Ibid.
12 Paragraph: 3.2.1.2

8
9
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escalated and spread throughout the valley, where it was alleged that warlords had controlled
access to certain rural areas.13
zones.

As the violence spread, certain areas came to resemble war

In this regard the violence in the region was defined as the "killing fields of

Natal".14

In response to the violence and the random

Pietermaritzburg

killings that had occurred in the

region, a number of community committees were set up in order to exercise

restraint and discipline amongst members of the communities.

Examples of such committees

included those of defence and first aid.

3.2.1.2

Educational Resistance: People's Education

Besides opposition to the state's political reform strategy, the education system

had also

been challenged between 1986 and 1989. During this period there continued to be growing
disillusionment

amongst the black school-going population. Black students started to reject

the state's reform strategies by engaging in school boycotts. Their demands were crystallised
in the grassroots popular campaign called People's

Education, a process that had arisen out

of the Soweto Parents Co-ordinating Committee and the National Education Co-ordinating
Committee structures of 1985. These structures called for the return of students to schools
which would then be used as a basis for promoting
became

People's Education. The

People's Education for People's Power, with

parents becoming active in school

committees and community structures. Further elements of People's
of mobilising
framework

rallying call

Education included that

communities as well as the promotion of democratic practices. Within this

of People's

Education,

emphasis

was

placed

on strong

and disciplined

organisation. 15

The concept of People's Education emphasised the link between students, community and
worker struggles in order to challenge the hegemony of the apartheid state in the 1980s.
Towards this end it promoted awareness-raising
learning

and teaching

independent

13
14
15
16

methods

programmes

with a focus on alternative

such that enabled people to become

and participatory thinkers. 16 In this way, it was

CIIR (1988)
Murray, M. (1994):97-100
Sisulu, Z. (1991): 262 - 263
Mkatshwa, S. (1991)
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argued,

critical,

creative,

people would be

prepared for full participation in all spheres of society." In this regard People's Education
drew on the Freirean ideas of conscientisation as outlined earlier.

3.2.1.3

Community-Based

18

Organisations

An important feature of the resistance movements at the time was the formation of grassroots

community-based structures that had in different ways taken up the challenge of opposing
and resisting the state. Generally referred to as the "popular movement" these structures
encompassed those of labour, health, education, women, civic, church, political and other
groups.

19

It is claimed that many of these structures "functioned as institutional, organised

basis of resistance and provided much of the oppositional impetus that led to the subsequent
negotiated settlement". 20 For example some of these grassroots structures had conducted a
number of political, campaigns whilst in others there was a focus on political and awareness
training programmes. These community-based organisations (CBOs) stressed participatory
forms of political action and in this way, a "vibrant civil society nurtured an emerging
democratic ideology".

21

Thus in varying ways these CBOs took up the cudgels of opposing

and undermining the apartheid state. In the late 1980s a number of these kinds of CBOs
had mushroomed across the country, a process that was facilitated by the availability of
donor funding. These very diverse CBOs had gathered under the mantle of the struggle for
national liberation.

22

The adult activists who worked in these CBOs became the learners for

the three certificate programmes.

These CBOs were

shaped by the political conditions as they unfolded in the different

regions of South Africa. In the Western Cape there were a number of CBOs with diverse
political interests. Some of these had included a focus on trade union rights, civic issues and
literacy programmes for adults. In certain instances CBOs had also focused on parental
involvement at high schools. For example, some CBOs had advocated student and parental
participation in high school governing structures.

17
18
19
20
21
22

There were also a number of community
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projects where adults were involved and where the idea of

the participation

of adults in

community structures were crucial political factors.

The form of the CBOs in the Natal-Midlands

was influenced by the local political context.

Besides those of worker, youth and political organisations, there had also been the formation
of CBOs that dealt with the fallout from the violence in the region.

Examples

formed during this period included those involved with crisis Centers,
advice offices, peace committee, defence and first aid committees.

of CBOs

civics, literacy and

The latter were formed to

deal with issues such as discipline and the treatment of those wounded as a result of the
political conflict. There had also been the formation of peace committees.
Pietermaritzburg

region of KZN, had therefore

The CBOs in the

arisen as a result of the intense and violent

conflict that had characterised the Natal-Midlands

region. At the helm of these structures

were adults who in tum became the learners for the three certificate programmes.

3.2.1.4 Concluding Comments Repression/Reform And Insurrection/Opposition

By the late 1980s, the grassroots CBOs that were formed had in general

fuelled the other

types of political activity that took place both internally and externally.

Along with

resistance to the apartheid state nationally there had also been opposition internationally.
noted in this regard that, unlike in other countries where aid was channelled
governments, in SA it was channelled through civil society organisations.
apartheid legislation a number of countries' foreign policies

on SA

23

It is

through

Driven by anti-

had included political

and economic sanctions, that in tum influenced the nature and form of foreign assistance to
organisations
the

involved in challenging the apartheid state.

resistance

process on the part of

activities in the late 1980s.

CBOs

The combination

internally and externally culminated

These activities had galvanised

that were engaged in oppositional-type
of

the political activities that occurred

in the legalisation of political organisations

release of political prisoners such as Nelson Mandela

in 1990. This period concluded by

ushering in the process of negotiations in South Africa.

23

and the

Barber, S. (1993)
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3.2.2

The Period Of Negotiations: 1990-1993

At the same time as

important discussions were taking place with the

Congress (ANC) in exile the Nationalist

Party,

on 2 February

African National

1990, announced

the

opening up of important public political spaces in South Africa. Political organisations were
legalised and

political prisoners were released.

These events marked the beginnings of the

process of negotiations in South Africa amongst the state and
groupings.

previously

oppositional

The product of this multi-party negotiations was a transitional constitution that

became the basis for the South African Constitution.

In place of the ruling Nationalist
stage in South Africa.

Government,

24

a Transitional Government assumed Center

In December 1991, at the World Trade Center, nineteen political

parties convened to negotiate a future settlement for South Africa, under the banner of the
Convention for a Democratic

South Africa (CODESA).

25

At this convention,

that later

became known as CODESA 1, the political parties declared their commitment to negotiate a
new constitution for the 'New South Africa'.
working

groups

forged

ahead;

however,

In the following six months the CODESA
during the second

meeting

in May

1992

(subsequently referred to as CODESA 2) the talks deadlocked around the number of majority
votes required to ratify a new constitution. The ANC supported a 63.6 % majority, while the
Nationalist

Government wanted a 75 % majority.

26

Besides deadlocking

around voting'

proportions, the talks were further hamstrung by the political violence at the time.

27

In the middle of the deadlocks at CODESA 2 the political violence

that was a feature of

South African society in the late 1980s, continued through the early

1990s, in the midst of

negotiations.
residents

One example of the violence was the Boipatong

were killed by the governments'

security forces.

Massacre

28

in which 38

This precipitated

the

suspension of the negotiation process by the ANC in June 1992. Following the breakdown of
negotiations and the ensuing violence, the ANC and the government
Understanding

to stem the violence nationally and in particular "fenced

dominated hostels that were
24

a site of much of the violence".

The Constitution of SA, Act 1993.
J. (1993)

25 Jansen,
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29
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29

of

off the Inkatha-

In a volatile

political

climate

a new negotiating forum was established in February 1993, called the Multi-Party

Negotiations Process that had focused on constitutional issues, elections and the restructuring
of political structures for post-election South Africa. The constitutional issues that impacted
on education and training included those of the Bill of Rights, Governance systems and the
integration of the racially defined educational departments.

3.2.2.1

30

Civil Society In Transition

By the beginning of the 1990s organisations within civil society in South Africa engaged in
processes of negotiation with
between civic organisations

state structures.

One such example was the negotiations

and local councils, a process that subsequently

generated

number of co-operation agreements between local authorities and civic organisations.

31

a

This

period witnessed interim measures being put in place to mediate the negotiation processes
between

local government and organisations in civil society.

setting up of the Interim Local Government Act of 1991.

32

One such example was the

However, although negotiations

were a central feature of South African politics, during which time systems began to be put in
place in anticipation of parliamentary democracy, this period continued to be characterised
by violence.

Besides the Boipoitong Massacre in the Vaal Triangle, and the shooting at

Bisho in the Eastern Cape,
contlict.

33

the Natal Midlands region continued to be places of violent

It is claimed that in this region

in the "wake of the unbanning of the ANC, the

fighting escalated and spread dramatically into rural areas."

34

3.2.2.2 Negotiations And Educational Transition

Much like the political forums, the educational forums during negotiations
politically volatile.

had also been

For example at the education summit in 1992, political, labour and

educational groupings such as the ANC, COSATU and the National Education Co-ordinating
Council (NECC) withdrew from the first education negotiations'

initiative, referred to as the

Joint Working Group, and convened the National Executive Committee (NEC)
30
31
32
33
34
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Conference.

One of the outcomes of this conference was the establishment

of national and regional

education forums that comprised participants from the apartheid state, the private sector and
oppositional
(NETF),

groupings.

This forum called the National Education

and Training Forum

was to lead the process involving the diverse educational stakeholders

in order to

arrive at consensus as to the restructuring of education for a democratic South Africa.

3S

Amidst the strains and tensions, the education sector became more permeable in the period
of political transition insofar as interest groups from the state, the private sector and civil
society organisations began negotiating together for a future education dispensation.

This

period thus saw the establishment of national and regional political structures to lead debates
on the restructuring of education.

This feature of cross sector negotiating forums at the level

of the state and previously oppositional groupings, was mirrored in civil society. Partnership
forums were established to address the educational
formation
groupings.

of the Joint Education

crisis.

One such example was the

Trust (JET), that was led by previously

oppositional

JET was initiated as a partnership of the private sector, political, labour and

education bodies and had as its aim the need to address the educational crisis through the
establishment of an effective funding strategy for education development.

36

In the period of political transition, there developed a strong focus in the educational forums
on the development of policies that promoted educational redress for adults, more especially
those who lacked basic education and literacy. Towards this end, initiatives were established
that included those of rural education, distance education as well as the development of the
Community College concept.

3.2.2.3

37

Community-Based Organisations

During the period of negotiations a number of CBOs were in an ambiguous position. The
material base of CBOs was under pressure as international donor aid began redirecting aid
from organisations

"who moved beyond the language and politics of struggle (that is, a

resistance / opposition discourse) to supporting development politics (that is, a reconstruction

35
36
37

National Education and Training Forum (1993)
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and development

discourse)."

In this regard a number of resistance oriented

CBOs were

forced into closure, whereas those defined as Non Governmental Organisations (NGOs), that
is, the more professional and service-oriented

organisations

became stronger.

39

Those

CBOs/ NGOs that survived the funding crises began engaging with the state, for example at
the level of policy initiatives,

and with local government

further claimed that some NGOs engaged
constitution-making

process.

40

creatively with

old

In this regard it is

government

departments in the

Thus on the eve of the birth of democracy

CBOs were "beset by a crises of role and identity"
resisting the

structures.

apartheid order

41

in South Africa,

sandwiched between the discourse of

and building and reconciling

themselves

to a new

democratic order.

3.2.2.4

Concluding Comments: South Africa In Transition

. Between 1990 and 1993 South African society was in a state of transition, with different
interest groups from the

state, the private sector and civil society negotiating with one

another other around an alternative political dispensation.

In this process a

number of

policy initiatives had begun to take root. The early polarisation between the state and civil
society, a feature of the preceding period,
different sectors.

As was shown earlier,

began to give way to negotiations amongst

the

organisations within civil society began to engage

with government structures on different levels. In this process while negotiations were under
way, the violence that was characteristic of the preceding period had continued
although

in uneven ways.

nationally,

For example, as was shown, the regions of the Natal-Midlands

in

KZN continued to be torn with violence between Inkatha and ANC affiliated organisations.
Hence the negotiation process occurred in the context of escalating violence in certain areas.
As was outlined, this period also witnessed the replacement of multilateral (between donor
agencies and civil society organisations)

with bilateral

funding arrangements

governments).

38
39
40
41
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(between

3.2.3

Fragile Democracy In South Africa: 1994-1996

Between

1994 and 1996, South Africa witnessed the birth of

its democracy,

a

period

signalled by the historic national elections as well as the election

of the Government

National

constitution for South

Unity.

This phase also witnessed the writing of a new

Africa. During this period the Constitutional Assembly began co-ordinating

their

of

work on

the submissions made by the people of South Africa with regard to the drawing up of a new
Constitution.

As part of its democratic

baptism, SA adopted a new Constitution

on 4

December 1993. This became the highest law of the land, binding all South African citizens.
Furthermore,

during this period democracy was brought closer to all SA citizens through the

local government elections that took place in 1995.

During this period (1994-1996)
was adopted by the ANC

the

Reconstruction

in 1994 as its election manifesto

programme of the democratically elected government.
historical legacies

and Development

42

and became the

(ROP)
central

The ROP's goal was to redress the

of apartheid, by aiming to meet basic needs, develop human resources,

build the economy and democratise the state and civil society.

3.2.3.1

Programme

43

Civil Society Under A Fragile Democracy

With the onset of parliamentary democracy, civil society was faced with an identity crisis.

44

As outlined earlier it had shifted from a highly polarised, anti-state position, to engaging and
participating with the state and the business sector
forums.
forums.

45

in various policy initiatives and policy

Examples of these included those of the ROP and community development

Thus, the post election period was characterised by civil society under pressure to

move from "resistance to reconstruction, a process that required the abandonment of overt
political mobilising activities in favour of reconstruction and development projects".

46

This

process required of civil society organisations to redirect their activities and organisational
missions

42
43
44
45
46

towards

"project

development,

implementation,

and participation
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in policy-

making."

47

Towards this end, international donor agencies began to redirect donor aid from

civil society to the newly elected government through the establishment of bilateral funding
arrangements.J"

3.2.3.2

Education And Fragile Democracy

This period witnessed the promulgation

of the National Qualifications'

Framework (NQF).

Premised on principles of redress and equity, it became the new democratic educational
framework for all South Africans. This was outlined in Chapter One.

49

The significance of

the NQF for this study is that this period (unlike the preceding two periods) is marked by the
introduction of an educational framework that enables access for adults into a formal system,
via the four adult basic education and training (ABET)

sub-levels.

This was outlined in

Chapter One. so

3.2.3.3

Community-Based Organisations And Non-Governmental Organisations

In the post election period, CBOs
funding.
earlier,

Foreign donations
foreign

government.

donors

and NGOs continued to experience

began to decline substantially during

established

funding

relations

directly

a crisis around

this period.

As outlined

with the South

African

A number of CBOs stopped receiving funding resulting in their closure.

A

number of CBOs and NGOs experienced a reduction in their budgets during this period.

A

SI

1995 survey of 128 organisations
short-fall

showed that all the organisations

had

equal to two thirds of their operating budgets in that year.

financial support to CBOs and NGOs were notable with regard to

S2

suffered a total
Withdrawals of

those funded by the

European Union (EU) who had channelled money through the Kagiso Trust. It is important to
note that the Kagiso Trust was one of the
Pietermaritzburg

donor agencies for the precursor to the Natal-

certificate (the Comrades Course) as well as the UWC certificate. Thus this

period is marked by CBOs and NGOs experiencing

51
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3.2.3.4

With

the

Concluding Comments: South Africa's Fragile Democracy: 1994-1996

institution

of parliamentary

democracy,

much

emphasis

was

placed

on

reconciliation and nation-building. A feature of this period was the need to build democracy.
Towards this end, civil society

had begun to engage with the state around various policy

initiatives and in so doing cut across the earlier antagonistic relationship with the state.
this process civil society as an autonomous, separate sphere
begun to be blurred.

In

of activity from the state, had

Civil society thus continued to experience an identity crisis . .s3 This

identity crisis was further compounded by the rapid erosion of the material base of a number
of organisations within civil society. As outlined earlier donor agencies during this period
had redirected

aid to the government, effectively cutting off financial support to a number of

organisations in civil society. 54

3.2.4

Between

Concluding Comments: A Decade Of Shifting Relations Between The State
And Civil Society
1986 and 1996 South African society had undergone many changes. In the late

1980s, society was characterised

on the one hand, heightened state repression and reform,

and on the other hand, by civil insurrection and opposition. In the early
polarised condition shifted

1990s this highly

to a process of negotiations. Towards this end a number of

negotiating forums were constituted that included organisations from civil society.

During

the phase of negotiations the groundwork was done to usher in the period of parliamentary
democracy in South Africa. Each of these phases in different ways shaped the field of adult
education in South Africa, which will now be discussed.

3.3

An Overview Of Adult Education Between 1986 and 1996

The political conditions in the different phases had exerted an influence on the form and
shape that adult education had assumed in the different periods. In the period between 1986
and 1989, in which the apartheid state's reform policies were implemented,
53
54
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adult education

,----------------------------------------------------------------------------------------

was framed by the state as non-formal education (NFE). In the phase of negotiations
1993) the policy debates and initiatives around adult education
education and training (ABET)

for adults.

This focus

(1990-

focused on adult basic

on ABET was translated

integrated into an institutional framework (the NQF) in the early democratic period.

and
Each

phase will be outlined.

3.3.1

Adult Education During The Period Of Repression/Reform: NFE And Skills
Training For Adults

Besides night schools, a feature of the educational discourse for adults in the mid 1980s was
that of non-formal education (NFE).
arisen out of the
formulated

This phrase, used to describe

De Lange Commission.

within

the educational

The concluding

framework

of political

adult education,

had

report of this commission,
reform,

argued

for more

participation in education by parents, teachers and communities as well as the need for more
attention to be paid to the "inequalities suffered by the disadvantaged sectors of society".

ss

In this regard it was argued that attention needed to be focused on specific areas of preschool, career and non-formal adult education.

It is claimed that the De Lange Report
educational provision for adults

56

was important in terms of the state's discourse on

as it marked

an important shift in official thinking. From

this perspective it is claimed that for the first time NFE was
educational

development

of adults.

57

identified as an area for the

In this regard the report ushered in a period of

educational reform on the part of the state, within the context of a partnership between the
state and the private sector.
institutionalised

Within the framework of educational reform the state also

training for workers through the Manpower

registration of a number of training schemes.

Act that provided for the

Thus, the private sector was subsidised by the

state to train adults who were unemployed.

The period between 1986 and 1989 was marked by NFE as the institutional framework for
the education of adults. Towards this end, the language ofNFE from the late 1980s onwards
had begun to be integrated into policy debates on education for adults.

55
56
57
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One such example

was the General Education Affairs Act of 1984 that empowered the Minister of General
Education Affairs to decide on policy for NFE with regard to key areas.

This trend was

S8

further captured in policy documents as well as through the establishment of a NFE research
committee of the state's research body, the Human Science Research Council (HSRC).

The state's NFE strategy was further related to skills training for adults. It has been argued
that this NFE policy shift was driven by the state's need to raise the skills base that would in
tum strengthen the country's economy.

S9

Thus NFE was proposed as an educational reform

strategy for educating and training adults in particular,
development.
strengthened
Consequently

one that was linked to economic

This relationship between NFE and skills training for adults was further
by the state's subsidisation

of the training schemes for the private sector.

while the state determined the terminology

in which to talk about adult

education, the actual responsibility for training was lodged in the private sector.

3.3.1.1

Adult Education Practices In Civil Society

At the same time as the state and the private sector formed partnerships around strategies for
the education of adults there continued to be a hive of socio-political activity inside of civil
society.

As outlined earlier a number of anti-apartheid community-based

mushroomed across the country.

60

organisations had

This process was further fuelled by the availability of

donor funding to organisations that included those of literacy, advice offices, crisis Centers,
co-operatives, civic, political
conducted their anti-apartheid

and youth organisations.

In the late 1980s these CBOs had

activities (such as political campaigns, advice offices, crisis

centers and literacy classes) with much

fervour.

61

The campaigns in these organisations

were directed towards undermining the apartheid state's policies and structures.

3.3.1.2

University-Based Adult Education Programmes

The stock of anti-apartheid ideas and experiences

60
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were translated

into educational terms by university academics
the universities'

Adult Education and Extension Units'

As outlined in Chapter Two, internationally,
outreach arm at universities.

62

promoting wider access on the
disadvantaged,

who had sought ways of giving meaning to
vision of community development.

the extension idea is viewed as the community

Towards this end, in accordance with one of the aims of
part of the university

Adult Education units offered

to adults who were historically

a number of short

and long non-formal

courses in the 1980s. These courses were aimed mainly at those adults who were engaged in
anti-apartheid activities in the community.

In the late 1980s, the certificate programme was

one such form of provisioning in adult education, offered at five South African
universities.

3.3.1.3

63

Conflicting Adult Education Discourses Under Repression/Reform

. On the eve of negotiations in SA, adult education was spoken of in two different ways. On the
part of the state, the institutional framework was non-formal education (NFE), couched within
the principles of political reform.

On the other hand within community organisations, adult

activists were engaged in resistance and oppositional forms of adult education activities. In this
regard adult education was used as a tool to advance political change.

64

Thus, on the part of

anti-apartheid CBOs the language of adult education was geared towards opposing the apartheid
state's policies and structures.

As shown earlier, in the mid 1980s these

oppositional ideas

were translated by some university academics into formalised short and long courses with a
community-adult
programmes.

education curriculum

focus,. of which one element was the certificate

Effectively therefore, mainly at the English speaking liberal universities, there

were pockets of radical adult education projects operating within Adult Education Units. The
certificates in adult education were one such radical adult education pocket, that had functioned
towards the end of the 1980s in South Africa.

62
63
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Cape Town and the Western Cape.
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3.3.2

Negotiations: Policy Options For Adult Education

As was outlined earlier the period of 1990 in South Africa opened up with the legalisation of
political activity.

65

This transitional

phase witnessed

a hub of research activity around

policies that influenced the field of adult education for adults in South Africa.
included the apartheid state's

These had

Education Renewal Strategy (ERS); the National Training

Strategy Initiative (NTS':'I) which included the private sector; and the National Education
Policy Investigation (NEPI) which consisted of oppositional groups.

There had also been

further interest groups that influenced the policy direction for adult education during this
period.

In this regard a number of policy options were formulated.

Participatory

Research

Recommendations

Project,

COSATU

further

For example, besides the

published

its

Consolidated

on Adult Basic Education and Training. Furthermore, the ANC published

a Framework for Life Long Learning, while the private sector published a report titled Adult
Basic Education and Training and Trainer Development.

Those policy initiatives that had a

direct bearing on the field of Adult Education are spelt out below.

3.3.2.1

Adult Education: Policy Initiatives From The State, Capital And Civil Society

During the period of negotiations there were a number of diverse policy initiatives that had
influenced the field of adult education. More especially the Education Renewal Strategy
(ERS), the National Training Strategy Initiative (NTS-I) and the National Education Policy
Initiative (NEPI) were key processes in this regard.

3.3.2.1.1

Education Renewal Strategy

The ERS, initiated

in 1991 and reporting in 1992 was a policy initiative by the state, that

had as its aim the development of an educational strategy to address the "backlogs in the
provision of education in South Africa."

66

The proposals were premised on social justice as

a key principle in structuring the provision of education.

67

from strategies for primary, secondary and tertiary education;

The recommendations

ranged

organisation and management

systems for schools; closer articulation between education and manpower needs as well as
65

Paragraph: 3.2.2

66 Bot,
67lbid.

M. (1991):1

53

https://etd.uwc.ac.za/

strategies for educating adults.

Important recommendations

that affected adult education

were issues such as accreditation of NFE within the framework of a qualifications structure
and the use of distance education technologies as an educational method for literacy training.
In both instances, the recommendations

in relation to adult education, namely NFE, were

located within the apartheid state's reform framework of racial diversity.

3.3.2.1.2

National Training Strategy Initiative

In 1991, the National Training Board published its first report that contained the findings and
recommendations

for a national training strategy for adults. This report focused on the need

for national co-ordination

of training,

vocational qualifications,

career pathing and the

devolution of training to industry training boards. Following criticism from COSATU,
task teams were set up.
organised

These included representatives

labour as well as other training providers.

Initiative (NTS-I)

broadened

new

from the private sector, the state,
This National

Training

Strategy

its earlier brief to include a focus on the integration

of

education and training as well as a focus on adult basic education (ABE) and access to
training.
strong

In the subsequent report, published in 1994, the recommendations

contained a

focus on issues such as ABE, with a view towards locating it within a national

qualifications'

framework.

68

The visioning for ABE was underpinned by the principle of

skills development as a means of building democracy.

In this regard a number of principles

were developed to inform and shape a national framework within which ABE would be
located.

3.3.2.1.3

National Education Policy Investigation

The National Education Policy Investigation (NEPI) launched by the oppositional grouping,
the NECC,

in 1990 constituted

itself as a participatory

research

project

establishment of twelve research teams. Along with a focus on curriculum,
education, education systems and governance,
post-secondary

the

early childhood

language, information and support services,

education and teacher education,

two further reports focused directly on

education for adults, namely Adult Education and Adult Basic Education (ABE).
68

through

National Training Board (1992)
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The ABE Report contained three options with regard to basic education for adults. The first
option advocated

a state-led integrated

education and training system within a national

development framework premised on the principles of economic restructuring and political
democratisation."

The second option advocated a state-enabling

different forms of provisioning.
system, whereby

structure to eo-ordinate

The third option focused on a centralised 'second-chance'

it was advocated

that the state attempted to incorporate

provision within a national system through incentives rather than regulation.

the existing

70

The Adult Education Report outlined a range of policy options relating to, amongst others,
governance.

These ranged from the maintenance of the existing deregulated system,

strong centralised state system of direct provision,

to a strong state system with indirect

provision, a weak state system with indirect provision,

a decentralised system where adult

education was controlled through the regions, a mixed system with clear divisions
responsibilities

to a

between the state, the private sector and civil society organisations,

finally a mixed system with collaboration between the state and civil society.

of
and

71

On the basis of the above, there developed during the period of negotiations a hub of activity
around policy initiatives, a number of which impacted and influenced the field of adult
education.

There developed a general orientation towards framing education for adults as

adult basic education and training. On the eve of the national elections the discourse for adult
education was ABET.

3.3.2.2

University-Based Adult Education Programmes

At the same time as the opposition's leadership was intensively involved in policy initiatives,
the earlier wave of organised community protests had begun to simmer.

Furthermore this

period also witnessed the closure of a number of CBOs as a result of a lack of funding. As
outlined earlier, during this period, donor-aid was no longer as easily available to eommunity
organisations

has it had been

during the latter years of apartheid. In particular the CBOs

forced into closure were those that were engaged in resistance activities against the apartheid
69
70
71

NEPI (1993b)
Ibid.
NEPI (1993a)
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state. Examples of such organisations

were

advice offices and crisis Centers. The adults

who were active in these organisations

had traditionally provided the learner base for the

certificate programmes. This study focuses on the extent to which the selection of learners
shifted in the decade demarcated for this study.

3.3.2.3 Adult Education PracticesIn Transition

During the period of negotiations (1990-1993) the University Adult Education Units as part
of

the extension vision,

community-adult

72

continued to offer a host of short and long courses with a

education focus. During this period the short and long courses began to

open up its selection criteria by recruiting learners
learners were selected from a wider pool of
community

workers

programmes.

who were

involved

from a more diverse base. In this regard

CBOs
10

social

and' NGOs, more especially
reconstruction

those

and development

Moreover, learners were also selected from sectors such as the state and the

private sector.

3.3.3

Fragile Democracy: Further Policy Initiatives And The Formalisation Of
ABET

The period 1994-1996 ushered in the birth of parliamentary

democracy in South Africa, a

process that was symbolised through events such as the national elections
has been comprehensively outlined earlier.

In the. early phase of South Africa's
initiatives.
Examples

of 1994.

This

73

fragile democracy there continued to be further policy

These focused on education, training, social development
of policy initiatives included the ANC's commissioning

Plan for Education and Training (IPET)

and adult education.
of the Implementation

produced by the Center for Education and Policy

Development, the Reconstruction and Development programme that embodied the principles
for social redress in SA, the ANC- based Policy Framework for Education and Training as
well as the university-based

72
73

DEAL Trust initiative.

Paragraph: 2.2.2.1
Paragraph: 3.2.3
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3.3.3.1

Adult Education In Civil Society: Adult Basic Education And Training

During the period of South Africa's fragile democracy, the discourse in the policy initiatives
on adult education was mainly on ABET. This became the primary language both at the level
of the state structures as well as amongst certain CBOs and NGOs.
where there was an educational focus,
programme into the curriculum.

In those organisations

there was an integration of an ABET specialisation

Moreover, there had begun to be a strong focus on enabling

learners to access the formal system through ABET -level programmes. In these NGOs there
developed a heavy stress on assessment issues that were increasingly
Independent Examinations Board.

74

dominated

by the

In the early stage of South Africa's fragile democracy,

ABET therefore became the primary and formalised discourse for adult education in SA.

3.3.3.2

University-Based Adult Education: Policy Option For A Qualifications
Structure

In the early stage of South Africa's
involved

in the running

fragile democracy,

of short and long non-formal

collaborated on a joint research project for adult education.
was called the

DEAL Trust.

It focused

on

the five
courses

universities

that were

for political

activists

This project funded by USAID,

a proposed qualifications

structure for

university adult education.
The Deal Trust Report was based on the state's policies of redress and equity. It investigated
the universities' role in educating and training community workers involved in the delivery of
ABE.

It advocated a national approach to the training and development of adult education

and trainers,

in line with the

National

Qualifications

Framework

progression and articulation into a higher education system.

(NQF) to

enable

A key organising principle in

the Deal Trust model was the aspect of access that would enable those without the requisite
university entrance to enter tertiary-based education. The Deal Trust's proposal was based on
two interrelated components one of which was the development of a qualifications hierarchy
for community workers, while the other was the development of practitioners who would be
of service in realising the state's mission of reconstruction and development. In its model it
envisaged the certificate courses as being the first access point in a qualifications structure.
74

French, E. cited in Aitcheson, J. (1997)
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3.3.3.3

The

period

Institutionalising Adult Basic Education And Training

between 1994-1996

Qualifications

was marked by the

promulgation

of

the National

It became the new integrative education system for all

Framework (NQF).

South Africans. In accordance with the NQF, the framing
began to develop into that of Adult Basic Education.

discourse for educating adults

This discourse

was transposed onto

the Level One of the NQF as part of the General Education Band. In other words, ABET as
a level was recorded as an equivalent to that of a General Education Certificate Band. Along
with being incorporated into the formal system, ABET was identified as a Presidential Project
thereby aligning it with the government's
Towards this end,
activities.

and development

programme.

task teams were set up in the various provinces to co-ordinate ABET

Structurally

ABET

was further

establishment of an ABET Directorate

3.3.4

reconstruction

integrated

into the

system

through

the

within the Ministry of Education.

Concluding Comments: Adult Education Between 1986-1996: From NFE To
ABET

In South Africa from the mid 1980s, adult education was framed as non-formal education by
the apartheid state."

However, during the period of negotiations as well as the period of

democracy

framed

it was

as ABET.

76

institutional ising discourse for adult education.

Through
Thus,

the NQF,

ABET

became

the

in the decade demarcated for this

study, adult education, was called by different names. This process (that is, the naming of
adult education)

as shown, was shaped by the social and political factors that ushered forth

during the different

periods. Within this social and political context of adult education the

three certificate programmes were formulated. This is discussed below.

3.4

The Thinking That Preceded The Establishment Of The Certificate
Programmes In The 1980s

This section provides a preliminary analysis of the relationship between the political context
and early thinking around the three certificate programmes.
75

Paragraph: 3.3.1

76

Paragraph: 3.3.2.1.2

It highlights the micro-political
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conditions

as they had arisen

university) settings.
Community

In

the local (that is regional)

In particular it t'race's

and institutional

(that is,

in more detail the conditions that preceded the

Adult Education and Training Course, as it (the short Comrades

Course 77)

provides valuable insights into the overall analysis of three certificate programmes.

This section

draws on some of the interview data

78

gathered in the research process as it

gives insights into ways in which the different adult education units formulated their ideas in
anticipation of the formation of the programmes.

Thus the interview data contributes to

understanding the political background in a more wholistic way.

3.4.1

The Department Of Extra Mural Studies,
Visioning

UCT: Community Extension

In the 1980s the Department of Extra Mural Studies (Dept of EMS) at UCT ran a number of
short courses that included those focusing on group skills, leadership, economics, education
as well as short extra mural programmes for "people who might have been described as
community."

79

These short courses were part of the university's

involved the engagement
'the community'.

extension brief

that

with community groups as well as the provision of support to

In this regard the term 'community'

is used in the homogenous

sense to

refer to all black people in South Africa. The contestations around the term 'community'
comprehensively

outlined in Chapter Five.

At the same time as the Dept. of EMS

80

had been

developed amongst community activists, a number
adults from the community."

81

university".

and it
82

running these short courses,
of concerns related to

78
79
80
81
82

education for

involved in the community,

was argued that these practices

needed to be "brought

running
into the

These debates on education for adults occurred in the context of increasing

criticism by individuals in the community of the Dept. of EMS'

77

"there

The perception amongst community activists at the time

was that there were a number of adults who were
workshops,

is

Table 6.3.1
Appendix B
Interview with AE2
Paragraph: 5.3.3.1
Interview with AE2
Interview with AE7
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summer school programmes

that were largely aimed at white and middle class people.
individuals and groupings

83

In this context

in the community, had envisioned the running of "extra mural

studies' courses in the community".

84

It was further

revealed that there were "moves to

set up courses in the community in competition with the Dept. of EMS."
within the

Dept.

community"

of EMS, there had also been discussions

in order to further extend the vision of engaging

. with the "disadvantaged

community".

8S

about

Simultaneously
"getting into the

in a more systematic way

86

At the same time as the Dept. of EMS
extension vision,

certain

began to formulate ways of giving meaning to the

those CBOs that had burgeoned in the period, developed further muscle.

Driven by the increased confidence

that emerged from the resistance

impulse and the

availability of funding, a number of CBOs started running their own short courses.

87

This

practice had the potential to lead to the contraction of the original market for the Dept. of
EMS' courses that, in the opinion of this study, would in effect have thwarted the vision of
engagement with the "disadvantaged community".

In this context the ideas amongst

individuals from the community for a community-based course for adults found favour with
the Dept. of EMS'

extension visioning.

At this stage it seemed to the Dept. of EMS, UCT

that:

what we could do best was to consolidate the short courses into
a more coherent programme and then eventually certificate it. It
was thus an anticipatory certification process. 88
The coincidence of interests between, on the one hand, the concerns of community activists
regarding courses for adults from the community, and on the other,
vision of extending

community provisioning,

discussions

around the possibility

revolved

culminated
of running

community at UCT. From this there developed

In

the Dept. of EMS'

mutual discussions.

These

a course for adults from the

conversations with funders such as the Ford

Foundation who agreed to support the programme on condition that it had to be "run by a
black person", that is, someone from the community.
ordinator

89

It was stated that the position of co-

was then created and AE7 was offered the position to manage the Community

Interview with AE7 who was a Diploma student in the Dept. of Extra Mural Studies, UCT.
Interview with AE7
85 Interview with AE7
86 Paragraph: 4.3.5
87
.
Paragraph. 3.2.1.3
86 Interview with AE2
89 This was revealed during the interview with AE3.
83
84
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Adult Education Programme (CAEP).

It was revealed that from the start, "the CAEP

developed almost outside of the Dept. of EMS."

90

This implied a very weak structural link

with the Dept. of EMS as well as with the University in general.
The development of a coincidence of interests between, on the one hand, certain individuals'
concern for community education for adults and on the other hand, the Dept. of EMS'
extension vision of support for the "disadvantaged community" reconfigured itself into the
Department of Extra Mural Studies initiating the CAEP in March 1986.

3.4.2

The CenterFor Adult And Continuing Education, UWC:Political Alignment

By the mid 1980s the UWC, in an attempt to unshackle itself as an appendage of the
apartheid state, cultivated a vision
University for the "working class".

of being the "University of the left,"
91

of

being a

In doing this UWC subsequently aligned itself with

the ethos and values of the mass democratic movement, against the apartheid state. For
example, in the late 1980s an important component of its alternative political vision of being
the "people's university" was to open up access to the university to those sections of the
population that were excluded as a result of apartheid's racially defined policies.

This

consequently cut through the state's racially defined, coloured target group of students. In
support of the alternative vision UWC had begun to apply what became known as an
"educationally open admissions policy". Increasingly the UWC came to be at the cutting edge
of the struggle against apartheid in the Western Cape and aligned itself with CBOs that were
engaged in forms of resistance and oppositional activity against the apartheid state. This was
illustrated through the organising of politically-related conferences, one of which was "The
Challenges of the 1990s", that the Center for Adult and Continuing Education (CACE) had
hosted in conjunction with the Center for Development Studies.

As highlighted earlier, a number of CBOs had mobilised and engaged in protest activities
against the state through national campaigns, boycotts and protest activities.

92

Within this

highly politicised context at UWC, the Center for Adult and Continuing Education (CACE)

91

Interview with AE7
UWC Vice-Chancellors

92

Paragraphs:

90

Report (1987)

3.2.1.1 and 3.2.1.3
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was established in 1985. After establishing itself, CACE embarked on a research-consultation
project

with various leaders in the 'community',

a number of whom had some links with

UWC either as students or as political activists engaged in oppositional forms of activity.
UWC had at this point openly aligned itself with oppositional

93

forces through the mass

democratic movement.

The aim of the
University
political

research project was to do the groundwork

Diploma in Adult Education.
gap was identified

for a

However, in this process, an

amongst those

educational

adults working in organisations.

identified that a number of adults active in these organisations
matriculation

two year part-time
and

It was

had not completed their

certificate. As outlined in Chapter One, this was one of the effects of the

apartheid legacy. It was furthermore claimed that those adults who were at the helm of
these organisations lacked the necessary leadership skills to run the organisations effectively.
Given that a number of the adults working in these organisations were unable to complete
their schooling,

the demand was for an adult education qualification that had more lenient

entry requirements. Through the early consultations conducted with community leaders, the
demand was made for a Certificate level course that would be able to place admission to the
university

within reach of those who did not have a matriculation

involved in some form of adult education practice in community
community demand coincided with the UWC's

certificate
organisations.

yet were
94

This

strong anti-state political position, that had

included the support of senior leadership such as that of the Rector who had become a patron
of the Certificate for Educators of Adults (CEA). From the start the CEA had the approval of
Senate. Together these conditions created a favourable climate for the CEA to find a home
inside the university administration.

The combination of factors such as the UWC aligning itself with the community struggle,
CACE's

community extension work and the demand for an adult education qualification to

meet the gap identified in the leadership base of the burgeoning CBOs crystallised into the
Certificate for Educators of Adults course that commenced in 1988.

93
94

UWC had at this point openly aligned itself with the oppositional forces.
UWC, CACE, CEA, Impact Study (1995)
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3.4.3

The Center For Adult Education, UNP: PoliticalAlignment

In the context of intense violence and conflict in the Pietermaritzburg
of Natal

became

region, the University

a protected site with a host of projects springing up.

95

At this point the

Center for Adult Education (hereafter referred to as the Center) was involved in a number of
community

projects that had

an anti-apartheid

orientation.

project that had monitored the violence in the Natal region.
be involved in the design of short educational
Education Leadership Programme (CELP).
set of human relation-sensitivity
other regions.

96

For example it established a
At the same time it continued to

courses, using the model of the

Christian

It was revealed that this was a church sponsored

training courses which had a very strong base in Natal and

The CELP's orientation was around the design of educational events. It was

revealed that this approach had a very strong influence in the Center's educational
work.

97

By the mid 1980s the Center's educational work had begun to develop strong connections
with communities and CBOs in the Natal-Pietermaritzburg

region. From this perspective

it

is claimed that there developed a shift from activities and programmes within the Liberal and
Professional Studies Division to those of the Social and Community Studies Division.

98

Towards this end the introduction of the Diploma in Adult Education in 1984 "marked a
milestone in the development of the Center and fundamentally changed its character".
marked

a shift in the Center's

This

political balance from what was essentially the targeting of a

white middle class constituency to a more overtly political constituency.

Consequently

99

through the above-mentioned

'100

projects the Center's connections with political

anti-apartheid organisations were enhanced. It was against this political background that the
Center

was approached by the UDF to run political training courses for their leaders.

educational

demand was for organisational political training.

courses and a "workshopping
leadership

95
96
97
98
99
100

organisational

The

Drawing on its earlier short

approach", the Center then ran an intensive one month youth

development

course.

This in effect became the first certificate

Mackie, R. (1995)
Interview with AE3
Interview with AE3
Mackie, R. (1995)
Mackie R. (1995): 110
Mackie, R. (1995)
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programme.

It was called the

Comrades Course.

Emergency was extended to the Pietermaritzburg
Leadership and Organisational

101

However,

because the State of

region, the Center called it the Youth

Development Course.

It was revealed that the Comrades Course was a "very systematic course".

The content had

included a focus on the design of educational events, needs analysis, training in committee
skills, how to take a statement, confidence building and public speaking.
Comrade Course, therefore,

The aims of the

was to develop skills in the design of educational events

political mobilisation and skills in personal development.

for

It was. aimed at building the skills

of comrades who were politically involved. Since the arrest and detention of key persons who
were in community leadership positions created a vacuum in community based structures, the
emerging new leaders were consequently drawn to the Comrades Course.

The selection

criteria for the Comrades

Course were based on political-organisational

affiliation. Mainly, though not predominantly
criteria

for admission

to the Comrades

UDF members were enrolled.

Course

included

occupational

102

roles

Further
in the

organisation such as being education officers, organisers and trainers.

The Comrades

Course

was facilitated by the availability of

came through the Kagiso Trust.
voluntary sector in SA.

The latter was a conduit of European Union funds to the

The Kagiso Trust

103

international donor aid that.

along with other sources of international

funding had played a significant part in sustaining a thriving

sector ofNGOs

in SA. In the

overall context of NGO funding in SA, it is argued that some NGOs, on the basis of their
political affiliation were favoured over others, a process that exacerbated certain rivalries.
It was.against this background

104

that the Center was approached by the UDF in 1987, because

it was revealed that the Center had "easy access to Kagiso Trust money".

105

While the Comrades Course was running there was further "thinking about a systematic and
coherent package of training."

106

This

process

(of thinking about a certificate) had

occurred in the context of the continued growth of CBOs and NGOs in the Natal-Midlands
Interview with AE3
Interview with AE3
103 Marais, H. (1997)
104 Barber, S. (1993)
105 Interview with AE3
106
lbid
101
102
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region. It was claimed that the Center's work needed to have value in the market that it had
started to target as a constituency.
included

training

complemented
theory' .

in committee

As a result the earlier one-off workshops that had

skills and designing

with a 'bit of theoretical grounding

In this way it was

systematic,

107

coherent

argued

and thereby gain

pamphlets

would

in adult learning

the context

to be

and development

a potential certificate course could become more
extra value in the market.

In effect it would

108

achieve the aim that would give participants from community organisations
better understand

require

and implications of their work."

the capacity to

109

With the legalisation of political activity in 1990, a number of previously illegal organisations
were allowed to function.

A number of these organisations

ANC

and church

Women's

League)

organisations.

included political (such as the
The adults

working

in these

organisations were perceived as the learners for the certificate course. The Center perceived
the need for a "proper course"

as giving systematic training to the education officers and

leaders in the CBOs that had mushroomed at the time.

In an interview it was revealed that:

We were keen on building organisational capacity in CBOs and
NGOs and we saw educational capacity as very important, and
believing very strongly that any people's movement works
better if there was a strong educational component, educational
training:'!"

Within a framework of "building the people's

movement",

research project that focused on a consultation-needs

the Center

embarked on a

analysis for a more systematic course.

This research project was conducted by a UDF official who had by this time been appointed
to

the Center. The results of the research revealed

organisations

that if people could be targeted in

as well as the communities they work with, then the political intervention

would be more effective in the long term. A further finding in the study identified a demand
for a course in the context of adult education.

In particular the research revealed that the

skills that people needed were those for organisational development which was perceived to
be important for transforming social systems. A second factor that came out of this research
was that a key part of an Adult Education qualification

107 Interview
108lbid.
109
110

was missing.

with AE3

Mackie R. (1995)
Interview with AE3

65

https://etd.uwc.ac.za/

There was no baseline

course and it was intended that through the certificate,
entry in adult education.

Consequently

the Center would develop long term

in 1990 the Certificate in Adult and Community

Education Course started at the University of Natal -Pietermaritzburg.

3.4.4

Concluding Comments

The initial formulation around all three certificates occurred under very specific political and
institutional

conditions that ultimately

influenced

the form of the certificates.

instances there were similar factors that influenced the thinking.

In some

For example in the mid

1980s all of the donor agencies had developed strategies in accordance with their countries'
foreign policy that was

to

promote social justice in SA.

This study considers the

relationship between the socio-political context and the three certificate programmes.

In the three certificates, the
universities were different.

early processes to get the certificates

established

For example, with UWC and Natal-Pietermaritzburg

at the

there were

consultative processes with a wider range of community and political activists, whereas with
UCT, the consultation had occurred in a more limited way between individuals.

However, in

all three instances the thinking in relation to the adult education courses amongst the
individual actors had occurred with the intention to develop

curriculum aims that were

oriented towards challenging the apartheid state's policies and structures in the 1980s.

A

descriptive outline of the three certificate programmes is spelt out below.

3.5

A Descriptive Outline Of Tile Certificate Programmes
3.5.1

The CommunityAdult Education Programme, UCT

The Community Adult Education Programme (CAEP) started at UCT in 1986. Each CAEP had
a cycle of one academic

year and the contact time between learners and teachers took place

weekly. In the early stages of the CAEP, day and evening classes were conducted for different
students.

The students were mainly black women and men who were engaged in social and

political work with grassroots communities. In the later CAEP courses
there developed a stronger tendency to select

learners

(from 1992 onwards)

mainly from community-based
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organisations.

Generally the aims of the CAEP were to support students in their community

work.

The curriculum

for the CAEP

had a general focus on the theory and practice of adult-

community education. In the early stages of the course, this general focus was combined with
strong political themes of social justice.
reliance

In terms of teaching methods there was a strong

on Freirean methods. Assessment in the CAEP was conducted informally through

projects that students undertook throughout the year. The

CAEP awarded a certificate of

attendance at a departmental ceremony at the end of each year. The CAEP was offered for the
last time in 1994, after which the Certificate in Adult Education Training and Development
(CAETD) was established.

The CAEP and the CAETD were funded by donor aid. For the

duration of the period that forms the subject of this study, the CAEP and the CAETD did not
receive any university subsidy.

3.5.2

The CertificateFor Educators Of Adults, UWC

The Certificate for Educators of Adults (CEA) started at UWC
over two years.
between

in 1988.

The CEA was run

The contact time between learners and teachers took place over weekends,

six and eight week intervals. These residential sessions were based at UWC. In the

period between study weekends, students participated in regional study groups facilitated by
tutors.

The CEA thus included a distance learning model. The students were black women and

men involved in social and political work in urban and rural grassroots communities and
community-based

organisations. The aim of the CEA was to provide a

qualification for

community workers. The aims form one aspect of the analysis in this study.

The curriculum for the CEA

focused on the theory and practice of adult education.

Each

course had a set of materials that was designed in a distance education mode. The curriculum
was based on the Freirean principles of empowerment and participation.

Assessment in the

CEA was formal insofar as assignments and projects were marked and assessed according to
university rules. A Certificate was awarded at the university's graduation ceremony. The CEA
was funded by donor aid.
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3.5.3

The

The Community Adult Educators Trainers' Course, UNP

Community Adult Educators' Trainer's Course (CAETC) at the UNP started in 1990.

Each CAETC had a cycle of one academic year. The students were selected on the basis of their
political involvement in urban and rural community-based organisations of the Natal-Midlands
region.

The curriculum for the CAETC focused on an introductory course in the theory, methods and
practice of adult education.

Initially the course was divided into two areas, namely

Project

Management and Adult Education. After the first year the two courses were then combined into
one course. The curriculum was based on Freirean principles of empowerment and self-reliance
amongst people.

There was no formal assessment in the CAETC.

certificate of attendance was awarded at a departmental ceremony.

A university-stamped

The CAETC was funded by

donor aid.

3.5.4

Concluding Comments: UCT, UWCAnd UNP CertificateProgrammes

It is difficult to estimate the number of learners that have passed through the three certificate
programmes as very little systematic and formal records of students exist.

111

The securing

of official information was further compounded by the high attrition rate in the programmes.
For example students may have enrolled for the programme
cycle.

but had not completed the full

Given these factors it is estimated that approximately one thousand learners passed

through all three programmes during the decade demarcated for this study. This figure can
be broken down to five hundred, three hundred and two hundred for UCT, UWC and UNP
respectively.

It is important to note that these figures have been calculated on the basis of

those. who enrolled and that the figures decrease further

if the number of

learners are

The CAEP, CEA and CAETC, had started in 1986, 1988 and 1990 respectively.

Although all

calculated on the basis of those who completed the full cycles.

three courses had different names, all three awarded a certificate in adult education.
result they were referred to as Certificates in Adult Education.

111
112

UCT, Dept of EMS, CAEP Evaluation Report (1994)
Aitcheson, J. (1997); NEPI (1993a); DEAL Trust (1994).
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112

As a

It is claimed that these

three certificates along with the remaining two at the University of Witwatersrand and NatalDurban, shared

common features.

113

First, a common feature was that the aims of the

certificates were geared towards social and political development,
'community'.
this study.

The aims as they unfolded
Secondly,

114

that is, in support of the

over ten years, form one aspect of the analysis in

all these programmes generally targeted grassroots community

workers who performed various roles such as those of activist, organiser, educator, social
worker and counsellor.

These roles were performed in organisations that included those of

community, church, trade union, women, health and literacy.
community workers

did not have formal qualifications

Finally, these programmes
participatory

3.6
In this

for entry to

tertiary-level

generally placed a strong emphasis on group

methodologies,

approaches to education.

Thirdly, the majority of the

some of which were

strongly

study.

processes and

influenced

by

Freirian

11.5

Conclusion
chapter

certificate study

the national,

regional, institutional and programmatic

between 1986 and 1996 has been set.

context

for the

Since the political context

is an

important factor to be investigated in relation to the functioning of the certificates, the decade
is divided into three political periods each with its distinct political conditions. The first
period, between 1986-1989, is labelled as the apartheid period. During this time the
engaged in dual strategies of repression and reform.
1993 is labelled as the period of negotiatlons.l'"

between 1994-1996

is labelled

with different political parties. The third

the period of

African society witnessed its democratic baptism.

The second period, between 1990-

During this time the state legalised political

activity and embarked on a process of negotiations
period,

116

state

fragi Ie democracy when

South

118

Along with setting the political context, this chapter has sketched the South African adult
education landscape for each political period.

In this process it has identified the different

institutional frameworks for adult education that shifted from non-formal education through
113
114
115
116
117
118

Cooper, L. (1993)
Paragraphs: 7.2.1, 7.3.1, 7.4.1
Cooper, L. (1993)
Paragraph: 3.2.1
Paragraph: 3.2.2
Paragraph: 3.2.3

69

https://etd.uwc.ac.za/

to adult basic education.

At the same time it has highlighted the types of political activities

within civil society organisations as well as the various adult education policy initiatives
conducted

by

the state, civil society and the private sector.

The penultimate

conducted a preliminary analysis of the conditions that preceded the establishment
programmes has been conducted.

This chapter concluded

section
of the

with a descriptive outline of the

three programmes.

The field of adult education internationally

(Chapter Two) and the social and political

backdrop for the three certificates highlight a relationship between the use of language (the
words, ideas) and the social/political situations.

This relationship between language and the

social context that broadly falls under the rubric of the theory of discourse, is discussed
the following chapter.
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In

CHAPTER FOUR
THE THEORY OF DISCOURSE
4.1

Introduction

Chapter

Two identifies a relationship between the words and ideas from the socio- political

context and the activities in the field of adult education internationally.

Similarly Chapter

Three identifies a relationship between particular words and ideas from the national political
context and the practices in the certificate programmes.
behaving is defined as discourse.
discourse

This way of speaking, thinking and

Towards this end the

1

that relates the practices

in

the certificates

study draws on an approach to
to social-institutional

control.

However, since the theory of discourse also has a conceptual relationship with the field of
linguistics as well as with

language studies,

this chapter reviews

the three conceptual

approaches.

It begins by outlining the theory of discourse and

This chapter is divided into six sections.
its link with structural linguistics.

In this regard it traces some of the meanings that have

arisen through linguistic studies with particular reference to the work of Saussure and LeviStrauss. It then examines the way in which the theory of discourse is used in Sociolinguistics
and Critical Language Studies. At the end of the section the relationship between discourse
theory with linguistics on the one hand,
This chapter then

and language studies, on the other,

reviews the work of those

formation of the theory from a non-linguistic
language to
Pecheux

issues of social control.

and the post-structuralist

is outlined.

scholars who have been instrumental in the
angle, that is, from a position that relates

In this regard, it reviews
Michel Foucault's

scholars such as Michel

ideas on language

and power

(discourse). Towards the end, the relevant literature is reviewed to show how the idea has
been applied to research in education. This section concludes by reviewing
important

1

critiques of the tenets underpinning the theory of discourse.

Gee, J. (1990)
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some of the

4.2

The History Of The Theory Of Discourse

In everyday usage the term, discourse that is defined as a 'talk',
of connected linguistic utterances',
refers to the
system.

3

a 'conversation'

has a strong language bias.

combination as well as the

relationship

This approach to the study of language

2

or a 'series

In this regard discourse

of linguistic units in the language

is influenced by the work of Saussure.

Later this structural linguistics approach is applied to the study of society by Levi-Strauss.

4.2.1

Structural Linguistics: The Work Of Saussure

The early studies of language argue that meanings come before language, that is, before the
words."

In this approach it is asserted that:
Meanings came from things represented in words and that meanings were
derived from universal ideas which were expressed in words and given
individual form by each speaker. 5

The above quotation indicates two ideas with regard to language and meaning.

The first idea

is that meanings existed before words (language). The second idea is that meanings arise
from universal ideas.

It is

further claimed

that these ideas have universal

regardless of the language in which they are being spoken.

6

meanings,

By the end of the 19th century,

this view is challenged by Saussure.

Saussurean linguistics claims that the emergence of ideas and words occurs through a process
of

interaction between the ideas (meaning) and the words.

mutual influerice a number of principles are
homogeneous

According to Saussure the language

3
4
5
6
7
8

In tracing this process of

One of these

is that

language is

and that within it there is a common code or general system of sounds and

meanings that underlie all the utterances.

2

posited.

7

8

system is

made up of relations which

Oxford Dictionary Definition
Van Dijk, TA (1985)
Macdonell, D. (1986)
Macdonell, D. (1986): 9
Ibid.
Macdonell, D. (1986); Coward, R. & Ellis, J. (1977)
Macdonell, D. (1986); Coward, R. & Ellis, J. (1977)
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means that

sounds exist only insofar as they relate to each other.

9

In this framework, meanings do not

exist prior to this system but instead are constructed from the inside. In this regard words do
not "stand for pre-existing concepts else they would have the same equivalence in meaning
from one language to another and this is not true."

10

Saussure is thus critical of the earlier

theory of language and meaning which claims that meanings exist prior to language.

For Saussure, the possibilities

for meaning within any language are not determined

anything positive. This means

that they are marked out by their negative relations to each

other.

11

For example

by

the colour yellow is such because it is not red. In this system of

relations possibilities are marked out but no definite meanings are pinned down. Thus yellow
is marked,

that is, it is distinguished

from not being red, brown, blue and so forth. The

meaning of one colour arises from its relationship to other colours.
possible to give a definite meaning to yellow unless it is marked

off against other colours.

This is what is meant by meanings being arbitrarily defined, being
relations.

It is therefore not

marked out by negative

12

While every statement is marked out by negative relations, that is, what it is not,
some positive terms. For example,
positive terms.

13

there are

signs (sound and meaning) themselves are considered as

This view holds that each sound (signifier) is tied to a concept (signified)

in the signs of a language.

14

In signs the open possibilities

(that is, designating what

something is) are pinned down and defined through oppositions such as presence/absence,
white/black and education/adult education.

It is this view of language as a closed

of oppositions that replaces the earlier concept oflanguage as an open system.

Saussure's

object of analysis is the relation of elements (structures)

generate language.

This is analysed on two levels.

Firstly,

structure

IS

in the system that

langue is

the study of a

structural form of language at anyone point in time, termed a synchronic analysis.

Secondly,

parole refers to the combinations generated (that is, the meaning) and the signifying chains
produced
9
10
11
12
13
14
15
18

over time, termed a diachronic

Coward, R. & Ellis, J.
Saussure, F. (1916,
Macdonell, D. (1986):
Macdonell, D. (1986):
Macdonell, D. (1986):
Macdonell, D. (1986):
Ibid.
Coward, R. and Ellis,

analysis.

16

Parole is therefore

(1977): 13
trans. 1974, p.116) cited in Macdonell, D. (1986): 9
10
10, Coward, R. & Ellis, J. (1977): 13
10
10

J. (1977): 14
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about actual

language combinations and signifying chains generated, while langue signifies the codes to
which these elements belong. A langue analysis is about the overall structure of language at a
given point in time, while parole is about the 'signifying chains'

produced in a language.

From this perspective, langue can be seen as the product (language system) and parole as the
process, the language practice.

17

For Saussure the key element of the structure of language is the notion of the "sign".

Signs

have two sides, both of which only have meaning in relation to each other." These are the
sound-image (the signifier) and the concept
meaning in relation to the sign.
sign/signifier/signified.

19

(the signified) and these two sides only have

There are two aspects to the relational structure of the

First the link between the signifier and the signified is arbitrary, that

is, there is no natural link between a particular sound image (word)

and a concept.

20

The

second aspect is that the concept and the sound image are produced in the same movement:
the signifier

cuts out, articulates,

a certain space

articulation, a signified, that is, meaning.

Meaning therefore arises throughthe
the signifier (sound-image).

which then becomes

through

21

mutual interaction between the signified (concept) and

In this process the signifier only refers to meaning insofar "as it

forms part of a system of signification characterised by differential oppositions".
framework,

this

22

In this

language is a structure with a system of differences or language is a structure

whose elements constitute each other in difference.
informed further work in linguistics.

23

These

ideas of Saussure have

24

Some of the general linguistic studies that have proceeded from Saussure, examme language
as an act of understanding that ensures communication

and social exchange.f

From this

vantage point language is regarded as a formal object with strict grammatical rules, being
made up of parts according to certain principles of structure.
claimed that although language
17 Coward, R. & Ellis,
18Coward, R. & Ellis,
19Coward, R. & Ellis,
20 Coward, R. & Ellis,
21 Coward, R. & Ellis,
22lbid.
23 Coward, R. & Ellis,
24 Coward, R. & Ellis,
25Coward, R. & Ellis,
26 Coward, R. & Ellis,

26

Within this framework, it is

has a limited number of basic elements, the latter have the

J. (1977): 14
J. (1977): 13
J. (1977)
J (1977) and Macdonell, D. (1986).
J. (1977): 13

J. (1977), Macdonell, D. (1986)
J. (1977): 14
J. (1977)
J. (1977)
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capacity to yield a large number of combinations.
only uses

27

However, it is also claimed that language

a small number of the potential combinations.

28

This restriction to a limited

number of combinations is that which gives shape to the specific forms that occur and vary
according to the linguistic system under consideration.
'structure'.
system.

This is what is referred to as the

There is thus a relationship between the different structural units in the language
Furthermore, these units are defined in opposition to other units in the language

system. Language in the light of a Saussurean understanding, is therefore seen as a structure,
a paradigm and analysed synchronically, that is, at one point in time.

The aforementioned

structural

approach

to linguistic

29

studies that Saussure

developed

informs the anthropological study of society as conducted by Levi-Strauss.

4.2.1.1

Structural Linguistics And Society: The Work Of Levi-Strauss

In the 1960s the structural linguistics approach was transposed onto the study of societies, by
the anthropologist

Levi-Strauss.

30

In the same way that Saussure uses the analytical

elements of signs to analyse language systems, Levi-Strauss applies the elements of signs to
analyse social systems. Within a social system, social life, group practices, culture and the
relations within them are viewed in a systematic and functional way, as represented by signs
and/or symbols.

31

Besides "signs", structural arrangements are also seen as the site where meaning making is
produced.

Examples of the latter include marriage laws and kinship structures.

It is further

argued that within this social system the relations between kinship units can be analysed
synchronically through the structure of oppositions and the positive terms that are common
to all societies. In other words kinship can be analysed as a language system.
institutions/laws/social

arrangements

The

(terms

relational

elements/units)
27 Coward,
28lbid.

units

and

In this way

in society are broken down into its constituent parts.
relations)

within

are analysed in relation to each other.

33

society's

R. & Ellis, J. (1977)

31
32

Coward, R. & Ellis, J. (1977); Macdonell, D. (1986)
Coward, R. & Ellis, J. (1977); Macdonell, D. (1986)
Ibid.

33

Coward, R. & Ellis, J. (1977); Macdonell,

structures,

(the

parts

This analytical approach (like that

29lbid.
30

32

D. (1986)
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of Saussure's) is one of a closed system of relations with binary oppositions being set up to
mark out one concept from the other.

4.2.1.2

Structural Linguistics And The Analysis Of Social Systems

In much the same way that Saussure analyses language as signs composed

of a signified

(meaning) and a signifier (sound), Levi-Strauss analyses social life through

signs/symbols

that on the one hand express

aspects of social practices and on the other, have a particular

meaning in the domain of social practice.
(concept) is linked into the
language system the

This symbolic expression (sound) and meaning

34

social system. In the same way that Saussure claims that in a

relations between sounds and concepts are arbitrarily defined, likewise

for Levi-Strauss and subsequent structuralists,

the relations between symbols and meaning,

are socially (hence arbitrarily) defined.

From a formal linguistics,

3S

angle discourse

. involves language representation.

4.2.2

Language Studies: Sociolinguistics And Critical Language Studies

Along with discourse
conceptual

as language representation

through signs and symbols, a second

element in the history of the term emphasises

discourse as the relationship

between language, social situations and practices. This approach to language is influenced by
the work of Sociolinguistics and Critical Language Studies.

4.22.1

Sociolinguistics

Sociolinguistics

as a field of study challenges the discipline of formal linguistics, insofar as

it claims that

formal linguistic studies is prescriptive

prescription

in orientation.

36

In this regard,

depends on an ideology concerning language which requires that in language

use, there are particular norms and standards that have to be adhered to, that "things shall be

34 Coward,
35lbid.
36

R. & Ellis, J. (1977); Macdonell, D. (1986)

Milroy, J. & Milroy L. (1991)
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done in the right way". 37 In challenging this prescriptive approach, Sociolinguists argue that
linguistic differences are socially as opposed to arbitrarily defined.

38

The field of Sociolinguistics focuses on the relationship between variations in linguistic form
and social variables that involve
differences in social settings.
then links to social factors.
existing outside of society,

39

the social strata to which speakers belong as well as the

In this regard it describes variations in language use which it
As opposed to formal linguistics

Sociolinguistics

approaches

socially constituted and consequently uses terms
class and strata.

Sociolinguistics
situations.

that analyses language as

language as a practice

that is

that include social differences based on

40

is thus the study of the relationships between language practice and social

With this understanding

it seeks to describe the linguistic conventions

that

function within a society at a certain point in time, relating elements of combination in the
language system, to social facts.

41

In this way it challenges the

arbitrary definition of

linguistic differences and instead argues that these differences have social values attached to
them.

However, while consideration is accorded to social facts, the social conditions giving

rise to these facts are not explained. Thus it is claimed that this approach
issues of power relations and struggles.
Language Studies.

4.2.2.2

42

This gap was

subsequently

does not focus on
filled by Critical

43

Critical Language Studies

Critical Language Study (CLS), distinguishes itself from linguistic orientations that include
formal

linguistics,

sociolinguistics

and

cognitive

psychology.

44

This perspective

approaches language as a social practice that is internal rather than external to society. From
this perspective it is further argued that language should be seen as a discourse rather than as

37. Milroy,
38lbid.

J. & Milroy, L. (1991) :101

Fairclough,
Ibid.
41 Milroy, J. &
42 Fairclough,
43lbid.
44 Fairclough,
39

N. (1989): 7-8

40

Milroy, L. (1991)
N. (1989)
N. (1989): 13
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a finished text.
argued that

In other words language is viewed as a discourse practice.

45

along with considering

the internal properties

It is further

of a text, it is important to

consider the social conditions of production and the social conditions of the interpretation of
texts."

In this approach language as discourse integrates the ideas of the

psychological

social and the

with the textual that has then enabled it to move away from mainstream

linguistic studies. 47

According to Fairclough,

language as a form of social practice (that is, as a discourse)

implies three things. 48 The first implication is that language is internal (rather than external)
to society. From this perspective it is asserted that language does not exist independently of
society but instead exists internally

in a reciprocal relationship with society. 49 Within this

framework it is further claimed that "linguistic phenomena are social phenomena of a special
sort, and social phenomena are (in part) linguistic phenomena."

so Language is therefore

intricately (and reciprocally) bound up with social relationships in society.
while language is used to maintain social conventions,
social struggle.

It is claimed that

language can also be the site for

SI

The second implication ·is that language is a social process that involves text production and
social interaction.

52

The combination of these social processes is referred to as discourse "of

which a text is just a part" . .53 Within this framework it is further asserted that the process of
.social interaction includes the "process of production, of which the text is a product, and the
process of interpretation,

for which the text is a resource"..54

interaction

to consist not only of a text (as in written) but also of

is understood

The process of social
the

production and interpretation processes that occur between texts and members' resources . .5.5
The members' resources refer to the "ideas that people have in their heads and draw upon
when they produce or interpret texts, including their knowledge of language, representations
of the natural and the social worlds they inhabit, values, beliefs and assumptions."
Fairclough, N. (1989): 13
Fairclough, N. (1989): 25
47 Fairclough, N. (1989)
46lbid.
49 Ibid.
50 Fairclough, N. (1989): 23
51 Ibid.
52 Ibid.
53 Fairclough, N. (1989): 24
54 Ibid.
55 Fairclough, N. (1989): 24
56 Fairclough, N. (1989): 24
45
46
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.56 Thus

language as a social process is influenced by the context.

The third implication is that language is a socially conditioned process shaped by the
linguistic parts

of society.

S7

In this regard, it is argued the members'

non-

resources which

people draw on to produce and interpret texts are cognitive insofar as they are in people's
heads, and social, insofar as they are conditioned by the social relations and struggles.
the members'
perspective,

resources

are socially

generated

and socially transmitted.

S8

Thus

From this

language is conceived of as a discourse which involves social conditions

production and social conditions of interpretation.

S9

of

These operate at three levels of social

organisation. The first is the immediate social environment; the second level is that of the
social institution which makes for the wider matrix for the discourse, and the third level
that of the society as a whole.

60

These social conditions shape the intellectual

is

resources

that people bring to the processes of production and interpretation, which in tum shape the
way in which texts are produced and interpreted.

61

Language processes are thus socially

determined.

Language

in the view of Critical Language

practice, that is, as a discourse.

Studies is thus

'power'
discourse.

by social structures and on the other, that

discourse (language) social structures are reproduced.

terms such as

'power'

as a social

The proponents of this view of language argues on the one

hand that language (discourse) is determined
through

conceptualised

and 'ideology'

are important elements.

62

From this perspective
In particular

the term

is analysed with regard to the ways in which it unfolds in discourse and behind
63

It is argued that power in discourse is the site of power struggles, whereas

power behind discourse

is the stake in power struggles.

64

In a similar

vein, the idea of

ideology and its relationship to language practices are investigated.

It is claimed that there is a relationship between language teaching, especially with regard to
literacy, and the notion of ideology.

57
58
59
60
81
82
83
84
65

Fairclough, N. (1989): 22
Fairclough, N. (1989)
Fairclough, N. (1989)
Ibid.
Ibid.
Fairclough, N. (1989): 42
Fairclough, N. (1989): 61
Fairclough draws on Foucault's concept
Gee, J. (1990)

65

This perspective challenges the traditional approaches

of power see Paragraph: 4.2.4.2.8
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to language and literacy teaching.

The latter is based on the assumption that the teaching of

reading and writing skills has to take place before learners can understand
literacy skills to broader social-political factors.

66

the connection of

This traditional approach, that argues for

the teaching of literacy outside of a social context, has been challenged. From this perspective
it is argued that there needs to be an understanding
are privileged over and above others.
understanding
backgrounds

around how particular genres and texts

For example, it is argued that there needs to be an

67

around those genres and texts that children from working class and minority
bring with them to school.

integrated with concepts

such as

Towards this end language and literacy are

68

'discourse'

social and cultural equity function in society.

69

and 'ideology'

in order to understand how

As a result Discourses are defined as social

practices that are "ideological insofar as they involve a set of values and beliefs about the
distribution of social and cultural goods in society".

70

In other words, a person must speak

and behave within the boundaries of the insider Discourse in order to be a part of it. In this
regard it is claimed that the insider Discourse is "resistant to internal criticism" as opposing
viewpoints

undermine

Discourse as outsiders.
criticism,

the Discourse
71

and position the persons who are criticising the

It is further argued that while a Discourse

it (the Discourse)

does however, construct itself in

is resistant to internal

relation to oppositional

Discourses and in the process marginalises values and ideas from other Discourses.
this basis it is argued that Discourses are
power and hierarchical structures in society."

Discourses

73

Effectively,

75

it is through discourse and

function in order to select (or sort out)

74

are thus seen as social practices that

speaking, and valuing.

On

"intimately linked to the distribution of social

ideology that schools become sites where discourses
individuals and groups in society.

72

refer to ways of behaving, thinking,

From this perspective reading and writing (literacy) are examples

of particular roles by specific groups of people in society.

As such,

literacy is therefore

social and everywhere it is integrated with, and relative to, social and cultural practices.

The

summation of these social practices equals Discourses of which each person in society has
Gee, J. (1990)
Gee, J. (1990): 43
68 Gee, J. (1990)
69 Gee, J. (1990): 3-27
70 Gee, J. (1990): 144
71 Ibid.
72lbid.
73lbid.
74 Gee, J. (1990)
75lbid.
66

67
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membership.

76

It is further claimed that

either be in a struggle with
around ideology.

or complementary

to each other.

77

These struggles revolve

In other words, each Discourse is based on what can be termed taken-for-

granted assumptions,

theories, and what counts as right, or as wrong. Discourse

premised on ideology and therefore
ideology and

in society there are multiple discourses that may

is thus

it is important to investigate the relationship between

school-based literacies.

In the relationship between language and meaning,

language is constitutive of ideology. The way a person behaves is based on rules that are not
only about language conventions
social goods in a society.
ideological'.

4.2.3

78

(that is, grammar) but primarily about the distribution of

From this perspective Discourses

are therefore

'inherently

79

The Relationship Between Linguistics, Language Studies And The Theory Of
Discourse

From the above, two conceptual elements in the history of the theory of discourse have been
identified, namely, one associated with linguistics and another with language studies.
first one

emphasises discourse as language representation

while the

second

The

emphasises

discourse as the relationship between language and social practices. Each will be discussed.

4.2.3.1 Discourse Is Language Representation

As highlighted earlier, the association of discourse with linguistics has been influenced by the
work of Saussure.

The ideas of Saussure has informed

structured through relations of difference.

80

the study of language as a system,

Within the langue/parole framework, the idea

of the' sign' is used to understand the way in which meaning is constructed in the language
system. These ideas, that have also informed subsequent work in language studies, base
themselves on the structural relations and functions between the oppositional units in the
language system.

81

The combination of these different units, structures, roles and relations

It is important to note that from this perspective
J. (1990)
78lbid.
79lbid.
76

Discourse is used as a proper noun .

rt Gee,

60
81

Coward, R. & Ellis, J. (1977); Paragraph: 4.2.1
Coward, R. & Ellis, J. (1977): 14; Fillmore, C. J. (1985): 11
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constitute the language

system.

82

The focus of linguistic studies is thus on the relationship

between the different parts of the language system and discourse.
approach to language is applied to the study of societies.

83

Similarly this structural

84

The conceptual frameworks for both structural linguistics and its application to the study of
society are guided by the notion of 'structure'.

From this perspective linguists approach the

study of language as a system of linguistic relations with the individual viewed "as a passive
recipient and user of the existent and established language system that was perceived to be
immutable."
individual

8.5

In the same way the structural approach when applied to society places the

as the 'passive recipient' of the kinship relations in society.

Formal linguistics

was later challenged by approaches that relate language to social situations and practices.

4.2.3.2

Discourse Is Language As Social Practice

Formal linguistics

has been challenged by scholars working in the fields of Sociolinguistics

and Critical Language Studies particularly those who sought to account for the production
of meaning

as arising through

contexts." From this perspective

a relationship

87

It is further claimed

language

practices

and social

individuals are constructed as active agents in society, as

speakers, readers, writers and listeners
process.

between

of texts who produce meaning through the language

that this process of producing meaning is not an isolated

act on the part of the individual but has to be understood and located within a network of
social relations. From this perspective language is therefore socially based.

On the basis of the above it is claimed that the individual as the producer and maker of
language has to be situated in a wider social structure.

88

In the light of this, a person uses

the different parts of language such as grammar and accent
speech community

in which they reside.

in a way that fits in with the

The dialect she/he uses is part of a broader

linguistic system ( for example, English), some of which will be familiar and in constant use,

87

Fillmore, C. J. (1985): 11
Van Dijk, TA (1985)
Paragraph: 4.2.1.2
Kress, G. (1985): 3
Kress, G. (1985); Fairclough, N. (1989); Gee, J. (1990);
Kress, G. (1985); Fairclough, N. (1989)
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Kress, G. (1985): 5
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85
88

Milroy, J. & Milroy, L. (1991)
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while other aspects will be discarded/differentiated,
for the social context in which the dialect

depending on how appropriate they are

is being spoken.

89

From this perspective the way

in which language is used therefore not only has to do with grammar but is also socially
based.

As such,

this social constitution of language is enhanced by

the institutions that

frame

language, of which any discussion will highlight issues of power and authority.Ï"

example adult education has its own andragogical linguistic expressions."

For

In opposition to

pedagogical linguistic tools it produces its own meanings and these meanings serve a specific
purpose for that institution to promote the discourse of andragogy.

Thus there is a systematic

relationship between language and social context that together begins to construct a notion of
discourse that goes beyond the narrow confines of grammatical rules. In light of this, claims
are made for a more dialectical relationship between language practices and society.

92

In

this regard issues of 'power' and ideology are integrated into the narrow linguistic approach.
It is, however, important to note that

the theory of discourse from this angle (that is,

language as a social practice) continues to be located within a realm of language studies.

93

Having outlined the theory of discourse from a linguistics as well as language studies angle,
the following section reviews the work of scholars who have developed an

approach to

discourse from beyond the realm of language.

4.2.4

Scholars 'WhoHave Worked With Discourse As A Perspective

Certain scholars such as Pecheux and Foucault have approached the theory of discourse from
the perspective of it being bound up with ideas of power and social control.

In this sense

discourse is inherently tied to social control that arises through institutional

power. The

contributions that these scholars have made to the theory of discourse are spelt out below.

4.2.4.1

Discourse, Ideology And Class Struggle: Michel Pecheux

In formulating
89
90
91
92
93

a

theory of discourse,

Pecheux draws on Althusser's

Milroy, J. & Milroy, L. (1991)
Fairclough, N. (1989), see also Gee, J. (1990)
Paragraph: 2.4.1
Fairclough, N. (1989); Gee, J. (1990)
Chalaby, J.K. (1995)

83

https://etd.uwc.ac.za/

concept

of the

ideological state apparatus (ISAs).

In this theory of discourse Pecheux explores the relations

which discourse has on the one hand with ideological practices and on the other,
language which then develops into a struggle.

with

It is this struggle that traverses the whole of

the discourse, with meanings being set in antagonistic relations to each other. For Pecheux
the concept of discourse has to be located and seen as running through the ideological spheres
that are in struggle with one another.

4.2.4.1.1

94

Class Struggle Travels Through The Discourses In The Ideological Spheres

It is claimed the relationship that discourses have on the one hand with ideological practices
and on the other, with language,
the theory of discourse.

are in collision.

From this perspective

meanings of words in discourses;

95

There is thus a political dimension to

it is not

language that determines

the

instead, meaning is to be found in the ideological sphere."

These meanings are set up in antagonistic relations that traverse across the various ISAs and
ultimately link up with class struggle.

97

These class struggles (in their various educational,

social and ideological forms) are the exterior which sets up the "discursive meanings"
discourses.

98

To develop a theory of how discourses are constructed,

for

Pecheux develops the

argument that the ideological struggle traverses the 'whole' of discourse.

99

In other words,

the discourses from each ideological sphere are in a contradictory relation to one another.
From this perspective,

what is thought and said in one discourse is in effect related to what is

unthought there but thought elsewhere in another discourse.

100

As discourse is constructed

through struggle, so meanings exist in antagonism to each other.

From this perspective
positions

of the discourses

apparatuses.
orderings

it is claimed that

101

The

relationships

that are inscribed

institutional

and expressions

class struggles are a result of

of words

in class practices

between

setting at a given conjuncture
in a discourse/language.

84
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the

this end the

in a discourse

Althusser's concept of ideology that Pecheux draws on is further outlined in Paragraph: 5.3.5
Pecheux, M. (1977, translated 1982) cited in Macdonell, D. (1986)
Ibid.
97 Ibid.
98 Ibid.
99 Ibid.
100 Macdonell, D. (1986): 47
101 Macdonell, D. (1986)
95
96

and within

then determines

Towards

that are entered into between words and expressions

94

the ideological

then

constitute the discursive process.

102

On this basis, words and expressions take on meanings

in relation to each other. It is further claimed that just as words can change their meanings
from one discourse to another so within one discourse different words can have the same
meaning.

103

Meanings therefore arise out of institutional practice and as such are not determined by
individuals. This theory of discourse does not explain the individual as being the source of
the discourse, as the creator of meanings. Instead, it explains the antagonisms that run
through the ideological spheres of the "class struggles that organise the relations between
discourses" which then become the discursive process for meaning making.

4.2.4.2

104

Discourse, Power And Mechanisms of Social Control: Michel Foucault

It is claimed that discourse is a central concept in Michel Foucault's analytical framework.l'"

Within this framework it is further argued that discourse emerges through the "rules of its
formationv.l'"

In other words, discourses are constructed in actual practices and the

understanding thereof should not be sought in "the distant presence of the sign, but treated as
and when it occurs."

107

Since discourses are constructed in practice, as such the "rules of

their formation" are hence to be found in the discourses itself.

108

In seeking to understand

discourse, Foucault argues that discourse is more than language and speech.

109

In this

regard, Foucault seems to take discourse beyond the Saussurean distinction of langue and
parole, by linking what it is that people say to the issues of social control and power.

4.2.4.2.1

Discourse Is About "What Is Said And 'What Is Not Said"

According to Foucault, discourse is about "what is said" that, in the same space designates
the "unsaid".
102 Macdonell,
1031bid.

110

In other words, what Foucault claims, is that in the practice of saying or

D. (1986)

104lbid.
105
106
107
106
109
110

Ball, S. (1990): 2; see also Dreyfus, H. L. & Rabinow, P. (1982): 65 - 67
Foucault, M. (1974): 79
Foucault, M. (1974): 25
Foucault, M. (1974): 79
Ball, S. (1990), Foucault, M. (1974)
Foucault, M. (1974)
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doing something,
discourse.

it (the discourse)

Hence discourse is about

cuts

out (or displaces)

at the same time, another

"what is said and the thoughts about a topic or

subject".'!' The relationship between the said and the unsaid arises through the speakers'
social position and institutional basis from which they are speaking.

4.2.4.2.2

The Social Position Of The Speakers And Institutional Power

Within the framework of "what is said" (the content), there is a relationship between "what
is said",

the social position of the speakers

voices are being uttered.

112

and the institutional authority from which the

This interrelationship of "what is said", the subjects who are

speaking and the institutional sites from which
power relations.

the "said" ushers, construct meaning and

It is this network of relationships that constitutes

discourse:

Discourses are about what can be said and thought, but also about
who can speak, when, and with what authority. Discourses embody
meaning and social relationships, they constitute both subjectivity and
power relations. 113
In the network

of what is being said and thought, three things are happening: meaning is

being produced, subjects are being formed and power relations are being constituted. There is
thus meaning in and through discourse with the possibilities for meaning being
by the institutional and social position of those who use them.

114

determined

These meanings arise from

specific power relations premised within the framework of institutional practices.
result, discourse (and meaning)

does not therefore arise out of language;

lIS

As a

it goes beyond

language.

4.2.4.2.3

Discourse Constitutes Objects

It is asserted that discourse is not merely about naming objects or things.

116

Within this

framework, discourse is not talking about things and objects as though they exist externally
111
112

Foucault, M. (1974): 25 and 109-113
Foucault, M. (1974): 50-55
Ball, S. (1990):2

113
1141bid.

1151bid.
116

Foucault, M. (1974): 49
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to the discourse that is being formed. Instead, it is claimed, that what discourse does is to
"constitute the objects (the things of which are spoken) and in the act of doing so hide their
invention."

117

From this perspective it is

further claimed that "discourses are practices

that systematically form the objects of which they speak."

118

In other words discourse

refers to the regularised acts (practices) that in an organised and systemic way make the
material things (the objects) of which they speak.

4.2.4.2.4

The Demarcation Of The Discourses

Within a framework that posits a direct relationship between language and institutional
power, the "words and concepts in a discourse can change their meaning and their effects as
they are deployed within different discourses."

119

Within this process of demarcating the

words that can be said, the discourse at the same time places limits on the unsaid.120 This
approach implies that the "enunciative" discourses (that is, the words used) are organised
on the basis of rules, around, "what can and can not be said".

121

As outlined above, the practices in institutions are organised around discursive rules. These
rules have a particular system of combinations which implies that the discourse constrains
the way in which a practice is thought about.122 The discourse is hence ordered in a particular
and systematic way, excluding combinations that do not fit the discursive practices. It is
therefore constituted by inclusions and exclusions, by what "can and carinot be said". In this
way the notion of what can be said, is regulated by prohibitions and permissions (inclusions
and exclusions), that in effect "stand in opposition to other possibilities of meanings, other
claims, rights and positions."

123

Within this network of the said and the unsaid, the

"principle of discontinuity" is at work:
Discourses must be treated as discontinuous practices, which cross
each other, are sometimes juxtaposed with one another, but can just as
well exclude or be unaware of each other. 124

117
118

Foucault, M. (1974): 49
Foucault, M. (1974): 49

119

Ibid.

120

Foucault, M. (1974), Ball, S. (1990)
Foucault, M. (1981); Foucault, M. (1974); Ball, S. (1990).
Ball, S. (1990)
Ball, S. (1990)
Foucault, M. (1981): 67

121
122
123
124
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In this process of discontinuity, discourse is many things at many times. In this vein it is
argued that:
allowances should be made for the complex and unstable process
whereby discourse can be both an instrument and an effect of power,
but also a hindrance, a stumbling block, a point of resistance and a
starting point for an opposing strategy. 125
Thus a resistance discourse "is both an element of the functioning of power and a source of
its perpetual disorder." 126 In other words while a discourse defines an object it can at the
same time undermine itself
resistance'.

In this way the 'oppositional

discourse becomes the point for

127 As such, discourses are therefore unstable, and can be many things at many

times.

4.2.4.2.5

The Production And Regulation Of Discourses In Society

On the basis of the interconnectedness

of language and power, discourse is therefore not

reducible to language and speech. 128 In the words of Ball, discourse "lies between langue
and parole, expressing the historical specificity of what is said and what remains unsaid.,,129
In this regard, while discourses are composed of signs it is more than signs and the issue at .
stake in understanding

discourse is to go beyond language and speech in order to uncover

what happened that certain statements appeared over and above others.

130

Foucault claims,

that one way of understanding this process is to examine the principles that underlie the
production

and distribution

of discourse.

131

Within this framework

(of discourse

production) it is claimed that:
in every society the production of discourse is at once controlled,
. selected, organised and redistributed by a certain number of
procedures whose role is to ward off its powers and dangers, to gain
mastery over its chance events, to evade its ponderous, formidable
materiality. 132

125
126
127
128
129
130
131
132

Foucault, M. (1981): 50-51; Ball, S· (1990): 2
Foucault, M. (1982): 147
Foucault, M. (1982): 211
Ball, S. (1990); Foucault, M. (1974)
Ball, S. (1990); Foucault, M. (1974)
Foucault, M. (1974): 88
Foucault, M. (1970)
Foucault, M. (1981): 52
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From the above quotation it is evident that every society has procedures for the mastery and
control of discourses.

In this process there are mechanisms of inclusion and exclusion that
It is claimed that on the

regulate and classify the discourses externally and internally.

133

exterior level the procedures

range from prohibitions

for controlling the discourses

and

permission (inclusions and exclusions); dividing practices and the setting up of oppositions
between what constitutes true and false knowledge.

4.2.4.2.6

134

Prohibitions And Permissions That Function Externally

The idea of prohibitions (as a procedure of exclusion) refers to the control exercised on the
"said" and the "unsaid".
exclusions,

it foregrounds

135

In this framework, discourse is constituted by inclusions and

particular words and concepts appropriate

to the institutional

practices and, at the same time displaces other elements in the discourse. These in a way
become the mechanisms for the exercise of power in a society.
note that the resultant

"discourse is not simply that which translates struggles or systems of

domination; discourse is also the power which is to be seized."

A second "procedure for control"
instances

However, it is important to

136

refers to the idea of dividing practices.

whereby society sets up oppositional discourses.

137

These are

This division comes through

institutional practices which define the different ways in which

knowledge is ordered in

society. In particular the focus is on how the different forms of knowledge are set up against
each other.

For example, the speech of

adult education (andragogy)

education for children (pedagogy). A further

example is the setting

is set up against

up of the certificate

programmes as a political discourse against a mainstream academic development
(such as higher education bridging

discourse

programmes). The analogy of the certificate and higher

education bridging programmes is used to make the distinction between a formal bridging
programme that

is about the acquisition of academic skills for integrating into a formal

higher education system, and an adult education programme
integration

but organisational development and capacity building for political activists.

136

Foucault,
Foucault,
Foucault,
Foucault,

137

Foucault, M. (1981)

133
134
135

that, at the time, was not about

M.
M.
M.
M.

(1981): 52
(1981)
(1981): 52
(1981): 52
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A third "procedure for control"
society oppositions

refers to the idea of opposing forms of knowledge.

138

In

are set up between what makes for true and false knowledge and how

this gets put to work in a society. It is claimed that the "will to truth" rests on institutional
supports and exerts pressure on other discourses, becoming in effect the discourse of
'truth'.

139

Towards this end the dominant discourse silences those that are not true. Thus this

. study focuses on the extent to which the certificates as political programmes
particular 'truth' over and above bridging (academic development)

The "exterior

procedures for control"

exercise a

programmes.

take for granted the external conditions that limit

and produce the discourse. In other words it fixes limits on the production of a discourse.

As

a result, this system of inclusions and exclusions becomes one of the mechanisms through
which control is exercised over what gets said, that is, what makes certain statements appear
over and above others.

4.2.4.2.7

Prohibitions And Permissions That Function Internally

Along with external procedures there are also internal constraining procedures that classify,
order and distribute knowledge which effectively

function to master and control other

dimensions of discourses in a society such as events and chance.l'"

On the interior level the

procedures for controlling the discourses revolve around three principles, namely, the role of
commentary;

the role of the author (in the production of the discourse) and the organisation

of disciplines.

141

Each will be discussed.

The first principle revolves around the role of "commentary".

142

It is claimed that in every

society there is a gradation of discourses, that is, those discourses
those in everyday exchanges.

143

that exist indefinitely and

These primary and secondary discourses respectively, play

two roles that are in solidarity with each other. On the one hand there is the endless
construction

of new discourses (the primary text is always re-actualised)

141

Foucault, M. (1981)
Ibid.
Ibid.
Ibid.

142
143

In the Oxford Dictionary, commentary
Foucault, M. (1981)

138
139
140

is defined as 'interpretation',

'explanation',
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and on the other

or 'construction'.

hand the commentary's

role is to say what has been said (repeat the text) and continue to

repeat what has never been said.
articulated

'beyond'

in the text."

144

The "commentary

14S

can say at last what was silently

For Foucault, the commentary-principle

through

constant repetition of the said and the unsaid, 'exorcises (takes out) the 'chance' element of
discourse.

146

The second principle concerns the role of the author, who, it is claimed, is not located at the
centre from which the meaning of a text

147

flOWS.

For Foucault, discourses circulate without

deriving their meaning from an author to whom they could be attributed. Foucault does not
deny the existence of the author, but instead argues that the individual takes upon him or
herself the social/political function of the author. In other words, what the individual
and does not write, what the individual lets fall by the wayside, what the individual
even by way of provisional drafts,
individual

(the author)

is a social/political function.i'"

writes (the text),

is handed

does

sketches

In this regard what the

down from the epoch and the

institution.Y"
The third principle is that of the organisation of (knowledge) disciplines.

ISO

The idea of a

knowledge discipline is defined as a "set of methods, defined by a domain of objects, a
corpus of propositions considered to be true, a play of rules and definitions, of techniques
and instruments."
new statements.

Furthermore it also has to have the requisites for the construction of

lSI
IS2

In order to be a discipline there has to be the possibility of formulating

new propositions that address themselves to a determinate plane of objects that in its tum
addresses the discursive elements of the context (or practice at the time).

IS3

According to

Foucault, these can be seen as the 'truth games' that construct and organise knowledge.t"
Thus the organisation of knowledge (the truth games) can be seen as a form of discursive
policing of a discourse, that is, defining

and then recognising true and false propositions.

Disciplines are thus exclusionary and prohibitive insofar as it fixes limits for discourse by the

14-4Foucault, M. (1981)
145Ibid.
1461bid.
1471bid.
1481bid.
1491bid.
150 Ibid.
151Foucault, M. (1981): S9
1521bid.
153Foucault, M. (1981): S9
154Foucault, M. (1981)
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action of an identity which takes the form of a permanent re-actuation of the rules.
Thus, through "mastery and control procedures"

ISS

discourse functions in two ways.

First,

there are the external conditions that both constrain and produce a discourse, that is, there are
the notions of prohibitions, inclusions, exclusions, dividing practices,
on ideas of what constitutes
discourse from outside.

'truth'.

IS6

These conditions

all of which are based

influence and construct

Secondly, there are internal conditions

that contribute

the

to the

reproduction of the discourse, such as the principles of commentary, the role of the author
and the formation of knowledge disciplines.
factors that re-produce the discourse.

In this sense, the internal conditions are the

For example texts have to be interpreted in a society

(the commentary principle) that then develops into the function of the author. This function,
as outlined earlier, is handed down from the external structures in society.
author-ity for the text is the institutional practice.

ISS

IS7

In this way the

It is in this sense that Foucault means

that discourse is 'more than language'.
Along with the internal and external procedures, there is a third set of procedures that control
the discourses in society. This revolves around the idea of who has access to the discourses
in society. In this regard it is argued that there are controls around determining the conditions
of entry to the discourse through the imposition of certain rules on those who hold them.IS9
Towards this end certain criteria need to be met in order to permit access.

As a result,

it is

claimed that "not all the regions of a discourse are equally open and penetrable, some are
forbidden, while other parts of a discourse are at the disposal of every one"

.160

It is further claimed that there are a number of ways in which rules of access to a discourse
function. In this regard there are various systems of restriction that enable access. One such
system of restriction concerns the idea of rituals.

This refers to the gestures, the words,

behaviours, the signs and codes that should and/or should not be used.

For example it is

argued that political discourses deploy rituals "that determine both the particular properties
and the stipulated roles of the speaking subjects".

161

In this regard the fulfilment of certain

criteria is therefore important in a system of ritual.

155Foucault, M. (1981)
156lbid.

157Fcucault, M. (1981): 57
156

Ibid.

1591bid.
160Foucault, M. (1981): 62
161Foucault, M. (1981): 62
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Finally there are two further systems of restrictions referred to as 'societies of discourse' and
those of "doctrine"

162

The former focuses on the "circulation of the discourse in a closed

space, distributing itself according to strict rules and without the holders being dispossessed
by the distribution".

163

ensemble through which

The latter focuses on the holding in common of the same discursive
individuals and groups define their reciprocal allegiance.l'"

The

prerequisites (for societies of discourse and doctrines) are the recognition of the same truths
and acceptance of certain rules of conformity with a validated discourse.

165

It is this ideal

truth which denies the specific reality of a discourse; the idea that there is a founding subject
and an originating experience in history that this approach to discourse calls into question.

4.2.4.2.8

Discourse and Relations of Power

A key element for understanding Foucault's

concept of discourse is its relationship with

power. Power is not a quantity or commodity that exists out there to be "fetched".
everywhere.

166

It is

In this regard power is:

not something that is required, seized or shared out; nor is it
something that one keeps or lets slip ...it is necessary to adopt a
nominalist position: power is neither an institution, nor a structure,
nor a certain might with which some are endowed: it is the name
given
to a complex
strategic
location
within
a given
society ....wherever there is power, there is resistance; and yet, or
rather for that very reason, resistance is never in a position of
exteriority with regard to power. 167
For Foucault, the concept of power is not to be thought of as a possession, a property or a
privilege that the dominant class has and the oppressed class lacks.
but a name given
institutions.P"

162

to a complicated

web of interrelationships

168

To the contrary,
amongst

185

167
166
169

and

Within this social matrix because the "dominated are as much part of the

Foucault, M. (1981)
M. (1981): 63

163 Foucault,
164lbid.
166

people

it is

Foucault, M. (1981): 63
Ibid.
Foucault, M. (1980): 93; Dreyfus, H.L. & Rabinow, P.L. (1982): 187
Hoy, D.C. (1986): 134
Foucault, M. (1982)
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(.

network of power relations as the dominating",
resistance. In this framework

170 wherever there is power there is thus

Foucault holds that "power needs resistance

as one of its

fundamental conditions of existence." 171 In other words, resistance does not stand outside of
power.

4.2.4.2.8.1

Power Is Not Linked ToA Dominant Class

Along with the view that holds power to be a "web of strategic relationships" (instead of an
external commodity) Foucault further claims that power is not a quality linked to a class
essence or the dominant class.

172

In this framework the analysis of power relations cannot

be reduced to the study of a series of institutions, not even to the study of all those institutions
accorded the name 'political'.

173 As such, power is not only resident in the state, it resides

outside of the state, in being spread and "supported through a range
. the family,

medicine, psychiatry, education and employers".174

of institutions such as

Within these institutions,

control is exercised through specific techniques and the crossing of power relations. 175

4.2.4.2.8.2

Technologies Of Power

For Foucault the understanding of power is not to be found in the actual institution

but in

the growth of the technologies of power in the institutions. 176 A distinction is therefore made
between the institution and the way in which power unfolds in the institution (referred to as
the exercise of power).
relationships.
"relationships

In this regard power relations are exercised through three types of

177 First, it is exercised through "techniques
of communication",

(the production

of control",

of meaning)

second,

and third,

through
through

"objective capacities" that refer to the system of domination as well as the way in which it
unfolds amongst
"three
170
171
172
173
174
175
176

types

individuals. 178 In this regard the exercise of power functions through

of relationships

that always

overlap

one another,

Ibid.
Dreyfus, H. L. & Rabinow, P. (1982): 147
Hoy, D. C. (1986): 134
Foucault, M. (1982): 224
Foucault, M. (1982): 214
Dreyfus, H. L. & Rabinow, P. (1982): 113
Ibid.

m Foucault, M. (1982): 217-218
178 Foucault, M. (1982): 217-218
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support

one another

reciprocally, and use each other mutually as a means towards an end."
since these relationships
actions"

are not always in balance, it is through

that power relations unfold in institutions.

in different and complex ways.

181

power is exercised in subtle ways.

180

179

For Foucault,

the "ensemble

of the

Thus power relations are exercised

For example, it is further claimed that in modem societies
182

4.2.4.3 Discourse Is Constituted Through Language And Social Control (Power)

Based on the work ofPecheux

and Foucault, the theory of discourse

between language and social control.

makes a specific link

Whereas Pecheux emphasises the class antagonisms

that traverse the discourses in the ideological spheres, Foucault's emphasis is on the notion of
power as a specific link in the production of a discourse.
ideology (Pecheux)

In this regard

the concepts of

and power (Foucault) are foregrounded over and above pure linguistic

and grammatical elements.

4.3

The Application Of The Theory Of Discourse To Educational
Research

The approach to discourse that emphasises the relationship of language and social control
has been applied by a number of scholars to research in education.

183

In particular those

scholars whose work provides a framework for understanding the practices in the certificate
programmes,

4.3.1

will be reviewed.

Normalising And Regulating Education Practices

The theory of discourse is used to explore the "historical conditions which produced the
possibility of the psychology/child-centred

couple and ensure its sedimentation in the set of

Foucault, M. (1982): 219
Foucault, M. (1982)
181 Foucault, M. (1982): 224
182 Foucault, M. (1982): 214-225
183 Walkerdine, V. (1984); Hoskins, K. (1979); Marshall, J. (1990); Jones, D. (1990); Jones, R. (1990); Ball, S.
(1990), (1993); Usher, R. (1992); Johnston, R. & Usher, R. (1996).
179
180
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taken for granted practices that exist today."
regulation

and classification

chapter, are utilised.

184

of discourses,

In this regard the ideas pertaining to the

as comprehensively

outlined earlier in this

18S

To understand the conditions Walkerdine sets out to analyse first the school as an apparatus
of regulation and classification and secondly, in terms of its relationship to regulation and
.classification

found in science.

186

Towards this end it is argued that the development

of

scientific administration brings about a transformation from regulation by overt coercion to
regulation

by covert normalisation.

187

In this regard,

the ideas of 'regulation

classification'

(in terms of the school) are examined in relation to the idea of

administration'.

This relationship is spelt out below.

and

'scientific

It is claimed that the monitorial system was instituted as a form of pedagogical relief for the
poor, who,

in the interest of

society, needed to be inculcated with

Towards this end, the underlying principle of this system was that
teachings of a religious curriculum (such as biblical studies).

189

argued, the school as a regulatory mechanism was transformed

of surveillance and the

From this perspective, it is
from a monitorial system

(based on the idea of surveillance and religious curriculum) to an
pedagogy based on rationality and a natural science curriculum.

good behaviour.P''

190

age system,

with a

One of the underlying

principles for the transformation of the monitorial system was a shift in society towards more
emphasis being placed on notions of understanding

and rationality (reason) over and above

religious-based

in pedagogic regulation constituted one

learning.

191

This

transformation

element in the discursive shifts in society, whereby "reason" was becoming the new regime
of truth.

192

techniques

It is claimed that at this stage there were also fervent calls for new pedagogical
for. the poor

being made by people like Robert

knowledge of the natural world was

Owen

who insisted that

one of the means by which the mind could

from the pre-conceptions of existing society.

193

be freed

Hence there was a call for rationality, reason

184Walkerdine, V. (1984): 164
185See Paragraphs: 4.2.4.2.5 - 4.2.4.2.7
186Walkerdine, V. (1984)
187 Walkerdine,
V. (1984)
186Walkerdine, V. (1984): 166
189Walkerdine, V. (1984)
190Ibid.
191Ibid.
192Walkerdine, V. (1984): 166
193Walkerdine, V. (1984): 167

96

https://etd.uwc.ac.za/

and understanding

over religious based ideas.

For example it was claimed that in these

194

schools, teaching took the form of lessons based on the study of natural phenomena that
represented

a break with the study of biblical texts.

195

Besides the regulation

curriculum, there was also classification along age lines, into classes.
of the monitorial

system was replaced by the classroom

instruction of children of the same age group.

of the

Thus the schoolroom

that then became the site for

In this regard it is claimed that the rise of

instruction in classes, occurred at the same time as the dividing of the population into classes
in England.

196

Hence it is argued that this transformation

in pedagogic regulation was at

one and the same time a discursive transformation as well as a transformation
and practices
administration.

insofar
197

as a new regime

It

of truth

included

of apparatuses

a new field of scientific

was at this point that psychology assumed an important role and

thereby scientific administration

as a new regime of truth.

Effectively, by the beginning of the

zo" century,

there were two developments which related

to the scientific classification of children, namely,

child study and mental measurement.i'"

Child study was about singling out the study of children as a separate population category,
charting their characteristics.

With child study being singled out, the characteristics peculiar to children were being studied
with a view to establishing what environmental conditions might produce physical illness,
immoral and criminal behaviour.

199

For example, it is claimed that the work on family

pathologies occurred at the same time as Darwin's

ideas were being promoted.

200

A further

example cited is that of the Eugenics Movement, as a solution for "the poor" by a particular
school within psychology.

201

From this perspective, it is claimed that those who

'stood

outside the social order' would need to be regulated and controlled in a scientific way rather
than in a moral way.
element

There were thus shifts in the field of child study insofar as a moral

was transformed into a scientific element,

religious way.

Walkerdine,
Ibid.
196 Walkerdine,
197 Walkerdine,
198 Walkerdine,
199 Walkerdine,
200 Ibid.
201 Ibid.
202 Walkerdine,
194

202

that is, away from seeing things in a

It is further argued that the methods of detection become scientifically and

V. (1984): 167

195

V.
V.
V.
V.

(1984): 168
(1984)
(1984)
(1984): 169

V. (1984)
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empirically based insofar as children become objects of "scientific gaze".
in terms of the "twin poles of heredity and environment"
and empirical

apparatus as techniques

of detection.

203

This is defined

that produces the need for scientific
204

This

became the process of

normalisation.

The child is thus both an 'object of science' as well as of the 'apparatuses

of normalisation'.

It was this that provided the possibility for a science and a pedagogy based on the model of
natural occurring developments which could be normalised and regulated.
Piaget's

is important in this regard.

20S

The work of

206

Besides the child being an object of scientific study at this time, the process of natural ising
the

mind also became

the object of scientific study.

Knowledge was seen in terms of

individual production and competence. Consequently the reading of children's responses to
questions testing scientific and mathematical

knowledge,

was

seen as evidence of

the

development of appropriate mental capacities. For Walkerdine, it is this "discursive slip that
produces both the object of classification, the scientific techniques for its production and the
pedagogic techniques for its normalisation and regulation."

In summary,

207

the twin techniques of mental measurement and child development

which become objects of scientific gaze), along with the
surveillance are effectively developed

technologies

(both of

of detection and

for the object of study. This is what can be called the

regulation, classification and normalisation manoeuvre in the pedagogy / psychology couplet.

For Walkerdine,
scientifically
through

the developmental psychology of Pia get should be seen as part of a set of

legitimating practices whose object is the developing child.

surveillance,

Such practices,

observation and classification normalised children and at the same

time made the developing child an object which then became produced by the very same
practices.

In this framework, discourse is seen as acts of regularity that systemically

the objects of which they speak. This aspect of
outlined earlier.
203
204
205
206
207
208

Foucault's

208

Walkerdine, V. (1984)
Ibid.
Walkerdine, V. (1984): 171
Ibid.
Walkerdine, V. (1984): 169
Paragraph: 4.2.4.2.3
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form

work was comprehensively

This research

study examines

programmes as oppositional

the historical

conditions

that produced

the certificate

forms of adult education activity in South Africa. In particular

it explores the extent to which the certificate practices became normalised and regulated over
a decade.

4.3.2

Shifts In The Moral Authority Of The UrbanSchoolteacher

The theory of discourse has also been applied to the development of the moral authority of
the urban school teacher.

209

It is argued that against the backdrop of moral indignation about

the intellectual condition of the urban poor, the monitorial system was implemented in order
to inculcate habits of morality. In this system the urban schoolteacher and the students had to
be monitored by surveillance techniques such as the inspectorate.

210

From this perspective

the role of the teacher was minimal, regarded very lowly and generally as a mechanical
instructor.

211

It is claimed that by the mid 19th century, with the failure of the monitorial

system and the promotion of

a new discourse of instruction, the function of the school

teacher shifted to one of being a moral exemplar.

212

Towards this end there developed

emphasis on the character and training of the good teacher.

213

an

Teacher training would focus

on the ethical image of teachers who had to be trained in a way that they would develop into
good moral subjects (that is, students).

214

They were therefore to be schooled in an ethical

truth, subject to surveillance and confessional technologies of training.

·21S

It is argued that

the crux of the training was that teachers should be taught to desire humility.

216

Teacher

training manuals stressed the pedagogic value of modesty and vital qualifications of humility
and gentleness.

217

The teacher whose initial interest in school was a fear of losing his/her

situation, was imbued with an ethic of service.
authority,

The new role for the teacher as a voice of

went hand in hand with a change in physical aspects such as architectural design,

signalling a strategic shift in the character of the teacher and the construction of the lessons.

209
210

Jones, D. (1990)
Jones, D. (1990)
Jones, D. (1990)

211
2121bid.

2131bid.
214

Ibid.

215 Ibid.
2161bid.
217

Jones

D. (1990)
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The image of the teacher also moved from one of being the humble and virtuous teacher
the view of a teacher being

a good parent.

to

In other words, the school would provide the

moral training for a model family. All of this necessitated changes in the curriculum.

Thus by the late 19th century the language of
discourse.

218

efficiency entered the official educational

In this regard there developed more government intervention in schools with

teachers and pupils being regulated through examination. Teachers were required

to "apply

an image repertoire of the examiner and the moral exemplar to the 'rough' population of the
late Victorian citadel school."
corporal punishment.

219

Moral authority was applied through physical fear such as

By the early 20th century, the received methodology of

training in

conjunction with the architecture of the school constrained the teacher to project an image of
moral authority.

220

The emerging discourse for teachers was a combination of tutelage and

efficiency which unfolded against a backdrop of a production discourse about the bio-teacher
and regimes of health and hygiene "which serve to justify, found and provide reasons and
principles for doings things."

221

Thus the genealogy for the urban schoolteacher

starts off

with someone who has been a suspicious figure that requires continual examination, within
an examining technology of the school. From being examined externally (surveillance),

it is

argued that the teacher then goes through a process of self-examination

to a

moral exemplar to inculcate ethical values to the urban working

transforming

class pupils.

222

From this.

perspective the teacher as a good, rational and nurturing parent began to work together with
agents like clinics and social services to advise parents on

the creation of a hygienic

house.223

This

study exammes through the curriculum

encouraged

on the programmes.

programmes

in relation to the

practices, the kinds of

More especially, it traces what was allowed on these
training of good moral, politically virtuous adult educators

(trai ners-teachers).

218
219
220
221
222
223

ideas that were

Jones, D. (1990): 67
Ibid.
Jones, D. (1990): 63
Jones, D. (1990)
Ibid.
bid.
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4.3.2

The Relationship Between Educational Practices, Discourse And The Social
Political Context In France

The theory of discourse has been used to examine the relationship between the emergence of
modern educational practices and modern scientific knowledge,

in particular physiology,

in

post revolutionary France. 224 From this perspective it is claimed that in the late eighteenth
century, physiology had begun to establish itself as a specialist discipline in the context of a
philosophical

discourse that was beginning to stress individual diversity and inequality. 225

This emerging discourse "countered the
any differences

is" century

view that everyone was born equal and

in intellect were due to the different circumstances

into which individuals

were bom." 226
It is argued that in the 19th century
diversity and differences,

there was a shift to emphasising human uniqueness,

which then culminated in theories of

inequality.227

It is further

argued that during this period, the medical establishment began to assume a similar discourse.
Within this framework, an analogy is drawn between the educational practices of the time
and the linguistic forms

and organising principles of the socio-political

words, an argument is made for a homology between

context.

In other

18th century French society's

new

linguistic forms (its organising principles) and physiology. 228 Hence a relationship is forged
between

biological knowledge and the socio-political-educational

context, all of which share

similar linguistic forms.

Using a genealogical method, Jones

asks whether the new educational practices (with the

emphasis on the individual, the examination and specialisation) are new linguistic forms and
organising principles or whether the new educational practices constitute an important part
of the conditions of emergence and existence of the new linguistic forms and organising
principles ( bureaucracy, specialisation, division of labour).

To investigate this Jones uses

three concepts as instruments of disciplinary power: hierarchical observation,
judgement

and the examination,

considering

the simultaneous emergence of new forms of knowledge

power.

224

225
226
227
228

Jones,
Jones,
Jones,
Jones,
Jones,

Within

R. (1990)
R. (1990):
R. (1990):

this framework

and concludes

the metaphor

that genealogy

of

'organisation'

84
84-85

R. (1990)
R. (1990)
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normalising

does offer scope for
and new modes of
and the practice

of

examination are crucial analytical tools for Jones' study.

This research
programmes

study exarmnes the relationship
and the socio-political

investigates

context

between the evolution

in South African

the influences that the socio-political

context

of the certificate

society.

In particular

it

exercised on the certificate

programmes.

4.3.4

Education PolicyAnd Discourse

The theory of
framework

discourse has been

of juxtaposing

used

the

10

study of educational

policy within a

policy as text with that of policy as discourse.

From this

229

perspective, policies as text are analysed as representations that are encoded (via struggles,
compromises,

interpretation) and decoded in complex ways (via actors' interpretations

meanings in relation to history, experiences and skills).
both contested and changing.

231

230

and

Thus it is claimed that policy is

This framework claims that policy as text

produced in different ways through a plurality of readings.

232

is read and

It is further argued

that

authors cannot control the meanings of their texts although they do assert control over the
reading and interpretation of policies.

233

Texts therefore, are not the product of a single

author or even a single process of production.
'policy as text'

is that texts are products of compromises (such as negotiations)

various stakeholders.
the arena of politics:

234

Secondly, it is argued,

representations

momentum inside the state.
there are

From this perspective the importance

235

change, actors change

between

change their meaning in

and policies have their own

It is further asserted, that at all stages in the policy process,

confrontations over "interpretations

then result in discursive gaps.

"policy as texts"

of

236

and interpretations

Thus the policy text

of interpretations"

which

does not enter a social vacuum

insofar as the text, readers and context of responses all have histories, that is, policy as texts
enter existing patterns of inequality and they impact differently.

229
230
231
232

Ball, S. (1993): 10-17
Ball, S. (1993): 11
Ibid.
Ibid.

236

Ball, S. (1993):
Ball, S. (1993):
Ibid.
Ibid.

237

Ibid.

233
234
235

10-17
10-17
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237

Hence

policy is not

"exterior to inequalities;
deflected by them."

although it may change them, it is also affected, inflected and

238

In the analysis of "policy as text", Foucault's approach to power is utilised.

This approach

emphasises both the productive nature of power as well as the idea of power

not being in a

position of exteriority to other types of relationships
economic base) but instead,

immanent in it.

(such as

reading it off from

From this perspective,

239

power

the

should be

seen as being directly productive, that is, in the enaction of the policy text, different people
can and cannot do different things.

240

There is thus a complex relationship between policy

intentions, texts, interpretations and reactions.

For Ball it is this changing relationship between
that needs to be analysed.

agency and constraint in relation to policy

Drawing on the work of Offe, Ball restates that the real impact of

policies is generated as a result of disputes and conflicts for which state policy "merely
establishes the location, timing, subject matter and rules of the game".
conceptual

space, where policy can be seen in discourse. This

241

This becomes the

approach to

'policy in

discourse' takes the focus away from the idea of the individual agent.
It is claimed that by examining
societal picture.

242

policy in discourse, means to insert policy into the bigger

From this perspective, policy needs to be seen as ensembles (collections)

of related policies that exercise power through a production of 'truth'
other words, as discourse.

243

This perspective

and knowledge, in

draws on two elements of Foucault's

approach to discourse. The first focuses on discourse as a "set of regularised practices that
form the objects of which they speak" while the second involves the idea of the "the said and
the unsaid". These properties of discourse have been comprehensively
chapter.

outlined earlier in this

244

Within this framework of discourse as a "regulatory process",

it is claimed that discourse

systematically constructs the individuals by placing boundaries on the "said".

238
239
240
241
242
243

244

Ball, S. (1993): 12
Paragraph: 4.2.4.2.8
Ibid.
Ball, S. (1993)
Ibid.
Ibid.
Paragraphs: 4.2.4.2.3 and 4.2.4.2.1 respectively.
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Thus, "policy

in discourse"

constructs the subject positions.

It is argued that people do not speak a

24S

discourse, the discourse speaks to them and hence people become the subjects, that is "the
voices that the discourse constructs

and allows".

From this perspective,

246

discourse is a system of practices and a set of values and ethics.
It is further claimed that examples of
management
people

and appraisal systems.

govern

transformation

themselves

policy ensembles

policy in

247

include those of the market,

These are cited as regimes of 'truth' through which

and others.248

These

are premised

on the

and effects of what makes for true and false distinctions.

production,
From this

perspective, this regime of 'truth' in education is scientifically managed through standards
and quality control systems. To focus therefore on only 'secondary
teachers' engagement with policy on the ground,
disputes take place over pre-established

terrain."

adjustments',

is to ignore the fact that
249

Moreover, these

that is,

"struggles and

struggles over the

interpretation and enactment of policies are set within a discursive frame which includes both
"possibilities and probabilities of interpretation and enactment."

2S0

Ball's idea of "policy as text" emphasises the notion of the individual as a key agency in the
formulation and interpretation of policies, while the idea of "policy in discourse", emphasises
the importance that societal structures play in the construction of the policy discourse. The
framework

for the argument is based on the idea of

productive process.

discourse being a

regulatory

and

2SI

In a similar vein to policy as discourse,
'properties of discourse'

this research

draws on the ideas around the

in order to understand the conditions that made it possible for the

certificates to evolve and function over a ten year period.

4.3.5

Critiques Of Discourse

In the aforementioned
245
246
247
248
249
250
251

review, those writers who have utilised Foucault's

Ibid.
Ball, S. (1993)
Ibid.
Ball, S. (1993): 14
Ball, S. (1993): 15
Ibid.
Paragraph 4.2.4.2.5
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ideas of discourse

were identified. However, this

approach to discourse

has been the subject of critique. As

such this chapter concludes by considering some of the important areas in which Foucault's
approach and the underlying tenets of the concept of discourse have been critiqued.

One of the critiques of the theory of discourse revolves around the use of the concept of
'power'.

252

The theory of discourse holds that the state is not the central site of power.

Instead,

as was outlined earlier,

power is located outside the state in micro situations that

include those of hospitals, asylums, and prisons.

253

This view is critiqued by scholars

working within the Marxist tradition of the state. Drawing on the Marxist
political power being

grounded in economic power and the relations of production,

claimed that "power is concentrated and materialised

by the state".

perspective the state is the central site of the exercise of power."
power that the theory of discourse bases itself on, underestimates
struggle,

propositions of

and ignores the state as the central site of power.

255

254

it is

From this Marxist

As such the approach to

the importance of the class

256

It is further claimed that the theory of discourse's critique of the state as the central site of
power, is based on an instrumentalist Marxist reading that views power as existing in an
exterior way to other relations of production.
the relations of social classes and forces.

258

257

Instead, it is argued that the state refers to

From a Marxist perspective,

power does not

escape economic relations, insofar as it is rooted in economic relations, that arise through the
division of labour.

259

However, it is further asserted that the state is not "the instrumental

depository of a power essence held by a dominant class, nor a subject possessing a quantity
of power equal to the quantity it takes from the classes which face it."
perspective

260

From this

it is argued that the state is the strategic site of organisation of the dominant class

in its relationship to the dominated classes.

261

In this regard, while the state is the site and

centre of the exercise of power, it possesses no power of its own.262

As such, it is claimed

that while the state constitutes power relations in society, power is not reduced to the state,

252
253
254
255
256
257
256
259
260
261
262

Poulantzas, N. (1978)
Paragraph: 4.2.4.2.8.1
Poulantzas, N. (1978)
Poulantzas, N. (1978)
Poulantzas, N. (1978)
Ibid.
Ibid.
Poulantzas, N. (1978): 44
Poulantzas, N. (1978)
Ibid.
Ibid.
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that is, power is not equal to the state. From this perspective, a distinction is made between
on the one hand, power being localised in the state apparatus and on the other, power
extending

far beyond the state apparatus.

This perspective is based on a relational view of

power.263

According to Poulantzas

the field of power is relational, that is, the capacity of one class to

realise its interests is in opposition

to the capacity (and interests) of other classes.

Thus

power is not a "quality attached to a class in itself, understood as a collection of agents, but
depends on and springs from a relational system of material places occupied by particular
agents."

264

Thus the perspective of power that underpins the theory of discourse, namely,

that it exists in micro situations, is critiqued for its undermining of the class struggle.

It is further claimed that the theory of discourse's idea of the state (that it is not the locus of
power), is based on a view that separates the various apparatuses from the state.

265

Within

this framework it is argued that the state's ideological apparatuses such as the church/family
and

and its repressive apparatuses such as the army and the police,

each other.

are separated from

Instead, it is asserted that both the repressive and the ideological apparatuses are

combined in the state.

266

In this regard it is held that the view of the state that informs the

theory of discourse is "too juridical insofar as it is limited to the repressive apparatus such as
the police and the army."

267

Finally, it is claimed that Foucault underestimates the role of the law in the exercise of power
as well as the role of the state and fails to understand the functions
apparatus that are used to exercise physical violence.

268

of the repressive state

On this basis, Poulantzas'

view of

the state, with the concept of relative autonomy, is used to explain its functioning on both
repressive and ideological levels.

269

The theory of discourse is thus challenged for denying the central role that the state plays in
the exercise of power.

Poulantzas,
Ibid.
265 Ibid.
266 Ibid.
267 Ibid.
288 Ibid.
2691bid.
263

N. (1978)

264
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Further critiques

are found in the work of Hatcher and Troyna who critique Stephen Ball's

model of the 'policy cycle' analysis that draws on elements of theory of discourse.
policy cycle

has three parts to it. The first is the context of influence,

context of policy text production and the third is the context of practice.

270

The

the second is the
271

It is argued that

the policy cycle model is posited as an alternative to models of policy process that views the
state as playing the central role in the "articulation between policy making and effects":

272

According to Ball, policy writers cannot control the meanings of their texts and he claims
that "different aspects of the same policy ensemble may contradict to the extent that certain
well established readings of texts may have different consequences and implications for
practice."

273

Thus, from this perspective the state is not the only site for articulating the

policy process. The critique of this approach is spelt out below.

The focus of the critique by Hatcher and Troyna revolves around the political significance
accorded to the role of the state. Much of the emphasis in the critique is on the different
theories of the state which for Hatcher and
formation effects of policy.

Troyna

framework (that draws on the

274

It is further claimed that this

theory of discourse), utilises a particular concept of power

which contradicts the traditional Marxian reading.

27.5

Thus, it is claimed that the "policy-

altogether the state as the privileged site of power.

perspective it is not the state that constitutes power relations, it is "discourse".
state is therefore

the

It is claimed that the policy cycle model assigns the notion of

relative power to the central apparatus of the state.

cycle model" denies

are central in understanding

a product of discourse.

theorise the policy process is challenged.

276
277

From this
Hence the

Consequently the theory of discourse used to

278

The view of the state that underpins the theory of discourse is also challenged from a political
basis. First, it is claimed that the idea of the state as a plurality of micro-powers is consistent
with the shifts in mainstream liberal sociology and political science.

270
271
272

Hatcher, R. & Troyna, B. (1994)
Hatcher, R. & Troyna, B. (1994)

276

Ibid.
Ibid.
Ibid.
Ibid.
Ibid.

277

Hatcher, R. & Troyna, B. (1994)

273
274
275

278
279

Ibid.
Ibid.
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279

Secondly it is

claimed that the approach to discourse that decenters the state is enjoying "great success at a
time when the expansion and the weight of the state are assuming proportions never seen
before."

280

Hence the political basis of the state on which the theory of discourse is

premised is questioned.

The theory of discourse is therefore challenged from an ideological

basis insofar as it is premised within a framework that denies the State as the central site of
power and instead argues for its dispersal across micro-situations.

4.4 Conclusion
This chapter has provided a conceptual overview of some of the ideas with which the theory
of discourse associated. Towards this end it has identified three conceptual elements in the
theory of discourse. The first is discourse and linguistics, the second is discourse as language
and its relationship to social situations and finally discourse as language and its relationship
to social control and power. It has then outlined the ways in which elements of the theory of
discourse from the perspective of social-institutional control have been used in educational
research. It concludes with ways in which the theory has been critiqued.
In this study, the approach to discourse that views the relationship of language to issues of
social control and power are complemented by key political economy concepts as they have
arisen both in the field of adult education as well as the national political context. These are
integrated into the sensitising framework in Chapter Five.

280

Hatcher,

R. & Troyna, B. (1994)
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CHAPTER FIVE
A SENSITISING FRAMEWORK FOR THE CERTIFICATE
PROGRAMMES
5.1

Introduction

Chapters Two and Three identified a relationship between the words/ideas and the sociopolitical context with reference to the certificates.

One framework

for addressing this

relationship is through the theory of discourse. Towards this end the various approaches with
reference to an approach to discourse that sets up a relationship between language and social
-institutional control have been outlined in Chapter Four. However, a further framework for
addressing the relationship can be established through certain political economy concepts.
Towards this end the political economy concepts that inform the certificates are integrated
with specific elements of the theory of discourse into a sensitising framework for this study.
Thus Chapter Five addresses itself to the sensitising framework.

The political economy

concepts are important for this study since they focus on the study of

historical structures in order to effect social transformation.
in the critical theory section of the research methodology.
the theory of discourse

The latter is further developed
1

On the other hand, elements of

are used for two reasons. First, it enables the researcher to identify

the relationship between language and power

as it is expressed and dispersed through the

different sectors (state, capital and civil society) of South African society between 1986 and
1996.

Secondly, the theory of discourse is used to explain the nature of the curriculum

practices as they unfold in the certificate programmes with particular reference to why certain
words, ideas and practices are foregrounded
study investigates how certain
society, construct

over and above others.

individuals drawing on the political and social structures in

meaning for the different certificate programmes.

theory of discourse relates to aspects of social constructionism.

1
2

Towards this end the

2

Paragraph: 6.2.2
Paragraph: 6.2.3
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From this angle, the

At this stage it is important to state that the researcher is aware of the theoretically

diverse

nature of, on the one hand, the political economy concepts (that embed themselves
Marxian tradition) and on the other, the concepts

in a

pertaining to discourse theory (that embed

themselves in a non-Marxian tradition). This research study does not attempt a synthesis of
the two traditions.

At the same time the study neither locates itself within a modern or postInstead it combines key elements from the different schools and

modernist framework.

develops it into a set of sensitising tools with which to analyse the emergence and functioning
of the certificate programmes.

This chapter begins by outlining the relationship between,

on the one hand, the aims of the

study, and on the other, the political economy concepts and the theory of discourse. It then
provides an overview of the different political economy concepts utilised
Following

this process it outlines the

in this study.

certificate as a social practice. It concludes

by

identifying particular elements of the theory of discourse that are used in this study in order
to show the particular approach to discourse theory that has been used in this study.

5.2

The Relationship Between The Research Aims And The Sensitising
Concepts

The aim of this study

IS

to analyse the socio-political conditions

and functioning of the three certificates between 1986 and 1996.
analysis is the relationship

that shaped the evolution
One of the focal areas of

between the external socio-political conditions and the internal

curriculum practices as mediated by individual certificate actors.

In this sense, one of the

questions that need to be answered is the extent to which the external conditions demarcated
the certificates as a social practice. This is approached in two ways.

First, there are a number of concepts arising out of the external political environment
contributed to the production (or fixing) of the certificates'
state, capital,

civil society,

community

and ideology.

discourse.

3

These include the

Alongside these, the concept of

power provides the lens through which to view the "web of strategic relationships"
unfold within and amongst the different structures in South African society.

3
4

that

Paragraph: 4.2.4.2.5
Paragraph: 4.2.4.2.8
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4

as they

In this sense

elements of the theory of discourse are used

In

conjunction with the political economy

concepts.
Secondly,

the certificates

as social practices are investigated internally, using elements of

the theory of discourse as outlined earlier.
terms of the nature of the discourses

S

In this regard the certificates are

that prevailed

probed in

and the extent to which these were

regulated and controlled over the decade. Thus the elements of the theory of discourse

are

applied with respect to the internal workings of the certificate programmes.

5.3

Political Economy Concepts

As highlighted above, this research study has been guided by a number of concepts that have
provided the instruments for probing the external socio-political conditions and the internal
practices. These will be addressed below.

5.3.1

TheState

The concept of the state has been the subject of much debate amongst
number of theories

and approaches

scholars.

There are a

to the state, some of which include the Pluralist,'

Instrumentalist, Neo-Marxist, Dependency, Structuralist, and the Post Structuralist. Each will
be briefly outlined in order to clarify the position adopted in this study.

The Pluralist

approach claims that the state is neutral,

common good of society.

6

class,

instrument of class rule, is repressive.
economic as the final determinant
reciprocity

between

6
7

the

the economic

approach claims that the state as the political

is determined by the economic
7

structure and as an

In this regard, while the Marxist view posits the

of the state, the Neo-Marxist
base and the superstructure.

superstructure is divided into two parts, namely,

5

and represents

In this framework the state does not act in the interest of any

class. On the other hand, an Instrumentalist
expression of the capitalist

autonomous

political

view argues for more
In this view

the

society that consists of the state,

Paragraph: 4.2.4.2
carney, M. (1984): 37
Lenin, V. (1968): 270

111

https://etd.uwc.ac.za/

and civil society that consists of institutions that include the church and the family.
Neo-Marxist

In the

8

view the state exercises its hegemony through coercion and consent both of

which operate in the state and civil society respectively.

It is important to note that there are

9

further variants to the Marxist view of the state, such as the Dependency Theorists who have
located

the

role

underdevelopment

of

the

state

within

the

debates

around

the

development

and

of the First and Third world countries." Within this model the state is

seen as a Dependent state.

The Structuralist

view of the state, in a similar way to the Marxist view, argues that the

economic base is the determining factor; however, where it differs is that it argues that this
delimitation occurs only in the last instance.

Il

In this view the state is relatively autonomous

from the economic structure. There is thus a dialectical relationship between the base and the
superstructure

(between the economy and the state).

In this model the ideological

state

apparatuses are the means by which the dominant relations of production are reproduced in
society.

12

It is further argued that although there are various fractions within the state, it can be run by
classes other than the bourgeoisie as long as the class in power ensures the dominant interest
of capital.

13

The approach in this research study to the concept of the state is one that asserts that
"state is not entirely a committee acting in the interest of the bourgeoisie,

although the

problem of capital accumulation and the maintenance of its condition do provide
problem, constraint and interest effect in the working of the state."

14

the major

Thus the state, while

not entirely an instrument of class rule, is at one and the same time constrained
interests of capital accumulation.

the

by the

The claim is therefore that the economic structure acts as

limitation rather than as an over determining factor in the workings of the state.

IS

In this

sense there is not an "absolute relationship between the political and the economic: the state

8
9
10
11
12
13
14
15

Haralambos, M. (1991): 155
Ibid.
Carnoy, M. (1984): 173
Althusser, L. (1970): 58
Althusser, L. (1971) cited in Carnoy, M. (1984): 90 - 97
Poulantzas, N. (1974): 188
Ball, S. (1993) cited in Hatcher, R. & Troyna, B. (1994): 157
Ball, S. (1990) cited in Hatcher, R. & Troyna, B. (1994): 159-160
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develops and pursues its own independent purposes."

16

Furthermore, the state is also not

viewed as entirely homogeneous, but instead consists of different

interest groupings. In this

study the concept of the state is important insofar as the apartheid state's

policies and

structures provided the set of conditions for the formation of the certificate programmes.
Hence this study

investigates how the certificates positioned themselves in relation to the

state over the ten year period. In this sense it also focuses on some of the divisions in the
.South African state in the late 1980s.

5.3.1.1

Education: The Role Of The University

One example of an ideological state apparatus
university

is 'education'.

17

From this perspective the

is one of the institutions that has as its social function the generation

dissemination of the kind of knowledge that the state requires to reproduce itself

and

Towards

this end different models of the university have been identified, namely, liberal, economic
and ideological.

18

Within a liberal model

the university is concerned with the rational

pursuit and dissemination of intrinsically valuable knowledge.
the university as an autonomous and neutral institution.
university as providing training for occupations.i"
towards practical (economic)

goals.

19

This model also argues for

The economic model views the

This model views knowledge as directed

Finally the ideological

model sees universities

as

promoting a single political view of the world. This model rejects the idea of the university
as being neutral.

21

One of the areas in this study includes a focus on the relationship between the certificates
and their respective universities.

This relationship is considered with specific reference to the

Adult Education Units in which the certificates were located.

20

Ball, S. (1990): 130
Carnoy, M. (1984): 95
Hammersley, M. (1995)
Ibid.
Ibid.

21

Ibid.

16
17
18
19
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5.3.1.2 Adult Education

As outlined earlier, adult education as a set of practices for adults, occurs in multiple sectors
of society,

including that of the university.

provisioning
courses.

It was shown that university adult education

22

ranges from formal accredited

courses through to

non-formal

community

Within this provisioning framework it is argued that university adult education has

been geared mainly towards the relatively highly educated.

have been around adult education as a leisure-pursuit activity.
state that in this research study, the meanings

around

In this regard, the meanings

23

24

However, it is important to

adult education have been those

meanings constructed in relation to social and political redress.

2S

This discourse of social

and political redress articulate with the practices in the certificates
assumptions

and rationale

state's apartheid

were to promote

structures and policies.

insofar as the early

those ideas that opposed the South African

Thus the different adult education traditions that

influence the certificates are analysed in this study.

5.3.2

Capital

The certificate

programmes

were funded by foreign aid. This came in the form of

international donor aid that came from government-based
foundations and multi-national corporations.

donors as well as philanthropic

Towards this end it is important to understand

the source and nature of capital accumulation. This is addressed below.

Capital refers to the money used to finance the production of commodities for private
gain.

26

In a capitalist economy, the factors used in the production process (such labour

power) are given a monetary value.

27

The value assigned to the sale of the goods is greater

than the value assigned to the actual cost of production.

28

From a Marxist perspective, the

difference between the value of the wages paid for the labour power and the commodities is
referred to as surplus value.

29

However, this form of capital accumulation, that is, through

the circulation of money, was reproduced historically through the separation of labour from
22

23
24
25
26
27
28
29

Paragraph: 2.2.2
Taylor,R., Rockhill, K. & Fieldhouse, R. (1985)
Jarvis, P. (1995), see also Paragraph: 2.2.3.1
Paragraph: 2.2.3.6
Haralambos, M. & Holborn, M. (1991): 38
Haralambos, M. & Holborn, M. (1991); Marx, K. (1954)
Haralambos, M. & Holborn, M. (1991): 38; Marx, K (1954): 97-124
Marx, K. (1954): 173 - 191
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the land.

30

These historical

processes provided the basis for the accumulation of capital by

large corporations and philanthropic foundations.

This accumulation enabled the distribution

of finance to countries requiring donor aid.

In South Africa in the 1980s a number of international donor agencies channelled aid through
civil society organisations

as

apartheid policies and structures.

part of an overall foreign policy strategy to undermine
31

are two schools of thought regarding
foreign

However, this foreign aid is the subject of debate. There
foreign aid. On the one hand it is viewed as a tool of

capital that services and reflects

bourgeoisie.

32

the concerns

of the international

corporate

From this perspective, as a tool of imperialism, foreign aid is viewed as an

instrument in pursuit of the national interest and as promoting the dominant ideology.
the other, the claim is that it can be viewed as an expression of altruism,
approach within a paradigm of humane intemationalism.t"
been argued

that development

On

as part of an

From these perspectives it has

aid is usually seen in binary

instrument of imperialism, or as part of an altruistic strategy.

33

35

terms, that is, either as an
The position in this research

study is that while donor aid represents a mixture of the two, it is primarily driven by the
economic interests and the foreign policies of donor countries.

The aforementioned

backdrop to the concept of capital is relevant for this study insofar as it

illustrates the source of capital both from the point of view of the historic accumulation (by
philanthropic foundations)

and on the part of multi-national corporations.

This study investigates the funding motivations
those of multi-national corporations

of the different donor agencies that included

as well as philanthropic foundations.

At this point it is

important to state that the term 'private sector' is used in the analysis to refer to donor aid
from large corporations and businesses.

McLellan, D. (1977): 78
Barber, S. (1993)
32 Leys, C. (1996): 154
33 Stokke, O. (1995)
34 Ibid.
35lbid.
30
31
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5.3.3

CivilSociety

The concept of civil society is important for this study on two levels.
received their ideological
society.

legitimacy

from community-based

First, the certificates

organisations

civil

The main constituency for the certificates in the pre-1990 period was primarily

drawn from the ranks of civil society,

more especially

involved in oppositional forms of political activity.

from those organisations that were

Second,

international donor agencies

channelled aid directly to civil society, particularly from the mid 1980s.
earlier.

within

36

This was outlined

The concept of civil society is therefore important insofar as it provided

both the

base for recruiting learners into the certificate programmes and the conduit for channelling
foreign aid into South African society.
In this study the approach to the concept of civil society is based on the model of Gramsci. In
this approach civil society is viewed as standing between the economic structure and the
state.

Those institutions that exist separately from the state include those of the church,

37

community organisations

and

trade unions.

It is claimed that in these spheres organic

intellectuals engage in struggles in order to construct an alternative hegemony.
is important to add that "civil society is not just about social movements:

38

However, it

the institutions of

capital are an essential part of it, which means that the institutions of the state and capital
also shape what happens in civil society."

It is also important to state that
factors such as 'race',

39

civil society is not homogeneous

as' it is influenced

class, gender as well as geographical locations .

The institution of civil society is integrally linked to the discourse of the certificates.
1980s

civil society contained networks of popular struggles that crystallised

democratic movements.

The certificate learners,

state and the community,
important

were recruited directly from these community

question for this study is the influence

concept of the 'community'

37
36
39

Paragraphs:
Gramsci, A.
Gramsci, A.
Narsoo, M.

In the

into mass

located at the interface of the repressive
spheres.

that civil society exercised

certificates together with the certificates' position in relation to civil society.

36

by

is significant for this study.

3.2.1.4 and 5.3.2
(1971): 208
(1971): 56
(1991): 24
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An

on the

As such the

The Community

5.3.3.1

In South Africa the term 'community'

has taken on different meanings.

under the apartheid state, the term 'community'
sections of the population classified as 'coloured'

In official discourse

was used in a divisive way to refer to those
and 'black'.

It was thus used to effect the

political strategy of divide and rule that in effect undermined

the development of a unified

black grouping.

On the other hand, the term 'community'

of the population

was not applied to those sections

classified as 'white'. Thus the concept of 'the community'

became a key

term in the system of domination under apartheid in South Africa, as it was used to invoke
control and stability amongst black people on the basis of divisive legal constructs.

40

However, by the 1970s the term became a symbol of struggle. It was used as a concept by
political activists from the 'community'
. policies

and structures.

education',

'community

to mobilise and conscientise

Later, from the 1980s
training',

onwards,

'community-based

terms

organisations'

against apartheid

such as 'community
became

important

terms although with different meanings insofar as it began to be associated with activities that
opposed the apartheid state.

Thus, instead of being used to invoke control, it was used to

challenge the apartheid state within a framework of democracy and social justice.

Hence the

term community was subverted from a system of divisive control into a site of common
struggle

against the apartheid state.

organisations

For example, in the mid 1980s community-based

were formed as mechanisms to effect conscientisation

around 'community'

Issues.

It is important to note that in the 1980s when the concept
democracy

was used to invoke issues of

and social justice, the strategy was to cut across (in

apaitheid racial constructs.

a collective way) the

In other words the term community as used by political activists

in the late 1980s referred to

all black South Africans who

oppression under apartheid, namely,

shared a common political

of being systematically denied access to the resources

of South Africa.

Similarly in the field of adult education, the meanings invested in the term,

40

The Population

'community'

Registration Act (No.30 of 1950) classified people into 'white', 'coloured' and 'black'.
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have been very broad. For example,
with words such as

the term 'community'

'the working class', the' disadvantaged',

has been used synonymously
'the poor' and the' society'.

41

In certain instances terms such as non-formal education have also been used interchangeably
with terms such as community
Furthermore

and adult education

as outlined

in Chapter

Two.

42

it is claimed that where adult education has been used for political and social

redress, the term community education is a 'companion concept'.

43

From this perspective

the concepts of adult education and community education target similar social categories that
is, the disadvantaged and the marginalised.

In this study, the term 'community'
for the certificates
phenomenon

is an important concept, because the main constituency

was adults from community-based

of the 'community'

as a social category.

organisations.

In this study the

is probed in terms of its diversity and its contested nature

Therefore the different meanings that the term holds for the different

actors in these programmes

are investigated.

In particular this study inquires into

the

meanings around the term that inform the selection of students in the different certificates. In
the light of the above,

one of the areas addressed in this study revolves around the kinds of

meanings held by the certificate staff

in the different institutions and the extent to which

these meanings shifted over the ten years.

5.3.4

J>olYer

Any deconstruction of social categories such as the state, capital, civil society and community
invariably intersects

with the social-structural

relations amongst these different categories.

In this study the nature of these relations is examined through the concept of power.

There are a number of approaches

to explore the concept of

power.

44

In this study the

concept of power is used in the sense not to denote a quantity or commodity that exists out
there to be 'fetched', but instead is dispersed in micro-situations.

45

As such, power is not

only located within the dominant class or within one sector of society.

46

For example, it

does not only reside in the state, it also resides outside of the state, in micro situations.
41
42
43
44
45

46

Newman, M. (1979) cited in Tight, M. (1996): 64
Paragraph: 2.2.3.2
NEPI: Adult Education (1993a): 7
Examples include those of Weberian, Marxist and Neo-Marxist approaches.
Paragraph: 4.2.4.2.8
Paragraph: 4.2.4.2.8.1
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In

this study the

certificates

are analysed as networks of

power

relations.

Some of the

questions this study focuses on are the ways in which this approach to power inheres itself
in the certificates' practices.

5.3.5

Ideology

It is important to be aware of the concept of ideology for a number of reasons.
outlined earlier,

Firstly, as

the institution of education can be seen as an ideological state apparatus.

47

Secondly, in South Africa, under the Nationalist Party government, the ideology of apartheid
was an important

means by which the state promoted white supremacy, as was outlined in

Chapter One.

Thirdly,

48

the certificates were also ideologically

position of opposition to the state's ideology.

oriented, albeit from a

In this regard the certificates promoted ideas

that were in opposition to the dominant ideology of black servitude and subordination.

The concept of ideology assumes many different meanings.
Althusser

49

Structuralist writers such as

have used ideology to denote the ways in which the dominant

relations of

production in society are reproduced. so In this regard the locus for change in society is based
on class relations

that are reproduced

in reproducing

ideology.

Thus the ideological

the dominant ideology.

state

apparatuses

(ISA's)

framework,

because ideology is crucial to the reproduction of the relations of production,

individuals therefore

are significant

through

51

subject themselves to an ideology willingly, through consent.

the other hand, scholars such as Foucault have rejected the notion of ideology:
The notion of (ideology) appears to me to be difficult to use for three
reasons. The first is that, whether one wants it to be or not, it is
always in virtual opposition to something like the truth. The second
inconvenience is that it refers, necessarily I believe, to something like
a subject. Thirdly, ideology is in secondary position in relation to
something which must function as the infrastructure or economic or
material determinate for it. 53

47
48
49
50
51
52
53

Paragraph: 5.3.1.1
Paragraph: 1.1
Paragraph: 1.1
A1thusser, L. (1970)
Carnoy, M. (1984): 90-92
Gramsci, A. (1971)
Foucault, M. (1980)
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In this

52

On

The idea

of there being a central source from which all meaning is derived, that is, an

originating 'truth' is challenged by Foucault.
ideology is predicated

54

Thus it is claimed, that since the notion of

on an "originating source" (such as a truth), it is therefore

rejected. ss

The different approaches to ideology capture the two elements of the sensitising framework
used in this study.

56

This study seeks to understand how these two strands unfolded in the

certificates over ten years.

5.3.6

Concluding Comments

This chapter started out by identifying

the political economy

element of the sensitising frame for this

concepts that provided one

study. These concepts

are used to sensitise the

researcher to the external social and political conditions that influence the certificates.

The

following section focuses on the certificates as a social practice and finally, it outlines
elements of the theory of discourse that are used in this study.

5.4

The CertificateAs A Social Practice

In this study the certificates

are studied as a

set of social practices.

practices, inclusion in the certificate programmes
values. Towards this end

57

Like all social

is about sharing common beliefs and

certain ideas, words, statements and practices are

while others are not encouraged.

For example,

encouraged

popular statements include those of 'adults

learn in a particular way' or 'adults have experiences that should be used as a basis for the
construction of knowledge. ' These ideas have a specific
adult education/certificate

meaning within the context of an

discourse. It is this systematic framing and way of talking about a

phenomenon that is referred to as discourse.

54
55
56
57

Foucault, M. (1981): 58
Foucault, M. (1981): 58
Paragraph: 5.1
Fairclough, N. (1989), see also Gee, J. (1990)
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5.4.1

Adult Education Curriculum

As outlined in Chapter Two, adult education programmes are characterised by a number of
educational features of which the curriculum forms but one part.

Sg

As outlined earlier adult

education is influenced by a "needs rationale" that has determined a core curriculum.
this perspective,

meeting the needs of learners

design of the curriculum.
"needs" of learners
conundrums

or

For example,

is an important component that

in the

of organisations

S9

shapes the

case of the certificate programmes

were coded

that required to be solved or resolved.

by these certificates
These political

From

the

as political

conundrums

were

registered in educational terms. In this way the curriculum process was constituted through a
"needs-rationale" .

The curriculum process in this study is analysed over the three periods in order to answer
one aspect of the research question that revolves around the kinds of curriculum practices
that were

5.5

allowed during each period.

The Different Approaches To The Theory Of Discourse

As outlined earlier, in the history of the theory of discourse three conceptual elements are
identified.f"
language

The first element clusters around

linguistic studies, the second clusters around

and its relationship to social situations

relationship

to social control and power.

whilst the third is

language and its

The first conceptual element focuses on the

grammatical organisation of language in order to establish the way in which objects/subjects
have been represented
representation.f?
to discourse.

in society.

61

In this sense discourse

arises through

However, this research study is not bound by such a grammatical approach

Furthermore, it is also not bound by the second conceptual element, that which

forges a relationship between language and social situations as was comprehensively
earlier.

58
59
60
61
62
63

language

63

Paragraph: 2.3
Paragraph:2.3.2
Paragraph: 4.2.3.1,4.2.3.2
Paragraph: 4.2.3.1
Ibid.
Paragraph: 4.2.3.2

and 4.2.4.2
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outlined

5.5.1

The Theory Of Discourse Utilised In This Study

In this study the concept of discourse does not confine itself to a linguistics

nor a language

studies approach. Instead it is used in a broader way, relating language to social control.

As

such, when the concept of discourse is used in this study it is used in this sense to refer to a
relationship between language practices and forms of social-institutional
within this framework, the role of the individual agent, that is,

control. Moreover,

the certificate actor,

is

socially positioned in terms of the institution within which she/he is based as well as in
relation to the historical social-political
individual

structures (such as 'race', class, gender) of which the

forms a part. Effectively therefore the position adopted in this study is one that

views the language (the words and ideas) in which the actors engage as arising through both
the historical social structures and the institutions where the certificates are located.

This

process in its totality contributes to 'what gets said' in the certificate.

As comprehensively

outlined in Chapter Three, discourse is about what is said (the content,

that is, the body of knowledge being communicated);

who speaks, (the social position of

those who speak) and with what authority (the institutional setting from which it
forth).

64

ushers

The specific elements of the theory of discourse used in this study are outlined

below.

5.5.1.1

What "Can And Can Not Be Said" In The Certificates .

In the certificates

curricula there were certain words, ideas and practices

encouraged and others that were

not encouraged.

words and ideas that were encouraged

that were

For example, in the late 1980s those

included those of

'political

empowerment'

and

'social change'. This study therefore investigates the relationship between what can be said in
the certificates and the conditions arising from the political context. In this regard it also
examines the extent to which these words and ideas changed over the different periods that
demarcate the study.

64

P aragraphs. . 4.2.4.2.1 - 4.2.4.2.2
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5.5.1.2

The Speakers In The Certificates

The 'speakers'

in the certificate were

co-ordinators,
individuals
positioned

socially positioned as the heads of departments,

learners, individuals from community-based
representing

donor agencies.

in terms of their institutional

organisations

These certificate
and social basis.

the

as well as those

speakers were subjectively
6.5

From this perspective

the

speakers also embodied experiences in terms of gender, colour, class age, professional status
as well as geographical
programmes.

regions that they ultimately brought to bear onto the certificate

One question probed is the extent to which these experiences (that is, their

subject positions) influenced the ways in which the certificates discourse was constructed.

5.5.1.3

The Institutional Settings Of The Certificates

The certificate discourse is also fixed by the institutional settings.
for the certificate programmes are twofold.

They are physically located at the university and

draw their political legitimacy from 'the community'.
the institutional
Secondly,

relationship

between

The institutional settings

Thus this study inquires, firstly, into

the certificate

the study probes the early formulation

programmes

of the programmes

and the university.
in relation to the

community context, the nature of the community linkage and the extent to which it shifted
over the ten years.

5.5.1.4

The Formation Of ObjectsIn The Certificates

The language used to talk about the certificate student is a discourse, in the sense that
particular words, ideas and practices are used to structure

and systematise

the object of

study. These words arise through the social positioning of the certificate speakers and the
institutional power from which they speak.

66

This discourse systematically produces the

objects in the certificate programmes such as adult educators and community-development
workers.

as existing externally

to the

certificate programme, as they in tum also contribute to discourse of the certificate.

There

65
66

However, the objects cannot be spoken about

.

Paragraph: 4.2.4.2.2
Paragraph: 4.2.4.2.2
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is thus a dialectical relationship between the discourse of the programme and that of the
"objects"

being formed.

67

This dialectical relationship is further enhanced by the fact that

the curriculum in the certificate has been service driven, that is,
the expressed needs of learners.

68

developed in response to

Towards this end the construction of meanings for the

certificates occurs through the social relations amongst the certificate staff, the students, the
university;

the community

and donor agencies.

This study investigates

through this

interaction the production and reproduction of the certificate discourses.

As outlined earlier the certificates
study investigates

are not probed for their linguistic signs.

69

Instead this

the relationship between the language practices and the socio-political

conditions.

In particular it probes why

another."

Towards this end the study draws on Foucault's ideas relating to the production

70

"one particular

statement

appears rather than

of discourse. In this regard the framework of "procedures for mastery and control" are used.

5.5.1. 5

Prohibitions And Permissions

The procedures for "mastery and control" function on both external and internal levels. From
this perspective the external conditions are those factors that limit and produce the discourse.
These are referred to as the systems of prohibitions and permissions.

71

This process (of

prohibitions and permissions) refers to the mechanisms of control exercised on the said and
the unsaid.

In this way discourse is constituted by inclusions and exclusions.

that the discourse

foregrounds

particular words and concepts appropriate to the social

situation, while at the same time it displaces other elements in the discourse.
monitoring therefore occur in order to produce and reproduce
this framework

the study

This means

investigates

Controls and

the discourse. On the basis of

the way in which the certificate

discourse

is

demarcated (and fixed) by the external conditions and the extent to which the principles and
practices shifted over ten years.

Discourses are systematic sets of statements that give expression to the meanings,

70

Paragraph: 4.2.4.2.3
Paragraph: 2.3.2
Paragraph: 5.5
Foucault, M. (1974)

71

Paragraphs: 4.2.4.2.6 - 4.2.4.2.7

67
68
69
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values and

beliefs of an institution.
what to do (the practices).

They define what is possible to say (the spoken words) as well as
A discourse therefore defines a possible set of statements about a

given topic and it also provides a structure (or a framework)

for how one talks about the

topic. In other words, a discourse provides descriptions, rules, permissions and prohibitions
for the actions and practices around a topic. An important question in this research is what
were the kinds of curriculum practices that were permitted

and prohibited

in the certificate

. programmes and whether these changed over time?

5.6

Conclusion

In the first section of this chapter the key political concepts (the state, capital, civil society,
community,

power and ideology and its significance for the study were outlined.

used to investigate the relationship between the external social-political

These are

conditions and the

functioning of the certificates over the ten years.

In the second section of this chapter the key elements of the theory of discourse and the way
in which it is used in the study were outlined.
permissions were

In particular the system of prohibitions and

outlined as a framework within

which

to understand the curriculum

practices in the certificates over the ten year period.

Together the political concepts and the theory of discourse
scaffolding for the techniques and methods

that

provides

are used in this study.

addressed in the following chapter.
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the sensitising
The latter are

CHAPTER SIX
RESEARCH METHODOLOGY
CRITICAL THEORY AND SOCIAL CONSTRUCTIONISM
6.1

Introduction

This chapter

describes the process for conducting the case studies, the theory that underpins

the study as well as the techniques used.

Methodologically

the research focus is guided by critical theory and the theory of social

constructionism.

I

By way of distinguishing these, an overview of three schools of thought

in methodology is provided.

6.2

Schools Of Thought In Methodology

In the field of

methodology there are a number of schools of thought each of which is

underpinned by different epistemological positions.
~~sitivislJl and interpr t 1" e social scien e.

2

It is claimed that these two broad traditions

encompass different schools of thought, namely,
social constructivism
number of variations.

Broadly these fall into the traditions of

positivistic thought, critical theory and

It is important to state that these are broad traditions that contain ~

3
4

Some of the

key

features of these three broad

traditions are

outlined below.

6.2.1

Positivism

A positivistic

1
2
3
4

framework

claims that

For a distinction between social constructivism
Silverman, D. (1985): 139
Guba, E.G. & Lincoln, Y.S. (1994): 109
GUba, E.G. & Lincoln, Y.S. (1994)

"human

social behaviour

and social constructionism,

can be subjected

see Paragraph:
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6.2.3.1

to

'scientific' study in the same way such as atoms and cells."

From this perspective

S

social

scientists (like physical scientists) who study human behaviour seek to discover regularity
and order through careful observation and measurement.

This approach

6

is premised on

--

the view that real it is real, that is, it is fixed and has an independent existence which can be

_-

----

-

understood through the use of scientific laws and mechanisms.
r~ar.cher

_--

7

It is further claimed that the

and the _researcheQ_are assumed to exist independently

of.each

investigator being able t~ research the object without influencing it.
research inquiry takes
'.9boect'

place without the researcher's

such that all forms of biases and values are

research questions
Furthermore,
For example,

are stated as propositions

8

ther, with the

In other words the

values impactin
prevented.

which

9

In this approach

the

are then tested for verification.l''

in order to achieve objectivity, certain conditions of study are controlled.
in a controlled experiment the single most important criterion

of subjects is the creation of two matched groups.V
and errors can be eliminated.

13

11

in the selection

In this way, it is claimed that any biases

It is further claimed that

any potential problems that this

"objective and scientific" approach may bring are resolved

by studying

natural settings,

collecting information on site, as well as by gathering internal views in order to determine
the meanings and values that people place on their actions.
draw on qualitative methods even though

14

In the latter regard positivists

it is claimed that the positivist tradition relies

primarily on quantitative, scientific methods in order to explain the existence of phenomena
in society.

IS

Within a positivist framework the criteria for judging the research findings are the extent to
which the findings have alldit

both internally and externally.

16

easures precisely what it.Is supposed.to
_

perspective the concept of !...eliabili1 ' is very important.

The idea of validity refers
rne~.

-

~

17

The idea of 'reliability'

From this
refers to

the extent to which the measuring instruments being used in the study, will, under differ~

5
6
7
8
9
10
11
12
13
14
15
16
17

Babbie, E.R. (1973): 24
Ibid.
Guba, E.G. & Lincoln, Y.S. (1994):~
Ibid.
Guba, E.G. & Lincoln, Y.S. (1994)
Babbie, E.R. (1973)
Ibid.
Ibid.
Ibid.
Guba, E.G. & Lincoln, Y.S. (1994)
Ibid.
Ibid.
Bell ~. (1987): 51
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sets of conditions produce the same results.
in this framework is that of 'objectivity'
and neutral in the inquiry.
that' is, reality

18

As outlined earlier, a key concept employed

which

requires that the researcher

be distanced

All of these criteria are shaped by the positivist view of reality,

19

exists independently of the researcher.

meaning to the form of the findings.

20

It is this

assumption, that

gives

Without this assumption, social phenomena would

not be generalisabie insofar as stability cannot be measured if the phenomenon

itself that is,

reality, can change. Towards this end the fixed and independent nature of reality makes for
distance and objectivity on the part of the researcher. In this regard the 'voice' is that of the
disinterested scientist, the expert with the appropriate knowledge
should be conducted.

6.2.2

21

CriticalTheory

Critical theory
gender,

of how the study-inquiry

claims that reality is shaped by

class ~..£.e'

Istorical structure

,_ that crystallise _ov~r time.

22

such as social, political,

---

This approach argues that these

historical structures are not natural and fixed and therefore they can be changed

In this

sense critical theory holds the view that it is necessary as the catalytic agent in the overthrow
of a social system.

23

The aim of critical theory is therefore to transform real it .

In critical theory, the

epistemological

relationship

can be

termed "transactional

sub' ectivist" which means that the researcher and the researched are interactivel

y3

_

the values of the researcher influencing the inquiry to some extent,

-

researcher

does not hold a neutral and distanced

methodological
researcher

Unlike the positivistic
position

linked, with

From this vantage

24

_..-

point, the findings are therefore value-mediated.

and

framework the

in the research

study. The

approach used by critical theory is a dialectical relationshi _ between the,

and the.zesearched,

From this perspective

between the researcher and the researched
ignorance about reality.

25

(_Critic~ith-;;ry

dialogue

in order. to transform

and interaction
misunderstandin

is thus emancipatory in orien!ati~n.

OCCUI

sand

It is further

/
I'

18
19
20
21
22
23
24
25

::

Mouton, J. & Marais, H.C. (1990): 79
Guba, E.G. & Lincoln, Y.S. (1994)
Ibid.
Ibid.
Guba, E.G. & Lincoln, Y. S. (1994)
Fay, 8. (1993): 34
Guba, E.G. & Lincoln, Y. (1994): 109
Guba, E.G. & Lincoln, Y. (1994)
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_j

claimed

that this process of consciousness

raising can

act to "galvanise

revolutionary activity which will then enable redress of a social situation."

itself into

Thus, the aim

26

of critical theory is to transform the historical structures. By being critical of realit~ it aims to
change the structures, For !_xalJ1ple, those of gender and 'race',

that cause conflict il) a

society.

Thus, through understanding

and consciousness

raismg, people will be enlightened

and

subsequently then be able to transform society. This it is claimed then results in liberation.
In this framework change can only occur when Ignorance
more informed insights._!n
social conscientisation
and the r~hed.

27

out social structures gjye way to

critical theory knowledge is approached from the position of

that arises through a dialectical relationship between the researcher

28

Critical theory does not see knowledge as growing in an absolute sense. It continuously
changes and is revised through historical processes as well as through the "enlightenment
the subjects".

of

From this perspective it is further claimed that by offering a different picture

29

of their "psychic economy and social order", it erodes the ignorance that people have about
their social positions and social structures in society.

30

In critical theory generalisations

do

occur although they are based on the historical conditions that shape the structures in society ..

An important

element in the critical theory approach

structures. Critical theory assesses

focuses on the study of

social

the extent to which the inquiry takes into account the

historical structures, that is, the social, political. economic, gender, 'race' and class factors in
- th,7 study-,_ Towards this end an important component of critical theory revolves around the
.

extent. to which the inquiry aims to erode ignorance and apprehension about
structures.I',

-~.

Awareness-raising
.

and transformative

action are therefore

crucial ingredients

for the criteria in judging the quality of all inquiry .. In a critical theory

c-inquirer'

s voice,

is that of the "transformative

intellectual

exploitative
~

framework,

who has an expanded

consciousness and so is in a position to confront ignorance-and misapprehensions,"

26 Fay,
27lbid.
28
29
30
31
32

B. (1993):

34 -35

Guba, E.G. & Lincoln, Y.S. (1994)
Fay, B. (1993)
Ibid.
Ibid.
Giroux, H. (1988)
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the

32

From

this perspective there would be a stimulus for action as individuals develop greater insight
into factors

such as ~~~~ion.

In the

critical theory _~me~9rk

---

insofar as they shape and create the inquiry outcomes.V

.

values ar.e_jI11Qort~t

Moreover, given the commitment to

social change and the defence of the marginalised in society, this means that values cannot be
excluded-from-the overall inquiry.

~4

"

6.2.3

Constructivism

I

The constructivist

paradigm claims that "worldmaking

as we know it always starts from

~Qrlds already on_hand; that the making is the remaking".
pre-existent,

3S

-

Along with reality not being

it is further claimed that reality is also pluralistic.

claimed that:

Towards this end it is

36

the multiple-worlds _Qfconflicting versions are actual worlds, not the
merely possible worlds or non-worlds of false versions. 37

-

Thus a story of an event can be true in some worlds, whereas it can be false in others" As

----

-

such there is thus no true or false version, that is, n<;>
true or false interpretation
From this relativistic perspective constructivists
'versions

making worlds."

"see the world as melting into versions and

In the light of this perspective,

38

dependent"

39

individuals

or groups in society. ~o

of the world.

the world is "version-

and these multiple realities are dependent on the way they are constructed by
It is further claimed that these multiple interpretations

(or versions) of the world are not reducible to a unity but instead can co-exist with each other
in an "overall

organisation

that embrace them".

constructivist perspective reality is pre-existent,

41

Effectively

therefore,

from the

pluralistic and relativistic.

It is further claimed that these realities are constructed socially, experientially and locally by
individuals

33
34
35
36
37
36
39
40
41

and groups in society. Moreover these realities are not fixed, that is, they are

Guba, E. G. & Lincoln, Y. S. (1994)
Ibid.
Goodman, N. (1978): 6
Goodman, N. (1978): 30-31
Goodman, N. (1978): 29-34
Goodman, N. (1978): 28
Goodman, N. (1978): 34
Guba, E.G. & Lincoln, Y.S. (1994)
Goodman, N. (1978): 5
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altered over time.

42

From this perspective, it is further argued that the reality constructions

by individuals and/or groups should not be measured in relation to notions of 'truth',

but

rather,

and

the criteria to be used in m~king judgements _are features such as utility

coherence of the interpretation.

43

In other words, whether a version is true or false has to be

-

viewed in relation to the extent to which they are__either
.- more or less informed.

44

. From a constructivist perspective, the relationship between the knower and the known, it is
claimed,

takes place· in a transactional and ubj~cti.Yist wa . 4S In this regard the researcher

and the researched are integrally

linked to each other, a process that then results in the

research findings being created as the research proceeds.
interaction

46

What this means is that through

the research findings are created or generated.

In a similar way to critical

47

theory the researcher is not distanced or neutrally positioned in this study.

It is claimed that the methodological

dialectical.j"

inquiry used by constructivists

In this regard the variable and personal nature of social constructions,

that individual and social constructions

and

means

of reality can only be elicited through interaction

between the researcher and the peo.ple being researched.

-constructed

is hermeneutical

_ancLt~se meanings are..interp eted using

49

In this process meanings are

ermeneutical

-~

then compared and contrasted- with-each other in a dialectical

techniques which are

way. so Towards this end the

final aim in the methodological inquiry is to distil a consensus construction that is more
advanced than the previous one.

Constructivists

SI

claim that knowledge consists of constructions about which there is "relative

-

co !ensus_ among those.competent

to inte~t

the substance of the construction.

sense, it is claimed there can be multiple construction,

that is, different types of knowledge,

that in tum can co-exist together regardless of whether interpreters agree or not.
this end allowances are made for the social, political and cultural factors that
Guba, E.G. & Lincoln, Y.S. (1994): 110
Goodman, N. (1984): 122
44 Guba, E.G. & Lincoln, Y.S. (1994)
45
lbid.
46lbid.
47lbid.
48lbid.
49lbid.
42

43

50
51
52
53

In this

"S2

Ibid.
Ibid.
Guba, E.G. & Lincoln, Y.S. (1994): 113
Goodman, N. (1978): 5; Guba, E.G. & Lincoln, Y.S. (1994)
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S3

Towards
distinguish
~

·
.
one mterpretation

fr om anot h.54er.

From this perspective, changes in the interpretations

occur continuously as the different constructions are brought to bear in the interaction and
dialectical process. ss

In this way knowledge accumulates in a relative sense through the
An important mechanism for the transfer

formation of individual and group constructions.

of knowledge from this vantage point is the use of

~xperience)which

through case-study reports . .56 The information coming from individ
and specific knowledge,

Finally,

J\

aim is to r~nstruct

of the construetiens

more

sophisticated

realitx

tha peoplë hotd.

develop consensus around.constructions.of.both
move towards

S8

which

interpretations

have credibility''aod

dependable and confirmable.

62

cross settings."

outlined earlier.

as more

0

sets of criteri . The first
it is argued, needs to

In this regard the findings need to be

These four elements that are necessary to judge the quality

of the findings, it is claimed, parallel respectively
illtern~?ity,

respondents and then
of realities

This idea of trustworthiness,

transferability

the

~9

In order to judge the research findings, constructivists propose
ru~60

is done through

Towards this end the aim is to

the-researeher-arrdfhe

and advanced

information and meanings are uncovered.

concerns the notion of

e studies as local

can be seen as contributing to the accumulation o~ knowledge . .57

the constructivists'

interpretations

is disseminated

with the positivistic

criteria, namely,

external validit-y reliability and objecti ity. The latter was comprehensively
63

The second set of criteria proposed is concerned with the issue of authenticity and this refe~

-_

to the extent to which the inquiry
is a fair representation.
... -

64

It is claimed that the idea of

authenticity is expressed on four different levels. Firstly, at the ontological level it refers to
the translation of a personal construction into a social construction, while at the educative
level it refers to the improvement in the understanding

of the constructions.

6.5

The final

two levels, namely, catalytic and tactical, refer respectively to the ability to stimulate change
Guba, E.G. & Lincoln, Y.S. (1994): 113
Ibid.
56 Ibid.
57 Ibid.
56 Ibid.
59 Ibid.
60 Ibid.
e'lbid.
62lbid.
54

55

63
64
65

Paragraph: 6.2.1
Guba, E.G. & Lincoln, Y.S. (1994): 114
Guba, E.G. & Lincoln, Y.S. (1994
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and empower action.

In a similar way to critical theo-ryJthere is thus an emancip!tory

66

element to social constructivism.

---__....,

6.2.3.1

Variations To The Constructivist Approach

It is claimed that there are a number of variations to the constructivist
radical

constructivism,

social constructionism,

educational connoisseurship.

-_ --

67

These

I

--

pproach

as it might 'exist' independently

standpoint

erent variations are

clarify the approach of social constructionism

The adical constructivist

feminist

approach, such as
epistemologies,

and

briefly outlined in order to

that is used in this study.

rejects the view that "knowledge must match the world

of our experience."

68

Instead it argues for a co-ordinated

relationship between the mind and the world. This view of constructivism has a cognitive and
psychological

angle to it.

On the other hand, constructivism

epistemology

is concerned with portraying

from a feminist standpoint,

the lived reality of women's

lives, that is,

examining the particular ways in which women create meaning from their lives through their
places in the social hierarchy of society.
connoisseurship'

69

A further variation is that of

which is concerned with how people develop an enhanced capacity to

understand an educational experience.

70

In this regard the focus is on how people

the skills to "render those perceptions in representational
appraise educational phenomena."
A further variation
perspective

forms that portray, interpret and

71

of constructivism

_-'

develop

is referred to as social constructionism,

72

challenges the objective basis for knowledge claims and instead focuses

- -based on the assumption that the terms by which people understand
-

"intersubjectively

----_ -

"social artefacts
-..

'educational

shared social constructions of meaning and knowledge."

and

---products

of historically

73

This
on

This view is

the world are through

situated interchanges

among people"

-

74

Knowledge is therefore an activity that occurs in a co-ordinated and interactive way amongst

66
67
66
69
70
71
72
73
74

Guba, E.G. & Lincoln, V.S. (1994
Schwandt, T. A (1994): 126 -129
Von Glaserfield, E. (1991): 16
Riger, S. (1992) cited in Schwandt, TA (1994): 128
Eisner, E. (1991) cited in Schwandt, T. A (1994): 129
Ibid.
Gergen, K. J. & Gergen, M.M. (1991)
Gergen, K. J. & Gergen, M. M. (1991)
Ibid.
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individuals through

shared systems of meaning.

amongst persons involved in the interaction,

75

There is therefore a shared

relationship

with meaning being collectively generated

----=-

tQ.!:Q..ugh
language and social processes.P'

6.2.4

The Schools Of Thought Used In This Study: Critical Theory and Social
Constructionism

The aforementioned

section highlighted three broad schools of thought found within social

research, each of which was shown to be premised on different epistemological
The positivistic

school assumes that reality consists of objectively defined facts;

theory in tum views
structures,
reality.

77

positions.

and finally,

phenomena

in society as being determined

the constructivist

school

critical

by external historical

emphasises the social construction

of

The schools of thought that are utilised in this study are spelt out below.

The positivistic approach of value-free research is rejected in this study as the researcher is
implicated in the study through a prior involvement

in one of the certificate programmes.

this regard the researcher is not a detached observer in the process.
implicated in the research process through her prior involvement,

78

In

Since the researcher is

the study draws on two

approaches both of which are premised on the researcher and the researched being engaged in
an interactive and dialectical way in the research process. These are critical theory and social
constructionism.

It is important to state that social constructionism

family of ideas referred to as constructivism.

This study utilises

is a variation of the

79

elements of both critical theory and social constructionism.

critical theory to explain the evolution and functioning

It draws on

of the certificates in relation to the

political and social conditions that existed in SA. Towards this end the study uses political
economy concepts that include those of the state, civil society and

capital.

earlier one of the ontological

argues that reality is

principles of the critical theory approach
80

shaped by historical structures that crystallise over time.

75

Gergen, K. J. & Gergen, M. M. (1991)

76

Gergen, K.J. & Gergen, M.M. (1991)
Guba, E.G. & Lincoln, Y.S. (1994)
Paragraph: 6.6
Schwandt, TA (1994)
Paragraph: 6.2.2
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As outlined

Drawing on this approach the
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study sets out to examine the certificates historically
and economic structures that influenced

by investigating

the social, political

their evolution and functioning

between

1986

and 1996.

Using the social constructionist approach, this study examines the social constructions of the
certificates

created

by the

constructionism.seeks
v

'-._mean]Eg

various

certificate

actors.

As

to understand how realities areconstructed

This study therefore examines

actors

social
~ ~,

who lived and

the specific meanings aroun

which jhe.»

It is this "world of the lived reality and situation specific

meanings that constitute the general object of investigation."
"particular actors at particular

earlier

through shared systems of

the views of certain

experienced the certificate in order to _interpret
programmes were constructed:

outlined

82

This approach claims that

times, in particular situations fashion meaning out of events

and phenomena through social interaction which involves history, language and action."
Consequently,

this inquiry

83

focuses on the way in which the certificate actors at various

historical times, within localised contexts made meaning of the external political and social
structures.

It investigates the construction of the certificate

of history, language and action.

6.2.5

This study
qualitative

discourse through the processes

84

The Certificates As A Qualitative Research Study

is premised on a qualitative research method.

Certain key elements of the

approach are spelt out below.

In its basic form qualitative methods refer to non-numerical data, that is presented in words,
whereas

by contrast,

quantitative

data is presented

explanation of data goes beyond numerical/non-numerical
debate around qualitative
epistemological

positions.

and
86

quantitative

numerically.
procedures.

the

It is claimed that this

On the one hand there is the experimental/positivistic

Paragraph: 6.2.4
T. A (1994): 118

82 Schwandt,
83lbid.
84lbid.
85
.

88

However,

data needs to be located within opposing

that argues that the findings are made on the basis of observed

81

85

Haralambos, M. & Holborn, M. (1991): 707
Haralambos, M. & Holborn, M. (1991)
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regularities

approach
that are

generalizable

across settings, as outlined earlier.

interpretative/naturalistic
interactionism

framework

and phenomenology.

terms of meanings.

In this sense

-

that

perspectives

such

as

symbolic

interactionism explains human behaviour in

"human beings act towards things on the basis of the _

-

interactionism

includes

Symbolic

meanings that the things have for them".
socially produced -throrrgIra

On the other hand there is the

87

88

From this perspective, meanin8s)n

the world are

\._

process - of

interaction. _ A further

element to symbolic

is that meanings become modified through a -process of interpretatio

the other hand, phenomenology

On

.89

focuses on the fact that human beings make sense of the

world by imposing meanings and classifications upon it.

90

Together this makes up a social

reality. For phenomenology there is no objective reality beyond these subjective meanings.
Effectively

therefore while symbolic

interactionism

focuses on the social production, of

E!eaning on the basis of meaningful objects that exist in the world, phenomenology
on the "intersubjective
world."

meanings and symbolising activities that are constitutive of the

to Bryman, whilst an experimental/positivistic

explanation,
~

focuses

92

According

-

91

intefRrct;ion.J

an .ntemretative/naturalistic
93

However,

as claimed,

approach

approach

is based

"it is important

is based on causal

on understanding

through

not to overemphasise

this

epistemological distinction as researchers may choose methods based on pragmatic reasons."
94

This qualitative research study is multi-method

in orientation,

~nvolving an interpretative

approach to the inquiry unde study. It seeks to make sense of the certificate phenomena in
terms of the meanings that the different individuals

bring to them. Towards this end this

study involves the use_of a variety, of materials and techniques

that include those of case:

g_udy, ersonal experience, interviews and the analysis of historical texts. _Data collection as
an aspect of the research design is developed later in the chapter.

87
88
89
90
91
92
93
94

Paragraph: 6.2.1
Blumer, H. (1969) cited in Spradley, J. P. (1980)
Ibid.
Haralambos, M. & Holborn, M. (1991)
Ibid.
Schwandt, TA (1994): 120
Bryman, A. (1988)
Bryman, A. (1988)
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Using a qualitative
providesa

method,

the study is

premised on a~Jnterpretative

epistemology.that

window (from the perspective of the researcher) into the world of the certificates

both in terms of its evolution and as a social practice.

6.3

The Resel!!chDesign ;

As a qualitative

inquiry, the overall aim of this study's

design is

to understand

the

construction of three certificate-level programmes as a historical socio-political phenomenon
and as a social practice.

As outlined earlier adult education activities occur in different

sectors and sites of society.

95

From this perspective the certificates

sites of adult education practices.

96

The certificates draw

are one amongst many

sustenance from some of the

ideas in the international field of adult education as well as from the political economic
context in South Africa. Diagrammatically

the research design is captured in Figure 6.3.

FIGURE 6.3
The Research Design

INTERNATIONAL

FIELD OF ADULT EDUCATION

NATIONAL
SOCIAL POLITICAL
CONTEXT

~1

~3

economy

field of

/;

1. Estern.1

~ERTIFICATES

~2

The international

RE SEARCH AlMS

(socio- political)

"'~

2. Intern.1
curriculum

pr.ctlce)

adult education as outlined in Chapter Two and the political

of adult education

in South Africa, as outlined in Chapter

Three forms the

contextual landscape .against which the certificates as case studies are located.
-_

95
96

-

-
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-::t

6.3.1

The ResearchStrategy: Case-study

The data collected from the certificates is probed through the use of a case-study strategy.
This strategy

is used to inquire into the certificates to i terpre

economic condition

e social Qoliticru_and

hat give rise to as well as shape them as social practices. The three

-

~

- -

,

case studies selected for this research study are designated in Table 6.3.1.

TABLE 6.3.1
The Certificate Programmes At UCT, UWC and UNP.

Certificate Name

University

Department

Dates
started

Adult
Project

VCT

Extra Mural Studies,
Adult Education

1986-1994

Certificate
in
Adult
Education
Training
&
Development
(CAETD)
Certificate for Educators
of Adults (CEA)

VCT

Community
Education
(CAEP)

Comrades Course
Community
Educators'
Course
(CAETC)

Extra Mural Studies,
Adult Education

UWC

Centre for
Adult and Continuing
Education
Centre for
Adult Education
Centre for
Adult Education

UNP
Adult
Training

It is important to note

UNP

that

two of the

decade demarcated for this study.

At

1995-1996

1988-1996

1989
1990 -1996

certificates assumed different names during the

VCT,the

Community Adult Education

Programme

(CAEP) started in 1986 and subsequently in 1995 transformed into the Certificate in Adult
Education and Development (CAETD).

At UNP the short Comrades Course, that forms part

of the preliminary analysis in Chapter Three, was

the precursor to the Community Adult

Education Course (CAETC) that started in 1990.
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The concept of the case-study has been the subject of debate.

97

It is claimed that the same

case can be seen from different world views and hence can be seen to be a different casestudy.

98

Briefly stated, a case-study is "boththe process of learning about the case and the

product of our learning.",
namely,

intrinsic,

99

It is further claimed that there are three types of case-study,

instrumental and collective.

An intrinsic case-study is undertaken

100

because one wants a better understanding of a particular case. In other words the case-study

---

-

-

is undertaken for the special interest that it represents in itself

An instrumental case-study

occurs when a particular case is examined to provide an interest in something else, that is, as
a tool to help understand and advance an issue of external interest to the case. On the other
hand, a QQ}lectivecasessrudy takes place when a number of cases are studied jointly in order
It is further claimed that collective cases may be

to inquire into a general phenomenon.
similar or dissimilar but are chosen

In this study,
adopted

two

because they can advance an understanding.about,a

case-study types are used. Firstly,

in order to understand the three certificates

a collective case-study strategy
as a collective phenomenon.

is

As a

project of the collective case-study type it enables the researcher to identify similarities and
differences with regard to the three different certificate
phenomenon of the certificates more generally.

cases

in order to understand the

As a project of the instrumental case-study

type it enables the researcher to understand the individual programmes

in relation to the

theory of discourse and the political economy concepts.

It is claimed that the use of a case-study strategy has limitations. For example, one limitation
is that of the generalisability of the findings from a minimum number of cases.
it is argued that a case-study strategy, unlike a survey,
about the casels being studied,
the cases automatically
population of cases.

104

103

102

Whilst,

provides more detailed information

it does not mean that the detailed data collected through

leads to the ability to make effective generalisations

to a larger

Towards this end it is claimed that a maximum number of cases

would have to be replicated in order for an effective generalisation of those cases not studied
Kemmis, S. (1980) cited in Stake, R. E. (1994)
Stake, R. E. (1994):245
99 Stake, R. E. (1994): 237
100 Stake, R. E. (1994)
101 Ibid.
102 Yin, R. K. (1989): 21
103 Ibid.
104 Ibid.
97
98
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to be made.

105

However, it is claimed that it will be possible to state the generalisation

terms of the "theoretical frameworks posited in the study".

in

For example, the sensitising

106

concepts used to understand the three certificates may be applied to the remaining

two

certificates that are not included in this study.

Furthermore, in order to improve generalisability,

a claim is also made for the selection of

cases on the basis of heterogeneity as well as atypicality.
the cases in this research
purpose,

107

Towards this end, therefore,

study involve three certificates that are similar in terms of social

that is, premised on the assumptions of social change, but they are very different

in terms of delivery systems and political and geographical locations. For example, the UWC
certificate

is based at a historically

Pietermaritzburg

certificates

black university,

whereas

the UCT

are based at historically white universities.

and Natal-

The criteria for

selecting the case studies are spelt out below.

6.3.1.1

Criteria For Selecting The Certificate Programmes

Three out of a total of five certificates in adult education have been selected for this research
study.

These are the

Certificate for Educators of Adults, based at the University of the

Western Cape, the Community Adult Education Programme, based at the University of Cape
Town and the Community Adult Educator's
Natal-Pietermaritzburg.

Chapter

Three

Training
provided

Course, based at the University
a detailed

description

of

of these

programmes.

The selection of the three programmes for this research study highlighted questions around
the criteria used in the selection of the three certificate programmes. Firstly, it is important to
state that one of the factors that influenced the selection of the
researcher's

prior involvement in the programme.

UWC certificate was the

In this sense there was an element of

convenience insofar as the researcher had negotiated access informally prior to the start of the
research study. With regard to the UCT certificate, there was an element of 'geographical
convenience'

105
106
107

as it is located in the same province as the UWC certificate.

Yin, R. K. (1989)
Yin, R.K. (1989): 21
Yin, R.K. (1989): 61-62
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With the UNP

Certificate there was an immediate

willingness on the part of

individuals to make their

programmes readily available for the study.

Along with
process.

a 'convenience

approach',

systematic criteria were applied in the selection

These criteria were based on similarities and differences amongst the programmes.

The similarities revolved around the location of all three programmes within Adult Education
Units at South African universities.

Secondly, all three programmes targeted

activists involved in resistance activities, and finally,

all three programmes

adult political
embraced a

curriculum with a social change orientation.

The differences revolved around the political histories of the universities. Both UCT and
UNP are historically white universities whereas UWC is a historically black university.

The study thus compares the certificate experiences at institutions with different political
histories. A further difference amongst these programmes revolves around the regions from
which students were recruited.

In this regard the

UCT certificate

recruited

adult

community workers from mainly urban areas whereas the UWC certificate drew adults from
both urban and rural regions, while the Natal-Pietermaritzburg

certificate

drew adults from

peri-urban and rural areas of Kwazulu Natal. At this point it is important to state that the.
Natal-Pietermaritzburg
Witwatersrand

certificate was selected in preference to those of the Universities of

and Natal-Durban

certificates on the basis of its rural location in Kwazulu

Natal. Hence the selection of the case studies represents the criterion of "atypicality".
A further difference

concerns the delivery systems of the programmes.

108

The UCT and UNP

conduct face to face classes at the university campuses, whereas UWC combines

face to face

classes. with a distance model.

6.4

esearch Techniques

The techniques used in this study comprise a combination of data gleaned from interviews as
welLas from primary and secondary documents;
debates around interviewing

108

This section firstly addresses itself to the

the design of the questions, selection criteria, piloting,

Yin, R.K. (1989)
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and the

actual interview process. Secondly,

it outlines the debates around the use of documents.

Following this a summary of the data collection process is provided.

6.4.1

Interviews

It is claimed that interviewing is a way of trying to understand our fellow human beings
. 109
t hroug h· mteraction.
As a technique,
interviewing embraces both quantitative and
qualitative strands as is evident in the debate on the history of interviewing. 110 From this
perspective it is claimed that while quantitative survey research methods initially dominated
the academy between the 1970s and the 1990s, emphasis had begun to be placed
qualitative approaches, using Eicipant

o~ation

methods'

III

However,

on more
as argued,

qualitative approaches also embrace some of the "quantifiable scientific elements that was a
feature of survey research" .112 For example, it

IS

approach reflects this trend.

although

113

In this regard

technique is deployed, the emphasis is still

There are different approaches

"sequencing

participant

codificatio~d

0

grounded

theory

observation

as a

nu';:;rical da0114

as to how interviews should be conducted with a number of

variations being suggested for the process.
attention need

claimed that the

For example, it is suggested that more care and

to be given to data gathering techniques as well as more emphasis on the

in both ethnographic

observation

and ethnographic

interviewing."

11S

It is

further claimed that the assumptions of qualitative interviewing are challenged from a postmodern perspective.

116

From this perspective

increasing emphasis is placed on "the voices

and feelings of the respondents and the interview-respondent-interaction."
this the researcher's different roles and attributes

117

In the light of

such as gender and 'race' are brought to

the fore as factors influencing the research process and findings.

118

There are also different types of interviewing methods, ranging from

Fontana, A & Frey, JH (1994)
Ibid.
111 Ibid.
112 Ibid.
113 Fontana, A & Frey, JA (1994): 363
114 Fontana, A & Frey, J. A (1994)
115 Spradley, J.P. (1980)
116 Fontana, A & Frey, JA (1994)
117 Marcus, G.E. & Fischer, M. (1986) cited in Fontana, A. & Frey, JH
116 Gluck, S. B. & Patai, D. (1991), see also Stanfield, J. (1985).
109
110

(1994)
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group interviews to

structured and unstructured

-----

structured

interviewing.

119

In

structured interviewing,

and preset in advance, with very little room for variation as the interviewer

controls the pace of the interview using -a standardised set of questions.
are

,9uestions_ar

~20

group interviews that can be both structured and unstructured,

individuals

are brought together into the same interview context.

121

Secondly, there

where a number of
In the case of focus

.:>

group interviews, group dynamics and group maintenance issues are important factors in the
. ..

mterview process.

122

A third type of interviewing

is called unstructured interviewing in which questions are open-

e~ded and the interview process is less formal.
argued that there is
unstructured

no prior

123

With unstructured

categorisation that may limit the field of inquiry.

approach there is a greater

emphasis on "human-to-human

respondents as well as a desire to understand rather than explain."
number

of different

situations.

----

interviewing

elements that need to be considered

125

124

it is
In an

relation with the

However, there are a

in unstructured

interviewing

These include factors such as how to gain access to a s..:_tting.L
un_Qe!s~nding_jh<L

language and culture of the respondents,

--

presentation of oneself, notions of trust and the

--

-

__

stablishment of ra p-ort in the group. Besides these elements there are various methods of
unstructured

interviewing.

-

interviewing
126

such as oral history,

creative

interviewing

With the latter there is an acknowledgement

and post-modem

of the way in which the

researcher influences the study and as such is concerned with ways of conducting interviews
that minimise the interviewer's influence.

127

In the light of this it is claimed that one way of

minimising the interviewer's influence is to use polyphonic interviewing where the "voices of
the subjects are reported with minimal influence from the researcher and are not collapsed
together and reported as through the interpretation of the researcher."

119
120
121

Fontana, A Frey, J.H. (1994)
Fontana, A Frey, J.H. (1994
Ibid.

122lbid.
123lbid.
124 Fontana,
1251bid.

A & Frey, J.H. (1994): 366

126lbid.
127

Ibid.

128

Fontana, A & Frey, J.H. (1994): 368
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128

6.4.1.1

The Design Of The Interview Questions

The techniques used in the data gathering process in this study

were those of structured

interviews. The questions were designed in advance in order to guide the study.

However,

some room was made for variation in the interview process. The questions for the interviews
were designed and tailored

in relation to the five categories of interviewees, namely Heads

of Departments, Certificate Co-ordinators, Donor Agencies, Community-Based

Organisations

and Learners.

Copies of the

The criteria for selection are outlined later in this chapter.

129

interview schedules for each category are attached in Appendix A.

The questions for the interviews were structured in relation to the sensitising

framework

with a focus on the political economy concepts and elements of the theory of discourse.

The

latter is outlined in Chapter Five. The questions were classified into three categories, namely
social purpose;

external social and political influences and internal curriculum practices.

The first category of questions under the broad theme of

social purpose, focused on the

overall aims and objectives of the certificates, the process of visioning and the attendant
assumptions

on which these programmes

were based.

The second category of questions

focused on the external social and political factors that influenced the certificates'

evolution

over time with specific reference to the role of the state, civil society, capital, the community
and

the concept of power.130

This category of questions

inquired

into the political

boundaries required for fixing the production of the certificate discourse.

The third category

of questions focused on the theme of the certificate as a social practice.
included

questions on curriculum

This category

aims, the selection of adult learners, learning methods

and identity formation in the certificate programmes.

These questions probed the internal

conditions that produced and reproduced the certificate as a social practice, that is, as a
discourse.

6.4.1.2

Criteria For Selecting Interviewees

As outlined in Chapter One, the aim of this study is to develop an understanding of how the

129
130

Paragraph: 6.4.1.2
Paragraph: 5.3

144

https://etd.uwc.ac.za/

certificates evolved and functioned as a social practice between 1986 and 1996.

Towards

131

this end, the three certificates are probed in relation to the external social and political
structures as well as in relation to the

social constructions

of the different actors.

As

outlined earlier, the perspective of social constructionism adopted in this study is about the
way in which the certificate actors make meaning through the external political structures.
Thus, this study

probes

the meanings

132

and perceptions of specific certificate persons who

have collectively generated the certificate project. It is acknowledged that these programmes
have had many actors;

however, for the purposes of this study certain individuals were

selected in preference to others to act as interpreters

for the certificate programmes.

The selection of the interviewees was based firstly on the researchers' personal knowledge of
the different roles that they fulfilled in the certificates.

The researcher's experience is based

on her role as an adult educator, a co-ordinator as well as a participant in policy forums. On
the basis of this experience, the researcher had knowledge of the different actors and their
particular roles in shaping the certificate on different levels. As a result this knowledge
informed the selection of those individuals whom it believed could contribute to this study.
This is linked to the point made by Burgess on "judgement sampling".

133

Those who were

selected were not a representative sample but were those whom the researcher believed could
potentially contribute to the study in terms of the certificate's evolution and functioning as a
social practice. In the researcher's

experience on the certificate

programme

and policy

forums, the role functions of certain individuals were clearly defined. These are spelt out
below.

The three Heads of Adult Education Units were interviewed as they were responsible for the
initial visioning and formation of these programmes as well as for formulating the processes
and policies for their

functioning. Their opinions and perceptions were deemed

especially since they played key roles in the initial conceptualisation,
resourcing

of these programmes

at the respective universities.

important

establishment

Their perceptions

and
were

complemented with primary documents for the early period. It is important however, to state
that these documents had also been written by the Heads of Departments.

131
132
133

Paragraph: 1.2
Paragraph: 6.2.4
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Interviews were conducted with Certificate Co-ordinators for the pre- and post- 1990 phase,
since they had the practical experience with regard to teaching on the programmes. Each of
these programmes had a number of different co-ordinators and teachers/adult-educators

for

different periods. As this study seeks to trace the certificates over time it therefore elicited
the views of those who were involved at different stages of the certificates'

history. In this

regard it is concerned with the extent to which particular actors make meaning
events/contexts

and in the process construct

specific discourses for the certificates.

As outlined earlier, the certificate programmes
As such, the

study investigates

certificate programmes.

The

were funded through international aid.

the relationship

study

of external

probes

134

between the donor agencies and the

the motivations,

rationale and intentions of

particular donor agencies, some of whom had provided seed money whilst others had made
substantial contributions through bursary assistance.

The fourth category of interviewees

was a

representative

of a CBO/NGO.

These were

selected as the primary types of organisation for the study over and above a parastatal or a
government structure because the certificates' raison d'etre was based on the existence and
functioning of non-state organisations in civil society.
certificates'

In the time frame for this study the

primary constituency was recruited from CBOs and NGOs.

Moreover,

in all

three certificates donor motivation was based on learners being drawn from organisations in
civil society, with curriculum content and values underpinned by a 'community
It was therefore important to elicit the opinions

and perceptions of

discourse'.

the actors who had

facilitated the link between these programmes and the community and to assess the nature of
this relationship. In particular a CBO/NGO that was selected for the study had been one that
had regularly sent community workers to the certificate programmes.

The final category

of interviewees

were

learners.

As outlined

in Chapter

Three

approximately one thousand learners passed through all three programmes during the decade
demarcated for this study. Given this relatively large number it is important to state that this
study does not seek to interview a representative sample of learners as it is not inquiring into
learners as an end in themselves.

As mentioned earlier, the study aims to develop insights

and understanding of the relationship between the external social and political conditions that

134

Paragraph:

5.3.2
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propel the certificates

and the individual constructions

of the different actors.

In this

relationship the learners are the subjects, who are located at the intersection of the external
conditions and the certificate programmes. It was thus deemed important to elicit the views
and perceptions of learners as certificate actors. As "speaking subjects" it was important to
include a leamer's

understanding

and interpretation of the certificate programme.

way the learner voice is perceived as one of the multiple voices that
construction

of the certificate as a social practice. Having

In this

contribute to the

clarified the motivation and

rationale for including a learner voice it is important to state that the researcher experienced
difficulty

in tracing learners especially since a number of the CBOs had closed down and

learners had mo ed jobs.
was applied.

Given these constraints, the strategy of 'convenience

sampling'

135

It is claimed that approaches to sample selection generally falls into two categories, namely,
probability

and non-probability

sampling.

Probability

136

sampling involves

selecting

samples in such a way that ensures that every member of the population actually has the
possibility of being included in the sample.
are

a collection of sampling

On the other hand, non-probability

137

approaches

"that have a distinguishing

subjective judgements playa role in the selection of the sample".
in non-probability

sampling is that of "convenience

"readily availability

for participation in the study".

138

characteristic

that

One of the approaches

samples" of which one feature is the.
139

In all three certificates

learners who had made themselves readily available were interviewed.
interview techniques

samples

were adopted such as face to face,

those

A combination

of

focus group and telephonic

interviews.

The questions focused on learner motivations, expenences
certificates impacted on their work practices.
were triangulated

with

and perceptions

of

how the

Some of the data gleaned from the interviews

data from secondary sources such as the Impact and Evaluation

Studies conducted by all three programmes.

140

Henry, G. T. (1990).
Henry, G.T. (1990): 17
137 Ibid.
136lbid.
139 Ibid.
135
136

140.

UWC, CEA Impact Study (1995);

UCT, CAEP Evaluation study (1994); UNP CAE Evaluation Study (1992).
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6.4.1.3

Piloting and Planning The Interviews

On completion of the design of the interview schedules the questions were piloted with the
Head of the Department of Adult Education at the University of the Witwatersrand.
also piloted with a past. staff member (co-ordinator)

It was

and a current researcher from the

Certificate for Educators of Adults, CACE, UWC. These two individuals were not included
in the pool of persons selected for the interviews. After piloting the interview schedules the
interviewees were contacted directly by the researcher and appointments were set up. As part
of the fieldwork

preparation a standardised

letter was designed and forwarded

to the

interviewees. During this period logistical issues and systems were set up for the fieldwork.
For example,

at this stage the researcher

addressed

factors such as budgeting,

time

management and careful planning in relation to the audio equipment.

6.4.1.4

Interview Process

While the researcher used mainly used structured interviews, special emphasis was placed on
the respondents as speaking subjects.

Attention

was given to the multiple voices of the

respondents as well as to the interviewer-respondent

During the interviews
methodology

relationship.l'"

a number of factors emerged that have had

used in this study.

First, the researcher's

a bearing on the

insider knowledge

was both a

strength and a constraint. In terms of the former, the researcher had reasonable clarity around
the words and statements
some familiarity
interviews.

being used,

to certificate-related

What was

which meant that the researcher could listen with
ideas and

not in the researcher's

events as they came through

favour was

that at times

in the

the interviewee

assumed that the researcher

"knew things" and as such the interviewees

markers such as "you know".

This required further probing on the part of the researcher.

Furthermore, the element of memory played a role in the process.

141

Marcus, G.E. & Fischer, M. (1986) cited in Fontana, A & Frey J.H. (1994)
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used discourse

It emerged in the process

that the questions being used to probe the interviewees had taken them "back in time".
the words of one of the individuals interviewed it "felt like holding back water".

142

In

143

During the interview process there was an awareness on the part of the researcher that both
the researcher and those being interviewed were interpreting the past through the eyes of the
present. In this regard the language and meanings from the current social situations were
. used to interpret the past. For example, this was evident in the perceptions around the term
'community'.

All . interviewees involved in the curriculum design spoke about the

'community' as a fragmented concept

which was in contradiction to the homogeneity

evident in the historical documents. Similarly and related to memory was the weightage that
interviewees placed on the resistance period in the 1980s, to which minimal reference was
made.

In this regard it became evident that the interviewees and the researcher were

constructing the past through the discourse of the present and in that process, some thoughts
were displaced over and above others.

A further constraint with regard to the researcher's 'inside knowledge' emerged during the
interviews with learners.

This was especially evident when learners were probed around

questions on the impact that the courses had on their lives in general. There appeared to be
some consciousness on their part to focus only on the positive aspects of the course. It was
at this stage that the question arose for the researcher as to the perceived evaluative nature of
this research study.

6.4.2

Documents

The written word is historically seen to be the carrier of "true meaning".

144

This approach

is challenged by post-modem scholars such as Derrida on the basis that "meaning does not
reside in a text but in the writing and reading of it."

145

As a text is read and reread in

different contexts it is given new meanings which are all socially and contextually embedded.
In this sense it is claimed that there cannot therefore be an "original source" or "true

This was stated by a number of interviewees.
Interview with AE1
144 Hodder, I. (1994): 394
142
143

1451bid.
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meaning" of a text outside its historical context.

146

Thus a text can 'say' different things in

different contexts. In other words, meanings are therefore contextually bound.

On the basis of the above, documents have to be interpreted in the context of their conditions
of production and reading.

147

For example, when analysing a document,

to check whether it is a primary or a secondary

one would need

source and whether it is edited or non-

edited. Furthermore it would need to be determined what status the document has, who
contributed to the writing (that is, the collective authorship), since "concrete texts differ from
abstract structures of language in that they are written to do something."

148

Thus a

document as text has to be understood as being produced under specific material conditions
embedded within a social and ideological systern.l'"

The analysis of the data from this study are located in the theoretical frameworks that argue
for texts being produced under certain political conditions and that the meanings around the
certificate programmes

do not reside in the texts itself but are constructed by the different

certificate actors.

In this research study data was gathered from primary and secondary sources of documents
that reflected and recorded

the different stages in the certificates' life cycles.

primary sources refer to documents

In this study

such as funding proposals, minutes of meetings, circular

letters and pamphlets. Secondary sources refer to papers, journal articles and books, seminar
and policy papers. Policy papers from different adult education forums were consulted in
order to contextualise the certificates within the field of adult education.
source of

data consulted for this study was the

evaluation study documents

certificate programme.

148

Hodder, I. (1994
Hodder, I. (1994): 394
Ricoeur, P. (1971) cited in Hodder, I. (1994)
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primary
for each

6.4.3

A Summary Of The Data CollectionProcess

As indicated

above the data was gathered from a variety of sources.

gathering the data was guided by the research aims for the period

The process for

from 1986 to 1996. As

identified, the techniques consisted of a combination of interviews and documents.
regard to each aim specific types of documents were used.
certificates as a historical socio-political phenomenon
articles, policy and seminar papers.
the data
interviews.

was

gleaned

With

For example, in probing the

the study drew on data from books,

On the other hand, in relation to curriculum practices,

mainly from primary sources (such as funding proposals)

and

This data collection process is tabularised in Table 6.4.3.
TABLE

6.4.3

The Data Collection Process

RESEARCH
FOCUS-AIM

PERIOD
1986-1996

EXTERNAL
(national socio-political
phenomenon)

INTERNAL
(curriculum practice)

Certificates

SPECIFIC

TECHNIQUES

SOURCES

Document
Analysis

1. Books, articles on SA &
global isation.
2. Policy papers (De Lange,
NTS-I, NEPI)
3. Pamphlets & key speeches.
4. AE Conference & Policy
Papers.

Document
Analysis

Funding Proposals, Letters,
Evaluation Reports, Reports,
Certificate pamphlets,
Curriculum Outlines.

Cl VCT
C2UWC

C3UNP

Interviews
(structured &
focus group)

1 Head of Department,
1 Certificate Co-ordinator
1 Adult Educator
1 CBO
1 Funder
4 Learners
9X3
Total Interviews = 27
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A total of 27 interviews were conducted in Cape Town and in Pietermaritzburg,
outline of the categories of individuals interviewed
ethical reasons
interviews,

is recorded

in Appendix B.

the names of the interviewees were translated into codes.

24 were face-to-face audio-recorded

An

Natal.

Of

For

the

27

interviews, while three interviews were

conducted telephonically with learners from the UNP certificate.

Those learners who were

interviewed telephonically were not available at the time when the researcher conducted the
fieldwork

in Pietermaritzburg,

Natal.

At this point it is important to note

differences that emerged between the face to
factors such as rapport and visual cues.

face and telephonic interviewing

that

the

included

All of the interviews lasted between sixty and

ISO

ninety minutes.

The data from the recorded interviews
transcribing the data
analysis.

were transcribed by the researcher.

This process of

was used by the researcher as a preliminary stage in the process of

In the process of reproducing the the data from the interviews

needed

to be aware of recording

the words

and ideas with relative

the researcher
accuracy.

The

transcriptions enabled the researcher to begin the initial process of identifying patterns in the
data.

Once all the transcriptions

were completed,

each interview

photocopied in order to prepare for the codification process.
coded according to the interview questions.
identified.

6.5

transcription

was

Following this, the data was

In this process, various patterns in the data were

This step ushered in the process of interpretation and analysis of the data.

The Interpretation And Analysis Of The Data

A variety of techniques

has been used to analyse and interpret data some of which included

those of content analysis,

narrative analysis,

discourse analysis and

semiotics.

content analysis the focus is on the content of a written text for which

In

lSI

a checklist is

developed to measure the frequency of the distribution of ideas, words and phrases.

1S2

narrative analysis draws on content analysis but focuses on the plot or story in a text.
discourse analysis focuses, in one of its variations,

151

Lavrakas, P. J. (1987)
Manning, P.K. & Cullum-Swan,

152

Bouma, G.O. & Atkinson, G.B.J. (1995):

A

on the construction of meanings through

linguistic tools. From this perspective a text is analysed in terms of its language/grammatical

150

A

B. (1994)
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representation.
manifestations

A further technique

is that of

semiotics

that

examines

"surface

and the underlying structure that gives meaning to these manifestations.v'Y

The different techniques used to interpret the data are

informed by various ideas.

For

example, a discourse analysis technique may be shaped by the idea that a text is constituted
through linguistic patterns.

154

The technique of semiotics views signs as representing

something else and thus seeks to find denotative and connotative meanings in a text;
ethnomethodologists

look for

the "processes

by which

interactions and the institutions through which they live."

people

IS6

ISS

make sense of their

Different techniques are thus

shaped by particular ideas that inform the ways in which meaning is constructed.

The process for constructing meaning (for example, from a text or an event) involves
interpretation.

acts of

The tool of interpretation is premised on the theory of hermeneutics.

One

strand in hermeneutics emphasises the role that the past plays in constituting any present and
future understanding.

IS7

Towards this end it is claimed that

"any understanding

conditioned by the affections, concepts and practices of a cultural heritage."
perspective

in a context different to our own.

the mutual interplay of the two contexts

In this regard it is argued that

159

(in which both the interpreter and the text

being studied have to be rooted in their own backgrounds)
expanded.

Thus texts

From this

it is claimed that one of the challenges is to arrive at an understanding of a text

that is constructed
through

IS8

insights into a

topic are

160

are context-bound

established on an understanding
process interpreters

and any interpretation

(or meaning making) has to be

of the particular context in which it was made.

cannot foreground their understanding

this act of interpretation,
language of a tradition".

154
155
156
157
158
159
160
181
182

In this

over and above the text being

studied "because their interpretation is dependent on the context in which it is made."

153

is

161

In

meaning, is not to be located in individual consciousness but in a
162

Feldman, M. (1995): 4
McCarthy, M. & Carter, R. (1994)
Manning, P.K & Cullum-Swan, 8. (1994)
Feldman, M. (1995): 4
Aylesworth, G. (1991)
Aylesworth, G. (1991: 63
Trigg, R. (1985)
Trigg, R. (1985): 196
Trigg, R. (1985):196
Trigg, R. (1985):196
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In seeking to understand the certificate data the emphasis is not on the individual mind, that
is, it does not focus on the certificates as products of the cognitive processing of individuals.
Instead shared meanings are
different certificate actors.
meanings
language."

viewed as outcomes

163

of social relationships

amongst the

The emphasis is "not on the individual mind but on the

generated by people as they collectively create descriptions and explanations in
164

These shared meanings are viewed as expressions of interaction with the

external environment

(that is, with the political structures).

It is around this

social

interaction and the implicit practices that are held together by a common language/system

of

meaning that provides the interpretative tool to understand why some things in the certificate
were sustained while others were abandoned.

In other words it attempts to understand the

social procedures necessary for the production and reproduction of the certificate discourse.

The data for this study is interpreted through the political economy concepts and elements of
the theory of discourse as evident in the sensitising framework.

Towards this end an

institutional discourse analysis provides the interpretative technique for this study. Together
with this technique the data is interpreted
concepts.

and analysed in relation to the political economy

It is important to state that the approach to discourse analysis

that seeks to establish the

relationship between language practices in the certificates

social and institutional control.

and

165

On the basis of the above, the data from the study
understandings

in this study is one

are analysed in order to

illuminate

around the extent to which the external political conditions (structures) have

tended to favour the certificates'

emergence.

The data is also analysed in terms of the

perceived ways in which actors through the social and political structures have generated
meanings around the certificates. Effectively therefore the data has been read and interpreted
in such a way that it enables the researcher to understand the historical structures that shaped
the certificates as well as the dialectical and interactive engagement of the individuals with
the external environment.
the

This together resulted in the construction of the certificates.

words from the interviews

are

complemented

documents through the use of an interpretative

163
164
165

Thus,

with the words from the written

framework.

In this way the research

Gergen, K.J. & Gergen, M.M. (1991): 78
Gergen, K.J. & Gergen, M.M. (1991): 78
Paragraph: 4.2.4.2; Paragraph: 5.5
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IS

premised in terms of the search for understanding
and functioning
understanding

of the

certificates

(as opposed to explaining) the evolution

as a social practice.

Given the researcher's

prior

and role in the interpretative process, it was important for the researcher to

exercise reflexivity in the process .

. 6.6

The Researcher's Role And The Ethics Of Research

Through the use of an interpretative approach

the researcher engaged in the construction of

meaning in relation to the certificates' research aims. At this point it is important to state that
the researcher's

prior understanding

and experiences on the certificate programmes

were

brought to bear in the interpretation process.

In this qualitative
biographies

study the researcher brought

into the

detached observer who
reasoning

study.

166

her personal, professional

As such the researcher did

develops

not

and political

adopt the position of a

commentary on the certificate in such a way

is "separate from prejudice".

167

that the

Rather, the researcher occupies a space in the

research site which, drawing on Gadamer, "aims to know oneself rather than refute who we
are, (and) in this way prejudice is treated as a condition of knowledge."
the researcher's

prior understandings

become

interpretation of knowledge for the research
subjectively positioned in the interpretation

a

"condition

study."

169

one.

between the researcher and the object of study.

certificates

is filtered through the

171

in the construction

and

The researcher has therefore been

and the object of study is

The knowledge generated in the process is

therefore implicated in the inquiry.

Consequently the

and construction of the data.

In this research, the relationship between the researcher
interactional

168

170

an

linked to the interaction

In constructionist terms, the researcher is

Consequently the

process of making sense of the

experience of the researcher's

personal, political and

professional biographies. The way in which the researcher has been subjectively positioned
in this study is spelt out below.
166
187
188
189
170
171

Paragraph: 6.7
Turner, R. (1989): 3-29
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Turner, R. (1989)
Paragraph: 6.7
Steier, F. (1991)
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6.6.1

The Researcher's Personal And Professional Biographies

There is a relationship between the certificates'
and political biographies.

raison d'être

and the researcher's

personal

The origins of the certificates as a site of adult education practice

are such that initially they had been directed primarily at older black South African adults
who had not completed secondary schooling

172

and who were active in various political

structures in South Africa. Thus one of the reasons for the certificates' existence
out of a need to address a specific category of adult who had suffered

developed

exclusion from

a

formal education and a political system in South Africa and who was involved in some form
of resistance activities in organisations.

This exclusionary discourse that gave rise to the

certificates has been a part of the researcher's social experiences.
exclusion

Along with

political

as well as being

actively involved in resistance

researcher's

personal biography

has been very strongly and deeply shaped by her not

completing

secondary schooling.

emphasis

on a

173

contradiction
programmes.

This

the

goals promoted

programme

at

by co-ordinators

uwe,

at times in

in other certificate

176

personal

professional

political

174

It is especially the latter that resulted in an over-

175

formal aspect to the certificate

to the

organisations,

experience

of educational

work as a co-ordinator

exclusion

combined

with

of a programme that involved

the

researcher's

adults with

similar

experiences of exclusion implies a very direct and interactive relationship in the research
process.

It is acknowledged that these personal biographies

topic influencing
guided by the

mediate the

the lines of inquiry followed in this research.
claim that

"researchers

approach to the

On this basis the study is

are often left in the dark as to the personal and

intellectual paths that lead to the adoption of certain lines of inquiry over others."

177

Paragraph: 1.1
Within a 'race-d', classed and gendered system.
174 Mainly within a black-consciousness movement tradition.
175 This researcher's identity is very much shaped by factors such as leaving school early and then returning to
night school to acquire a school leaving certificate. It is especially this latter form of exclusion and the
researcher's subsequent work as an adult educator and then as a co-ordinator that has shaped the
researcher's experiences on the certificate programme.
176 For example, in the certificate at UWC, this researcher developed a mini-curriculum around reading and
writing skills (academic development) as it was the researcher's perception that these were vital skills for
those wishing to access the formal system.

172

173

177
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6.7

Limitations

This research is not exhaustive. It is limited to an investigation of selected features of
certificates.

In this sense it does not enquire into the specific and detailed aspects of the

certificates but instead examines
words,

three

selected systemic features of these programmes.

In other

it studies those aspects that contribute to their internal coherence as an overall form

of educational provisioning

for adults.

This is done in order to understand and gain

178

insights into the nature of the three certificates.

The design for the research

involves the use of case-study that by its nature has certain

limitations. It is recognised that the detailed data that are collected through
not automatically lead to the ability to make effective generalisations
of cases.

179

to a larger population

Following from this, it is further claimed that a maximum number of cases

would have to be replicated in order to make an effective generalization.
based on an approach that seeks to generalise the findings across the
although

the cases does

on the basis of

generalisation

insofar as

This study is not
different settings,

some of the criteria outlined, this study does lend itself to
it investigates three out of

a total of five certificates

in adult

education.

A further limitation is the role of the researcher in the research process:
while some practitioners
research,

180

It is claimed that

ignore the role that they play in shaping the outcomes of their

there is a growing movement of scholars who are beginning to claim that there

is no' means of achieving an 'observer free' picture of nature.

181

In other words, it is

difficult to separate the knower from what can be known, the researcher from the researched.
It is within the context of both the
thought within
emancipatory
Consequently,

social

constructionist

and critical theory schools

of

research that the current study locates itself. Both schools embrace an
approach to knowledge

in which the researcher is dialectically

positioned.

this researcher is both a subject and an object of the research process and as

SuCh as selection criteria, constituency, curriculum and learning methods.
Yin, R. K. (1989)
180 For example, social scientists (in the tradition of positivism) drawing on methods of the natural sciences
claim that the researcher has to be an independent and objective observer in the research process
178
179

181

Gergen, K.J. & Gergen, M. M. (1991): 76
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such cannot make any claims for unbiased and objective findings.

The standpoint therefore

is not one of a 'distanced and neutral observer'.

In constructing a world for the certificates it is recognised that the researcher has personal
experience of being immersed as a co-ordinator as well as a participant in policy forums of
the certificates.

In this regard the inside experience first as a practitioner, then as a co-

ordinator implies a subjective

involvement in the research process.

This insider experience

requires an awareness of the influence that the different biographies have on the research
process.

Through

an engagement

in the construction

of meaning around the actors'

constructions, there is an awareness for exercising authorship of respondents' texts.
The aforementioned

has highlighted

the researchers'

inside experience

However, this inside experience has at the same time had advantages.

as a limitation.
It is claimed that

researchers need to "ascertain cultural meanings and get access to the unspoken elements of
the social life."
the research,

182

In this regard researchers require the technical and cultural knowledge of

"if they are to obtain detail, verify statements, elucidate contradictory data and

obtain information that will allow them to evaluate their informants' statements."
basis, the researcher's

prior involvement in the certificate provided

On this

183

an advantage insofar as

the researcher entered from an informed basis from which to decide and implement the most
appropriate research questions.

Moreover the experience provided

the researcher with the

ability and authority to negotiate access with the various actors in a relatively swift way.
Notwithstanding
to negotiate

the advantages of the insider experience, there are disadvantages.

In order

ways around the insider-outsider tension in this study the researcher has drawn

on the idea of reflexivity.

184

The concept and practice of reflexivity enabled

the researcher

to consciously examine how this researcher's prior involvement and preunderstandings
part of the data. As a result the researcher developed an awareness and a reflexivity
research process in such a way that it was "reciprocal rather than self-centred."
the researcher feels that the study has the potential to achieve what could be
"conscious-partiality"

around the research findings.

184
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Steier, F. (1991)
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form
for the

In this way
termed a

6.8

Conclusion

This chapter began by outlining
adopted in a research inquiry.

various methodological

schools of thought that may be

For purposes of analysis these

were classified into three

broad schools, namely positivistic thought, critical theory and constructivism.
to foreshadow the aim of this chapter which was to offer
schools of thought

insight

into the methodological

used in this research, namely critical theory and social constructionism.

As a qualitative study it draws on both modem and postmodern
in order to understand the structures
traditional

This was done

of

society it draws

Marxian political economy concepts

perspective the study relies on a 'modem'
that of social constructionism

sensibilities . For example,
on critical theory and uses

as outlined in Chapter Five. From this

framework.

This approach is complemented with

in order to inquire into

the "languages essential for

ordinating

mutually agreed upon activities of individuals" within the three certificate

cases.

In this regard it draws on some of the post-modem

186

frameworks.

co-

Along with

offering insights into the schools of thought used in this study, this chapter also addressed
itself to the kinds of techniques used to collect the data.

This chapter concluded

by

identifying the approach adopted in the interpretation and analysis of the data. The analysis
is the subject of the following chapters.

186

.

Gergen, KJ. & Gergen, M. (1991): 78
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CHAPTER

SEVEN

DEMARCA TING THE POLITICAL BOUNDARIES FOR THE
CERTIFICATE PROGRAMMES

7.1

Introduction

Chapters Two and Three sketched the adult education

and political

landscape,

Chapters

Four and Five developed the theoretical framework and Chapter Six identified the methods
to be used in the study.

Chapter Seven,

on the other hand,

analyses

the relationship

between the external political conditions and the evolution and functioning of the certificate
programmes.

Towards this end this chapter

analyses the ways in which the formative

conditions which have been identified in Chapter Three come together (coalesce) and then
set and fix the boundaries for the construction of the three certificate programmes during the
decade demarcated for the study. This is done through an analysis of the certificates'

aims.

In this study the aims are probed as the discourse through which the certificates as social
practices are constructed.

Towards this end the words, ideas and practices implicit in the

aims are directly linked to issues of institutional power.
the certificates'

relationship to the 'community',

Thus this chapter also addresses

the university and the respective donor

agencies.

The CAEP, the CEA and the CAETC were established in 1986, 1988 and 1990 respectively,
therefore the analysis for each period follows this chronology.

I

It is important to note that

the CAETC is not included in the analysis for the first period as it was not established at this
point in time.

On the basis of the above, this chapter addresses itself to three political periods,
1986-1989,

1990-1993

repression/reform,

and 1994-1996.

These periods

negotiations and fragile democracy.

1

Table: 6.3.1

2

Paragraphs: 3.2.1, 3.2.2 and 3.2.3

2

are identified

namely,

respectively

as

It is the contention of this study that
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certain

distinct features from each period

have influenced, in a direct way, the shape and

form of the certificates. Along with the external

socio-political

factors, this chapter

also

deals with the way in which the certificate actors at various historical times, within localised
contexts,

made meaning of the external political conditions and the social environment.

another way, this chapter

uses

the aims to investigate the construction of the certificate

discourse through the processes of history, language and action.
identifying the

Put

structural and individual factors that

3

This chapter concludes by

contribute to the functioning

of the

certificates over the ten years.

7.2

Tile Certificates Under Repression/Reform: 1986-1989

The political landscape that has been comprehensively

sketched

in Chapter Three shows

that this period is characterised by on the one hand, the apartheid state's dual strategies of
repression/reform

and on the other hand, by opposition /insurrection inside of civil society.

It is the contention of this thesis that in the gap between the extreme

political conditions

that is, between state repression and. community insurrection, there were certain aspects of
the

state's reform strategies, coupled with an oppositional politics that based itself on the

building of grassroots community

structures within civil society, created the conditions that

made it possible for the Adult Education Units at UCT and UWC to begin formulating the
. certificate programmes.

Diagrammatically

the historical

conditions that created the spaces

for the certificates' emergence are represented in Figure 7.2

FIGURE

7.2

The Political Spaces For The Certificates'

STATE

Xl

Repression X3 Reform

X2

Evolution 1986-1989.

CIVIL SOCIETY

Opposition

X4 Insurrection

The certificates emerged through a number of political gaps. For example, they emerged at
the intersection of the state and civil society identified as Xl in Figure 7.2. They were also

3

Paragraph: 6.2.4
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able to emerge in the spaces that were created through the state's reform initiatives and the
oppositional political forms of organisations whose aim was to develop grassroots structures
in communities. This gap is identified as X2.
for what later
certificate

became known as the

programmes

lodged

These grassroots structures formed the basis

CBOs, and it is this constituency

themselves.

This

gap

between

within which the
oppositional

and

insurrectionary politics (X4) created the spaces for the formation of the community-based
organisations. Within a political context in which repression and insurrection had been the
primary systems of domination (by the state)
universities

were autonomous

spaces.

and resistance

(within civil society), the

For example, with regard to the autonomy

of

universities, it is argued that December 1985 marked an important period in the history of
VCT, Witwatersrand,

Natal and Rhodes, with the withdrawal of Ministerial

black enrolments to selected professions.

approval for

Consequently as autonomous spaces and

4

on liberal oppositional politics, the universities became

based

protected sites within which the

certificates could emerge (X3).

It is within this socio-political context that the aims for both the CAEP and the CEA were
formulated.

As has been outlined in Chapter Three, the CAETC by the late 1980s had not

yet established itself in such a formal way as the CAEP and the CEA and therefore does not
form part of the analysis for the first period.

S

However, as identified in Chapter Three, the

Comrades Course as the precursor to the CAETC informs,

in an indirect way, the overall

analysis for this period."

7.2.1

Aims: Defending CivilSocietyAgainst The Apartheid State

During this period (1986-1989)

the aims for the CAEP and the CEA revolved around

community support and second-chance
political activists engaged in oppositional

4
5
6

learning. Both had directed their activities at adult
politics.

File, J. (1986)
Paragraph: 3.5.3 and Table 6.3.1
Paragraph: 3.4.3
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7.2.1.1 The Aims Of The CAEP

Between 1986 and 1989 the aims for the CAEP revolved around community support and the
development of black leadership. In this regard the first aim was recorded as "the need to
support students in grassroots community work in order to enhance their capacity to carry out
difficult tasks."

7

This aim was formulated in order to "leave them (community workers)

more able than before to plan and to bring about the kind of society which they want."
Through

supporting

students

in their work

(grassroots

community

organisations)

8

and

increasing their capacity to carry out their difficult tasks, the CAEP aimed to contribute to the
strengthening

of informed community leadership committed to social change.

9

This aim

revolved around the need to strengthen civil society in South Africa in the late 1980s. This
aim of strengthening
the American
company.

io

community leadership was in line with the social justice component of

Sullivan Code to which the

CAEP's donor agency had been a signatory

The role of donor aid in the development of the CAEP is addressed later in this

chapter.11

In order to realise the aforementioned
curriculum

aim, the

CAEP

practices that then served as a way to educate

had

built a

particular set of

grassroots workers so that they

would be better able to "carry out complex tasks". These practices formulated as aims were
based on the assumption that the CAEP as a VCT -based course was well positioned to train
community workers.

It had been envisaged that this training could be used to the benefit of

community workers insofar as it would assist them in their
social change. To strengthen their motivation
university's
institutions.

historical

advantage

Letter from
Ibid.
9 Memo from
:~ Letter from
Paragraphs:
12 Letter from

to donors for funding, the CAEP used the

in order to mark itself differently from other competing

For example, in the motivation for donor aid it was emphasised that the VCT

had been South Africa's oldest university.

7

preparation for bringing about

12

Director of Public affairs, UCT to Director of Readers Digest, dated 10 February 1986.

8

Prof C. Millar to UCT, Dept of EMS dated 7 February 1986.
Director of Public Affairs, UCT to Director of Readers Digest, dated 10 February 1986.
7.2.4, 7.3.4 and 7.4.4
Director of Public Affairs, UCT to Director of Readers Digest, dated 10 February 1986.
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A second aim of the CAEP was the building of "black leadership who had been working in
grassroots

community

organisations

towards

a just and participating

society."

recorded aim was confirmed in an interview with AE7 who had vehemently

13

This

stated that the

CAEP was about getting black students to UCT that had been lily
white ... it was an important way to give (the community) access to
.
. 14
the university.

The CAEP's aims were developed as a way to enable black community workers to access the
university.
state's

This strategy of access was perceived as a way of challenging

racially-based social and political policies of exclusion.

revealed

the apartheid

Towards this end it was

that a distinction had been made between issues of "access" and "entry" to VCT

and that whilst the latter (entry) had been limited to qualifications, it was deemed important
to make the university and its resources accessible to the community.
individuals

in the CAEP,

communities to "mobilise

IS

Consequently,

providing access became one way of preparing individuals
in order to overcome

preparation for a post-apartheid SA."

for
in

social injustice and to work towards the

This view was reinforced in an interview with a

16

community

representative

who stated that the CAEP's

community"

at the time, was perceived as a way of transforming communities.

Through the

engagement with black learners working in "the poor and rural communities

of the Cape" it is argued that the "CAEP
organisations

training in "workshops

for the

17

was able to reach a wide network of people and

involved in educational development work."

18

In this engagement

CAEP

was perceived as fulfilling an important gap in adult and community education training in
the Western Cape by providing access to the resources of the university to the people.
This perception by the course managers

19

was reinforced by a representative of a community-

based organisation that had regularly sent people to the CAEP. The motivation

for sending

people was based on the view that it gave "their practitioners a chance to put their work into
a theoretical frame."

20

13lbid.

Interview with AE7
Ibid.
16 Letter from S. Abrahams to F. Davids, Public Affairs Co-ordinator, Readers Digest, dated June 1987.
17 Interview with CBa 1
18 Letter from S. Abrahams to F.Davids, Public Affairs Co-ordinator, Readers Digest, dated June 1987.
19lbid.
20 Interview CBa 2
14
15
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The practitioners

that the CAEP had targeted

were black

individuals from

grassroots

community organisations in the Western Cape who, as a result of the historical legacy of
apartheid,
CAEP's

did not have access to university courses or resources.
selection criteria effectively

who were working with

21

Towards this end the

promoted access on the part of those

'poor communities'.

black adults

In this regard the CAEP selection criteria had

embraced twin elements, one of which had been individual access for black adults and the
other had been an involvement on their part in community and social justice activities. The
criteria for selection had therefore arisen directly out of the historical political legacy that
manifested itself in the Western Cape in the mid 1980s.

Although the selection grew out of the political and social (that is, educational) legacy, the
CAEP

orientation

Statements

had been

such as

'access'

around

individual,

personal

and political

by the 'poor, rural and disenfranchised'

to the university

resources were prominent themes in motivating for funding for the CAEP.
were

located within a discourse of

development

power

that revolved

advancement.

These themes

around issues of personal

in the CAEP. In this framework it was claimed that community education in

South Africa

had been

taking responsibility

about

"people empowerment,

about reducing dependence,

for one's own learning, and about the transformation

From this perspective

the language of power strongly permeated

about

of society."

the discourse

22

around

CAEP's aims during this period. Towards this end the idea of 'power' was used to denote a
fixed quantity or commodity that existed out there to be 'fetched'.
(from its university
participants.

23

In this regard the CAEP

location) would assume the role of the 'giver'

of power to the

Following from this, the CAEP is perceived as the channel for transferring

this power. This approach to power is based on a view that sees power as a possession in the
hands of some (in this instance the CAEP) while not in the hands of others (in this instance
the students).

However, as identified in Chapter Four, this

approach to power is open to

challenge as it is claimed that power exists everywhere, in micro-situations.
language of the aims for the CAEP during this period (1986-1989)

Thus,

the

suggest a "network

or

24

web of strategic relations" that seek to contradict the apartheid state's policies and practices.

21
22
23
24

Interview with AE7
Letter from S. Abrahams to F. Davids
Paragraph: 4.2.4.2.8
Paragraphs: 4.2.4.2.8, 4.2.4.2.8.1

Readers' Digest, dated June 1987.
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Between 1986 and

1989 the discourse in the CAEP's

aims revolved around promoting a

form of political entitlement for the CAEP participants by encouraging alternative access into
the university.

In the process of mobilising the participants as legitimate users of university

resources, the CAEP had been perceived as a place
endowments amongst participants."

25

that

"promoted ideas of alternative

Towards this end the primary role of the CAEP had

been to give new opportunities to people who had been sidelined by contest and to promote
and legitimise

alternative endowments.

26

The practice of promoting political entitlement for the CAEP learners was enhanced by the
fact that the
earlier.

27

CAEP had not been

structurally linked into the Dept. of EMS as outlined

It had been a unit in the Department, with accountability that geared itself to the

external political and funding environment over and above the departmental and university
structures. In this context it had been able to locate itself in a social-justice framework that
coincided

with the economic imperatives of the CAEP's key donor agency (Dl).

As a

consequence of these political and funding factors, the CAEP culminated into a programme
that resembled a community entity. In this regard it was revealed that:

The CAEP in this period of study
became a community
organisation. They went to a hotel, made banners, they had a great
time. AE7 was particularly good at community building. The
CAEP students saw themselves as a special kind of entrant to the
university which was not quite legitimate. However AE7 was
saying that you are the future, this was a mild subversion of the
university access. 28

In effect the CAEP became a nodal point around which a 'community'
collided with a university (educational) discourse.

(political) discourse

The CAEP became both a site and a stake

for struggle between the co-ordinator and individuals from the Dept. of EMS, all of whom
had different

political histories and institutional

locations.f"

For example, it was claimed

that the majority of the staff in the Dept. of EMS were white and had an academic status
within the institution.

29

Interview with AE2
Interview with AE2
Paragraph: 3.4.1
Interview with AE2
Paragraph: 4.2.4.2.2

30

Interview with AE7

25
26
27
28

30
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The ensuing struggle and collision between the discourses implied that the
educational practice,
expressed

experienced a number of tensions since its inception.

was between the political and educational practices of the

probed around the aims of the CAEP, it was emphasised
a range of community practices,
from their "embodied
is evident that the
develop

CAEP,

CAEP.

that along with

31

tension
When

acknowledging

the CAEP was also a place where people could escape to

activist roles and could actually theorise more deeply."
CAEP's

One

as an

32

From this it

practices focused on educating community leaders on how to

a deeper theoretical grasp of their community activism.

By implication, the CAEP

therefore sought to untie the activists' intellectual bodies from their political-community

roles

and hook them into a theoretical discourse which would then be distilled in the university
setting.

During this first period in the CAEP there developed a number of tensions. First, there was a
tension between a community discourse and an educational discourse.
between the aims originally formulated as "community

A second tension was

support" and its

unfolding as a

struggle for political access of black community workers to a largely white university.

7.2.1.2

The Aims Of The eEA

Between 1988 and 1989 the practices
framework.

for the CEA were formulated within a compensatory

Towards this end it was referred to as a 'Second Chance to Learn' project.

33

The

CEA was motivated as a form of compensatory adult education provisioning for "all those
people who had dropped out of school, (and) for social, political or economic reasons have a
very limited second chance to learn."
both marketing

community

This

This compensatory aim had also been recorded in

pamphlets and university media reports at the time.

practices in this period
learning'.

34

35

Hence the CEA

was one that was constructed within a discourse of 'second-chance

'second-chance

learning' discourse

that nested

itself with the idea of

access found favour in a university environment that by the 1980s had begun to

31 Interview with AE2
321nterview with AE2
33 UWC,CACE,
Funding Proposal (1986).
34lbid.
35UWC News (June 1987);

UWC Bulletin (8 February 1988).
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openly

challenge

the legitimacy

educational admissions

and control

that the apartheid

state exercised

over

policies for universities.

The climate of resistance against the state,

in particular UWC's mission to deracialise its

admissions policy, created the political gap for the emergence of the
context adult community activists

from urban and rural community

CEA.

Within this

organisations

were

targeted as potential learners for the CEA. The aim of the CEA was to target adult educators
from predominantly rural areas who had worked in isolation and did not have easy access to
training programmes
educators were

and supportive networks.

36

It was noted that most of these

involved in different community projects and organisations

those of advice offices, literacy, civics, trade unions and church-based projects.

adult

that included
37

Between 1988 and 1989 the primary aims for the CEA revolved around issues of educational
redress,

of preparing

qualification"

38

people

"who

did

not have the

to access the higher education system.

standard

university

entrance

A related aim was to provide a

qualification in adult education.

The CEA's practices

for this

period (1986-1989)

carried within them two

themes that

nestled with each other. The first was that of enabling access while the second focused on
developing the field of adult education both of which had been perceived as strategies

to

redress the educational legacy for adults in the Western Cape.

Along with educational redress the strengthening
strong component.

lack of skills amongst

organisations (CBOs).

community

leadership,

39

As outlined in Chapter Three, a

especially in the rural areas,

main motivation for sending or recruiting students
skills base of their community.

40

It was emphasised that the

for the certificate

41

UWC, CACE, Funding Proposal (September
Bulletin (8 Februrary 1988).
38UWC News (June 1987).
39 Interview with AE1
40 Interview with CB01
41 Ibid.

37UWC

had been

In the testimony of a representative from a rural community, "sending people to

the CEA had been about leadership building in the rural areas".

36

was also a

It was revealed that an important aim of the CEA during this period was

to strengthen community-based

identified.

of community organisations

1988).
.
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had been to build the

A key element in the formulation of the CAEP and CEA practices was around the notion of
the term the 'community'.

The ways in which this concept were applied by the CAEP and

the CEA during this period are analysed below.

7. 2. 2

The Relationship Between The Certificates And The Community

For the course managers in both the CAEP and the CEA there were similar perceptions of
the term 'community'.

During this period (1986-1989) the idea of the 'community'

was

used in a homogeneous way, to refer to all black South Africans who had shared a common
oppression under apartheid. The approach to the term 'community'

referred to "black people

who had not had access to the resources of the country" .. 42 The defining features of the
concept and practice of the term 'community'
who were

during this period

victims of the apartheid system.

included

all black people

As identified in Chapter Five, one of the

expressions of the apartheid system was to systematically exclude black people from access
to the political and economic resources of the country.

43

As a result there

was a common

underlying principle in the aims of both the CAEP and CEA that was to ensure that at some
point in the future

black people

would have access to the resources of the country.

social change aspect that refracted itself through the overall visioning

The

was to promote unity

amongst all black people who had struggled under apartheid. In the interstices of a highly
polarised

state and civil society,

the CAEP and the CEA developed

as radical adult

education initiatives within relatively protected university bases.

7.2.3

The Relationship Between The Certificates And The University

As described in Chapter Three, the CAEP and the CEA were physically located at VCT and
UWC, in the Department of EMS and CACE respectively.
that did not articulate with the respective universities'

42

Interview with AE8

43

Paragraph: 5.3.3.1

Both had awarded a certificate

qualification
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structure.

The certificates at both universities did not have a qualification status within their university
systems. However, there were individual

differences in terms of the overall status that each

certificate had been accorded at the respective

universities.

been very supportive of developments in the CEA".

44

For example, the UWC "had

The following admission requirements

were agreed to:

A Standard Eight or equivalent qualification, an adequate level of
competency in written and spoken English or Afrikaans and at least
two years experience in adult education or a related field. 4S
Following on from the admission requirements the university administration agreed to confer
the Certificate for Educators of Adults at the university's graduation ceremony.Ï"

Thus the

CEA had the moral support of the UWC's administration during this period.

By contrast, the CAEP was not approved by the VCT administration
ceremonies were conducted inside the department.

and all graduation

The reasons cited

47

were that

the

CAEP did not fit into the educational framework of the university and therefore could not be
given recognition

by the Senate.

48

In this regard it was revealed by a community

representative that from the start it was "quite clear that the certificate awarded would have
absolutely no meaning, in terms of value,
Nonetheless

tensions developed

in terms of recognition by the university".

between CAEP and the university structures around the

issue of lack of recognition by the university. so
towards the community

and

49

as a result became

In this process the CAEP inclined itself
accountable

to a political/community

constituency over and above that of a university constituency.

This ushered in its own set of

tensions

to a political

that revolved

around the CAEP's

accountability

constituency rather than an educational (university) one.

This tension

structures was further compounded by the external funding of the CAEP.

49

UWC, CACE Funding Proposal, dated 13 February 1987.
Circular letter written by H. Van Der Walt in April 1987.
UWC, CACE Funding Proposal dated August 1989.
Interview AE2 and AE7
Interview with AE7
Interview with CB01

50

Interview with AE7

44
45

46
47
48
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and funding

around governance

7.2.4

The Relationship Between The Certificates And The Donor Agencies

As outlined in Chapters Three and Five, foreign aid had come from many different sources
into SA. Examples of foreign government-based
Overseas Development

aid included USAID, the European Union,

Agencies and Scandinavian donors. Besides government-based

aid

there had also been donations from multinational corporations. Some of these companies did
not adhere to the international code of sanctions that was operating in relation to the South
African government.
Sullivan Code

Instead some of these companies bound themselves to the international

that had stipulated criteria

for company practices in SA. The CAEP had

received some of its funding from one such multinational

company

(Dl) who was

a

signatory to the Sullivan code. It was revealed by Dl that the company was governed by a
report that stipulated criteria for involvement in activities such as social justice, community
. and education

in order to keep the "sanction mongers from the door."

SI

In the words of

Dl:

And social justice was just one element of it. At the time, when we
were involved with the CAEP we had something like 120 projects.
The CAEP was one of the larger projects and in fact it was for a
couple of years the largest single donation that we made. 52
Besides getting involved in what was "sweat equity",
Code

included

a further criterion

of the Sullivan

the promotion of staffing practices within the projects that reflected the

demography of SA.

Consequently Dl funded the CAEP because there had been a "black

community person running the programme".
of the' programme that consisted of people

A second reason was the innovative approach
whose "education

them in the traditional sense for access to a university."

S3

would not normally qualify

From the perspective ofD1

CAEP therefore provided access for those who had not completed their schooling,
opportunity for a university experience.

S4

the curriculum issues had included skills to negotiate with the police and intervention

51
52
53
54
55

to the

A third reason for funding the CAEP was

"subject matter" of the programme. ss A further motivation for funding the CAEP

Interview with 01
Ibid.
Ibid.
Ibid.
Ibid.
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the

the

was that

skills.

It was also revealed that the collaborative approach to learning adopted in the
.
57
With this type of course content it was revealed by Dl
course was a fu rt h er attraction.
56

that they had been able to satisfy the Sullivan code's criteria of contributing to social justice
in SA. 58

According to Dl

subsidising

the CAEP

became one way of

lobbyists that the Dl was making a difference in SA"
of community workers and community organisations

.59

"telling the anti-sanctions

Moreover, with the representation

on the CAEP, it was claimed that Dl

could use the CAEP:

as a sounding board for a lot of things. In this way we became involved with
organisations, and consequently found the programme invaluable in terms of
making contacts and getting insights into the community'"
For the Dl the CAEP was an inroad into communities and community organisations which,
enabled

them to justify

themselves to the anti-sanctions lobbyists.

61

Besides the contact

through funding the CAEP, it was revealed that more meaningful contact was made through
the participation

of the Dl project worker as a student

on the CAEP course.

62

In an

interview it was stated that the impulse for participating in the course was the need to "make
an honest assessment of the course".
was "unbelievable"

63

This experience on the CAEP was cited as one that

and was found to be very useful in terms of influencing perspectives of

what the community required and of how one dealt with community people.

64

it was claimed that getting insights into communities had enabled D1to
around funding.65

In this regard

make decisions

It was further revealed that Dl got a great deal out of the programme,

more than they had anticipated.

Eventually it had an influence on how they operated their

major social responsibility programme.

In the words ofD1:

Through that course an understanding was developed around a range
of communities and programmes which really helped us much. 66
56
57
56
59
60
61
62
63
84
65
66

Letter by S Abrahams to F.Davids, Project Co-ordinator, Readers Digest, dated June 1987.
Interview with 01
Interview with 01
Ibid.
Ibid.
Interview with 01
In 1986 01 registered as a CAEP student.
Interview with 02
Interview with 02
Interview with 02
Interview with 02
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While the CAEP had been funded by an American multinational company based in SA that
had sought to "keep the sanction-mongers

from the door", the CEA had been funded by an

American Foundation.

As highlighted in Chapter Five, a number of international
. to community-based

organisations

in SA.

67

donor aid agencies channelled aid

In the USA there were a number

of

philanthropic funding trusts that had worked towards the strengthening of civil society. The
CEA had benefited from one such body (02)
that supported

that was a private, philanthropic organisation

programs for charitable purposes throughout the USA as well as on a limited

geographical basis, internationally.

It was revealed that the

68

first grant that D2 ever made

69

to SA was to the CEA and that was in 1988.

In an interview with D2 it was stated that the CEA initial grant had been made with the
motivation of wanting to see if there were ways that the foundation could support community
development leaders in SA.

A related motivation for funding the CEA had been to "see

whether the D2 could develop a programme in SA".
therefore part of an exploratory/reconnaissance

70

The grantmaking to the CEA was

strategy which then crystallised

grantmaking criteria for programmes SA in the 1990s.

71

into focused

This reconnaissance had been part

of D2' s strategy of strengthening the non-profit sector as a means of promoting peace.

It

was emphasised that D2's South African exploration had been about promoting social justice
in this first period of grantmaking.

The reasons for supporting the CEA had therefore been

part of an overall strategy to see whether D2 could
programme in SA as it had been doing in Eastern Europe.

Consequently

develop a formal development
72

for D2 the community and the rural base from which a number of the CEA

learners were recruited, were attractions over and above access to university education.

Since

the CEA learners were located strategically at the interface of the apartheid state and extra parliamentary politics, it was therefore aligned with the D2's policy criteria of strengthening
the non-profit sector internationally.
67
66
69
70
71
72

It was revealed that the kind of criteria that D2 used

Paragraph: 5.3.2 see also Paragraph: 3.2.1.4
Interview with 02
Ibid.
Ibid.
Interview with 02
Interview with 02
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had "not been adult education but instead
phase".

had been community development

in this first

73

For both donor agencies, a key criterion for funding and supporting the respective certificate
programmes was the fact that it had serviced and worked with adults from the 'community'
who had been involved in various aspects of challenging
apartheid structures and policies. While for Dl
economic, D2's

funding

and contradicting

some of the

the funding impulse for the CAEP had been

impulse for the CEA had been politically

altruistic,

that

IS,

promoting social justice through strengthening the non-profit sector.

Concluding Comments: In Defence Of Civil Society

7. 2. 5

The educational practice for the CEA during this period embraced compensatory
On the other hand, for the

CAEP it had embraced

political supportive

elements.

elements.

practice had been shaped and influenced by the local and institutional specificity

Each

as well as

the way in which individual actors made meaning from the political and social environment.

It is apparent that the statements for the CAEP's aims were politically more radical than the
CEA's

compensatory

aims.

In this sense it is important to note that in the context of

heightened state repression in the late 1980s in SA, the kind of radical
the CAEP's

aims were permissabie

within the walls of the UCT,

white English speaking institution, was insulated
Alongside
political

in ways

that would

that, as a historically

from the state's repressive

this, the economic needs of the donor agency
legitimacy

statements around

necessitated

"keep the sanction-monger"

strategies.

the purchase of
at bay.

The

combination of these ideas (around institutional protection and the political needs of donors)
were co-ordinated and ordered by a black male CAEP actor in a politically
Towards this end the social and political issues from the 'community'
radical social justice educational programme.

meaningful way.

were translated

into a

Moreover, this radical form that the CAEP

assumed at the time had been facilitated by the structural location of the CAEP programme in
relation to the Dept. of EMS. The fact that the programme was not structurally linked to the
Department had provided AE7 with the leeway to engage in political innovation, with donor
support.
73

Interview with 02
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In contrast to the CAEP,
radical.

the

CEA in this period had developed aims that appeared less

These compensatory statements around the aims can be explained by the fact that

the UWC, along with other historically black universities, while in theory had institutional
autonomy, had not been protected in the same way as the historically white universities.

It

experienced in a more direct way, the repressive nature of the apartheid state in the 1980s.
For example, a number of academics and students at UWC had been in the forefront of both
insurrectionary
foregrounded

and oppositional forms of political activity in the 1980s.

The CEA

thus

the educational redress statements as a way of insulating it from the state's

repressive activities.

Moreover, the fact that the CEA from its inception sought to integrate

into the university's

system meant that from the start it constructed its discourse in more

overtly educational rather than political terms. The combination of these ideas around less
institutional protection as well as the anti-apartheid

political agenda of UWC,

ordinated and ordered by white women actors in an educationally
social and political

issues from the 'community'

were translated

programme that sought educational redress for community workers.

were co-

meaningful way.
into

The

an educational

Although educational

redress had been the formulated and public statements, the curriculum practices had been
systematic and highly politicised.

The latter is analysed later in the study.

Both the CAEP and the CEA had social change and transformation
aims during this period.

However,

goals implicit in their

whereas for the CEA the transformative

refracted through a bridging educational

framework

that

sought to

element

was

make up for lost

schooling (hence a second chance to learn), in the CAEP the refraction was through a social
justice framework.

This social justice and political redress discourse that had characterised

the certificates' practices in the late 1980s, underwent a shift in the early 1990s, being fixed
by a different set of political conditions.

7.3

This is addressed below.

The Certificates Under Negotiations: 1990-1993

This period (1990-1993)

began with the legalisation of political activity in South Africa and

the beginnings of the negotiation processes amongst different political parties. As outlined in
Chapter Three, this context witnessed the

opening

of political spaces. For example, a

number of political organisations that were previously banned were able to function publicly.
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Furthermore,

this period witnessed civil society organisations

various ways.

This process of negotiations

74

created

engaging with

favourable

the state

conditions

in

for the

certificates to continue to locate themselves at the intersection between the state and civil
society.

The process of

negotiations

In

South Africa had created political conditions

of flux,

uncertainty and permeability. The stark polarity between the state and civil society that was a
feature of the previous phase, was replaced by a more reconciliatory modus operandi between
the two social forces (state and civil society).

It is important to note that this period is

marked by the establishment of the CAEC.

7.3.1

Aims: Building Civil Society

It was within the context of

negotiations and mediation between civil society and state

structures that the aims for the three certificate programmes were formulated. Towards this
end the aims were geared towards the building of civil society.

The Aims

7.3.1.1

0/

The CAEP

This period (1990-1993) in the CAEP opened with the aim of "developing an understanding
for community development".
approach

75

In this aim there was a strong focus on a team training

using the Paulo Freire method as contained in the text

called Training for

Transformation."

Towards the latter part of this period (1990-1993) the aims for the CAEP have been recorded
as "providing

community

workers,

qualifications for university study,
of adult education
practitioners."

74
75
76
77

77

particularly

those who did not have the formal

the opportunity to reflect on their experience in the field

and community

development

in order to

become

more effective

Towards this end the concept of reflective practitioner is deployed.

Paragraphs: 3.2.2.1 and 3.3.2.1
UCT, Dept. of EMS, CAEP Evaluation Report (1994).
Ibid.
UCT, Dept. of EMS, CAEP Annual Report (1991).
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Further

recorded aims include the "development
with a focus on adult education".

of an understanding

of community development

78

In the early 1990s the aims of the CAEP had two specific features both of which had been in
tension with each other.
the CAEP had
development.

The one was the development of a reflective practitioner to which

begun to orient itself.

The second aim was

79

The latter embraced a team training

of transformation

to promote community

approach premised on the Freirean ideas

and social change. These two aims were in tension insofar as the first aim

(reflective practitioner) oriented itself towards the educational, whilst community education
had been towards

political empowerment

(in an individual

sense).

In both aims,

the

manifested in the first period,

was

individual was seen as the source for change.

This tension between the political and the educational
deepened in this period.

This tension was reflected in the selection criteria.

that in the period after 1992 the selection of learners onto the CAEP
80

It was stated

"was a difficult one".

Whereas in the first phase, the CAEP had selected those adults who were involved in

political and social justice projects in communities, the second phase brought into sharper
focus the organisational

linkage. Emphasis was placed on community-based

organisations,

with deliberate efforts being made to form linkages with organisations. Towards this end a
researcher was brought in to do some of the organisational follow up.

81

It was revealed that

at the time within the CAEP there was a need to develop a clearer sense of organisational
needs. In this regard the relationship between the CAEP curriculum and work practices was
deemed to be important.

As a result there was interest in how the course work

ploughed back into organisations.

would be

82

7.3.1.2 The Aims Of The CEA
During this period the aims for the CEA had two features.

The first feature was to enhance

the formal aspect of training, and the second focused on the strengthening of CBO structures.
Towards this end it focused on "advancing the systematic training of adult education and
78

79
80
81
82

UCT, Dept. of EMS, CAEP Evaluation Report (1994).
Interviews with AE2 and AE7
Interview with AE8
Interview with AE8
Interview with AE7.
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development workers both through long term training programmes".

83

A further feature was

to build an ongoing, effective training support service to practitioners in the rural and urban
areas through resource provision and continuing education of varying kinds.
revealed

that during this period

development,

a related

aim was to

"strengthen

especially those of grassroots based CBOINGO structures".

The practices in the CEA were thus to advance the systematic training
This period witnessed moves towards a formalistic approach
through discourse markers
educators'.

such

'systematic training' and

84

It was

organisational
8S

of adult educators.

for the CEA as was indicated
the 'formal training of adult

Whilst the discourse embraced a formalistic approach, there continued to be a

strong emphasis on 'alternative learning and teaching methods' as well as the 'development
of competent adult educators'.

86

This systematic approach to training had been reflected in

the selection criteria, that by this time had begun to foreground the training aspect of the
candidates' work practices.

For example, those applicants with a training background were

given a higher rating compared with those without a training background.
in this period oriented itself to

promoting

87

Thus the CEA

a systematic approach to the training of adult

educators, namely, one that linked community practices to a professional field.

7.3.1.3 The Aims Of The CAETC

This period witnessed the formal establishment of the Community Adult Educators Training
Course (CAETC) at the University of Natal-Pi eterma ritz burg. The aims for the CAETC were
to contribute to building the capacity ofNGOs and CBOs in the regions of Pietermaritzburg
and the Natal Midlands through the training of community educators who had worked in
organisations.

88

This, it was argued,

would be achieved through the "development

of the

education and training skills of community workers including Zulu speaking community
educators."

89

Towards this end it was

envisaged that the community workers

understand both their roles and functions in communities and community organisations.
83 UWC,
84lbid.

CACE, Funding Proposal dated 1992/1993.

85lnterview with AE1, AE4
86 UWC, CACE Annual Reports (1990); (1991).
87 Interview with AE4
88 UNP, CAE, CAETC Evaluation Study (1992).
89lbid.
90

Ibid.
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would
90

During this period the CAETC's

aims were thus

to enhance the education and training

capacities of community workers in order for them to effect change in the organisations that
they worked.

Towards this end it was revealed that the aims of

essentially educational-political,

the certificate were

as a tool to make change in the community more effective."

In this regard, it was revealed, the aims focused on capacity building

for organisations in the

. narrow sense that would then translate into the community struggles in the broader sense.

The element of social change was

foregrounded

in the CAEC's practices.

·92

In this sense

there was a strong emphasis on the promotion of democratic values that would encourage
and permeate other sectors.

93

Towards this end it was stressed that the CAETC was about:

Helping people to do things on their own, not depending on other
people ...to be empowered to do things on their own, not to depend on
NGOs, working with people to be independent, empowering people to
have different ways of doing things, to be self-sufficient. Some NGOs
train people, but don't train them to do things on their own in
general. So the aims were to make communities more independent."
This notion of self-reliance was thus refracted through the educational-training
Effectively therefore, enhancing the capacity of individuals
build organisational

was perceived as a means to

capacity, to "advance the people's movement".

95

This approach was

reflected in the selection criteria that had stressed organisational affiliation.
to note that this stress on organisational affiliation in this period,

admission.

to be an emphasis placed on CBO/NGO

96

It is important

was a continuation of a

pattern evident in the selection criteria for the earlier Comrades Course.
there continued

component.

involvement

It was stated that
as

criteria for

As such, where individuals entered without a prior organisational link the staff at

the Centre attempted to forge the link.97 For example, it was revealed that "in cases where
individuals for
one".

some reason were not attached to an organisation,

98

Interview with AE3
Interview with AE3
93 Interview with AE9
94 Interview with AE10
95 Interview with AE3
96 Interviews with AE3, AE9
97 Interview with AE3
98lbid.
91

92
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they were attached to

Although there continued to be a premium placed on a CBO linkage as an important

criterion

for selection into the CAEC, this approach to selection experienced a bit of a rupture with the
onset ofa new set of political conditions in 1990. In this regard it was revealed that:

Feb 2 suddenly loomed so we noted the developments at that point
and tried to understand what it was we could do to work for change,
train people to train others. 99
Consequently access to the CAETC was opened up to "those organisations beyond those that
the Centre would normally have engaged with".

100

For example, students with a training

background were selected from parastatal organisations. It was claimed that these students
were

selected on the basis of their genuine interest

courses.

101

and need to acquire the skills

Moreover, their candidacy for the CAETC had been enhanced

had been working with communities.

to run

by the fact they

102

Although emphasis was placed on 'training' there developed
aspect of training and the overall social and political aims.

a tension around the individual
In this regard it was reiterated a

number of times in interviews that the personal development aim had "not been in terms of
empowering
political".
105

104

an individual to further their

career"

103

but was

social and

It was stressed that the "former had been incidental to the aims of the latter".

Towards this end it was revealed that the political-organisational

over the personal development aims.
political

"essentially

had been apparent

The tension

since the CAETC's

aim was foregrounded

between the individual and the socialinception.

For example, it was revealed

that in the initial formulation, the CAETC was "sighted as an access point, being formulated
in relation to the university demands of the Diploma in Adult Education't.l'"
individual development

99
100
101
102
103
104
105
106

Thus the aim of

as an access course was in tension with the social-political aim.

Interview with AE3
Interview with AE9
Interview with AE3
Interview with AE3
Mackie, R. (1995)
Interview with AE3
Interview with AE3
Mackie, R. (1995)
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7.3.2

The Relationship Between The CertificatesAnd The Community

In the second period (1990-1993) the theme of a homogeneous black community identified
during the first period
'community'

was challenged in the early 1990s.

Whereas previously the term

was taken to refer to all black people, in this period a much more critical view

of the term was adopted in all three programmes.

This shift is discerned in relation to both

the selection criteria as well as the curriculum practices.
the selection criteria, the concept of 'community'

Toward this end, with regard to

is broadened out, and delinked from only

those traditional resistance CBOs. For example, during this period, in all three certificates,
learners were recruited from a wider base.

A number of learners were

recruited from

organisations that extended beyond the narrow resistance-based organisations. In this process
the selection criteria was widened to include those of individuals involved in more narrowly
defined education and training practices from within
institutions.

state, civil society and private sector

This shift in the selection of students occurred

in a political climate that

witnessed the closure of a number of resistance CBOs, that initially formed the

base (or

constituency) from which the learners were selected.

7.3.3

The Relationship Between The CertificatesAnd The University

During this period (1990-1993) all three certificates

were involved in ambiguous relations

regarding their location at university.

It was

claimed that the relationship

CAEP and the university had 'become

awkward' during this period.':"

between the

For example, it

was revealed that from the 1990s onwards, the CAEP had become difficult to manage due to
the tensions between political and educational accountability
was

argued that the

"maintenance

systems.

of the political boundaries

In this regard it

in the CAEP

maintenance of political accountability became impossible to manage".
it was claimed that decisions needed to be made around the

108

109

Towards this end

dual systems of accountability

that were geared on the one hand, to a university and on the other hand,
constituency.

107
108
109
110

Interview
Interview
Interview
Interview

110

and the

It is evident that this period (1990-1993) was one in which

with AE8
with AE2
with
with AE2
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to a political
the CAEP's

managers

experienced

(political)

systems.

a tension

between

accountability

In this period the CEA continued to function
university and the 'community'.
recognition

and community

in an ambiguous relationship with both the

While the first period focused on struggling to get symbolic

for the CEA inside the university,

professionalising

to educational

the second

phase

focused

more

on

and systematising the CEA in anticipation of a proposed university-based

adult education qualifications
for itself a professional

framework. At the same time as the CEA attempted to forge

adult education

identity that conformed

with the educational

frameworks of the university, claiming its place within the university had become difficult. It
was noted that:

I remember this period, when staff had to do a lot of running
around; there were moments when we had to fight to assert for the
certificate's legitimate place at the graduation ceremonies. 11J
From what had been a more easily defined relationship between the CEA and the university
in the first period, developed in the early 1990s into one that was ambiguous and uncertain.
This was exacerbated by the snift in staffing personnel in the university administration.

112

As a result it was required of CACE to keep explaining to the new personnel at UWC that
the graduation ceremony arrangements included the CEA students.

On completion

of the CAETC, students were awarded a departmental certificate in Adult

Education and Training.

The CAETC certificate had "a university stamp on it".

revealed that the university did not have a problem giving
recognised as an official university course.
non-formal

113

course

115

114

It was

a certificate, although it was not

It was further stressed that the CAETC as a

had not been part of the university's

formal qualifications

structure.

Towards this end it was stated that there had been attempts in the Centre to articulate the
CAETC's certificate
the Diploma.

with progression into a further qualification in adult education, that is,

However, this was unsuccessful

as the CAEC's certificate did not lead to a

formal qualification.

111
112
113
114
115

Interview
Interview
Interview
Interview
Interview

with
with
with
with
with

AE1
AE1
AE1
AE3
AE3
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Thus in all three instances the certificate awarded at the end of each of the courses did not
integrate with the universities'

7. 3. 4

qualifications

structure.

The Relationship Between The Certificates And The Donor Agencies

This period (1990-1993)

witnessed the beginning of a substantial shift in the allocation of

funding resources for the CAEP by its main donor.
donor, Dl, driven by economic imperatives,
closely.

116

From the 1990s

the CAEP's

mam

started to monitor the programme very

The early company policies of the Dl had begun to shift.

The changing policies

around international sanctions, and changes in American legislation in 1992-1993 meant that
the

DI

as a company could focus more on policies that made "business as opposed to

political sense".

117

In this period the D1's focus as a company had changed with its funding

policies locating itself within the context of business imperatives. In this regard it was noted
that:

... we wanted projects that would have far more direct impact on our
business and the market we were approaching, actually building the
brand name, which CAEP did not do. 118
The need to reposition the company on the basis of business sense coincided

with shifts in

the CAEP, one of which had been that affirmative action was no longer being applied
managerial structure

of

Sullivan Code, encouraged
However,

the CAEP. As identified earlier,

the Dl

in accordance with the

this practice, using it as one criterion for funding the CAEP.

this was only one factor that influenced the shift in funding policy.

revealed that there were other shifts in the CAEP, one of which included
changes.

In this regard it was noted that:

I think the subject matter had changed, because we had no longer
gone through the whole conflict resolution, because SA had changed,
we had come through a whole metamorphosis the curriculum of the
programme had changed, to be more to the point, it wasn't politically
incorrect anymore, you know what I mean? It was no longer a social

118

Interview with 01
Ibid.
Interview with 01

119

Paragraph: 7.2.4

118
117

in the
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119

It was
curriculum

justice programme, which was the reason that we had initially funded
it. 120
A combination

of factors in the 1990s contributed to the Dl

away from the CAEP.

shifting its focus for funding

It was no longer subject to the vagaries of the "sanction mongers"

that, through the political legitimacy of the CAEP, they were able to keep at bay.
global and national

Both the

political context thus ushered in a set of conditions that enabled Dlto
It is therefore

reposition itself in relation to business as opposed to political imperatives.
evident that Dl no longer required the political legitimacy of the CAEP.

Similarly this period was marked by the beginning of shifts in D2's funding policy.

It was

revealed that the D2's funding for the CEA had been about the building and strengthening of
civil society.121 In this regard, in so far as the CEA continued to target community-based
leaders, particularly

individuals from rural areas, it satisfied the funding criteria for the D2.

Although it was revealed that:

we had not necessarily
come at it (the certificate) from the
perspective of wanting people to increase their ability to earn a
degree necessarily but I mean that could be part of it. We had not
seen the certificate as being tertiary or university education. 122
In this period,

D2 continued to use the criteria of building community leadership, although

from a different angle. Unlike earlier when it had been located in a social justice framework,
during this period it began to be located in the promotion of democracy framework.

The shift occurred in the context of D2's
to SA.

physical relocation of its offices from the USA

It is important to note that D2's first grant to the CEA had been

offices in Michigan,
D2' s relocation.

USA.

Thus, the thinking around shifts in the policy coincided with

This period ended

additional piece" within the D2's

It was revealed

made from the

with the CEA becoming a

"special

initiative or

overall funding criteria. 123

that the funding for the CAETC had been facilitated through small grants

that had come from different donor agencies that included those of an Embassy
120
121
122
123

Interview
Interview
Interview
Interview

with
with
with
with

01
02
02
02
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and an

American

company that had withdrawn from SA in accordance with their country's foreign

policy regarding economic sanctions.

124

In respect to the latter, money was transferred into

a trust that was used to award grants in SA. It was noted that one of the criteria was adult
education programmes and activities.

125

Since the CAETC in this period had located

curriculum content within an adult education framework, it effectively

qualified for funding.

In this period the CAETC's funding base was diverse, as it was awarded
variety of donors.

7. 3.5

its

small grants by a

126

Concluding Comments: Building Civil Society

During this period the CAEP's

alms continued to have a political

feature through

its

community development approach. Although, as revealed, this approach was in tension with
the educational approach that the departmental

staff wished to encourage. As highlighted

above, the community education approach was

in tension with the emerging educational

approach. However,

towards the end of this period, it was apparent that the tension between

the dual accountability
made to

systems began to be resolved. By the end of 1993 the decision was

shift the accountability to the university through the establishment

of

a "new"

certificate. This will be addressed later.

During this period the CEA had begun to consolidate the formal aspect of the programme
with a focus on the systematic and professional
workers from grassroots CBOs and NGOs.

training of adult education and development
These two aims of individual (professional)

development and political (the building of CBOs) continued
period. In this regard

to wrestle with each during this

less emphasis was placed on the community-organisational

aspect of

the CEA with more emphasis on the academic and individual growth aspect.

The CAETC on the other hand, foregrounded

the political-community

aim over and above

the individual growth aspect. As highlighted earlier, the political aim was recorded as the
primary one for the newly established CAETC. In this period, the focus in the CAETC was
around developing the educational

125

Interview with AE9
McKinstry, A (1990)

126

Interviews with AE9 and AE3

124

abilities of students who in tum would strengthen the
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capacity of community-based organisations.

The primary goal was thus to build the 'people's

movement'

CBOs.

through the enhancement

organisations

127

This principle of building community

was located against the backdrop of the escalating violence that characterised

the Natal-Midlands
Three.

of

region in the period immediately after 1990, as outlined in Chapter

As shown earlier

affiliated organisations.

there continued to be conflict between Inkatha and ANC

In the opinion of this study,

the CAETC sought to 'enlighten'

learners in a way that could enable them to contradict the practices of the omnipotent Inkatha
organisation that had pervaded, for example, community development projects.
principles

on which the CAETC were based between

opposition to one of the apartheid's state's

1990-1993

128

Hence, the

continued

to be in

strategies, namely, repression as it was expressed

through the local government structures in KZN.

During this period (1990-1993) while the CAETC was explicitly and overtly political, in the
CAEP, the political element came under pressure. In this regard it was claimed that within the
department there had been a perception that the CAEP had "moulded students" or, as in the
words of AE7, "it was seen to be indoctrinating
sought to build the professional-individual

During this period (1990-1993),

students."

On the other hand the CEA

element of the programme.

the political conditions had been such that there was an

opening up and legalisation of political activity nationally.

The process of negotiations

heralded in a political climate whereby the initial dichotomy between the oppressor and the
oppressed became blurred.
'community'

In other words the traditional

and 'the state' no longer held.

political polarisation

of

the

These conditions were reflected in the CAEP

and the CEA insofar as the social changes that shaped the programmes had begun to include
elements of reconstruction and development. Although it was revealed that in the CAEP "it
was no longer clear what they had been training people for".

129

This trend was exacerbated

by the fact that students had begun to be recruited from non-traditional

organisations.

The

traditional base for these certificates had begun to be eroded.

However, while the selection of students from a non-traditional CBO base had also been a
trend in the CAETC, it existed alongside a strongly political mission that was to advance the

:~: ~:~:~~:~~:3/2~11
129

Interview with AE8
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community struggle. It is evident that the

local political context had been a vagary

that

shaped the CAETC at this point. As was outlined in Chapter Three, the Natal Midlands was
a region that

resembled a low scale civil war.

130

Regional political specificities therefore

shaped and influenced the political nature of the CAEC.

This period ended with the CAETC as strongly political
at VCT

the CAEP's accountability

university-educational
professionalise

7.4

system had been

framework.

Finally

the

in orientation.
transformed

CEA

On the other hand

from

continued

to

a political to a
systematise

and

itself in anticipation of an adult education qualification.

The Certificates Under Fragile Democracy: 1994-1996

As outlined in Chapter Three, this period witnessed the dawn of democracy in SA, signalled
by the national and local elections as well as the adoption of a new constitution.
this period the formal structures for

131

During

political democracy had begun to be put in place, a

process that included the promulgation

of laws that laid the foundation for a democratic

society. These included the promulgation of the NQF as an integrated education and training
framework for all South Africans. This was outlined in Chapter Three.
of these processes, the certificate programmes
with the

new educational framework.

132

As a consequence

began to develop possibilities for articulating

Various

policy options were explored for the

certificates as a potential access point into an adult education qualifications hierarchy.

7.4.1

133

The Aims: In Anticipation Of Formalisation

This process of democratising

South African society created favourable conditions for the

certificates to begin to prepare the ground in anticipation of integrating into a formal system.

This period (1994-1996)

witnessed

which time the planning

130
131
132
133

Paragraph:
Paragraph:
Paragraph:
Paragraph:

the CAEP being

for the new Certificate

run for the last time in 1994, during
in Adult Education

3.2.2.1
3.2.3
3.3.3.3
3.3.3.2
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Training

and

Development

(CAETD) was in progress.

The following section addresses itself to the aims

for the CAETD.

7. 4.1.1

The Aims Of The CAETD

During this period,

CAETD's

aims had been for

"an initial professional

education for

practitioners with work experience in adult education, community development, or workplace
education and training, but who had not been able to access formal tertiary-level

study".

134

In this period the aims for the CAETD were very explicitly around 'access' and formalisation
both of which are premised on the ideas of redress and equity.
revealed that

the "aims of

Towards this end

it was

the CAETD spoke very explicitly to a professional ising and

educational discourse, one that sought incorporation into a formal university qualifications
system".135

The CAETD was also viewed as an initial, access point into a qualifications'
practitioners whose work experience included an educational

component.

structure for

Towards this end,

the CAETD extended its broader engagement with students from a variety of institutional
contexts such as companies, university settings and banks.

136

It was further claimed that the

language used to select these kinds of learners revolved around the idea of a development
worker.137 In this regard it was further revealed that the selection criteria "lent itself more to
identifying the roles and functions of a development
community, state and private sectors.

138

worker"

who were working in the

Effectively the CAETD was envisioned as a first

step in the hierarchy of an adult education qualification structure.

7. 4.1. 2

The Aims Of The CEA

The aims for this period were a

continuation from those of the previous period.

continued to be an emphasis on the formal ising aspect of the CEA.

There

In this regard the CEA

focused on the need to "advance the systematic, professional training of adult educators,
UCT, Dept. of EMS, CAETD Funding Proposal (undated).
Interview with AE2
136 Interview with AE8
1371bid.
136lbid.
134

135
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trainer and development

practitioners in rural and urban areas through the provision of a

variety of (short) and extended professional training courses in the Western and Northern
Cape Provinces."

This professional ising discourse

139

documents written

was also evident in a number of

at the time. For example, in a document that motivated for funding for

staff exchanges to international institutions, it is argued that certificate (and Diploma) courses
at CACE were professional adult educator, training programmes
. urban community, NGO, or parastatal organisations.

The implications

of

professional ising

for those from rural and

140

were also the subject of

implications for selection criteria were discussed.

141

meetings where

In this regard research was conducted

into aspects such as school leaving levels of the certificate learners.142
previous periods, this period witnessed
matriculation

certificate

university-based
matriculation

an increasingly

applying for the CEA.

143

discussions around the implications

level.

144

the

In relation to the

larger number of students with a
All of this had required

further

of shifting the selection criteria to a

In the context of these discussions, this period witnessed a slight

shift in the selection of students onto the CEA favouring those students with a matriculation
certificate.

7.4.1.3

The Aims Of The CAETC

The general practices for this period

echoed

those of the previous period insofar as it

focused on "capacity building for NGOs/CBOs through the training of community educators
who had worked in organisations".
the capacity of
situations.

145

The recorded aims continued to focus on developing

people to work effectively in adult education training and development

It is important to state that this period continued

democracy in communities and organisations.

139
140
141
142
143
144
145
146

to emphasise the promotion

146

UWC, CACE, Funding Proposal (1995)
Letter from UWC, CACE to the British Council Academic Links Programme, 21/4/94
UWC, CACE, Certificate Minutes, dated 15/3/95 and Memo dated 17/3/95
UWC, CACE, Internal Memo, dated 23/3/95
It is important to note that these students were younger than previous students.
This researcher had engaged in discussions with the Academic Planners from \.JoNC & UCT.
UNP, Centre for Adult Education, Funding Proposal, dated 4 April 1995.
Interview with AE10
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of

The CAETC's

focus on community/political

development was in tension with the aim of

individual advancement. As indicated above, the aims for this period were geared towards
social development and the promotion of democracy in communities.
is claimed that the CAETC's aim in this period was also
expressed

On the other hand, it

about individual advancement,

either as an access point to formal education or as the acquisition of skills

students to "start their own NGOs".

147

was about "economic empowerment".
uneasily between political-economic

With regard to the latter it was revealed that the aim
In this sense the discourse for the CAETC shifted

148

and educational frames.

The CAETC at the start of this period of study, therefore appeared to slip between
(that is, organisational)

for

a political

and an educational frame. In slipping between the two frames its

underlying principles continued to be based on the notion of social change. However, unlike
earlier when social involvement was based on the principle of political empowerment,
period the CAETC's social change

focus was mainly on "economic empowerment

in this
aspects

such as starting projects, conducting fund-raising, equipping communities with the skills to
start their own NGOs.

,,149

This perspective on economic empowerment was a very strong

theme in an interview with AlOin which it was stressed that liberation was not only about:

people beingfree politically but included economic empowerment.

Towards this end it was revealed that the CAETC's
on their own, that is, to "become self-reliant".

lSI

alms were to help people to do things
This notion of promoting self-reliance

and independence was significant in a climate of unemployment.
unemployment

rate in the Pietermaritzburg-Natal

influenced the selection of students.

IS2

ISO

It was stated that the high

region was an important

factor that

For example, a number of unemployed adults were

selected into the CAETC during this period.

7.4.2

In this period
147

The Relationship Between The Certificates And The Community

the idea of the 'community'

is further critiqued.

Interview with AE1 0

148 Ibid.
1491bid.
150

Ibid.

151 Ibid.
1521bid.
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It is no longer perceived in

terms of a homogeneous
perceived

In

concept.

Instead in all three certificates the term 'community'

a more pluralistic way.

is

Towards this end the students selected were not

perceived as coming from a homogenous black community, but instead were located in
multiple terms. These views were expressed through the selection criteria in so far as from
the 1990s

onwards there

was

an engagement with a wider base of adults that included

those in the private sector.

7.4.3

The Relationship Between The CertificatesAnd The University

During this period the earlier CAEP was
Department had successfully
1994 the UCT's

replaced by the CAETD.

By this time the

acquired formal accreditation from the university.

Council approved the Senate's

proposal

In July

IS3

for the introduction

Certificate in Adult Education Training and Development (CAETD)

of the

with effect from 1995.

The approval was subject to factors such as the course being externally funded, sufficient
student numbers as well as an academic planning and financial review.

IS4

The CAETD thus

shifted to an educational framework within the boundary of university accountability.
educational shift was reflected inthe first formal and documented curriculum.

This

ISS

During this period the CEA's earlier position in the university that was identified as being
in a state of ambiguity

further deepened.

This condition was manifested in the

fact that

staff spent much time trying to assert its legitimate place at graduation ceremonies.
political conditions at the UWC had also shifted.
more development

The

In this process there were increasingly

projects that had mushroomed at the UWC. This in effect placed further

pressure on the administration around the certificate awards, since these projects wanted the
UWC to award

certificates at graduation ceremonies.

Furthermore the senior leadership

who had initially been patrons of the CEA had left the university.

With the shift in personnel

combined with the fact that the CEA was not integrated into the administrative

system, it

meant that "old stories kept having to be retold", in order to remind the administration of the
place the CEA held in the university.

IS6

The shift in the political context at the

placed more demands on staff who "had to work very hard to stay in the same place."
153
154

UCT Memo, from Academic
Ibid.

155
156

Since the CAEP's inception up until 1995 there had not been a systematically
Interview with AE1
Interview with AE1

157

Planning Dept. to the Dean, Faculty of Education,
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dated 29 July 1994.

documented

curriculum.

UWC
IS7

During this period while the CABTC continued to award a university-stamped
there had been signs of tension around the nature of the certificate.
increasingly

being questioned by

certificate,

lts non-formal status was

students, most of whom had by this time, come in as

individuals rather than with an organisational-political

linkage.

In this regard it had become

increasingly apparent that the CAETC had become attractive as an access course, for people
who had an involvement in an NGO, but who were unemployed and therefore perceived the
course as an
tracking

avenue that "will increase their job's worth".

Moreover, through informal

of past students it emerged that a number of people had been employed in social

development structures. For example, it emerged that a number of past students had got jobs
IS8

It was

evident therefore that there was a linkage between the CAETC and career mobility.

In the

as field workers in the local municipality as well as in development

words of AB3 it was apparent that the CAETC had 'cash value'.

agencies.

In this context the non-

formal nature of the certificate came under scrutiny.

The Relationship Between The Certificates And The Donor Agencies

7. 4. 4

The CEA was not only subject to the changes in the political context at UWC, it also came
under pressure from its main donor agency.

By this time 02 had established offices in SA

and in the process had developed more focused criteria for the funding of projects.
regard it identified three objectives for funding.

These focused on strengthening

In this
the non-

profit sector; promoting democracy education and encouraging women's participation.P"

As

is evident, adult education was not part of the criteria. According to 02 in 1994, the CEA,
did not fit into any of these criteria and so the "certificate became a sort of special initiative
or additional

piece".

commissioned

an evaluation study of the CEA in order to establish the impact that the CEA

160

had on the lives of students.

To support the CEA in finding

161

other types of

funding, it

At about the same time the CEA model was identified by the

Northern Cape Ministry as a potential form of

adult education provisioning

which then

encouraged 02 to continue funding the CEA, albeit in the form of a Western-Northern
partnership.

158
159
160
161

Interview
Interview
Interview
Interview

Effectively in the words of02:

with
with
with
with

AE6
02
02
02
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Cape

1995 may have been the last year of funds had it not been for the
opportunity of sharing that model with another interested
institution. 162
In a similar way the CAEP came under pressure from its main donor agency. The earlier
decision made by Dlto

cease funding the CAEP took effect during this period. The year of

1995 was the last year of DI' s donation to the CAEP. As a consequence,
had been put into fund-raising, as was evident in the records for this period.
process of formal ising the certificate
university's administration.

enormous energy
163

However the

also brought with it some financial support from the

This bridging finance and institutional support was intended to

assist the CAETD with finding external funding.l'"

As mentioned in Chapter

Five, foreign aid had come from many different sources into SA.

Along with foundations and government sponsored agencies there had also been agencies that
sought to promote the field of adult education.
Adult Education

One example was an internationally-based

Association (D3) who funded the CAETC from 1993 onwards.

It was

revealed that one of the reasons for supporting the CAETC was because of its interest in
developing the field of adult education in Third World countries.
support the building of structures (through the investigation
lobbying), training,

and materials development

was revealed that D3 had

16S

Thus, the aim was to

of legislation,

for adult education.

166

advocacy and

Towards this end it

funded the CAETC as it was in line with the criteria of

strengthening the field of adult education, more especially

since the CAETC enhanced the

training aspect for the field of adult education, that is, training of trainers.

It was stated that

the CAETC enabled 'practice' minded people who:

have found in their work the need to know more about the tools and
. instruments and the state of the art of adult education. 167
It was further emphasised

that they needed to be educated in methodologies and some of the

skills needed to run adult education in a more professional way so that they would go back to
Interview with 02
In the process of data gathering at UCT, Dept. of EMS, this researcher
wading through funding -related documents for this period.
1e.4 Interview with AE2
165 Interview with 03
166 Interview with 03
1671bid.
162

163

spent a huge amount of time
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the field and perform more professionally,

"with more quality,

with more impact".

168

Consequently it was perceived that funding the CAETC would add to the number of better
trained people to "know about the nuts and bolts of adult education practice, relating the
theory to the whole practice."

169

It was revealed that:

For us funding the CAETC would widen the pool of better trained
people in adult education. It was further claimed that this process in
its turn would enable the practitioners to distance themselves from
their practices, make comparisons with others in the field and
exchange ideas. It had been noted that by being trained, the
practitioners would then become more aware of the consequences of
their practices. The CAETC therefore provided the space for adult
education practitioners to "draw back people from the cocoons that
they sit in. 170

7.4.5

Concluding Comments: Individual Access

As the analysis has shown, during this period the CAEP witnessed its last days. The period
between 1993 until 1994 had been the last life cycle for the CAEP. As outlined above there
had been a co-incidence
accountability

of

tensions

between a crisis around funding and university

that culminated in the CAEP's

disintegration.

For example, the CAEP's

main donor agency, Dl stated that:

after 1993 we did an assessment each year, and when there had
been no longer a funder, we kept onfor three years and eventually in
1995 ....we stoppe.d 171
From what was initially under CAEP a political framework structurally situated outside the
Department,

under the CAETD it shifted to become

institutional

and structural accountability.

a more educational framework with

In the words of AE2 the CAETD

in effect

"shifted the accountability system to the university."

Between 1994 and 1996

the professional ising element of the CEA's practice

assumed a

much bigger role. Within the CEA, there had been a number of debates and discussions
around the CEA as an 'access' course. There had been debates and research around entrance

170

Interview with 03
Interview with 03
Ibid

171

Interview with 01

168
169
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criteria in relation to limiting entry to a higher level, that was, Standard Ten. This was in
anticipation of the university's admissions policies becoming tighter. Unlike earlier when the
CEA' s political legitimacy hooked itself into the university's open admissions policy and the
training and the explicit commitment of providing access to political activists, this period
witnessed

a shift to a more university orientation.

Similarly, the focus of the CAETC during this period shifted from what had primarily been
an educational cour~e as a means towards
movement

towards

building organisational capacity for the people's

an education course as an

end in itself, to enhance and advance

individual careers either as development workers to access higher education or simply stated,
to "help them to form their own NGOs".

172

Whereas previously an individual would come

from an organisation with the aim of enhancing educational training that had been embedded
in the needs of the organisation,

in this period an individual would come in order to get a job

or access the university. It was noted that:

Now it is I need a certificate to get me ajob, virtually the only one I
can get into is this one.. I need to get into the university, get a
certificate, some of myfriends have got it. 173

The primary goal was to enhance and advance individual growth. The underlying principles
of the CAETC while still guided by social change, reconfigured itself into
economic

empowerment.

the emerging democratic

Towards this end the CAETC positioned itself in accordance with
state.

The latter phenomenon

people for local government structures.

the idea of economic empowerment. The
1994-1996

advancement.

172
173

had

therefore

was expressed through training

The CAETC sought to 'enlighten'

that would enable them to build the democratic project.

between

individual and

learners in a way

The democratic project had included

principles on which the CAETC had been based

been

around

individual

and educational

Consequently the CAETC became a site for individual struggle.

Interview with AE10
Interview with AE3
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career

7.5

Conclusion

The key aim of the study

is to critically inquire into the birth and functioning

of the

certificates through the analysis of the political, social and economic conditions that shape
the emergence.

As a first step towards this analysis, Chapter

Three addressed the immediate

economic and institutional conditions that influenced the

factors that influenced the thinking.

donor agencies that included both multi-national
foundations had developed strategies

thinking and formulation of the

It illustrated that in certain instances there were

three certificates prior to their establishment.
similar economic

political,

For example, in the mid

1980s the

companies and international philanthropic

in accordance with their countries' foreign policy that

was to promote social justice in South Africa. The latter had partly been achieved through
contributing to the financial viability of a thriving CBO sector in the mid 1980s. The adult
activists from the CBO sectors were perceived as potential learners for the certificates. The
combination
with the

of these

factors

were coded through consultative processes and then aligned

institutional and departmental

missions

for adult education.

As Chapter Three

this ranged from community extension for VCT, the development of

showed,

university at UWC

through to

the carving out

of a party political space for the UNP.

Chapter Three thus showed that at their inception the political boundaries
had been demarcated
certificates'

differently.

a people's

This early fixing of

political

for each certificate
boundaries

for the

discourse had then been taken a step further in Chapter Seven.

Chapter Seven analysed the conditions as they unfolded in the period subsequent to the early
fixing, that is after they had been established.
conducted

over three chronological

different political

periods.

The analysis for each certificate

It was shown that

signs (repression/resistance;

each period,

with its

negotiations and fragile democracy)

direct (although not deterministic) bearing on the form of the certificates.

was

had a

For the CAEP and

the CEA, the political condition of repression by the state as well as the donors' interest in
mortgaging the political/social
discourses
donors'

174

for

ground for economic purposes

the certificates.

interest in clearing

produced

broad anti-state

In the second period the condition of negotiations

the economic ground

174

and

produced a certificate discourse that

Barber, S. (1993)
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focused on the
democracy

strengthening

of civil society.

In the third period, the condition

of

and the donors' explicit economic agenda produced certificate discourses that

appeared uncomfortably to begin to align itself with a formal system.
Within each period this process
who fashioned
particular

of the external conditions

individual meanings for the certificates.

were

mediated by individuals

These meanings arose out of their

historical experiences and social positions under apartheid. The 'access discourse'

had been promoted by AB7 as a way of redressing the

historical disadvantage, that AE7 had

personally experienced and that had been the impulse for political activism.
AE 1, A2

and A3 the combination of

their personal

through political activism, their institution's

commitment

authority and

In the cases of

to redress, expressed

personal historical advantage

placed them in positions as 'carriers of the appropriate discursive skills'.

They (AEl, AE2 and AE3)
international

could use language in way that were able to find favour with

and corporate funding agendas.

Effectively then, it was the combination

of

external political conditions and the personal and political histories of individuals that fixed
the curriculum practices in the certificates.

Chapter Eight

addresses the curriculum that

shaped the certificates' as social practices over the three periods.
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CHAPTER EIGHT
CURRICULUM

8.1

PRACTICES ON THE CERTIFICATE
PROGRAMMES

Introduction

Chapter Seven conducted the analysis across the three demarcated periods. In this process it
identified the relationship between the political conditions as they unfolded over time and the
formulated
relationship

practices of the certificates.

It argued for a direct although not deterministic

between the external political conditions and the certificates.

pattern of shifts within each certificate that was influenced

both

It identified a

by the external political

conditions as well as by the meanings that individuals attached to them. While Chapter Seven
focused on the external

discourse that fixed the boundaries for the certificate, this Chapter

moves internally by examining the certificates in terms of their curriculum practices over the
three demarcated periods.

In this Chapter the curriculum for the CAEP, CEA and the CAETC within each period is
analysed together as a set of practices. It is important to note that the curriculum practices for
the CAETC is not included in the analysis for the first period as it had not been established
at this point in time. However, as identified in Chapter Three, elements of the CAETC's
precursor, the Comrades Course, provide important insights into the overall analysis of the
certificate's curriculum practices.

1

This chapter begins by outlining

the conceptual framework that guides the analysis of the

curriculum practices in the certificate programmes.
briefly outlines the framework of

"prohibitions

Drawing on Chapters Four and Five, it
and permissions".

2

It then specifically

examines the kinds of curriculum practices that were encouraged on the certificates over the
three periods, both in terms of the adult education course content and learning methods.

It

analyses the primary discourses for each period in order to understand the extent to which the

1
2

Paragraph: 3.4.3
Paragraphs: 4.2.4.2.6; 4.2.4.2.7; 5.5.1.5
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certificates had undergone

epistemological

It concludes by stating the

shifts over time.

relationship between the external (political) and the internal (curriculum practices).

8.2

Prohibitions and Permissions

Within each certificate the curriculum consisted of those key statements, words and ideas that
came to be promoted amongst the adult students over the different periods.

As outlined in

Chapter Seven, the decade for this study is marked by three distinct political periods each of,
which had a primary discourse that was fixed by the different political conditions.

3

This

primary discourse was made up of certain words and ideas some of which could and some of
which could not be said. In other words the primary discourse was constituted by inclusions
and exclusions,
was permitted.

by "what was said and what was not said", by what was prohibited and what
4

The displacement of some words and phrase over and above others in the

certificates had arisen out of the political conditions across the three periods, each of which
favoured certain discourses.

For example, within the first period, the language of opposition

to the apartheid state fixed the curriculum practices around the idea of

resistance. Hence

within each period the organising frame for the primary discourse was such that those aspects
that did not fit into the organising frame, were displaced.
in the curriculum practices were foregrounded

In this process different discourses

in the different periods.

Some of the key

ideas around the curriculum practices are spelt out below.

8.3

RepressioniReform:1986-1989: Political Curriculum Practices

During the

first period (1986-1989)

the curriculum

alms of the CAEP focused on

community support and the development of black leaders from grassroots communities.
the other hand, those of the CEA focused on second chance learning
community.

As outlined in Chapter Seven, in practice both

highly politicised ways.

5

4
5

for adults from the

programmes had unfolded in

During this period the curriculum practices in the CAEP and the

CEA promoted ideas around political awareness and conscientisation
3

On

Paragraphs: 3.2.1; 3.2.2; 3.2.3
Paragraphs: 4.2.4.2.6; 4.2.4.2.7
Paragraph: 7.2.5
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against the apartheid

state's policies and practices.

As outlined earlier, an adult education curriculum is influenced by the framework called a
"needs rationale".

6

From this perspective,

meeting the needs of learners

is an important

component that shapes the design of the curriculum in adult education programmes.

This

was similarly the case regarding the curriculum process in the certificate programmes.

In the case of both the CAEP and the CEA,

the needs identified in the 1980s

Africa were political, namely, anti-state in orientation.

in South

In this regard communities needed to

be organised and mobilised to resist and challenge the apartheid state.

Thus the "needs"

identified were political issues from communities as well as from community organisations.
These political

and organisational

issues from the 'community'

were

coded

certificates programmes

as political

conundrums that required to be resolved.

example, the need for

communities

to oppose

the state's

translated as a problem first and then secondly it was registered

repressive

practices

by the
For

7

were

in educational terms. In this

regard the political problem, of political conscientisation against the state, was registered in
educational

terms as the need for

developing

the skills to design awareness

raising

workshops. Towards this end the education component developed into 'workshop design'.

Politically therefore the
foregrounded

language

of opposing and challenging the apartheid state was

in the CAEP and the CEA. As outlined in Chapter Three, a feature of this

period was the state's repressive strategies. These principles of opposition and resistance
were woven through the curriculum during this period. Consequently

only those words and

ideas, that is, statements about the struggle against apartheid were promoted and encouraged.
In this regard, the curriculum became the mechanism for exercising control over what "could
and could not be said".

Table 8.3 outlines the curriculum statements that were promoted in

the first period.

6
7

Paragraphs: 2.3.2; 5.4.1
For further discussion see Morphet, A. (1991)
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Curriculum

Aims

Content

Learning
Methods

Assessment

TABLE 8.3
Outline for CAEP and CEA 1986-1989

CAEP
Community
support
and
the
development of black leaders from
grassroots communities.
Workshop Design
Conflict Resolution
Negotiating skills
Legal information for Detainees
(Section 29)
Street Law
Intervention Skills
Training for Transformation
Literacy
Adult Learning

Negotiating & Contracting the
Curriculum
Process, participatory, experiencebased, learner-centred, Freirean
Methods
Non-formal assessment
Through community projects

CEA
Second
chance
learning
community workers.

for

Teaching Methods
.
Adult Learning
Contextual Studies
Organising Skills ( such as
Participation, Organising,
Mobilising, Democratic DecisionMaking, Negotiating, Mandates &
Accountabil ity)
Research Methods
Forms of Adult Education
(Literacy, Trade Unions, On-the
Job Training)
Process, participatory,
experience-based, learner-centred,
Freirean Methods.

Accreditation

Certificate awarded by Department

Formal assessment through
essays, community research
projects and exams.
Certificate awarded by University

Ceremony

Inside Department

University graduation

Selection of
Learners

Community-political activists from
communities and some CBOs

Community-political
mainly from CBOs

8.3.1

activists

Political Conscientisation

As is evident in Table 8.3 the curriculum content of the CAEP
elements that contradicted the state's repressive

and the CEA consisted of

policies and structures. In this regard the

curriculum practices oriented themselves towards political conscientisation.

The political conscientisation contained two elements. It was firstly about equipping students
with the appropriate skills and techniques to enable them to render a service to communities
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and individuals who were afflicted through the state's repressive policies and practices. For
example, where individuals were harassed and detained by the security police, negotiations
needed to be conducted with the police.
elements such as negotiation skills,
situations,

how to make statements, how to intervene in crisis

as well as understanding legal information.

was important to understand the
detain people in SA.
relevant

Towards this end the CAEP curriculum included

9

8

For example, it was revealed that it

Section 29 Act that the security police used in order to

Consequently there needed to be skills around how to 'access to

legal information'.

As outlined in Chapter Three the precursor to the CAETC,

namely, the Comrades Course had similar 'servicing' elements to the curriculum practices.

As evident in Table 8.3 the CEA's curriculum

content indicates a systematic

towards the theory and practice of adult education.
ideas

around

accountability.

democratic

practices

such

II

10

approach

It geared itself towards promoting

as participation,

political

mandates

and

Towards this end it was revealed that the curriculum in practice had strong

political overtones.

12

It was revealed that within the CEA in this period the curriculum had

embraced a highly politicised discourse. For example, it was noted that:

At that time, I think it was mostly the 1980s the struggles of the 1980s
, educational struggles, worker struggles, sanction and political
violence. This became the basis of the curriculum, because how
we.... how we developed the curriculum was to pick up what we
thought were the key areas in terms of developmental issues, like
literacy, labour issues. The curriculum was responding to what
brought about those issues. 13

As revealed in Table 8.3 the curriculum practices for both the CAEP and the CEA's
highly politicised

consisting of elements that sought to

were

contradict the state's repressive

policies and structures.
A second political curriculum element evident in both the CAEP and CEA was to promote
and develop

awareness and conscientisation

around the divisive effects of apartheid states.

Letter from S. Abrahams to F. Davids, dated June 1987.
Interview with AE7
10 Paragraph: 3.5.3
11 See also lJNC, CACE Pamphlet 1988-1989.
12 Interviews with AE1 and AE4
13 Interview with AE4

8
9
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Through the state's policies and structures South African society was divided on a number of
levels.

For example, the allocation of resources

outlined in Chapter One.
as well. Furthermore

14

for education was racially defined, as

It is important to note that this was the case for the other sectors

the system included segregationist

residential policies.

Africa by the mid 1980s was a highly divided and polarised society.
intervention by the CAEP and the CEA involved bringing together

Thus South

In this regard the

adults who were divided

on the basis of legislation, into the same programme. For example, politically active adults
who were classified as 'coloured'

and 'black'

from different socio-economic

backgrounds

were recruited into both the CAEP and the CEA. This practice was perceived as innovative
and cited as one of the factors that had encouraged donor support.

IS

One of the ways in which the apartheid 'race' legacy expressed itself was through language.
In other words, in neither the CAEP nor the CEA was there a single first language in use.
The first language range was from Afrikaans, Xhosa through to English.
around language ushered in its own set of tensions.

These differences

For example, in the CEA struggles

revolved around the medium of instruction in the classes. A number of the students recruited
from rural areas in the Western Cape spoke Afrikaans as a first language and thus there was
pressure for the classes to be conducted in Afrikaans rather than English.
the

16

However, since

Afrikaans language was historically associated with the apartheid state, the Xhosa

speaking students discouraged this practice.

17

Thus tensions revolved around

language

differences.

Some of the elements from the social-political context were registered in curriculum terms.
In order not to divide the students on the basis of the apartheid legacy a number of sessions
were designed in ways that encouraged unity amongst the students.
materials

were designed

backgrounds

together.

19

and presented
For example,

in ways that brought

18

Towards this end the
adults. from different

it was revealed that that the section on 'forced

removals' in the Contextual Studies text was presented as a political act that occurred in both
urban and rural areas. It was noted that:

14
15
16
17
18
19

Paragraph: 1.1
Interview with 01
InterView with AE4
Interview with L 1
Interview with AE1
Interview with L 1
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We had all struggled under apartheid and with this we could teach
each other, the black people would say to us that had had it a bit
easy, although the material presented us as united, For example,
there were forced removals in town, and we had also experienced
forced removals in the rural areas. 20

The curriculum practices were such that the students were politically conscientised under the
mantle of opposing, challenging and resisting the apartheid state. Towards this end the
materials were designed in ways that depicted a common essence in relation to oppression as
experienced by black people in South Africa.

8.3.1.1 Promoting UnityAnd Solidarity

In this period the political mission for both the CAEP and the CEA was to promote unity. In
this regard a number of sessions were designed in ways that the students could interact with
one another and where issues were perceived to dampen the unity, the curriculum
designed to unite the adult learners

rather than divide them.

21

was

Towards this end, controls

were exercised over what 'could not be said', although as revealed this was not always
possible. For example, it was revealed that when, in one of the CAEP classes an idea was put
forward around the positive role that big business could play in the community in the 1980s,
it had triggered off acrimonious
and ugly".

23

It is

debate.

22

In this instance the debates were "very intense

evident therefore that the ideas around the relationship of the business

sector to the community, namely, political-resistance
encouraged.

struggles in the 1980s in SA were not

Similarly in the vein of promoting unity amongst students from different racial

backgrounds, those ideas perceived to dampen this unity were discouraged.

For example, it

was revealed that in the CEA during lunch times, students "never spoke about differences,
For example, around issues of "'race'

or even gender ".

24

Thus differences around 'race'

and gender was something that was not spoken about on the CEA in this first period.

Interview with L 1
Interviews with AE7; AE1; L7; L 1
22 Interview with L6
23lbid.
24 Interview with L4
20

21
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8.3.2

Learning Methods: Political Empowerment

The highly politicised

curriculum content

both the CAEP and the CEA drew their

10

sustenance from the People's Education tradition.
of People's

Education

emphasised

As outlined in Chapter Three, the concept

the link between

students,

community

and worker

struggles in order to challenge the hegemony of the apartheid state in the 1980s.
regard the idea of People's Education promoted awareness-raising

programmes

2S

In this

with a focus

on alternative learning and teaching methods such that enabled people to become critical,
creative, independent and participatory thinkers.

26

In this way, it was argued people would

be prepared for full participation in all spheres of society.
Education included those of mobilising

Further

elements of People's

communities as well as the promotion of ideas and

practices of democratic decision making, participation, non-racialism

and non-sexism.

It

was revealed that these elements of Peoples' Education influenced both the content of the
curriculum as well as the learning methods in the CAEP and the CEA.
Table 8.3 the learning methods utilised were geared towards
centred

processes during this period.

process-based

Towards this end,

learning, using Freirean methods.

participation and creativity.

27

participatory

As evident in
and learner-

a high premium was

placed on

This was done in order to encourage

As outlined earlier, these were in accordance with the values of

Peoples' Education that were promoted at the time.

From this perspective therefore, much

stress was placed on democratic and participatory

methods that sought to empower the

learners.

A further element that underpinned the learning methods was the principle of adult and
experiential learning. In both the CAEP and the CEA's curriculum practices the idea of
experience was

perceived as an important

knowledge. As outlined earlier

factor that contributes

to the construction of

elements of this approach emphasise the construction

knowledge through the pooling and sharing of experiencea"
revealed that the "motto in the CAEP at the time was

Towards this end

of

it was

thirty brains are better than one"."

Similarly in the CEA this learner and experiential centred approach found resonance with the

28

Paragraph: 3.2.1.2
Paragraph: 3.2.1.2
Interviews with AE7; AE4
Paragraph: 2.3.4

29

Interview with AE7

25
26
27
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Freiean methods of political empowerment

that were

synthesised with ideas from the

People's Education tradition.

8.3.3

Selection Of Learners: Permitting Anti-Apartheid Activists From Civil Society

As identified above, one of the features of the curriculum practices during this was to
promote unity amongst the students.
selection processes.

control over the

In this context it was revealed that the hidden criteria for selection were

those adults with an anti-apartheid
.

To achieve the unity necessitated

political involvement

or commitment

to building the

30

community.

In both the CEA and the CAEP, the selection criteria in this first period was such that they
emphasised political involvement or commitment to anti-apartheid struggles.
was the primary discourse in the CAEP and the CEA ,control

Given that this

was exercised over who

entered this discourse. In the case of the CEA, it was noted that:

whilst it was not openly said, it was taken for granted that people
who were coming would be those people who were working for
organisations who were
concerned with those issues of
development .. you see."
In the CAEP it was revealed that
affiliation on application forms.

32

control was exercised

through monitoring the political

In this regard it was noted that:

You needed some kind of political salvation. So For example, if
you werejust somewhere down the line, like Red Cross, Welfarist,
and there was another student , not as good as you, but with the
right political bent, then he would get in , rather than you. 33
The

prerequisites

for being on the CAEP and the CEA

in the first period were the

recognition of the same anti-apartheid truths as well as the acceptance of certain rules of
conformity

30
31
32
33

Interview
Interview
Interview
Interview

with this validated discourse of adult education.

with
with
with
with

AE7
AE4
AE7
AE7
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As mentioned above, one

criterion for access to the CAEP and CEA was a commitment to holding and practising an
anti-apartheid culture (involvement in political organisations).

In this regard it was claimed

that questions on application forms and interviews could yield this information.
the selection point, applicants could demonstrate this commitment,
to enter the CEA discourse that was

34

Thus, if at

they would then be able

premised on the principles of social change, that is,

challenging the anti-apartheid state policies and structures.

8.3.4

Concluding Comments: Curriculum Practices: Opposing The Apartheid State

During this period the curriculum practices for the CAEP and CEA were highly politicised
and mirrored the political conditions within civil society, namely opposition to the apartheid
state. However, it is important to note that the political content of the CAEP and the CEA's
curriculum was different.
component

While the CAEP's curriculum was

inclined towards a servicing

such as providing access to legal information for political detainees, the CEA's

curriculum was inclined towards a formal educational framework with political overtones
such as skills for participation,
differences,

orgarusing

in both instances the curriculum

and mobilising.

Notwithstanding

these

practices were demarcated by the political

condition of state repression and civil resistance, as outlined in Chapter Seven.

8.4

The Period Of Negotiations:
Curriculum Practices

1990-1993: Political And

Educational

This period of negotiations created a climate of political fluidity, as was outlined in Chapter
Three.

35

In tum, the curriculum practices in the CAEP, CEA and the newly formed CAETC

embraced ambiguity and tensions, especially with regard to the political and educational
accountability frameworks as outlined in Chapter Seven. With regard to the CAEP as well as
the CEA, there developed a displacement of overtly political terms premised on social justice
and civil resistance in favour of more educational
building of civil society.

terms premised on reconciliation and the

It is important to note that this period witnessed the emergence of

the CAETC, that premised itself overtly on the building of civil society.
34

Interviews with AE7; AE4

35

Paragraph:

3.2.2
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This period in the CAEP began with a focus on community development

using the group

training methods approach in the Training for Transformation text. Later this focus began to
shift as the CAEP's politicised curriculum became
framework.
education

subsidiary to an evolving educational

Table 8.4 reveals that in this period the CAEP began to shift towards an adult
and training

discourse

statements such as 'educational

over and above a political

events',

discourse.

For example,

'adult education' and 'research skills' indicate a

focus on educational elements.

In the case of the CEA it is evident that the CEA retained
elements.

However, in practice it was noted that there

most of its original

curriculum

developed an uneasy relationship

between the curriculum as carried over from the 1980s and the changing political conditions
of the 1990s. This is evident in the teaching of the course called Contextual Studies, that was
written within a resistance framework.

This period was marked by discussions

at CACE

regarding the revision of this text.

However, while there were political
the CAEP and the CEA,
promoted

ambiguity and tensions

in the curriculum practices in

in both instances the practices encouraged

the building of civil society.

those ideas that

In a similar way, the newly established

CAETC

also promoted ideas around the building of civil society albeit from a politicised angle. Table
8.4 captures some of the generic elements of all three curriculum practices during this period.
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TABLE
Curriculum

8.4

Outline for CAEP, CEA and CAETC : 1990-1993

CAEP
Develop Reflective
Practitioners.
Community Development
through NGOslCBOs.

CEA
Advance the systematic
training of adult
education and
development workers.
Capacity building for
NGOs/CBOs.

CAETC
Build the capacity of
NGOs/CBOs in NatalPMB.

Content

Community Development
Training for
Transformation
Educational Events
Adult Education
Sites of practice
Research Skills
Fund-raising

Political Education
Education Events
Education Methods
Adult Learning
Specialisation (Literacy)
Research Skills
Organisational
Development
Adult Education
Contextual issues
Conceptual Skills
Communication

Learning
Methods

Freirean methods.
Process, participatory,
expenencebased and learner-centred.

Contextual Studies.
Adult Learning
Teaching Methods
Forms Adult Education
Research Skills
Organising Skills (such as
Participation, Organising,
Mandates,
Accountability)
Proposal writing
Reading & Writing Skills
Current Political issues
(such as Negotiations)
Freirean methods
Process, participatory,
experience and learnercentred.
Regional Study groups

Assessment

Non-formal through
community projects.

Non-formal
community

Accreditation

Certificate awarded by
Department

Formal through essays,
community projects,
exams
Certificate awarded by
University

Ceremony
Selection of
learners

Inside Department
CBOsINGOs, private
sector and state.

University graduation
CBOsINGOs, private
sector and state.

Inside Department
CBOsINGOs private
sector and state.

Aims
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Freirean methods.
Process, participatory,
experience-based and
learner-centred.

through
projects.

Certificate awarded by
Department

8.4.1

PoliticalReconciliationAnd The Building Of CivilSociety

As identified in Chapter Seven, the CAEP's stability was influenced by funding uncertainties,
a new set of political conditions

as well

as

managed by a number of different individuals.

staff changes.

In this period it was also

As a result the CAEP was in a state of flux

36

and the curriculum reflected this fluidity. Table 8.4 reveals that the social justice, servicing
component was excluded. In comparison to the first period, some of the curriculum elements
continue,

although

in a more consolidated

and systematic way.

For example, there

continued to be the development of group skills, using the Freirean methods implicit in the
text called Training for Transformation.

It is important to note that during this period, it was

legal to possess Training for Transformation.
on the study of community

Drawing on this text the curriculum focused

development.

Alongside

what could be classified

as a

continuation of the traditional CAEP curriculum elements there was a slight shift towards a
more narrowly defined adult education component.

37

In this regard Table 8.4 reveals that

the discourse of adult education was named as a curriculum field, a view that was confirmed
in interviews.
"developing

38

Towards this end this period was also marked by the educational aims of

reflective practitioners".

In the CAEP, the seeds of a more focused

39

educational as opposed to political framework for adults began to be planted in this period.

Table 8.4 reveals a shift in the curriculum practices from one within political boundaries
towards one that began to find its way into an educational framework.
in one of the elements of the aims, namely,
This tension

This trend is evident

that of "developing reflective practitioners".

within the curriculum between the political and educational boundaries

was

heightened during this period. As the analysis in Chapter Seven shows, there were tensions
within the Department,

one of which revolved around the Training for Transformation

approach that was perceived to be "indoctrinating the CAEP students".

In the CEA, elements of the curriculum practices that were established
itself during this period.

39

40

Interview with AE7. See UCT Dept. of EMS, CAEP Evaluation Report (1994).

37
36

earlier consolidated

In this regard the course content established in the earlier period

UCT, Dept of EMS, CAEP Evaluation Report (1994).
UCT, Dept of EMS, CAEP Curriculum dated February, 1993.
Interviews with AE2 and AE8
Interview with AE2

36

40
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was strengthened.

Although the materials remained

were presented was shaped by the new

similar although the way in which they

staff's personal and political styles.

Although the

general course content was retained, the issues that evolved out of the process of negotiations
were integrated into the curriculum.

Towards this end, this period witnessed a number of

presentations at study weekends that focused on political issues relevant to the process of
'negotiations'.

For example, sessions were designed on themes such as 'political

tolerance'.

At these sessions speakers from different political resistance traditions participated.
period witnesses the

idea around involving

share the same platform, being encouraged.
components remained intact, the political

41

This

speakers from different political traditions to
Consequently while the general adult education

principles and themes that shaped the curriculum

changed gear in order to reflect the shifts in the political conditions.

A further shift in the CEA during this period was the establishment of a support system for
learners in both urban and rural areas of the Western Cape.
appointed

to manage

study groups

in the different

Towards this end tutors were

regions

that

included

those

of

Namaqualand on the West Coast and the town of George in the Southern Cape. These study
groups became networks where students from different
in the same groups.
for

'racial'

backgrounds were

placed

The aim behind this curriculum practice was to create an environment

students from different backgrounds to learn to work collectively.

This practice by

design was meant to cut through the legacy of divisiveness that characterised South African
society.

The political conscientisation

practices identified earlier continued

during this

period.42

Besides the political shifts this period also witnessed an increase in the academic elements of
the course.

This was related to the anticipated

education. Table 8.4 reveals that the
systematic adult educational framework.

professionalision

CEA consolidated

itself

of the field of adult

into a more formal and

This was reflected in the 'reading and writing

skills' component that developed more systematically during this period.

Written essays,

projects and exams became an important part of the assessment process. As such, systematic
support was provided through the tutorial system.

41
42

UWC, CEA, Study Weekend Programmes
Paragraph: 8.3.1

In the light of this it was noted that

(1991-1992).
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during this period the assessment of essays had become "like a treadmill."

43

While the materials remained relatively similar, the political conditions of negotiations began
to influence the shape of the CEA during this period. Further shifts during this period were
the development of a learner support system in some urban and rural regions of the Western
Cape. Thus in the CEA study groups had therefore become a key curriculum practice during
this period.

Table 8.4 reveals that the curriculum for the CAETC during this period had strong political
overtones.

For example, one statement in the curriculum

Education'.

The aim of this was to introduce students to the ideas of Freire as well as to the

tradition of People's Education.

44

was identified

as

'Political

This political approach was set against the overall aim

that sought to build the capacity of NGOs and CBOs in the Natal-Pietermaritzburg

region.

Coupled with this political thrust was the curriculum practice that focused on a systematic
approach to
adult learners,
methods and

adult education.

The curriculum elements included those

skills for designing, planning and implementing
research skills.

45

with a focus on themes

management

and evaluation.

such as

community

and gender in education.

project

It is also evident that there was a specialist

literacy

Finally the curriculum also had a conceptual

note that the CAETC's

curriculum practices

concept

as was comprehensively

during this period
outlined

46

UWC, CEA, Impact Study (1995).
UNP, CAE, CAETC Evaluation Report (1992).
UNP, CAE, CAETC Evaluation Report (1992)
Ibid.
UNP, CAETC Course Programmes, 1991-1992.
Paragraph: 7.3.1.3

49

Interview with AE3

43
45
46
47

47

in Chapter
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component

that

It is important to

were premised on the

curriculum practice aligned itself with building the "people's movement".

44

practices were

These are identified as the role of culture, language, 'race'

included a focus on the development of analytical and questioning skills.

of democracy,

organisational

needs assessment,

Besides a generic adult education component the CAETC's

regulated by political themes.

of

education events, training

Furthermore the curriculum consisted of

development

component."

characteristics

Seven.
49

48

This

8.4.1.1

Towards Working With Differences

As outlined earlier, the first
'race', gender and class.

period was marked by the suspension of differences around

Consequently in the curriculum practices of the CAEP and the

CEA, statements around 'race' 'could not be spoken of.sO

However, in this

period it is

evident that differences amongst students were being spoken of in a more open way.
marked by elements such as
practices.

For example,

'race'

and gender being

integrated

It is

into the curriculum

the CEA had run a number of workshops on 'race' and gender.

This was similarly the case for the CAETC that included a focus on integrating issues of
racism and sexism into workshop design.
said'

SI

Effectively therefore what was 'not able to be

in the 1980s began 'to be said' in the 1990s.

questions

of differences,

differences amongst

this period also witnessed

learners, although it was

In line with bringing to the fore
the acknowledgement

of political

evident that only those words (or political

traditions) that opposed the apartheid state were permitted.

The prizing open of political spaces, as identified in Chapter Three and analysed in Chapter
Seven, created

the climate for diversity to begin to take root.

This tendency was further

enhanced by different emphasis being placed on the term 'community'.
.marked by the term 'community'

This period was

being perceived in an internally differentiated rather than an

internally homogeneous way. As identified earlier, this period saw the term shift from being
used in an amorphous and singular way to being viewed in a more fragmented and pluralistic
way.

S2

shift.

S3

From this perspective the curriculum practices in the certificates also began to
In this regard, some of the curriculum practices began to cut through

the earlier

homogeneous approach, creating a space for learners to network across the political (that is,
from different political traditions) and gender divide.

With regard to the latter it was

revealed by a CAEP learner that a "number of women on the course began to unite".

S4

This

period thus witnessed an openness around the notion of differences amongst the certificate
learners.
50
51
52
53
54

This was integrated into the curriculum practices in different ways.

Paragraph: 8.3.1.1
UNP CAE, CAETC Curriculum Outline, 1991.
Paragraphs: 5.3.3.1 Also see later Paragraph
9.4
Interviews with AE3; AEB
Interview with LB
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8.4.2

Learning Methods: Experiential And Group Methods

While there was uncertainty and fluidity in relation to the content, some of the
methods from the earlier phase were consolidated

during this period.

learning

In the CAEP and the

CEA there continued to be a reliance on group processes based on the principles of adult
and experiential

learning.

In the words of a CAEP learner "there was a kind of enticing of

learners to talk about their experiences't.v'''
process continued

to get sustenance

particularly evident in the CAEP's
approach.

Besides experiential

from Freirean methods
focus on the

learning the learning

and ideas. The latter was

community development

team training

Similarly this was the case for the newly established CAETC, where the ideas

and ideals of Freire were held to be very important.

In this regard it was noted that the ideas

of Freire were important in terms of shaping the learning methods.

56

The learning methods of Freire thus found favour with the CAEP , the CEA and the CAETC
in this period.

8.4.3

Selection of Learners: Permitting Adult Educators! Trainersfrom Civil
Society, the State and the Private Sector

Table 8.4 reveals that the CAEP and the CEA in this period

witnessed an extension of the

learners from those narrowly involved in community-based

organisations

working in private and state sectors. In particular,
training functions within certain institutions.

learners were drawn on the basis of their

Towards this end the certificate discourse was

opened up to include adults from politicised (namely, resistance)
(such as welfare).

to those adults

and non-politicised sectors

For example, it was revealed that during this period the CAEP

adults working in social development contexts.

.57

recruited

In particular the selection was widened to

include those individuals involved in more narrowly defined education and training practices
from within

state, civil society and private sector institutions. This shift discerned in the

selection of students, occurred in a political climate that witnessed the closure of a number of
resistance CBOs, that initially formed the base from which the learners were selected.

55
56
57

Interview with Lg
Interview with AE1 0
Interview with AE8
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In this period the CAETC was marked by the selection of learners from a base beyond those
narrowly defined as political, that is, namely anti-state in orientation.

As outlined earlier,

S8

with the looming of the 2 February 1990 and the concomitant political change, the Comrades
Course successor, the CAETC was presented with a new set of challenges for selecting
students.

The CAETC recruited adults who were working in organisations

S9

officers and/or project organisers or managers.

as education

Although it is important to note that during

this period the CAETC's selection criteria continued to be tied to organisations
'community'.

In the light of this,

it was revealed that where

organisations did not exist appropriate links were forged.
placed

on

political-organisational

affiliation

during

from the

linkages with community

Thus a premium continued to be
this period.

The

community

It is important to note

organisational element thus nested with that of education and training.

that this period in the CAETC was also marked by the recruitment

of a number

of

unemployed individuals whom, it was claimed, perceived the CAETC as a career path, as:

a course that they study for, they are not necessarily interested in
adult education but think that it will improve their job's worth. 60
The economic conditions as they presented themselves
influenced the curriculum practices in the CAETC.
developed a strong

component of political-economic

in the CAETC

For example, it was revealed there
empowerment,

need for students to do things on their own, not to depend on others".
reliance was translated into curriculum

one that stressed
61

skills on "how

62

Concluding Comments: Political-Educational Tensions

This period concluded

with both the CAEP and the CEA experiencing

tensions around the

nature of the relationship between the curriculum and the political context.
CAEP the tension revolved around the political and educational accountability

61

Interview with AE9
Ibid.
Interview with AE3
Interview with AE10

62

Interview with AE1 0

58
59
60

"the

This element of self-

terms through the inclusion of

learners could start their own projects, their own NGOs".

8.4.4

context thereby
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In the case of
systems.

In

the CEA there existed an uneasy dance between the curriculum as portrayed in the materials
and the changing political conditions.

The general perception

was that the curriculum

practices needed to harmonise with the changes in the political context. As indicated earlier,
this period was marked by the political conditions of negotiation

and reconciliation.

For

example, one of the texts in the CEA called Contextual Studies, began to be reviewed during
this period.

On the other hand the newly established CAETC

politicised,

linking

communities.
practices.
conditions

64

its curriculum

to the building

and promotion

For example, issues of self-reliance

63

was clearly and overtly
of democracy

in

were stressed in the curriculum

It is important to note that this latter phenomenon was shaped by the political

within the Pietermaritzburg-Natal

region that witnessed

violence between Inkatha and ANC affiliated organisations.

an escalation

of the

This was comprehensively

outlined in Chapters Three and Seven.

8.5

Fragile Democracy: 1994-1996

This period witnessed

the reconstruction

of a post-apartheid

discourse e of building democracy for all South Africans.

society with the primary

Towards this end, educational

redress was prioritised through the promulgation of the NQF. As outlined earlier, one of the
principles of the NQF included that of integrating

formally those

educational practices

directed at adults who had been marginalised under the apartheid system.
the language
foregrounded.
'professional',

of an educational
As evident

framework

65

In this context

as opposed to a political framework

in Table 8.5, the aims contained words and statements

'qualifications',

and 'access'.

As such these words and ideas

was
such as
were

promoted in the curriculum practices of the CAEP/CAETD and the CEA. On the other hand,
as revealed by Table 8.5 the curriculum practices of the CAETC continued to be politicised
from the perspective of strengthening civil society, as evident in the statement
building for CBOs and NGOs'.

63
64
65

Interview with AE10
Interview with AE 10
Paragraph: 1.1
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of 'capacity

8.5.1

Promoting Democracy

As outlined in Chapter Three and further analysed in Chapter Seven, this period opened up
with the first democratic elections, the election of a Government of National Unity and the
writing up of a new constitution binding on all South Africans. This period also witnessed the
beginnings

of the Reconstruction

and Development

processes for a new integrated National Qualifications

Programme

resounding.

The CAETD

Table 8.6.

The

professional
Education.

CEA

of

Framework.

This period marks the ending of the CAEP and the beginning of
murmuring of an academic-educational

and the formation

CAETD.

The earlier

framework, in this period became louder and more

began to embrace a more formalistic curriculum as evident in
continued

to work towards the development

training courses, through a partnership with the Northern

and delivery of
Cape Ministry

of

On the other hand the CAETC, while continuing with the earlier political thrust,

began to experience some tension between whether the curriculum should continue to draw
its sustenance

from a political framework

or move towards

an educational

one. The

curriculum practices for the CAETD, the CEA and the CAETC for this period are shown in
Table 8.5
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Curriculum

Aims

Content

TABLE 8.5
Outline for CAETD. CEA and CAETC: 1994-1996

CAETD
Provide an initial
education for
practitioners who have
not been able to
access formal tertiarylevel.
Academic
Development
Contextual Studies
Community
Development
Organisational
Development
Adult Learning &
Teaching

CEA
Development and
delivery of professional
training
courses in the Western
and Northern Cape.

CAETC
Build the
Capacity ofNGOs /
CBOs
in PietermaritzburgNatal regions.

Reading & Writing
Contextual Studies.
Adult Learning
Forms of Adult
Education
ABET
Research Skills
Organising Skills
Teaching Methods
Current Issues

Conceptual Skills
Contextual issues
Adult Learning
Political Education
Communication
Education Events
Education Methods
Research Skills
Organisation
Development
Adult Education
Process,
participatory,
experience-based
Freirean Methods
Non-formal through
community projects.
Certificate awarded by
Department.
Inside Department
CBOINGO, state,
private sectors.

Method

Lecturing,
Independent Study
Group work

Assessment

Formal through essays
and community
projects, exams
Certificate awarded by
university

Process, participatory,
experience-based
Freirean Methods
Study Groups
Formal through essays,
community projects,
exams
Certificate awarded by
University

University graduation
Private, NGO/CBO,
state sectors.

University graduation
State, CBOINGO,
private sectors.

Accreditation

Ceremony
Selection of
learners

Table 8.5 reveals that with the new CAETD there was a clearer shift towards a formal
university accredited certificate programme.

66

While community development continued to

be included in the curriculum practices of the CAETD, it was revealed, that the idea of the
'community'

during this period began to be displaced

in favour of education and training.

67

Towards this end there developed a strong reliance on the development of academic literacy.

66
67

Also evident in the UCT, Dept. of EMS, CAETD Curriculum Plan, 1996.
Interview with AE8
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For example, as evident from Table 8.5 one element in the curriculum was named as
'academic development'.

In this regard it was revealed that the CAETD "had become more

theoretical and demanding, in light of the department's work becoming more
sophisticated."

Consequently the intake of students had also become selective with a

68

stronger emphasis being placed on students having the "language and writing capacity not to
drown in the course."

69

The focus thus shifted

to the development of conceptual and

analytical skills, theoretical debates in the field of adult education, theories of organisational
development,

adult learning and teaching.

Earlier ideas of the 'community'

were displaced

in favour of ideas relevant to education and training. In this instance there was a reliance on
the development

of academic

skills

to prepare learners

for progression

through

the

university system.

In the CEA, the adult education curriculum continued
political conditions.
sessions

to move towards

reflecting

the

For example, at the start of this period, the design for study weekend

included presentations on voter education in order to prepare the students for the

election process in their respective communities.

70

In this regard the changing political

conditions placed demands on the revision of some of the CEA's

materials.

was the Contextual Studies text that was initially designed within

a framework of a highly

polarised South African society.

One example

The organising frame for this course was one that portrayed

white people as the oppressors and black people as the victims under apartheid.
. basis of the shifts in the approach to the term 'community'
white people as homogenous
Course came under scrutiny.

social entities,

71

On the

that no longer viewed black and

the organising frame for the Contextual

72

Towards this end CEA staff spent a lot of time discussing and

debating the extent to which the materials and curriculum needed to mirror the changes in the
political context.

In this period the CAETC curriculum
.CBOslNGOs

in the Natal-Midlands

practices continued

region.

73

to focus on the building of

In this regard the practices continued to be

Interview with AE2
Interview with AE8
70 UWC, CEA, Study Week-end Programmes
1994-1996
71 This researcher was involved in the teaching of this course.
72 Paragraphs: 5.3.3.1 and 7.4.2
73 UNP, CAE Funding Proposal dated 4 April 1995
68

69
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underpinned by democratic ideals and principles such as self-reliance.

It was revealed that in

this period there were shifts towards promoting the idea of "economic empowerment".

74

In curriculum terms this was expressed as the need to get students to "start and run their own
NGOS".75

8.5.1.1 Opening Up Differences

This period
learners.

witnessed

a further opening up of

social

It was marked by curriculum practices that

homogenous

approach to the 'community'

internally differentiated way.

76

differences

amongst certificate

involved the displacement

to one that viewed

the 'community'

of

a

In

an

Towards this end the CEA's curriculum practices continued

to include workshops on different forms of oppression in order to displace the singular notion
of the terrn 'community,.77

On the other hand, in the CAETD

time the terrn had "almost disappeared".

it was revealed that by this

Similarly in the CAETC the terrn was integrated

78

into the curriculum practices in a critical way.

79

This period therefore witnessed an emphasis

on diversity and differences amongst the learners. Thus in the CAETD, the CEA and the
CAETC it was permitted to speak about ideas around differences such as 'race'

and gender

during this period.

8.5.2

Learning Methods: Group and Independent Study Methods

This period was marked by shifts in the nature of the learning methods.
CAETD the learning methods combined

For example, in the

independent study with some group work.

It was

further noted that while the methods included that of experiential learning, the staff were
"becoming more conscious of the limits of experience as the more forrnalising nature of the
CAETD had placed greater

demands for skills in working with written texts".

80

It was

revealed that unlike earlier when there appeared to be more of a recycling of experiences, the

74
75
76

n
78
79
80

Interview with AE1 0
Interview with AE 10
Interview with AE8, AE3
UWC, CEA, Study Weekend
Interview with AE8
Interview with AE3
Interview with AE8

Programmes

(1995)
.
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CAETD balanced out the experiential learning with an emphasis on text study.

81

It was further revealed that during this period the curriculum had continued to locate adult
education practice and leadership training within a "democratic ethos, with respect for learner
experiences".

82

It was emphasised that the learning methods had continued to be shaped by

scholars such as Freire and others in order to ensure that students located their work in the
struggle. It was noted that this approach continued to be a feature of the course

(political)

during this period.

83

Towards this end the ideas of Freire were

very important in the

CAETC. In fact it was claimed that:
Paulo Freire was still relevant, still relevant, still relevant, still
relevant (what do you think?), still relevant, still relevant. If we say
we don't use all of this things, then we say that we have a good SA.
We still focus on Freire. The students know that we use Freire, we
talk about it and talk about it in models of education. 84
It was revealed that democracy continued

to be an important element of the CAETC as it

"was important to promote democracy in communities and in organisations."

8S

Within the

framework of promoting democracy it was emphasised that "people should be educated so
that they can participate in decision making in their communities and in life in general."

8.5.3

86

Selection Of Learners: Development/Community Workers and ABET Trainers
Seeking A Career Path In Adult Education

This period started with the planning for the new CAETD as an access point into a university
qualifications'

structure.

Towards this end the CAETD began to target those adults whose

work experience included an education and training component. In this regard the CAETD
extended

its engagement with students from a variety of institutional

companies, university settings and banks.
"lent itself

81 Interview
821nterview
83 Interview
84 Interview
85lbid.

87

contexts such as

It was further revealed that the selection criteria

more to identifying the roles and functions of a development worker

with
with
with
with

AE8
AE10
AE9
AE10

Interview with AE10
87 Interview with AE8

88

221

https://etd.uwc.ac.za/

who was

working in the different sectors of the community, the state and the private sector".

During this period the CEA continued to systematically
professional ising
changes.

framework for adult education.

locate its curriculum

88

within a

In this way it mirrored the political

For example, in the selection criteria, emphasis was

placed on those individuals

who were working in adult basic education and training (ABET) contexts. It is important to
note that it was a this point in time that the ABET discourse embedded
NQF.

Consequently

itself in the new

the CEA assigned a huge amount of time on how, as a course, it

fitted together into the NQF.
located itself in the NQF.

It is important to note that the

DEAL Trust proposal

The DEAL Trust as a potential qualifications'

education has been comprehensively outlined in Chapter Three.

had

hierarchy for adult

89

In the CAETC this period was marked by a curriculum that drew strongly on the idea of
economic empowerment.
on their own".

90

This was perceived as the need for individuals to "help do things

Towards this end the curriculum included training in how "to help people

to start and run their own NGOs".
empowerment
unemployed.

91

It was revealed that the promotion of economic

within the curriculum was one perceived way of meeting the needs of the
It was claimed that this was especially important given that this period was

marked by a number of unemployed adults being attracted to the CAETC.

8.5.4

Concluding Comments: Formalisation and Access

Arising from the shifts in the political contexts,
CAETD

92

particularly the influence of the NQF, the

began to formalise its curriculum as an access point into a projected

qualifications, in line with the findings of the Adult Education
same vein the CEA engaged

hierarchy of

DEAL Trust Research. In the

in discussions around the location of a certificate-level

adult

education course in the new NQF. During this time a number of discussions were held with
university academics around the CEA as an access point as well as about the possibility of

88
89
90
91
92

Interview with AE8
Paragraph: 3.3.3.2
Interview with AE 10
Interview with AE 10
Interview with AE3; AE 10
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shifting entry points to a formal matriculation

level.

93

During this period the CEA also

began the planning for delivery of the CEA in the Northern Cape.

This was a partnership

between the CACE and the Northern Cape's Ministry of Education.

As highlighted

in

Chapter Seven, this partnership was important in terms of the continued funding of the CEA
by its initial donor agency.

94

The period of South Africa's

first democratic baptism sharpened

relationship between the certificates and their
tension was also

reflected in the

original

the tensions in the

constituency,

civil society.

This

CAETC, that, during this period, began to slip between

organisational (political) and educational curriculum frameworks.

8.6

Conclusion

The following

section

brings together some of the key elements

from the curriculum

practices across the three demarcated periods.

In the first period (1986-1989) the curriculum practices for both the CAEP and the CEA ,
was marked by a strong anti-apartheid political orientation.

The CAEP discourse was one of

'social justice', whereas the CEA was one of 'second-chance
redress. Arising out of a 'social justice'

learning', that is, educational

discourse, the CAEP's

curriculum was directly

linked to servicing some of the political needs such as 'access to legal information'.
other hand, the
premised

CEA

oriented

itself to a generic

on social transformation.

'community'

Consequently,

On the

adult education curriculum framework
in the CEA, the

needs from the

were curricularised into formal courses as evident in Table 8.3. Both the CAEP

and the CEA curriculum were demarcated by the political condition of state repression and as
such were geared towards social change.

Both the CAEP and the CEA were shaped by
curriculum revolved around an anti-state

the political conditions.

In this sense the

discourse that sought through its practices to

promote those ideas that would challenge the political system of domination.

93
94

Personal experience
Paragraph: 7.4.4

as a Co-ordinator

of the CEA at UWC.
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In its place it

sought to encourage alternative political ideas around participation,
mandates

and

democracy.

In this process it drew its

accountability,

sustenance

political

from the People's

Education tradition that had guided the oppositional and resistance forces in SA in the 1980s.
These practices had further been galvanised by the political and economic agendas of donor
agencies that effectively released windfalls of funding for the CAEP, the CEA as well as the
CAETC's

precursor, the Comrades Course. In this sense the external political conditions

demarcated

the limits for the curriculum practices.

themselves

in political ideas and statements that included those of political mobilisation and

political empowerment.
that promote

These practices subsequently embedded

In the first period, the certificates' curriculum practices were

it promoted those ideas that were

such

in defence of civil society against the

apartheid state.

The second period (1990-1993)
between

was characterised

by

curriculum practices that slipped

capacity building for civil society and a more formalising-professionalising

for adult educators.

mode

The curriculum practices thus embraced tensions between the certificates

as political and educational systems. Unlike the first period where there was a direct fixing
of the discourse, this period witnessed uncertainty

and tension around the nature of the

relationship between the curriculum and the political context. In the case of the CAEP a
tension revolved around the extent to which students should be politically

"moulded".

9S

In

the CEA there existed an uneasy dance between the curriculum as portrayed in the materials
(the Contextual Studies text)

and the changing political conditions.

On the other hand the

newly established CAETC was clearly and overtly politicised, linking its curriculum to the
building and promotion of democracy in communities.

96

In this period the CAETC's

curriculum practices were directly limited by their specific and localised political context. As
outlined in Chapters Three and Chapter Seven, the Natal -Midlands continued to be ravaged
by violence amongst different political factions. Therefore, it is apparent that the curriculum
practices in the CAETC emphasised
systems of domination, drawing

those ideas that encouraged

the transformation

their sustenance from the ideas of Freire.

of

Hence, in the

case of the CAETC there was a definite fixing of the educational practices by the localised
political context.

95
96

Interview with AE7
Interview with AE10
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The CEA's practices slipped between strengthening civil society manifested through its study
group networking and professionalising

mode manifested through

its emphasis on the need

to advance the systematic training of adult educators. It is important to note that through the
integration of study group

networking into its curriculum, the CEA had,

strengthened civil society.
CAEP.

The CAEP's

. for civil society.

inadvertently

This theme of building civil society was also evident in the

curriculum practices had promoted

ideas around capacity building

This focus however, occurred in the context of rising tensions around the

CAEP in terms of its·educational and political accountability systems.

In the third period

(1994-1996)

there developed

a definite

relationship

between

the

democratic framework of the state and some of the certificates. Unlike in the first period,
when the political condition that demarcated
resistance discourse in civil society,

the certificates as practices arose

in this period the certificate discourse began to be fixed

by the state's political condition of democracy.
new

out of a

This condition manifested

itself through the

integrated educational framework (NQF) in which adult basic education and training

was identified as a sub-level on the General Education Certificate band.
CAETD

In this context the

began to formalise its curri.culum, as an access point into a projected

qualifications in line with the findings of the Adult Education

hierarchy of

DEAL Trust Research, as was

outlined in Chapter Three. In the same vein the CEA integrated elements of ABET into its
curriculum practices and at the same time engaged in consultations around the location of the
certificates on the NQF ladder.

97

The anticipated incorporation of the CEA into the formal

system coincided with the CEA being identified by the Northern Cape Ministry of Education
as a potential distance model for educating community/development

workers in the region.

This period effectively sharpened the tensions in the relationship between the certificates and
their original. constituency, civil society. This tension was further reflected in the CAETC,
that at this point began to slip between organisational

(that is, political) and educational

curriculum frameworks. Amidst these tensions the CAETC's curriculum practices continued
to promote and strengthen civil society with its ideals of democracy,

self-reliance

and

economic empowerment all of which continued to embed themselves in Freirean principles.

97

During this time discussions were held at UWC regarding the CEA as an access point to university
courses as well as the possibility of shifting the entry point to a formal matriculation certificate.
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CHAPTER NINE
A SYNTHESIS OF THE THREE CERTIFICATE
PROGRAMMES

9.1

Introduction

Chapter Seven conducted a political economy analysis of the three certificate
between

1986 and 1996. In this process it identified the relationship

political conditions and the

practices of

programmes

between the external

It argued for a direct relationship

the certificates.

between the external political conditions and the certificates. In this process it identified the ways
through

which

certain

individuals

constructed

meaning

programmes. While Chapter Seven focused on the external
for the certificate,

Chapter

their curriculum practices.

in relation

to the certificates

discourse that fixed the boundaries

Eight moved internally by examining the certificates

in terms of

It argued that the practices for each period were to a large extent

fixed by the external political conditions,

with the boundaries between 1986 and 1989 being

demarcated by civil society whereas between

1994 and 1996 it was demarcated by the state.

Chapters Seven and Eight conducted the analysis in discrete pieces, using the political periods as
the point of departure for the analysis of the three certificates.

Chapter Nine brings together some of the important elements of all three certificate programmes
that were identified in Chapter Seven and synthesise these in relation to the state, the university,
civil society and donor

aid.

It then analyses the social functions

certificates served, locating these within particular

and purposes that the

adult education models. Similarly the second

part of this chapter, brings together some of the important elements of the curriculum practices
identified in Chapter Eight, with specific reference to those ideas that were allowed
that were not allowed. Consequently

and those

Chapter Nine locates the certificates in a macro way.
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9.2

The Relationship of the CertificateProgrammes to the State

In all three certificates,

the relationship to the state shifted over the entire period. The nature of

the shifts ranged from one that began with an initial opposition

on the part of all

three

certificates through to relations that varied from ambiguity and co-operation between 1990 and
1993, through to support and critical distance in the last period for this study (1994-1996).

9.2.1

Opposition to the Apartheid State: 1986-1989

Through this study it was demonstrated that between 1986 and 1989 both the CAEP and the
eEA had

located their practices

authority as well as inequality

within a framework of challenging and undermining

of the apartheid state's policies and structures. The state

the
was

perceived generally, by the individuals and interest groups who had facilitated the formation of
the certificates,

as an instrument of oppression.

It is evident therefore that idea of undermining

the state was located within an overall context of opposition and resistance prevalent in South
Africa in the 1980s.

As indicated

in Chapters Three and Seven, a large section of civil society

themselves against the apartheid state.
a number

It was also shown that,

along with the armed struggle

(conducted

externally),

internally.

These CBOs were formed to challenge and contradict

structures, policies and practices.
highly polarised.

1

of community-based

had positioned

organisations

had mushroomed
the state's

Thus in SA in the 1980s, civil society

repressive

and the state were

2

As outlined in Chapter Five, in this study the state is not viewed in a homogeneous way. It is
seen to consist

of different interest groupings.

by oppositional

activities amongst interest groupings from within its own ranks.

3

As is evident in this study, the state was beset

Paragraph: 3.2.1.3
Paragraph: 7.2
3 Paragraph: 5.3.1
1

2

227

https://etd.uwc.ac.za/

As indicated

earlier some of the historically white English-speaking universities
the state's

racialised admissions'

policies.

were opposed to elements of

The example of the withdrawal of Ministerial

approval of black enrolments to selected professions was cited in this regard.
has also been identified
active in formulating
community-based

that there were
the

certificates

In this study it

4

individual academics at these universities who were
as a means towards

"the strengthening

leaders committed to social justice and structural change".

S

of informed

Nonetheless, in

the opinion of this study the historically white universities in South Africa in the 1980s were
generally

insulated

from, on the one hand, the state's

community insurrection.

From this perspective the universities

protected spaces in South Africa.
this autonomy.

repression

and on the other, from

were thus autonomous

and

Towards this end the university graduation gown symbolised

It is important to note that this perception of the universities as insulated pockets

varied in the case of UWC in so far as it did not enjoy the same autonomy and protection as its
white counterparts.

As outlined earlier,

UWC had clearly and overtly aligned itself with the

mass democratic movement and as a result was subject to security surveillance in the 1980s.

6

Thus opposition to the state was evident at certain universities, although in different forms.

The state was also censured by some foreign governments'
disinvestment that
investments

effectively

policies of economic sanctions and

bound those multi-national companies

from SA to a code of economic and political practices.

example was the Sullivan Code.
signatory to the Sullivan Code.

As shown, the

CAEP's

that

did not withdraw

As outlined earlier, one

main donor agency (Dl) was a

Arising from the analysis conducted in Chapter Seven, it is

evident that through subsidising the CAEP in the 1980s, at the height of apartheid,
to "keep the sanction mongers at bay".
political legitimacy

7

Dl was able

Thus in the face of economic sanctions the need for

motivated Dlto fund the

CAEP at the time.

In this study it is thus argued that a number of factors

coalesced and then gave rise to the

certificates in the 1980s. There was intense opposition from organisations

within civil society.

Towards this end, community, student, and worker struggles came together under the mantle of
4 Paragraph:
: Letter from
Paragraph:
7 Paragraph:

7.2
Public Affairs, UCT to Managing Director of Readers' Digest, dated 10 February 1986.
7.2.5 See also Paragraph: 3.4.2
7.2.4
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Peoples' Education.

8

Within the state there was opposition amongst certain interest groups for

example, amongst the

individual academics at historically white English speaking universities.

Furthermore there had also been opposition from international donor aid agencies.
factors coalesced
oppositional

and created

discourse.

the

political conditions that favoured the

In the light of this, the political boundaries

All of these

certificates as an
were thus set for

demarcating the certificate practices as one of opposition to the apartheid state. These external
conditions became one of the mechanisms for controlling and delimiting the production of a
social justice/oppositional

Besides

discourse in the late 1980s.

external mechanisms

there were

9

also internal mechanisms

production and reproduction of the oppositional discourse.
in relation to the employment

that controlled

the

One such mechanism was exercised

of teaching staff on the

certificates.

In all three certificates

(including the early Comrades Course) those individuals who were involved in the certificates
were active in some form of opposition to the apartheid state either in an individual
organisational capacity. From this perspective,

the different speakers in the certificates

10

or

were

able to exercise some form of control over the kind of ideas that "could and could not be said"
within an oppositional-social justice curriculum framework.

As identified
discourse.

12

oppositional

in Chapters Four and Five control is also exercised on who is granted access to a
From this perspective,
discourse

programmes.

11

a second mechanism for controlling the production of the

was exercised through the selection of students

into the certificate

Consequently only those individuals who had linkages to anti-apartheid CBOs and

communities were permitted into the certificate discourse.

13

Access had thus been restricted.

In

this way the selection system ensured that only those adults who were actively involved in
activities against the state were permitted into the certificates.
devised various means by which to select students.

Paragraph:
Paragraph:
10 Paragraph:
11 Paragraph:
12 Paragraphs:
13 Paragraph:

8
9

3.2.1.2
5.5.1.5
5.5.1.2
5.5.1.1
4.2.4.2.7;
8.3.3

Towards this end, teaching staff

As highlighted in Chapter Eight in some

5.5.1
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instances this was done in covert ways.
amongst community organisations,
democratic movement.

14

Further ways had been through networking processes

especially those operating under the mantle of the mass

Effectively therefore,

people either knew, or knew of each other.

A further way in which the oppositional discourse was controlled was through the curriculum
practices. Between 1986 and 1989 these practices revolved around ideas of alternative political
empowerment.

The curriculum themes included those of

participatory decision-making.
Freirean ideas.

16

15

As was shown these

In this regard those

democracy,

accountability

and

practices drew their sustenance from

group learning methods that emphasised the collective

and experiential production of knowledge were promoted.

Thus control over the oppositional discourse was exercised through curriculum practices as well
as selection criteria. The restriction of access to those political cadres (activists) who were
steeped in a community

resistance discourse

became the means by which the certificate

curriculum rituals and language of group work, participation
reproduce itself.

and empowerment

could thus

Towards this end the ideas around unity and solidarity against the apartheid

state could circulate amongst the cadres with relative ease.

9.2.2

Ambiguity vs Co-operation: 1990-1993

From the early 1990s, the oppositional

position to the state started to shift. In the case of the

CAEP it shifted to one of ambiguity, in the case of the CEA there developed
whereas. with the

CAETC,

in its early formation,

one of co-operation

it slipped between oppositional

ambiguous relations.

Paragraph: 8.3.3
Paragraph: 8.3.2
16 Table 8.3
14
15
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and

9.2.2.1

The CAEP

From the early 1990s the CAEP was set in an ambiguous

relationship with the state. This

ambiguity was expressed through a tension between political and educational
systems as outlined in Chapter Seven.
when the CAEP's

17

This tension began to manifest itself in the early 1990s

curriculum practices

development' . The discourse of

as well as selection criteria focused on 'community

'community

called Training for Transformation.

accountability

development'

was reproduced through the text

This approach, that had

encouraged ideas around the

development of team and group work in communities, drew on some of the earlier practices in
the CAEP.

However, as noted before, this approach ushered in its own set of tensions, as the

course was seen by members in the Department

as

a form of

Effectively therefore the early 1990s in the CAEP began with

'political

mechanisms of control

exercised over "what should and should not be said" in the CAEP.
the cultivation

of a different curriculum

"development of reflective practitioners"

discourse,

indoctrination'

19

.18

being

This period ended with

namely, one that moved between

and "CBO/NGO development".

the

20

The shift in the CAEP is further reflected in the selection criteria during this period.

Towards

this end it was noted that "some difficulties were experienced around selection criteria".

21

From

the 1990s onwards only those students with linkages to CBOs/NGOs were selected into the
CAEP.

It was noted that students from trade unions were encouraged to attend the course.

However, students from women and community

organisations

were also permitted into the

CAEP. In the selection of students from CBOs/NGOs, controls were therefore
the production of a CBO/NGO discourse.

exercised over

These practices revolved around the promotion of

ideas that advanced the capacity building of organisations.

As

identified during 1993/1994

some research was conducted around how the CAEP curriculum could enhance the work in
organisations.

22

21

Paragraph:
Paragraph:
Paragraph:
Paragraph:
Paragraph:

22

Paragraph: 7.3.1.1

17
18
19
20

It is important to note that alongside the development

7.3.1.1
7.3.5
5.5.1.1
7.3.1.1
7.3.1.1
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of

a CBO/NGO

discourse there also began to be a focus on more narrowly educational issues over and above
political issues. In this process ideas around the advancement of educational and organisational
issues relevant to organisations were promoted.

For example the curriculum practices in this

period focused on the design of educational events."

This strong educational focus was further

manifested in the statement on 'building reflective practitioners' that developed into an imp?rtant
discourse marker for the CAEP/CAETD 's curriculum from the end of 1993.

9.2.2.2

The CEA

Between 1990 and 1993 the CEA's relation to the state shifted from one of earlier opposition
to that of co-operation.

In this way it aligned itself to the changes in the political condition,

namely, that of negotiations.

As such emphasis was placed on promoting those ideas that

advanced a culture of negotiations. This was identified in Chapter Eight.

24

In accordance with

the climate of negotiations, the CEA widened its base to include students from sectors beyond
the traditional
experiences

political resistance
from

civil society

CBOs. In this regard it recruited students with training

(community),

local government

as well as from the

private

sector. This was done in order to cut across the earlier polarisation amongst the different sectors.
This practice

indicated a willingness on the part of the CEA to align itself with the goals of the

emerging new state.

During this period the

curriculum practices of the CEA had two components,

strengthening of CBOslNGOs
Towards this end
background.

and a focus on the development

the selection criteria

tended to favour

of

24

education/training

skills.

those students with a training

In seeking to promote an education and training discourse, controls were thus

exercised over the selection of students.

23

namely the

Table 8.4
Paragraph: 8.4.1
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9.2.2.3

The CAETC

Between 1990 and 1993 the CAETC's relation to the
oppositional features.

The ambiguity

state was

marked by ambiguous

and

is expressed through its selection criteria that had opened

itself up to students from a base that went beyond traditional political resistance CBOs.

It is

important to note that in the early Comrades Course the selection of students had been restricted
to students from political resistance CBOs.
base.

In a very ambiguous way the CAETC opened up its

However, this occurred in the context of

traces of opposition that arose out of the

specific and localised political conditions, namely the political violence between Inkatha and
ANC affiliated

organisations.

As identified earlier, the violence had recurred in the period

immediately after the legalisation of political activity.

2S

Against this backdrop the CAETC's

focus was on promoting and strengthening civil society in order to counter some of the violence
that was prevalent at the time in the Natal-Midlands

region.

From this perspective it is evident

that civil society is not a homogenous entity but is influenced by regional political factors.
As a result, these regional specificities

26

had influenced the political orientation of the CAETC,

that had been to build the 'people's movement'

amongst students

from beyond the traditional

political resistance base. In this process it selected students from civil society organisations, the
private sector and state institutions.

In seeking to advance the 'people's

were exercised through the curriculum.
highly politicised.
Education.
movement"

9.2.3

Between

the curriculum practices were

in promoting and encouraging

ideas around "advancing the people's

control was thus exercised through the curriculum practices.

Critical Distance vs. Support vs. Critical Support

1994 and 1996 the certificates'

distance (CAEP/CAETD),

26

Paragraph: 3.2.2.1
Paragraph: 5.3.3

27

Paragraph: 8.4.1

25

controls

For example one of the curriculum practices was identified as Political

Effectively,
27

Table 8.4 reveals that

movement'

relationship to the state ranged from one of critical

general support (CEA) through to critical support (CAETC).

233

https://etd.uwc.ac.za/

9.2.3.1 The CAEP/ CAETD

The Department of Extra Mural Studies'
accountability

decision to shift from a political

system meant that the new certificate's

curriculum

governed by political issues arising out of the community.

to an educational

boundaries

ceased to be

Towards this end soon after 1994,

although the criteria for selecting students revolved around a broad sense of social responsibility
it began to include the "ability of students to cope with the educational demands of the course."
28

By 1996 the academic demands of the course began to be foregrounded

social change aspect. This shift on the part of the CAEP/CAETD
'critical distance'

in relation to the state in so far as the

over and above the

suggested a relationship of

new CAETD

developed inwardly,

towards the university culture, rather than outwardly to a political-state culture.

9.2.3.2 The CEA

The CEA's

relationship in this period was one that had begun to tune into the needs of the

democratic state.
from the

This supportive relationship was manifested

educational

through integrating elements

policy discourse into the CEA's curriculum design. In this regard the

curriculum design at study weekends included a focus on ABET. It is important to note that this
period marked the promulgation of the NQF in which ABET is demarcated as one sub-level.
In anticipation of formal ising, the CEA integrated ABET into the curriculum.

Towards this end,

controls were exercised around selection criteria with a focus on selecting those students
were involved with ABET.

In this regard ABET instructors

29

who

from the private sector were

examples of the kinds of students who were selected into the CEA in this period.

Consequently

during this period the CEA developed in a supportive way in relation to the democratic state by
aligning aspects of its curriculum with ideas around redress for adults that in this instance had

28
29

Interview with AE8
Paragraphs: 3.3.3.3; 7.4
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been ABET.

As identified in Chapter Three discussions on ABET had permeated the policy

debates with regard to educational redress for adults.

30

9.2.3.3 The CAETC

With regard to the CAETC's curriculum there also developed a focus on ABET issues.

In this

regard it was noted that a number of ABET workers from the private sector were selected onto
the course.

It is important to note that this was a feature of the CAETC since its inception.

However, at the same time as the CAETC

aligned aspects of itself with the elements of the

state's redress framework, it continued to

promote those ideas that advanced the 'peoples'

movement'.

Towards this end its curriculum

empowerment,
Eight?l

democracy,

self-reliance

practices

stressed

and participation.

ideas such as economic

This was identified

in Chapter

These practices indicate a relationship to the state that was characterised

both by

ambiguity as well as one that was critically supportive.

9.3

The Relationship of tile Certificate Programmes to the University

It has been argued in Chapters

Two and Five, that the social role of the universities is around

the generation and dissemination of knowledge for society.
contention of this study that

From this perspective it is the

the certificates as undergraduate

ways in which each university could systematically
for themselves

32

university-based

courses were

carve out different social-political

niches

in terms of controlling knowledge production for the field of adult education in

South Africa.

For the Dept. of EMS, VCT,
Department

for the 'community'

31

Paragraph: 3.3.3.1
Paragraph: 8.5.2

32

Paragraphs: 2.2.2.1; 5.3.1.1

30

the ideas generated
configured

from the

into the CAEP.
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earlier courses run by the
In other words,

it is the

contention of this study that the earlier short courses run by the department for the 'community'
contributed to the construction of a more coherent framework evident in the longer course of
the CAEP. In tum the CAEP was then reconfigured into a formal course within the university's
framework, in the form of the CAETD. In this process adult education as a radical social change
project delinked itself from a political framework.

In a similar way the Centre for Adult

Education at UNP drew on the ideas and experiences generated through the earlier short courses
and developed these into a more coherent educational framework
UWC

drew on the practices from the 'community'

later. Similarly, the CACE at

(including

CBOs)

and constructed

a

curriculum within the boundaries of

a university framework.

assessment

one of the ways in which the production of knowledge

and examinations became

Towards this end, the formal

for the field of adult education (in SA) was monitored and controlled.

Each certificate was shaped by

the different institutions'

historical

and political contexts.

Towards this end the form that the certificates assumed was linked to the institutions'
standing and political missions

at the time.

Each

historical

period marks a different set of relations

between the certificate programmes and their respective universities. These are spelt out below.

9.3.1

The CAEP

Community Extension Vs. Community Alignment: 1986 -1989

was

the expression of the Dept. of EMS' extension idea. In this regard it gave

meaning to the university's extension mission of support for disadvantaged
communities.

33

From this perspective this study argues that the Dept.

CAEP within a liberal model of a university.

of EMS located the

It is important to note that the CAEP's radical

moment (in the 1980s) arose out of the personal and political desires of an individual rather than
an institutional mission. In this regard the individual's subject position
the CAEP had assumed at the time.

33
34

34

Millar, C. (1984)
Paragraph: 5.5.1.2
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influenced the form that

The mission of the CACE, UWC was to locate itself as part of UWC's efforts to forge a new
form of 'people's education' alongside other progressive forces."
meaning to the university's

In this regard the CEA gave

political mission that was to make the university accessible to the

community. Hence the CEA through CACE was located within an ideological model of the
university.

36

movement,

Similarly the Centre at UNP,
in particular,

its alignment

the United Democratic Front,

between the university and its relationship
reflected

in

with

the mass democratic

sought to unhook

the historical tie

with the apartheid state. This pattern was further

in the nature of the projects that the Centre undertook.

The CAETC thereby became

one way of securing its place with a popular and grassroots based political party.
the Centre,

in a similar way to the CACE,

located itself within an ideological

On this basis
model of a

university.

The Adult Education Units'

missions

and political alignment were therefore different.

institutional specificities influenced the form and structural location of the

These

certificates in the

universities.

The CAEP embraced a highly politicised social justice discourse as evident in Table 8.3. On the
other hand the CEA embraced more of a compensatory discourse as evident in Table 8.3. It is the
contention of this study that the CAEP's social justice discourse was protected by

UCT's

institutional authority that in the face of the apartheid state, was more legitimate than that of
UWC.

This was outlined in Chapter Seven.

institution,

37

Moreover UCT,

needed to establish a more legitimate relationship

as a historically

with the black community which

meant that the "black community worker became the conduit for the university".

Thus the Dept. of EMS'

political need

39

36
37
36
39

38

combined with the donor agency's economic need

created the conditions for the cultivation of a radical social justice

35

white

CACE Annual Report (1989)
Paragraph: 5.3.1.1
Paragraph: 7.2.5
Interview with AE2
It was noted at the time that there were no black academics

discourse at the university.

working in the Education
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building at UCT

This political approach

In

the CAEP was further enhanced by the relatively

relationship between the CAEP and the Dept. of EMS.

9.3.2

autonomous

40

Relations of Strains and Tensions: 1990-1993

Between 1990 and 1993 the CAEP's relationship with the university was one of strain and
tension that revolved around the accountability systems. In this process the relationship became
"awkward and difficult".
expressed through

41

Similarly in the CEA's relations with the university, tensions were

the staff struggling to 'get a place for students at the university's graduation

ceremony'. This symbolic form of recognition had become difficult to manage in the face of the
mushrooming
newly

of community projects at UWC seeking similar symbolic recognition. With the

established

straightforward.

CAETC

at UNP

it was evident

that

the relationship

Towards this end it is clear that although the CAETC's

articulate with the university qualifications

was fairly

certificate did not

structure, the university 'had no problem giving a

stamp'.

9.3.3

In Anticipation of Formalisation: 1994 -1996

During the period

1994-1996 the CAEP/CAETD had a clearer relationship with the university.

The new CAETD

was subject to university

rules and regulations

that included

formal

assessment. It is important to note that there was no automatic articulation with the university's
qualification structure.

The CEA on the other hand, continued to experience some strain and tension in its relationship
with the university's
community

administration.

As highlighted above the issue of symbolically recognising

courses by awarding certificates

difficult to manage.

40

Paragraph: 7.2.5

41

Paragraph: 7.3.3

at formal graduation

ceremonies

had become

Against this background the CEA was but one amongst many community
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courses and therefore had to assert itself continually with the administration.

In efforts to

resolve some of the tensions the CEA during this period engaged in meetings around the
certificateas a potential university-based

access course. Similarly in the case of the CAETC a

number of questions had been asked (especially by students) concerning the non-formal nature of
the CAETC qualification.

Against this background the CAETC engaged in discussions around

the course and its link with development work. It was revealed through a research study that a
number of past students had found jobs in development and RDP projects.

42

In the light of this

the CAETC as a non-formal course began to be scrutinised.

An important

feature of this period was the need for the certificate programmes to begin to

reflect on the nature of the relationship with the university in its quest to formalise and integrate
into a university qualifications'

9.4

structure.

The Relationship of the Certificates to Civil Society And Civil Society
Organisations

In all three certificates there had been

a very strong and supportive relationship between

the

overall aims of the certificates and civil society. However, over time, a shift was discerned in
the different

meanings

that the individuals

had begun to attach to the concept

of the

'community' .

In the certificates, the concept of the 'community'

is used to refer to the relationship with civil

society. As identified earlier, between 1986 and 1989, the CAEP placed a strong emphasis on
the building of communities and the development of black leaders from grassroots communities.
43

In the light of this, the CAEP's link with the 'community'

individuals.

in this period was through

However, in the certificate programmes the term 'community'

term community-based

organisations (CBOs). As outlined in Chapter Three in the late 1980s the

CBOs with which the certificates

42

Interview with AE3

43

Paragraph: 7.2.1.1

is also related to the

formed linkages were those that were anti-apartheid
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in

orientation.

44

All three certificates had, at different times and in different ways emphasised a

CBO linkage in their curriculum practices.

It is the contention of this study that the political conditions fixed the boundaries for defining and
naming the link with organisations.

For example, in the late 1980s at the height of state

repression in South Africa, it was illegal to identify organisations.

Thus from this perspective

any CBO linkage on the part of either the CAEP or the CEA could not be identified. Although,
it was revealed

that in practice the individual students, especially in relation to the CEA, had

strong CBO linkages.

4S

By the early 1990s with the legalisation of political activity and the

unbanning of organisations the CBO linkage was overtly spelt out as an important element of
the curriculum practices.
the 'community'

46

Towards this end the CAEP, the CEA and the CAETC's link with

through organisations was enhanced between 1990 and 1993.

However the

period 1994-1996 was marked by very different CBO linkages. For example the CAEP/CAETD
and the CEA's

link with organisations

began to weaken, while

CAETC's

CBO/NGO

link

It is clear from the above that the relationship between the certificates and the 'community'

had

continued to be strong during this period.

undergone shifts over time.
to the concept.

These shifts were influenced by the meanings that the actors gave

What started out as a supportive and sustaining relationship with the community,

developed later into one that was weakened. In all three certificates the meanings around the
concept had also
recruited

into these programmes.

'community'

9.4.1

shifted through time.

This in tum

shifted over time is spelt out below.

The 'Community' as a Homogeneous Concept: 1986 -1989

political, anti-apartheid

concept.

the term 'community'

was interpreted as a

In this regard it was linked to the 'mass

Paragraph: 3.2.1.3
CACE, An Impact Study of the CEA (1995)
Table 8.4

45lJ1NC;
46

learners

The ways in which the approach to the concept of the

During the period 1986-1989 in all three certificates,

44

influenced the selection of
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democratic

movement'.

This approach was apparent in the

47

Comrades Course.

CAEP, the

However the concept of the 'community'

CEA as well as the earlier

was also linked to a number of

social categories that included those of the 'poor', the 'working class' and 'rural' communities.
Since there developed a convergence between these social categories and those sections of the
population defined as 'black' the approach to the concept of the 'community'

in the 1980s was

seen in a homogeneous way, as referring to all black people.

This interpretation

of the concept

'community'

that had

referred to all black people,

reflected in the CAEP and the CEA's selection criteria during the first period.
important to note that at this point
black people generically
commitment to,

was

However, it is

in the certificate programmes the concept did not refer to

but instead only to those individuals

who had demonstrated

and involvement in activities that opposed the apartheid state.

end a premium was placed on those applicants who demonstrated

a

Towards this

a commitment

to and

involvement in anti-apartheid activities. In some instances the judgement was made through an
organisational link.

In this regard it was revealed that one of the main criteria was "that they

must come from an organisation as we were not going to take people floating freely"."

In

some instances they were mandated by their organisations or recruited by activists who had a
link with these programmes.

During this period terms such as adult education, the 'community',
and the 'disadvantaged'
term 'adult education'

'bl~ck people',

were used synonymously in the certificate programmes.
was also used interchangeably

was further identified,
transformative

adult education

edge to them. so

Moreover the

with community education.

in Chapter Two, the literature points to these terms being used synonymously.
is used to refer to practices

Similarly in South Africa, at the height

the 'poor'

49

As outlined
Moreover as

with a radical and
of apartheid,

education and community education activities with CBOs were used interchangeably
term 'political education'.

adult

with the

The latter referred specifically to those practices that contradicted or

undermined the authority of the apartheid state. Towards this end in order to fix the limits on
47
48
49
50

Paragraph: 3.2.1.1
Interview with AE4
Paragraph: 2.2.3.3
Paragraph: 2.2.3.1
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the certificates
Consequently

as an oppositional

control

over the selection

criteria.

that is, with black people.

The 'Community' as a Fragmented Concept: 1990-1993

The homogeneous
1993.

implied

applicants were judged by their active anti-state political work experiences with

adults in the 'community',

9.4.2

discourse

perspective of the term

'community'

underwent shifts between 1990 and

Whereas previously adult education referred to community work in a broad and

amorphous sense, hooking itself mainly into the democratic movement,

from the 1990s onwards

the meanings around adult education were narrowed down. Part of this narrowing down was
facilitated by the notion of community being unhooked from the democratic movement.

The

concept then became more pliable and in so doing adult education was released from a broad
'political construct and was then able to be narrowed down to a

more focused

educational

component.

In the post 1990s period, the selection criteria identified as adult education experience,
more sharply defined in the programmes.
onwards,

a premium

For example in the CEA selection process from 1991

started to be placed on the level of applicants' educational work.

example those students with a training background were favoured
Similarly in the CAEP there was

focus.

For

in the selection process.

a trend towards selecting those adults who were working in

education and training contexts, while in the CAETC, the curriculum
an educational

became

had begun to lend itself to

This more narrowly defined educational meaning in relation to adult

education was applied to

community education contexts more generally.

selection criteria went beyond the resistance-based

For example,

the

CBOs to include those students who were

involved in education and training work with adults.

Between 1990 and 1993, the concept of the 'community'

was therefore not as clearly defined

as it had been between 1986 and 1989.

What was one 'truth'

for the first cycle had been replaced by another
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'truth'

for 1990-1993,

with different meanings being constructed around the selection criteria for what constituted an
adult education experience.

During the period of negotiations

the use of this term in a much more general way.
adults working

in 'community education

educational work

with disadvantaged

sense the term 'community'

9.4.3

the political context

opened up

Towards this end, in the selection process,

contexts'

implied those adults who were engaged in

communities

regardless

of political affiliation. In this

was delinked from an anti-apartheid political framework.

The 'Community' Begins To Dissolve: 1994-1996

As shown in this study, the early ideas of the 'community'
were displaced in favour of education and training.
there began to be a reliance on the development
progression through the university system.

that were used in an amorphous way

Towards this end, in the CAEP/CAETD
of academic skills to prepare learners

for

SI

The meanings for adult education were constructed around educational practises that occurred in
a variety of organisational settings designed to meet community needs.
term

From the mid 1990s the

adult education was taken to mean educational work in community organisations,

governmental organisations,

local government, even business institutions.

thus unhooked from 'community'.

non-

Adult education was

In this process it assumed the form of an organising frame,

continually being narrowed down and increasingly being referred to as education and training
practices for adults occurring in multiple and diverse sites.
continued to be limited to those applicants that demonstrated

It is important to note that access
a commitment to social change.

However, whereas previously in the certificates the term social change referred to those adults
involved in anti-apartheid

activities,

in the later periods

it now referred to those adults who

were involved in activities that challenged oppression amongst adults in ways that contributed
towards the building of a democratic

society. Towards this end it was revealed that elements of

social change in the post 1994 phase

could refer to ways of challenging different forms of

oppression. For example it was stated that:

51

Interview with AE8
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A headmistress of a squatter school could be doing the certificate course
because she wants to be able to handle her school committee or
challenge someform of oppression. S2
Thus between 1988 and 1989 whilst organisational
certificates,

from the 1990s onwards

professional

determining criterion in subsequent periods.

affiliation is the clue for admission to the
work

practices

with adults

became

a

S3

9.4.3.1 An Education And Training Focus

As outlined in Chapter Five, the process for formulating the curriculum

system was one of

translating the political problems into educational conundrums that were then used to frame the
curriculum process.

S4

In this regard a key element in the curriculum process was to put the

learning into a social and political context.

In the certificates'

curriculum practices from the mid 1990s the discourse

of training was

increasingly becoming stronger. Towards this end some learners sought out the certificates as a
way of

helping them to put their splintered

framework.

community

experiences

into an educational

In this regard a learner stated that the initial impulse for getting into the certificate

was through her work with pre-school centres in squatter areas where she "found twenty babies,
some of whom had diarrhoea,

in one shack with two people taking care of them".

ss In this

regard it was revealed that there was a need for the design of a teaching method for showing
people how to work out a diarrhoea solution:

you know the one with two teaspoons of salt and then to draw it up. It
did not need a lot of words and stuff And so that kind of reinforced for
me that I wanted to do some kind of training and at the time I heard of
the adult education certificate and so I decided to do it. 56
52
53
54
55
56

Interview with AE1
Interview with AE4
Paragraph: 5.4.1
Interview with L2
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The need for training skills was reiterated by a further learner who revealed that when one is
training:

you are not only looking at ·/iteracy skills, because the person being
trained is not a child but a member of a community organisation, a
church, a credit union, a stokvel and therefore the course equips you
with the skills to prepare these people. 57
Similarly in the case of a CAETC learner the attraction to the course
sharpening skills around
projects".

S8

"running groups,

was the need for

dealing with adults and evaluating and monitoring

While for a CAEP learner it was the need to "put the union, the organisational stuff

from the union, into a theoretical context."

S9

Thus there were some shifts in the certificates towards stronger educational skills with selection
criteria that had began to restrict itself
involvement in overtly political activist

more to those involved in training as opposed to
work.

This foregrounding

discourse appeared to be the general direction into which

of an 'education-training'

all three certificates had begun to

move. The training discourse effectively displaced the overtly political-oppositional

discourse

that had initially characterised the certificates.

9.4

The Relationship Of Donor Agencies To The Certificate Programmes

During the decade demarcated for this study the relationship between the donor agencies and the
certificate programmes had undergone shifts. From windfalls of financial support in 1980s, in
the

1990s the certificates witnessed

a gradual erosion of their resource base. The relationship

for each period is spelt out below.

57
58
59

Interview with L3
Interview with L13
Interview with La
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9.5.1

Unconditionalsupport

During the period 1986-1989 the relationship of the donor agencies to the certificate programmes
varied between political/economic
relationship of Dlto

imperatives

and political altruism.

As shown earlier the

the CAEP was one that sought to achieve political legitimacy

continue with their economic operations in South Africa. In this regard it was

in order to

noted that Dl' s

strategy for funding the CAEP in the 1980s was to comply with the Sullivan Code in order to
"keep the sanction mongers at bay".

60

The relationship of D2 to the CEA was one of political altruism that sought to promote peace
globally. As was shown earlier, the funding strategy of D2 was part of an overall strategy to
see whether

D2 could develop a programme in SA in a similar way as it had begun to do in

.Eastern Europe.

61

While Dl and D2 had funded the CAEP and the CEA respectively, for very different reasons, the
effect had been

to support

political activists work in defence of

civil society against the

apartheid state. Towards this end the CAEP and the CEA received unconditional support, a
pattern that was also evident with the earlier Comrades Course.

9.5.2

ConditionalSupport

Between 1990 and 1993 both the Dl and D2 began to shift their approach with regard to funding
the respective certificates albeit in different ways.

In the case of Dl the political/economic

strategy shifted towards a more narrowly focused business,

strategy.

As shown earlier, it was

clear that Dl needed to develop criteria for funding in terms of what made "business sense".
From this perspective the CAEP did not fit the new criteria.

62

On the other hand D2, who by

this time had opened up offices in SA, had at the same time begun to develop more focused

60
81
82

Interview with 01
Interview with 02
Paragraph: 7.3.4
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criteria with regard to the promotion

of civil society. Towards this end it was in particular the

rural base of the CEA that had continued to attract D2 to fund the CEA.

The CAETC during this period had multiple sources of funding as identified earlier. In particular
the CAETC received small pieces of funding from companies that had in accordance with the
economic sanctions

policy

withdrawn investments from

SA

and subsequently transferred

money into a trust fund that allocated money to the non-profit sector. One of the criteria
adult education.

On the basis of the CAETC's adult education curriculum,

was

it therefore qualified

for some of this funding.

The period between 1990-1993 was marked by conditional support on the part of the donor
agencies.

9.5.3

Between

Termination, Conversion and Advancing the Field of Adult Education

1994 and 1996 the relationship

between the donor agencies and the certificates

continued to shift in an adverse way. As outlined in Chapter Seven, this period witnessed
discontinuation ofDl

funding for the CAEP/CAETD.

the

However, as was shown, on the basis of

the formalisation of the CAETD, the university provided some bridging finance.

On the other

hand D2 converted its funding arrangement with the CEA. As outlined earlier,

a partnership

developed

between

CACE,

UWC and the Northern

Cape's

Ministry

of Education

culminated in the CEA being offered in the province of the Northern Cape.
formed the basis for D2 to continue to fund the CEA during this period.

that

This partnership

63

While the relationship between the donor agencies and the CAEP/CAETD and CEA underwent
shifts in this period, the CAETC received a lease of life from

an internationally

based adult

education association (D3). As outlined in Chapter Seven, the mission ofD3 was to develop the
field of adult education in Third World countries. In this sense, the CAETC had satisfied one of

63

Paragraph: 7.4.4
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the criteria insofar as it enhanced the training aspect for the field of adult education. However, it
is important to note that 03' s support for the CAETC was through bursary donations.

This period (1994-1994) was marked by 01 terminating funding for the CAEP/CAETD,
the donor agency for the CEA (02) converted its funding arrangement.

while

On the other hand the

CAETC was supported by 03 who sought to promote the field of adult education in SA.

9.6

Social Functions

9.6.1

Radical Adult Education Model

Between 1986 and 1989 the CAEP and the CEA were located in a radical political framework.
Whilst the statements around the aims were differently formulated, the certificates in terms of
their political orientation were similar .. It is important to note that the early Comrades Course
had a similar radical political orientation, as identified in Chapter Three.
and the CEA, the discourse had included

64

In both the CAEP

elements that focused on opposing a state

whose

policies and structures engendered a white racially-based society. In its place the social-political
goal of the certificates
curriculum practices

was for a non-racial

society.

In this process the highly

politicised

fuelled into the oppositional discourses within the community structures

where the learners were based.

It is the contention of this study that both CAEP's social justice

and CEA's compensatory curriculum practices were geared towards this end in the late 1980s.

9.6.2

Radical Adult Education and Liberal Adult Education Models

While in the 1980s the certificates formulated their aims and curriculum practices in a discourse
that opposed the apartheid state, between 1990 and 1993 the certificates practices developed in a
way that

64

Paragraph:

strengthened

civil society.

In this regard it widened its constituency to include the

3.4.3
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selection of adults

working not only in resistance-based

NGOs, as well as local government contexts.

CBOs but also those from welfare

It is evident that this discourse of strengthening

civil society, was even stronger with the CAETC during this period (1990-1993).

In line with

the advancement of civil society was the need to professionalise community work. In this sense
the CEA's vision of professional ising that sought the promotion of individual advancement,
inadvertently corresponded

with the overall certificate mission of strengthening civil society.

It is thus the contention of this study that between 1990 and 1993 the CAETC and the CEA
remained within a radical adult education model, while the

CAEP

from this model towards the end of the second period (1990-1993).

began to disembed itself
Effectively at the end of the

second period, the CAEP oriented itself towards a liberal model.

9.6.2

Liberal Adult Education and Radical Adult Education Models

While the certificates sought to strengthen civil society between 1990 and 1993, between

1994

and 1996 the certificate practices geared itself towards formal frameworks.

Between

1994 and 1996 the CAEP had transformed itself into a formal programme of study

primarily accountable to a university framework.
links with the traditional
politically formulated.

In this regard the new CAETD severed its

CAEP constituency as well as with curriculum practices that were

Towards this end it

developed a curriculum within the boundaries of a

university system and began to prohibit access to those who had academic
literacy skills.

65

One of the curriculum practices

encouraged, as became evident in Chapter Eight.

referred to as Independent Study began to be
66

Individual study was encouraged and it

seemed as though the

idea of maintaining

a critical distance from the state's

policies was promoted.

In this sense the CAEP/CAETD served a social-political function within

a liberal adult education model in 1996.

65
86

Interview with AE8
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educational

On the other hand both the CEA and the CEAC continued to serve a social-political function in a
radical adult education framework, both from very different angles.

The CEA continued to make supportive manoeuvres towards the state, through its trend to let the
curriculum mirror the political changes.
curriculum practices of the CEA.

67

So for example, ABET became a key statement in the
However,

while some elements of the practices moved

towards those of embracing a more formal discourse, some aspects of the curriculum practices
continued

to hook themselves into civil society.

For example, the formation of study groups

was an important process, not only in terms of support for learners but also as power networks
within civil society, where community workers from different backgrounds could interact with
each other.

Moreover these study groups became sites for adults to work and learn in a co-

operative way. It is the contention of this study that the promotion of group study in the CEA,
with roots in a liberal framework
encouraged collective,

was seized and translated

as opposed to individual, study.

into a radical approach

68

In both periods the CAETC continued to have as its aim the strengthening
movement"

to

which all its curriculum practices became attuned.

of the "people's'

For example,

political, economic empowerment, democracy and Freirean ideas of self-reliance
to inform curriculum practices.

69

that

Between 1990-1993 the CAETC,

issues of

had continued

it is argued,

was solidly

embedded in the radical model but was then partly disturbed between 1994-1996.

9.6.3

Concluding Comments On The Social Functions Of The Certificate Programmes

All three certificates

served a socio-political

function in SA society.

These functions were

premised within particular adult education models. Between 1986 and 1989 both the CAEP and
the CEA drew their sustenance from a radical adult education model. Between 1990 and 1993,
the newly established CAETC lodged itself in the radical adult education model while the CAEP
made it first manoeuvre into a liberal framework.
67
68
69

Table 8.5 and Paragraph:
Paragraph: 2.3.3
Interview with AE 10
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both the CAETC and the CEA continued in the radical adult education model, although not as
fixed and secure as the first and second periods,

whilst the newly established CAETD

lodged

itself firmly in a liberal model.

9.7

The Curriculum Practices Of The Certificates: "What Could And What
Could Not Be Said"

As shown in Chapter Five various mechanisms
discourse.
was

70

are deployed to produce and reproduce

a

In Chapter Eight the curriculum was identified as one such mechanism where it

shown that controls were exercised over 'what could and could not be said' in the

certificate.

Towards this end certain words were displaced by others.

period of apartheid the certificates

For example during the

constituted themselves as an oppositional discourse.

This

later shifted to a discourse that constructed itself in anticipation of a formalised educational
discourse.

Thus each period saw the certificate's curriculum practices regulating themselves in

accordance with the political conditions.
practices that was also regulated

Towards this end, one element of the curriculum

referred to the conduct of learners on these certificates.

this regard certain types of behaviour were allowed while others were not allowed.
section therefore

examines, through the eyes of

The next

some learners, from all three certificate

programmes, the kinds of ideas in relation to behaviour that were encouraged (permitted)
those that were discouraged (prohibited).

9. 7.1

Developing The Character and Training For A Good Adult Learner-Educator

In all three certificates there appeared to be a strong focus on
habits amongst the learners.

71

Towards this end

inculcating good moral

the analysis of the responses to the

question "what kinds of practices were encouraged in the certificate classroom"
a strong reliance on promoting

70
71
72

In

conduct that had a moral bias.

72

indicate

Words such as 'learner

Paragraph: 5.5.5.1
Paragraph: 4.3.2
See Appendix A
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and

responsibility',

'sharing

ideas in groups',

'tolerance',

'respect'

and 'participation'

signalled

practices geared towards roles around social duty.

Similarly

words such as

'equality',

and 'unity" signalled practices geared towards political duty.

The concept of

'power' therefore had inhered itself in the certificate practices.

9. 7. 1.1

Learner Responsibility

As outlined in Chapter Two, the idea of 'learner responsibility'
address learner involvement in the education process.
'responsibility'

73

is part of a cluster of terms that

In all three certificates learners cited

as an important element that was promoted

in the curriculum practices. In this

regard much emphasis was placed on learners being responsible in their behaviour and attitude to
the learning process. A related term that was central to the idea of learner responsibility,
revolved around the participation

9. 7.1.2

In all

of learners in the educational process.

Participation

three certificates a high premium was placed on learners actively participating

learning process.

in the

Towards this end the physical space in the classes was organised in a non-

hierarchical way. In other words the chairs and tables were placed in a circle (unlike a lecture
format) in order to construct the group (rather than the teacher) as the locus for learning.
the design of the learning space represented a displacement
teacher .and learner.
individual.

From this perspective

of

Thus

signs of hierarchy between

authority was vested in the group rather than the

Towards this end it was revealed by one of the CAETC learners that "the layout

of the class is such that it made it easy for adults to learn, for all adults to participate".

74

Similarly

in

as revealed by a CEA learner

73

Paragraph: 2.3.3

74

Interview with L 12

"the group approach helped us to participate
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discussions"

75

and finally in the words of a CAEP learner

participatory and allowed people to come up with their own ideas".

In all three certificates

emphasis was placed

In

different

"the group work was very
76

ways on learner involvement,

participation and responsibility to the learning process. In this regard it was noted that in the
early CAEP course some students were responsible for facilitating some of the sessions,
in the words of a CAETC leamer,

78

In a similar vein of

a CEA learner revealed that "each one had a turn to share ideas

in the small group and in the big class".

Learners were encouraged to
included accountability

while

"in the group a speaker was selected who took the points

from the group discussion and then spoke on behalf of the group".
promoting learner involvement

77

79

be responsible and involved in the learning process and this
It was revealed

to the learning group.

that there

needed to be

"commitment and responsibility to the class, to the roster of duties", which if you did not meet,
"you were always called to account".

80

In the words of a CAEP learner:

if you knew you were going to be away you swopped with someone else
to buy the biscuits. 81
There was thus a strong focus on encouraging
that promoted social

ideas around responsible

behaviour. The ideas

and responsible duty were extended to the unit of the 'group'

in the

certificates.
9. 7.1.3 Group Work

The idea of group work holds an important position in adult education, as outlined earlier. In all
three certificates, the social unit for the learning process was 'the group'. From this perspective,

75
76
77
78
79
80
81

Interview
Interview
Interview
Interview
Interview
Interview
Interview

with
with
with
with
with
with
with

L4
L9
L7
L 10
L4
La
La
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working in the interest of the group was promoted over and above individual interest.

Towards

this end it was noted by a CEA learner that "selfishness was discouraged, especially around the
sharing of ideas in group work".

Similarly it was noted by a CAETC learner that in the group

individuals "used one another as resources".

Thus the group was perceived as the place where

ideas were shared through debates and discussions.
for promoting

group work

encouraged to work

was through

co-operatively.

group assignments,

in which individuals

were

In this process learner behaviour that fostered individual

interest was discouraged. For example it was
disagreed with an individual

In one of the certificates (CEA) a tec~ique

revealed that in one instance where the group

concerning the topic of an assignment, the topic was subsequently

changed in a way that suited the group. In the words of a CEA learner:

There were different ways of what child abuse was. In the end I changed
my topic and then we worked together. I could have gone solo but then I
would have been ostracised So I changed my topic which helped with
the group dynamics. 82
In this instance, the response by the learner indicates that group work was thus a key technique
for encouraging collective behaviour amongst the learners in the CEA.

9.7.1.4

Tolerance and Respect

It was revealed that in the CAEP and the CEA strong emphasis was placed on being tolerant and
respectful of other views.

83

Similarly it was noted by a CAETC learner that there was a culture

of "not putting people down" during class discussions.
strongly encouraging participation amongst all learners.

84

Learners testified to facilitators

In response to the question of "what

kinds of practices were not allowed", a CAEP learner stated that:

Individuals were not allowed to dominate discussions especially those
who wanted to take over in certain ways. And we had certain individuals
like that but also through a nice exercise they were able to deal with that.
82
83
84

Interview with L5
Interviews with L9; L1
Interview with L13
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And that was actually on the weekend course that we went, where people
did a little group work and that person would beforced to play a certain
role you know. So that .....we found, the facilitators found, ways of
neutralising it, they were good at that and did it in a very tactful way .
One could see how people changed and became more aware of their
behaviour and performance in a group. 85

The learning methods were such that discouraged individuals asserting their intellectual
authority over others. Thus practices in which certain individuals exercised their authority
over others were

discouraged.

Related to the practice of discouraging

dominant

behaviour was that of encouraging tolerance and respect for the experiences and ideas that
adults brought to the learning situation.

Experiential Learning

9. 7.1.5

As outlined in Chapter Two, experiential learning is an important learning method in adult
education.

86

Learners from all three certificates had spoken about how their experiences

had formed an important part of the learning process. In response to the question of what
kinds of practices were encouraged on the course, a learner from the CAEP said that:

. There was a lot of almost enticing people to speak about their
experiences ...you know, there is a lot of space for that.. I think it
connected very weu."
In the certificates the experiences of learners, both as individuals and as community workersadult educators, were seen as important resources

for learning. Towards this end "learners'

experiences played an important role" in the curriculum practices as revealed by a
learner.

88

This was similarly the case in the testimony of learners from the CEA.

Interview with L9
86 Paragraph: 2.3.4
87 Interview with L9
86lnterview with L 13
85

89

Interview with L 1 and L3

255

https://etd.uwc.ac.za/

89

CAETC

The idea of experience was also used by the learners to network with other learners in the field of
adult education.

In the first period (1986-1989) the common experiences of adults who were

oppressed under apartheid

were used to encourage collective solidarity and unity against the

apartheid state.

9.7.1.6 Unity

During the first
programmes.

period (1986-1989)

the theme of unity was very strong in the certificate

It was noted by learners from both the CAEP and the CEA that during the first

period, what had united learners was that all the learners in the certificate had struggled under
apartheid and in tum aspired for a better society. A CEA learner mentioned that:

On the certificate there were some common values, people were aspiring
to better themselves and other people. Lots of students were working in
NGO places, there is an awarenessfor social change. 90
Similarly in the words of A CAEP learner:

On the CAEP there were a whole range of different types of
organisations, such as CBOsINGOs. We were all dealing with adults, we
all wanted to transform adults to engage in some meaningful delivery of
services. This was done to help communities find some expression of
self-help. 91
The first period (1986-1989) focused very much on promoting
learners.

unity and solidarity amongst the

An example was cited that when one of the learners on the CEA had been detained

everyone in the group shared a feeling of solidarity.

92

very strong focus in the certificates, around practices

The responses from learners indicated a
that had encouraged unity amongst the

learners. This foregrounding of ideas around unity displaced those ideas that obstructed it such

90
91
92

Interview with L 1
Interview with L7
Interview with L 1
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as 'race' and gender.

As identified in Chapter Eight

there was very little discussion

racial and gender differences in both the CEA and the CAEP between 1986 and 1989.
pattern, identified earlier, had shifted in the post 1990s period.

9.7.1.7

around
93

This

94

Equality

An idea that came through very strongly in the learner responses was around that of 'equality'.
Learners were encouraged to perceive themselves as equal to each other. The responses suggest
that the theme of equality amongst learners was encouraged as a way of displacing the words
and ideas from the racialised and ethnic

apartheid ideology.

promoting equality, in the post 1990s period,

Similarly, in accordance with

themes of gender equality were foreground.

It

was revealed by a CAEP learner from the second period (1990-1993) that awareness for equality
amongst women and men had been encouraged on the course. Towards this end the women
banded together to discuss gender issues. In the words of a CAEP learner:

In terms of gender issues there was a closeness of women, even though
the women came from different regions and areas in the Western Cape.
For example there was an Afrikaner women from the rural areas, one
from the city, a township women, all at different levels yet all seemed to
be on the same level. The course was new and so there was a sharing of
experiences and expertise. 95

The

discourse of 'equality' was very strong in all three certificate programmes.

Given the

legacy of apartheid that had emphasised inequality, the curriculum practices in the certificates
sought to displace this in favour of promoting those ideas that stressed equality. Thus, the
ideas around equality were important in terms of building

the political character of the adult

learner.

94

Paragraph: 8.3.1.2
Paragraph:s 8.4.2; 8.5.2

95

Interview with L8

93
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9.7.1.8

Critical Thinking And Thinking In A (Social And Political) Context

In a university-based

adult education programme,

a critical and conceptual

approach

towards thinking is seen as an important curriculum practice in adult education, as
outlined in Chapter Two.

96

In all three certificates the kinds of words

associated with a

critical approach to adult education included those of 'conceptual skills', 'critical skills',
and 'analytical

skills'.

These were promoted in the curriculum practices.

In all three

certificates learners cited that ideas around critical thinking were encouraged. As shown in
Tables 8.4 and 8.5

critical and conceptual thinking

skills were identified as curriculum

statements.

Along with practices that encouraged

critical thinking

were those practices that had

encouraged learners to place things in context. There was a perception amongst learners
that they needed to understand
influenced and shaped things.
contextual component.

97

the ways in which the social and political context had
In all three certificates the curriculum design integrated a

For example between 1986-1989 in the CAEP

sessions around literacy teachings were based on a Freirean approach.
impressed upon learners that the design of

component

Apparently it was

courses for literacy could not be constructed

without putting it in the context of learners' values and skills.
an important

the design of

98

The political context was

of thinking critically, becoming an important

element that

regulated the curriculum. In the words of a CEA learner:

The practices that were encouraged were ...1 don't know how to say this
but kind of like everything operates within a context. I think that came
across quite strongly so that whether we were talking about rural women
or whether we were talking about our gender stuff we would always
éxplore the context of that or South African history. 99
Critical and contextual thinking was therefore an important
certificate practices.

element that was promoted in the

In all three certificates it appeared as though the meaning constructed

Paragraph: 2.2.2.1
Tables 8.3; 8.4; 8.5.
98 Interview with L7
99 Interview with L2
96
97
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around the idea of 'placing things in context', or 'promoting a critical approach' was taken to
mean a socio-political approach.

9.7.1.9 Learner Needs

The needs of learners play an important role in adult education, as was outlined in Chapter
Two.

100

encouraged.

In the certificates the idea of

integrating

learner needs into the curriculum was

It was revealed by a CAEP learner that they were encouraged to:

take into account the needs of adults before designing the learning, in
other words, constructing a curriculum on site, an agenda on site and
not going with pre-packaged tools. 101
In the responses of learners from all three certificates it was revealed that this was a key practice
encouraged

in the programmes along with the idea that adults learn differently compared to

young learners.

In the words of one learner:

A strong emphasis was placed on ways of dealing with adults that were
differentfrom that of children. 102

9. 7

Concluding Comments On Curriculum Practices

As the above has shown, there were a number of ideas that were encouraged in the certificate
practices. In most instances

the

ideas

mirrored the political environment

over the different

periods.

Between 1986 and 1989 the idea of 'unity' was a key theme that was promoted in the practices.
In this regard, those words and ideas that inclined towards political solidarity were encouraged
whereas those that came in the way of unity, such as the perceived dominance of the Afrikaans
100
101
102

Paragraph: 2.3.2
Interview with La
Interview with L 12
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language amongst the CEA students,

were displaced.

Similarly as identified in Chapter Eight

those ideas that did not find favour with the CAEP students triggered off tensions in the class.

Those ideas that obstructed unity were not spoken about openly. For example,
that in the

early period (1986-1989)

spoke Afrikaans.

there was a bias towards students from rural areas who

she' felt apart and wanted to talk about it, but it was difficult.

revealed that in the early days this tension
lOS

it was revealed

One learner mentioned that because she was Afrikaans speaking and it is seen

as the 'boere-taal'

struggles.

103

During this period

was unspoken

104

It was

and when it was, there were great

(unlike the later ones),

social differences around that of

'race', language and gender were discouraged as this was seen to divide the learners.

However, the theme of political unity,
begun to be disrupted.

that was a feature of the 1980s,

had, by the 1990s

The period of the 1990s opened up with learners being recruited from a

wider base (that is, not only from resistance CBOs). Themes around social differences began to
emerge, and where these were seen to hamper learning, the political problems around differences
were translated into educational problems.
practices that had included
learning'.

As such, the second period closed with curriculum

psycho-social workshops on

'race and gender' and

'barriers to

Between 1990 and 1993 the curriculum practices began in a watchful way to open up

the social differences (around 'race' and gender) in order to encourage learners to work together.

However,

between

1994 and 1996 the tensions that arose through the opening up of social

differences amongst the learners were almost completely unleashed, a trend that was enhanced
by curriculum practices that had begun to stress diversity in place of homogeneity. It is important
to note that this trend unfolded unevenly across the three certificates and was fashioned by the
political histories and styles of the individual actors in the certificates.

103
104
105

Paragraph: 8.3.1.2
Interview with L 1
Interview with L 1
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9.8

Conclusion

In this chapter, key elements from the different certificate domains were brought together into a
whole. These were then analysed in relation to the overall

social function that the certificates

served in South African society in relation to the state, the university, civil society and donor aid.
It is argued that each period is marked by specific political features that in tum established the
central organising principles through which the

curriculum practices were regulated.

In this

regulation and monitoring process certain ideas were encouraged over and above other ideas.

As was identified and analysed in Chapter Seven, South African society was starkly polarised in
the mid 1980s, with state repression on the one hand, and on the other, community insurrection.
Between these two extreme conditions there were moderate political conditions, namely in the
form of state reform and oppositional politics.

The spaces between these two moderate political

poles created the political conditions for the certificates to emerge. In order to understand these
historical conditions that created this climate for the certificate programmes,
important to assess the kind of educational-political

it had been -

discourses that had permeated

the state and

civil society sectors. As was outlined in Chapters Three and Eight, by the mid 1980s the state
in a reform framework, developed a non-formal education discourse for educating those adults
who had not made it in the formal system. This was a regulatory discourse.
within the community (civil society) there developed
the struggle from 'ungovernability'
discourse.

The

regulatory

On the other side

an emerging policy around transforming

to 'disciplined organisation'.

106

This was an organising

(educational) discourse from within the state, and the organising

(political) discourse from civil society were ordered by the university into a relatively systematic
form of adult education knowledge. This would in its tum assuage the conditions that marked
the shift into a more moderate political phase.

The aforementioned

processes

at the university was made possible by the aspirations of a

category of politically active adults who as a result of the historical legacy,
university experience not as an end in itself but in order systematise

106

Paragraph: 3.2.1.2
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sought access to a

their community and

political work. In the words of a CEA learner:

There are things that affect you, that you pick up, you do not notice,
but you don't have the language to interrupt it, or to deal with it
or to negotiate it. I think the course provided that to us who had
just been, I mean not throwing stones, but engaging at a different
level, not at the level of discussion. 107

The certificates

provided an educational-political

explore their work experiences.

framework

for politically

active adults to

For example, it was revealed by a CAEP learner that the course

was useful in understanding the educational aspect of trade union work.

108

The combination of the social role of the university as knowledge producers, the classification
of education for adults as non-formal education, the shifts in the civil society from insurrection
politics to more moderate politics and finally the individual aspirations
historically marginalised,

of adults who were

coalesced and created the conditions for the certificates to function.

This relationship between the socio-political conditions and the formulation of the certificates
characterised the certificates for the entire duration demarcated for this study.

As analysed in this chapter, during each period the certificates positioned themselves politically.
in relation to donor aid, the state and civil society. In relation to the state it moved from being in
opposition in the 1980s to that of co-operation and ambiguity between 1990 and 1993 and then
critical distance and support between

1994 and 1996. Whilst it continuously

shifted itself in

relation to the state it was not so in relation to civil society where it appeared to be supportive up
until the final period (1994-1996) when it was evident that the links were being weakened.

Over a decade (1986-1996)

during which this study was conducted there had been a direct

relationship between the curriculum practices of the certificates and the political conditions.

On

this basis the nature of the discourses in the certificates shifted over time reflecting the changes
in the political context.

107
108

It was further argued that the reference point for the formulation of the

Interview with L2
Interview with La
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certificates had been in relation to the condition of the state. When the state was in repressive
mode the discourse

was

oppositional

and political; when the state was in transition,

the

discourse was conciliatory and ambiguous and finally when the state began to be democratic, the
discourse was
important).

formalised and educational

(qualifications,

and individual access became

Effectively it is argued that each period had a primary discourse that framed the

curriculum practices in the certificates over the ten years.

This chapter has also outlined some of the curriculum practices that were encouraged in all three
certificates.

Towards

this end it identified

particular ideas that inculcated good moral habits.

This was done in order to show how the curriculum
developing the character of the adult learner.

practices

became a mechanism

for

Since the adult learner would in tum be training

other adults it was deemed important to develop their ethical and political image. Towards this
end it was shown that the discourse on conduct had strong moral and political overtones. Within
this framework it was evident that the discourses in all three programmes was inhered with the
idea of 'power'

in the productive sense.

From this perspective in all three programmes

the

learners used the certificate experiences as an instrument to advance themselves individually in
order to become more effective as social change agents in a society that grappled towards a new
democratic order.
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as 'race' and gender.

As identified in Chapter Eight

there was very little discussion

racial and gender differences in both the CEA and the CAEP between 1986 and 1989.
pattern, identified earlier, had shifted in the post 1990s period.

around
93

This

94

9.7.1.7 Equality

An idea that came through very strongly in the learner responses was around that of 'equality'.

Learners were encouraged to perceive themselves as equal to each other. The responses suggest
that the theme of equality amongst learners was encouraged as a way of displacing the words
and ideas from the racialised and ethnic

apartheid ideology.

promoting equality, in the post 1990s period,

Similarly, in accordance with

themes of gender equality were foreground.

It

was revealed by a CAEP learner from the second period (1990-1993) that awareness for equality
amongst women and men had been encouraged on the course. Towards this end the women
banded together to discuss gender issues. In the words of a CAEP learner:

In terms of gender issues there was a closeness of women, even though
the women came from different regions and areas in the Western Cape.
For example there was an Afrikaner women from the rural areas, one
from the city, a township women, all at different levels yet all seemed to
be on the same level. The course was new and so there was a sharing of
experiences and expertise. 95

The

discourse of 'equality' was very strong in all three certificate programmes.

Given the

legacy of apartheid that had emphasised inequality, the curriculum practices in the certificates
sought to displace this in favour of promoting those ideas that stressed equality. Thus, the
ideas around equality were important in terms of building

the political character of the adult

learner.

94

Paragraph: 8.3.1.2
Paragraphs: 8.4.2; 8.5.2

95

Interview with L8

93
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CHAPTER TEN
CONCLUSION

10.1 Introduction
This chapter concludes the study

through a summary of the key findings,

outlines any

discernible relationships between the certificates and the field of adult education in South Africa
and suggests directions for future research areas.

10.2 Key Findings of the Study

The aims of this study were to analyse the socio-political conditions that shaped the evolution
and functioning of three certificates and to identify any discernible shifts over between 1986 and
1996. Towards this end the questions focused on four areas. First, it focused on the historical,
social and political conditions that gave rise to the certificates.

Second,

it explored the

relationship between the political conditions and the formulation of the certificates. Third,

it

focused on the nature of the curriculum practices in the certificates and fourthly it explored the
relationship between the curriculum practices and the socio-political conditions.

This study was

conducted using political economy concepts and elements of the theory of discourse that together
were developed into a sensitising framework.
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10.2.1

The Emergence of the Certificates

The certificates emerged in the gap between two moderate forms of political conditions evident
in SA in the 1980s,
primarily

from

namely reform and opposition.

oppositional

political activities within civil society organisations.

political activities were translated by university-based
then systematised

In this regard it drew its sustenance
These

academics into educational problems and

into adult education curriculum frameworks. Each certificate was uniquely

shaped by the regional and institutional

conditions.

In this regard the

certificates were also

fashioned by the personal and political profiles of those individuals who were involved in the
formulation of the certificates.

10.2.2

The Relationship Between The Socio-Political Conditions And The Certificates

During the decade demarcated

for this study there was a direct relationship

certificate practices and the socio-political

conditions.

between

the

In the first period (1986-1989)

the

practices were oriented towards defending certain sections of civil society against the apartheid
state.

In the second period (1990-1993)

the practices

contributed

to the building

strengthening of civil society, while in the third period (1994-1996) the practices
ground for institutional ising the certificates

in accordance

with

the evolving

and

prepared the
educational

framework of the democratic state (1994-1996). Thus over the decade the certificates shifted
from being in opposition through to anticipating integration into a state system.

10.2.3

The

The Relationship To Donor Funding Agencies

certificates'

resource base was primarily determined by donor aid. In this regard the

certificates were subject to the political and economic agendas of donor agencies as well as the
whims of individuals who were the brokers for the aid agencies. The certificates fashioned the
language in the funding proposals in ways that had strictly aligned themselves with the criteria
of the donor agencies. On the basis of the direct link with the aid agencies the certificates'

265

https://etd.uwc.ac.za/

accountability systems were geared towards a donor base over and above a national institutional
base. As a result, each certificate developed separate
donor agency.

agendas that were tied to their specific

This process made for little coherence and articulation amongst the different

certificates.

10.2.4

The Relationship To The University

The investigation
qualifications

has shown that the certificates

system.

In this regard

were

the certificates

not accountable

were

not

to a university

situated within a legal

framework, which meant that it was not bound formally by nationally recognised norms and
standards.

Consequently

control over the direction of the certificates was at the behest of

individuals rather than a system.

10.2.5

Curriculum Practices In The Certificates

The curriculum provided an educational
their political-community-training

framework

experiences

within which learners could contextualise

with adults.

In this regard the curriculum

practices in the certificates consisted of generic adult education components. These
adult learning methods, educational design, critical-analytical

included

abilities, personal development

skills, social theory, organisational - project - community development and research skills. This
was

regulated during the different periods by a political contextual component.

curriculum was one mechanism for controlling the

kinds of ideas and practices

Thus

the

that were

permissabIe in each period. In this way the certificates were able to produce the discourse for
each period. However, the discourse was also controlled via the selection of students.

10.2.6

Selection Criteria

The criteria for selecting learners for the certificates shifted over ten years. In the first period in
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order to reproduce the oppositional discourse

it restricted access to those learners who were

politically active against the state. Towards this end school leaving levels were not an important
part of the selection

criteria. In a climate of negotiations it extended its base to learners from

beyond narrow-resistance

CBOs/NGOs to include the private sector and state institutions.

final period as the certificates began to prepare the ground for formalisation
selection criteria such as academic literacy.

In the

it foregrounded

Towards this end in anticipation of formalisation it

began to target those adults with a higher school leaving level.

10.2.7

Accreditation

The certificates awarded at the end of each course did not articulate with a higher education
qualifications

system.

within a university-based

10.2.8

Thus the

certificates

did not have the status of formal accreditation

qualifications structure.

The 'Othering' Of Adults

In structural linguistic terms the meanings associated with adults who had dropped out of school,
were constructed in relation to those who had completed schooling. Those who had completed
schooling were

constructed

schooling were constructed

as successful, while those who had not completed

or entered

as 'less fortunate'. The certificate learners were given a variety of

labels such as 'disadvantaged',

'less-privileged',

'community',

'poor' and

'marginalised'.

These labels constructed the certificate learners in negative ways.

10.2.9

The Impact of the Certificateson the Learners

The certificate had impacted positively on the lives of those learners who formed part of this
research study in a variety of ways. These included factors such as the ability to
constructively

work

as social change agents in a society undergoing change. Towards this end the
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educational

component

of the certificates

provided

a framework

for understanding

their

practices.

10.3 The Certificates And The Field Of Adult Education In South Africa
This study has provided some very broad insights into the field of adult education in SA.
In South Africa there is not a centralised adult education system with the responsibility for coordinating and organising

the educational activities for adults.

As a result the educational

activities conducted for adults within the different sectors of the state (night schools, colleges,
universities),

the

private

sector

(staff training

and

independent

organisations (CBOs and NGOs, churches and welfare organisations)
disparate. By 1994, there was thinking within the new government

colleges)

civil

society

were very fragmented and
around a national system of

adult education and training that was in line with the social needs of the reconstruction
development programme.

and

In anticipation of a national system that would require trained adult

educators to operate the system, certain universities came together to jointly develop
approach to the training and development

of

a national

adult educators. The subsequent DEAL Trust

project envisaged the certificates as an access point into a proposed hierarchy of qualifications
for adult education.

This was line with the promulgation of the NQF. As identified through this

study the certificate practices were shaped by this context from

1994 onwards, orienting

itself

towards formalisation.

By end of the period for this study (1994-1996), while there had not been an adult education
system, an ABET directorate was established.
discourse that had percolated

This directorate was the expression of an ABET

in the different policy documents amongst stakeholders of the

private sector, labour and the state. In this context the certificates were marketed as a certificate
for ABET workers.

On the basis of the above, it is suggested that the relationship between the certificates and the
field of adult education was such that the certificate programmes,
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like the field' of adult

education in South Africa between 1986 and 1996,

were influenced to a large extent by the

political context.

10.4 Future Research Areas
This research is not exhaustive. It has opened up further possibilities for researching an area that
up until the conclusion of this research, was not investigated in any systematic way. Given that
it had targeted a category of adults who were involved in significant social development work it
would be important to research further areas that will strengthen these kinds of programmes in
South Africa. Potential research areas are spelt out below.

Firstly an important area for future research could focus on those certificates .that have not been
included in this study. This focus would yield further insights into the regional and institutional
factors that shape the certificate programmes.

A second area for future research could be the relationship between the certificate programmes
and a national

qualifications'

framework.

Included

in this research

focus could be the

implications of locating the certificates in either a further or higher education band of the NQF.
This focus could also examine in a systematic way the prior educational experiences that adult
learners have acquired through non-formal adult education work in a variety of educational
settings.

A third· area of research could focus on issues of finance and governance.
include ways in which the certificates

This research could

could become part of a national system and could in a

similar way (to teacher training) be part ofa legal framework for both funding and governance.

A third area of research could focus on the learners and their sites of practices. This could
include an investigation into the diverse organisational and institutional bases from which adult
learners were recruited. These insights could inform curriculum practices.
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A fourth area of research could focus on curriculum.

This research could focus on ways in

which the certificates programmes may not entirely be tied into the political vagaries.

Research

from this angle may give insights into clarity around overall goals and visions for these
programmes.

A further area of research could be around the overall

aim of the certificates, that is whether

they provide in-service training, such as training existing adult education trainers; or pre-service
training, that is, training individuals to become trainers (in the same way as teacher training).

Given the important social functions that the certificates
between

have served in South African society

1986 and 1996, this study believes that further research will add insights to the

phenomenon

of the certificates as well as adult education in South Africa.

10.5 The Significance of the Current Study

This research study has attempted to develop a framework within which future research could
be conducted.

In particular it has developed a set of conceptual tools for further research.

regard both the political economy concepts and the theory of discourse
sensitising frame for researchers.

In this

could provide a

It is important to state that from this perspective this study is

novel. This study has also mapped a framework that will enable practitioners to contextualise
their sites of practice in relation to the broad field of adult education.

Since adult education is a

very broad phenomenon this study begins to narrow down the field particularly in relation to
university-based

adult education.

In this process the insights yielded

makers thinking in relation to a systemic model for redressing

will contribute to policy

the educational legacy amongst

adults in South Africa.
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APPENDIX A
INTERVIEW SCHEDULES

CATEGORY: HEADS OF DEPARTMENTS
A. Social Purpose. Aims And Objectives
1996]

(Periods: 1986-1989. 1990-1993 and 1994-

1.

Why was your certificate established ?

2.

How was your certificate established?

3.

What were the overall aims of your certificate?

Please state whether these changed over

time.

B. As A Socio-Historical Phenomenon

(Periods: 1986-1989.1990-1993 and 1994-1996]

1. a) What factors in the political context impacted on your certificate when it started
b) Did this change over time?

2. In the 1980s there were lots of community training

programmes (such as the Education

Resources and Information Project in the Western Cape) that did not award a certificate.
Why did your programme acquire the status of a Certificate that was different from those
on offer in the community?

3.

The term the 'community'

has been used frequently in these programmes.

a) What is your understanding
1

1

of this term ?

When the certificate programme at UCT's started it was called the Community Adult
Education Programme, at UNP it was referred to as the Community Adult Educators
Training Course, while one of the certificate's aims at UWC had been to meet the
demands for a qualification in adult and community education and training.
Furthermore, in adult education, the term community is used frequently in the literature.
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b) Did it change over time?

4. What kinds of links were established between your certificate and the 'community'

over

the different periods?

5. How was the link between the certificate and the 'community'

sustained?

6. What influences did donor aid have on the certificate?
Policy
1. In the National Investigation
certificates?

Policy Investigation

Report

there is a reference to the

What kinds of functions were you advocating for the certificates?

2. The DEAL Trust Report of 1994 was a strategy to lobby for the extension of adult
education provisioning at universities.

In this report reference is made to the certificates.

What were the external factors influencing this move?

C. As a Social Practice

[Periods: 1986-1989, 1990-1993 and 1994-1996]

1. What were the criteria for the selection of the learners on to your certificate?

2. Did the criteria for selection change over time?
If, yes, please state why.

3. What were the principles underlying the curriculum in the different periods?

4. What were the aims and objectives of the curriculum?

5. What were the most common words and practices that you encouraged in your certificate
curriculum in the different periods?
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D. Identity of the Learners

1.

[Periods: 1986-1989, 1990-1993 and 1994-1996]

By what names did you refer to your learners during each phase and why were they
named as such ?

E. General

The certificate and its relationship to the field of adult education in SA.

1. In what ways have the certificates influenced the field of adult education
2. Will it continue to do so in the future?
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APPENDIX A

INTERVIEW SCHEDULES

CATEGORY:

CERTIFICATE CO-ORDINATORS

A. Social Purpose. Aims And Objectives

[Periods: 1986-1989. 1990-1993 and 1994-

1996]

1. During the period that you co-ordinated the certificate what principles
were your certificate based on ?

2. What were the overall aims of your certificate?

Please state whether these changed over

time.

B. As A Socio-Historical Phenomenon

[Periods: 1986-1989, 1990-1993 and 1994-1996]

1. During the period that you co-ordinated the certificate what were the political factors
shaping your work in the certificate?

2. In the 1980s there were lots of community training

programmes (such as the Education

Resources and Information Project in the Western Cape) that did not award a certificate.
Why

did your programme acquire the status of a Certificate that was different from

those on offer in the community?
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3. The term

has been frequently use d·

the 'community'

h
In tese

programmes.

2

a) What was the understanding around this term ?
b) Did it change over time?

4. What kinds of links were established between your certificate and 'the community'

over

the different periods?

5. How was the link between the certificate and the 'community'

sustained?

6. Why was the link sustained ?

7. Did the criteria for funding influence the content of the curriculum? If yes, explain how.

c.

As a Social Practice

[Periods: 1986-1989, 1990-1993 and 1994-1996]

1. What were the criteria for selecting learners on to the certificate?

2. Did this change over time?

3. What were the principles underlying the curriculum in the different periods?

4. What were the aims and objectives of the curriculum?

5. In which ways did your certificate aims differ from those in mainstream academic support
programmes?

6. What were the general curriculum themes for the different periods?

7. What were the most common words and practices that you encouraged in your certificate
curriculum ?
2

When the certificate programme at UCT's started it was called the Community Adult
Education Programme, at UNP it was referred to as the Community Adult Educators
Training Course, while one of the certificate's aims at UWC had been to meet the
demands for a qualification in adult and community education and training.
Furthermore, in adult education, the term community is used frequently in the literature
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Learning-teaching methods; [Periods: 1986-1989, 1990-1993 and 1994-1996]

1. Why was group work used as a learning method in your programme?

2. What other kinds of learning methods were encouraged on the programme?

3. One principle of adult education is to respect the experiences that learners bring with
them to a learning situation.

How did you use this principle in your learning-teaching

methods?

4. What were the most common words and practices that you encouraged in your learningteaching methods?

D. Identity of the Learners

[Periods: 1986-1989, 1990-1993 and 1994-1996]

1. By what names did you refer to your learners during each phase?
2. Why did you name them in that way?

General
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)

APPENDIX A

INTERVIEW SCHEDULES

CATEGORY: DONOR AGENCIES

Reasons For Funding The Certificate

[Periods 1986 -1989, 1990-1993 and 1994-1996]

1. Why did you fund the certificate programmes?
2.

Did the certificate's link with the university strengthen its position in terms of funding ?

3.

Did the criteria for funding change over the different periods?

4.

How did you monitor the certificates over the different periods?

General
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APPENDIX A

INTERVIEW SCHEDULES

CATEGORY: COMMUNITY BASED ORGANISATIONS

Link with the certificate programmes

[periods: 1986 -1989, 1990-1993 and 1994-1996

1. Why did your organisation develop links with the certificate programmes?

2. What was the nature of your link with the certificate programmes over the different
periods?

General
1. With reference to your link with the certificates, is there anything more that you wish to
say?
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APPENDIX A
INTERVIEW SCHEDULES

CATEGORY: LEARNERS

A. Reasons for participating

in the certificate programmes

l. Before you enrolled in the certificate did you attend any other courses?
2.

Why did you enrol in the certificate?

3. What factors influenced your enrolment?
4.

Did the fact that the certificate was located at a university influence your enrolment?

B. The certificate and the 'community'

link

1. When you enrolled for the certificate what was happening in your community?
2.

In your practices as a community worker were there any aspects of the curriculum that
were significant

for your work?

L What aspects of the curriculum did you apply in your practices at work and / or in the
community?
L

What kinds of skills did you learn on the certificate?

C. The Certificate as a Social Practice
l.Did the learners on the certificates share common ideas?
If No, Explain.
If Yes, Explain.
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2. In your experiences on the certificate what were the kinds of practices that were
encouraged in the classroom ?
3. Was there anything in particular that was discouraged?
4. What kinds of learning methods were encouraged?
5. What kinds of learning methods were discouraged?

D. Identity
1. When you attended the certificate, by what names did you refer to yourself ?

General

1. Has the certificate

had an impact on your life (as a community worker, an individual) ?

If No, Explain
If Yes, Explain.
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APPENDIXB
LIST OF INTERVIEWEES

ADULT EDUCATORS

(AE)

AEI
AE2
AE3
AE4
AE5
AE6
AE7
AE8
AE9
AEIO
COMMUNITY

BASED ORGANISATIONS

DONOR AGENCIES

(CBOs)

(D)

I~
ADULT LEARNERS

(L)

Ll
L2
L3
L4

L5
L6
L7
L8
L9
LlO
Lli
Ll2
Ll3
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APPENDIX C

EXEMPLAR TRANSCRIPT

Social Purpose, Aims And Objectives
Q. During the period that you co-ordinated the certificate what were the principles
that your certificate were based on?

A.

It did strike me when I saw your questions, that my experience of our certificate course is very
divided between the era before it became a formal certificate and thereafter and so for me there is
quite a break and discontinuity in the answers that I give to questions. I think that that is a big period
of change but what I think is that it is not a radical change in one year but over the years there was a
shift.

I came into the course in 1992 and it was well established and bore the character of Salie who had
initially established it ... it was his child, although it had gone through a roughish period when he took
up the scholarship.
In 1989 he left. Ann then ran it for a year and seemed to have a lot of
unhappiness in the Department and then Nancy came in for a short period.
My sense is that there was Salie's period, Ann Hope, Nancy and then I come in 1992.

Q Do you want to say something about the certificate in term of its aims?
A.

It was aimed at building the capacity ofNGOs to both deliver services to community (who were
not recipients of essential services) but also the capacity ofNGOs to playa change role, so a strong
emphasis on social change.and a broad emphasis on anti-apartheid struggle.

So I inherited this, a course that would build people and.focus on communities out there ... and the
needs of the communities out there. In the course of that there was the development of formal
learning skills but these were not at the forefront at all. Then I think the pressure to formally
certificate the course, begins. In fact I felt it in the first year (although not very much), more so 1993
and then I wrote a paper (for Kenton) reflecting on the implications of formalising a course. So by
1994 we were already moving to that end - 1995 was the first formal certificate course.
Inevitably
the social purpose and aims do change over that period. In my own head the importance of building
the education and training capacity remains. In our heads we are becoming more conscious. There is
a very specific identity and in my own head, wanting a specific focus on education and training in a
specific sense rather than broad community development in an amorphous sense. Added to this are
the questions of individual development. It is interesting, that it is not so up front in our course aims.
It becomes much more foreground, from 1995 there is a gradual shift. From 1995 students knew that
they were going to pass or fail. For the first time ever, there is much more emphasis on building the
capacity of academic texts, to able to write in a more academic way, to access academic discourse, in
a way that is not always needed in their practice. It takes off in 1995 and remains with us.ever since.
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The 1992-1994 course is more organisationally based and the foregrounding of organisational very
much so. I think even today that organisational orientation is still very up front but sits side by side
with an individual access and purpose to the course.

As A Socio-Historical Phenomenon
Q During the period that you co-ordinated the certificate what were the political factors
shaping your work in the certificate?

A. I think that there probably two which I strongly feel affected us, clearly they all embedded in the
changes that happened in SA in the last few years.
Firstly, it is about how to re-construct the meaning of development or social change in the post 1994
context. It seems to me that the role for which we were preparing people in an earlier phase were
much more clear. You were preparing people to bring about change to help communities to better
service themselves. I think that role is less clear and much more contested. But what is the role of the
development worker? That role has not been properly defined and it frames the whole course. It has
had a big effect on the course.
Secondly the weakening of organisations that have traditionally sent people to the course. For
example, in relation to the CBOs and trade unions that send people. This translates itself very
differently into the course in so far as different leaders are coming onto the course. I think of the early
course, I have real sense of the individuals who came onto the course. They are now in very
prominent positions. I am not saying it in a negative sense but now there is a much more new, and
less experienced level of leadership coming into the course who have very little experience and
memory of the 1980s. Whereas the bulk in the 1990s were activists from the 1980s now it is not so.
I think there is a third thing that has affected the course from the mid 1990s. A changing pattern of
interaction between participants in the course. I used to think that it was the competitiveness of the
course. I think there was a very strong sense in the early 1990s that the course was about building
unity, solidarity and sharing experiences. Networking was a very, very important and valued part of
the course. Students spoke year after year about this. In the early 1990s it was about trying to ignore
cultural differences, language and 'race'. They are very stark now. We had the last round with very
strong divisions in the class with not very much willingness to overcome them, quite a lot around
issues of 'race'/Ianguage/colour students. For example 'coloured' students are in the minority and
interestingly they come from industry-training backgrounds. So it is funny, the lines of divisions
would be multiple: strong gender divisions, to some extent political and religious.I have a feeling that
is a sense of South Africa in the 1990s.

Q In the 1980s there were lots of community training programmes ( such as ERIP)
that did not award a certificate. Why and how does your programme acquire the
status of a Certificate that was different from those on offer in the community?

A. I am not quite clear, do you mean the certificate just as certificate courses at universities assumed
a particular form, or certificate as certification, linked to qualification?
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Q I mean the Certificate courses at universities, what the DEAL Trust focuses on.
A. But they are not all Certificates.
I get the sense that CAEP until 1995 and particularly in 1980s and early 1990s, it was very
indistinguishable from the Education Resource and Information Project (ERIP). It is easily
comparable with the South African Committee for Higher Education (SACHED), but maybe it was
more institutional. I think that the fact that they are offered by university departments gives it a
particular form and what you notice most (I notice in the union movement) the inevitability, when
you offer a course in the university environment it assumes a predictability. For example a lo! of
. organisations offer courses but you are not quite sure whether it will run next year.
So it gives a sense of predictability, you can rely on it. So I think that that is one and then there is the
other factor, the connotations about the university. I think I underestimated the continued status that
formal institutions like universities continue to hold for people. So I was definitely aware of people
seeking out courses at universities.
The one thing is that the CAEP and CAETD are two different things. The former is less
distinguishable from CBOs and the latter is more distinguishable. Probably true of Durban as well.
The certificate up until 1995 is offered from a university and it has a status, it is formal in the sense
that it will happen, predictable and it will happen every week but it is almost indistinguishable from
the other courses - in all senses the certificate that students got at the end (attendance) it was similar
to ERIP and SACHED. Up until 1995 we were sharing a similar market.
For me the certificate from 1995 onwards is a very different course.

Q The term 'community' has been frequently used in these programmes.
In your experiences on the certificate what was the understanding around this term
and did it change over time?
A I think that the use of the term community from mid 1985 to 1995, lets say to the early 1990s were
shaped by two things. I think the one was the spread of the community discourse in the broad
political discourse and so it had the connotations of oppressed black communities and whatever the
differences were in the communities there was a broad sharing of oppression that was common to all
of them. And I don't think that was any more so than in the UDF or other political movements at
the time. There was no, I think, serious questioning of the validity of that term. For example look at
Grassroots newspapers, the talk about 'community' at the time.
The other interesting thing, I think, is that this course had quite close links with the British Council
who flew out somebody, who taught on the course. And I think it was a direct flow of community
education in the British sense linked to this course. I think that there was a sensitivity that this was
not the same course as in Britain but nevertheless there was a distinct movement from the late 1970s
and early 1980s and I think that influenced the understanding of community in this course, which had
a slightly less radical but if anything more distinct identity than in the British sense. It has a strong
sense of communities taking control of their lives and very grassroots, very local in their focus, not
really concerned with the state in any radical or systemic way (although there were some small
groups challenging the status quo in British context). In the language of the 1980s not challenging
state power. I think CAEP was a bit radical, more clearly aware of the power of the notion of the
need for a radical transformation of power that arises out of the SA experience. But I think that
interestingly the term 'community' doe not have a very strong presence in our course at all anymore.
Hence a very conscious change from the CAEP to the Certificate in Adult Education, Training and
Development. So it has foreground education and training and drops the 'community'
When I
arrived on the course I was very critical of the term and I remember we looked at the broad context,
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like our Contextual Studies course now. We would do various exercises and do exercises that
debates the community. Now the mat has gone. So the term 'community' went from a very uncritical
notion, to critical engagement, to barely dealing with it.

Q Why?
A Who is the 'community' these days?
The notion of multiple communities is very strong. The 'community' used to represent those
excluded by apartheid. People still use the word in naming their organisations, there is a sense of local
community but it almost acquired the British sense: it is the Khayaletsha community or the particular
community in Heideveld. It is very specific.
Previously there were those communities. In the 1980s the CAEP united those communities and now
in the Certificate (CAETD) phase, it is very different.

Q What then do you propose to do with the Certificate in the 1990s?
A The one way in which we work with that notion is that we do work with the notion of the
community of learners or recipients of education and training. I'm sure, changes in the certificate
meant losing some things, but there has been important gains. The current focus is putting pressure
on who is the education and training for. In the 1980s the answer was given but now we put pressure
to answer these questions. I am sure we shape those answers but there are no pre-given answers.

Q What kinds of links were established
the different periods?

between your certificate and the 'community'

over

I don't know. I don't have a sense of Salie's work on the ground, there were no real mandates. Some
did but it was their affair, it was not required. I get the sense that Salie was involved (and you may
know this better than me) in a particular sector of his community. With a natural flow into the
course. I don't have sense that there was a link with all organisations or unions whatever. Then there
is a kind of interregnum in which it was too short for links to be built. I was very conscious in the
beginning to make contact with students from organisations
Nina came in as a researcher and
through that made lot of contact with organisations.
We wanted a clear sense of what the
organisations wanted, how they worked, what would be ploughed back into organisations. From the
research it showed that organisations did make little space for individuals to work so we worked on
that.
It was very much at the level of individual organisations sending people on the course. There was not
a strong sense of us being out there in the community.

Q How was the link between the certificates and the community developed between
1992 and 1993?

A I was very conscious that Salie' s links were with Muslim groups and felt that there was a large
untapped section such as women's organisations, trade unions. I made a deliberate attempt to tap
those organisations as sources for our students. We wanted to mix the class.(this was 1992-1993)
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Q And

the community

link in 1994?

A From 1995 onwards. I think it is very weak. I think all of us have a broad sense of development
needs that we make our business to keep up with. I don't think that there are very strong links at all
other than with odd occasions. I remember on a few occasions going to visit students at their sites of
practice. There has been an idea hanging in my head that we have to move towards teaching practice
and that is linked to my idea that the students don't really get a chance to apply their learning under a
controlled environment. But clearly that the solution would be to rebuild links with organisations.
When you talk you are not using the term community, it seems weakened.
referring to organisations what kinds of organisations are you referring to?

When you are

We still refer to them as organisations and we still see our primary target as those CBOs which clearly
developed a profile over time and there are clearly more tiny, multiple ones, fly-by-night little local
initiatives. I am very conscious that people come from those institutions that are not in the traditional
sense organisations (from companies). They come from within the university and we do a block on
Organisation Development and I always feel a contradiction. Sometimes the use of the term is under
strain. Increasingly the numbers are not coming from traditional CBO organisations at all. I would
distinguish from someone working in Old Mutual and someone who is a clerk in bank. One could see
the bank as an organisation but they don't have any real organisational base at all and they are really
coming to get something more meaningful.
In the 1980s community and organisations are interchangeable.
It has been a very hard for me to broaden my notion, not as only as seeing it as being an oppositional
organisation.

Q How was the link between the community and the certificate developed?
A I am suggesting that it has declined, not developed and sustained.
Q Now there is a link with the institution, as practitioners?
A A link with a site of practice.
Q Did the criteria for funding influence the content of the curriculum

? If yes, explain

how.

A

I'm not sure that it has maybe that's why we have not got no real major funder (for example we
get pieces from Foschini Clothing and De Beers Company). I'm not what we should have done other
than if we became an ABET (like Peninsula Technikon) or if we directed ourselves to mainly rural
women. I don't think that funding has been a major pressure. There have been other pressures such
as formalisation etc, to become broader, cover the broad field of Education Development Training
Practitioner, the ETDP (rather than the just the development field) factors that have come out of the
broader context. If there is anything that it has influenced then it has been the absence of aid has
made the need to mainstream the course. If the university were to accept it as formal university
course it would be fine. So maybe it is the absence of the aid that has pushed us into a more formal
direction. It is not being funded by the university.
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As A Social Practice
Q Who were the kinds of learners that you selected on to your certificate?
A

In the first few years of me being on the course I interviewed every applicant. I did look for very

specific things. More than anything it was an openness for learning and a broad sense of social
responsibility, more than just living their own lives. It is really interesting the first year we took in an
intake of new certificate students (note 1996 was a new intake) and I did not interview people. It is
interesting because this year I called a number of people for interviews and interestingly the criteria is
about whether they will cope with the formal demands of the course. That, and a site of practice are
important. So they have to have a site of practice (their practice is their text). It is interesting in the
past it was social responsibility and the capacity for change and now it is about have they got the
language and the writing capacity to not drown with the demands of the course? You should note,
they can come in with Standard Six.

Q What happens to the social responsibility stufT?
A I have a sense that people involved in education training and development work broadly see
themselves as change agents, whether it is on the micro level (helping individuals to learn) or on the
broad social level.
Q Would you then say it is the 'development' title in your course, that one can engage
to see whether they are involved in social change work?
A I think all three words, yes, not just the development as I said we have a fair number of people
that just, not just, do training for the company. I think the reality is that particular people are
attracted to this work (people wanting to do work for others) but it has far less political connotations.
Let me say that it has been a hard route for me not to block people in terms of the political. I do not
have an entitlement to block people who don't have the politics that I don't approve of. I suppose this
is a difference from the 1980s.

Q Why?
A I was aware in the early 1990s of students who were really just coming in to develop themselves,
it sounded like a nice job and I discouraged them from coming on the course.

Q You placed more emphasis on the social change?
A Yes.
Now I apply the notion of a field of practice a bit more even-handedly . So, even if they are
teaching in a Sunday school, even though I don't believe that it is a most socially progressive
form of practice I don't have a right to exclude them.
Q What were the principles underlying the curriculum in the different periods?
A I found it quite difficult to talk about a curriculum before I came in Salie's period did not produce
curriculum documents. There were lively debates but they were not recorded. I get the sense that
there was critique of the curriculum in those early years because what it was doing was moulding
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people into a community development role and that became very strong under Anne Hope. She had
big fights in the Department as to her approach. It was an implicit criticism that she was moulding
people rather than developing people to critique (but note in this department there has been a strong
emphasis on critique). I appropriated this
In the first year or two I did not have a curriculum.
It has not changed radically it has become more
argued or explicit. There is a notion that (one that I've worked with) that education does not happen
in a vacuum. There has always been the three components to the course a) understanding the
education and teaching situation b) organisational context - how the organisational context influences
and then c) the social context. This is the broad frame. Over the last two years, partly in demand
from students there has been pressure on 'roles'. Interestingly our first module was facilitation (a role)
and then we move to a block on adult learning theory, a design slightly more in the applied direction
rather than theoretical. I'm not happy with the shift I feel we must give it a chance, it has lost some of
its coherence and what we have done now is that the first year is going to be a much more practitioner
role development and the second year is going to be a bit more philosophical. But maybe it will work
better, maybe. the first year is for everybody.

Q What were the aims and objectives

of the curriculum

between

1990 -1993

and

1994-1996?

A

See outlines. I laugh about it the critical reflective practitioner.
sense of teaching them perspective I wanted them to engage critically.

I never wanted to give them a

Q In which ways did your certificate aims differ from those in mainstream
support programmes?

academic

Interesting actually because Academic Development had shifted a bit. If you see AD as an adjunct I
don't think it is that different. I key focus is not AD it is practitioner training. But n order to facilitate
the training you need to develop academic skills. It is not a bridging, its primary focus is not to
catapult people into the mainstream. Its primary focus is a part field of study, developing a part
applied field.

Q

In relation to the DEAL?

A

The DEAL never really arrived at a clear ladder, we had a big debate about the Certificate role, we
agreed to differ, we never really resolved that. The DEAL proposals were abouta first rung, the
certificate is a first rung but it is not a first rung for anything that goes, it is a way in for a entry to
continuing study for adult education. And that reminds me that I think another big change from the
1980s those who are applying for the course are wanting to use it as a way in. I resist this for two
reasons firstly we can't guarantee them a way in and secondly it is not a primarily role of the course.

Q

What were the general curriculum

themes for the period of your involvement?

A Have a look at the outlines

Q What were the most common words and
certificate curriculum?

practices

that you encouraged

A

in your

I was trying to give this some thought. I think that practitioner, and I am talking from very far
back I am finding it very hard to remember. Practice. Perhaps we mean practice in the praxis sense
informed by theory and critical reflection and so that whole thing of around practice and critical
reflection are very strong in our code words. Maybe the other thing that comes from Jeanne, is the
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notion of 'roles' from that of education development training practitioner (ETDP), but we use it a lot
from the actual. You can it from the actual content of our course.
I found it a fascinating concept it is nice to work with it captures the dialect from you as agent and as
construct. It has been an attractive concept to work with it has helped to work with curriculum from
the micro to the macro.

Q Bow did you link the curriculum for the certificate to the needs of the community?
A I touched on this.

Learning-Teaching Methods
Q Why was group work used as a learning

method?

A Group work is very strong. We design group work quite carefully and we develop a formula we
use group work to exchange very different experiences so clearly the overall aim is we use it to
exchange very different experiences, we use it to hone in on their own situations for example their
work in a trade union, in a company and other times we will put them into sites of practice. And
there is a third thing that we have discovered with group work - epistemological access when your
peers translate for you, a lot of our tutorials are run rather than us constructing, getting groups to
critique and construct them.

Q Any
A Well

other kinds of learning methods that were encouraged on your certificate?

a lot of this happens in groups. I think that the other key method that I have used are problem
solving.I know that Jeanne used a lot of case-study methods. a little bit of role play, that I think is a
reflection of us. we are not greatly confident with creative methods.

Q

Do you wish to say something
certificate?

about

the use of

Freirean

methods

on your

A

I am aware of it being very strong in my own practice (and it was there in Salie's time) What I
found interesting in your paper was that adult education does not do inputs. In fact we have always
done inputs but there has been a part formula either posing a problem, coming up with a ideas and
then you input around the feedback or tackle a question around the input. So it has been very much a
combination of more formal methods and then the classic Freirean thing reflecting on practice and
problem solving and asking the why questions.
It was not very self-conscious. I think there is a key missing component - analysing and then moving
to practice and so in that sense we don't move to practice and so it is not Freirean in the classic sense.

Q One of the principles of adult education is to respect the experiences that learners
.bring with them to a learning situation. Bow did you use this principle in your learning
situation?
A It

is a very specific part of my approach to the course and we make it explicit in our curriculum and
it is I think we have become very conscious of the limits of experience (part of my own learning)
maybe it is all about the formalising, and so coming with the value, struggling to learn something
outside of their experience, a greater emphasis on text, studying an article it is for me couple with
experiential learning we have to confront the issue of knowledge very much outside of our
the recycling of experiences taking the back seat?
Always a strong critique in this department, not from the certificate but others, about the recycling of
experiences (Salie and Ann) that was a very conscious debate going on for a long time.
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I don't feel that my methods have been entirely experiential, but the balance (between experiential
learning and an emphasis on text study) has shifted.

Q What were the most common words and practices that you
learning-teaching

encouraged

in your

methods?

A

I think it has been 'context' understanding
sociological side probably a bit inevitable.

a range of things that we do, a

more analytical,

Identity
Q In the Certificate the learners have been called by different names such as adult
educator, community worker, trainer. By what names did you refer to them during
each phase and why were they named in that way?

A In the early days community worker and community educator were used interchangeably. Clearly
the other stream that is, Work Place Learning, there was a different language used there. But now if I
am using a generic term I refer to adult educators (from the Certificate days) and when I came onto
the course, I think it has been pretty much adult educator, worker educator. And I think it is very
much generic. But I have a very strong sense of inclusiveness. I don't use the Education Training
Development Practitioner (ETDP), we'll cover it in our course but we don't use it. The educator
aspect is important. The ETDP is a specific lingo and is not in popular use by the people that we draw
in they would generally use adult educators, rather than policy makers.
N Q F are you waiting in anticipation?
I was actively involved. Now I see it as a something
happening on the horizon, a road in parallel to us and we have to keep watch and check that we are in
compatible with, rather than dictated by. we will have to link with N Q F but I think that must not be
our primary inspiration?
.
Q Any general points?
A. none
Thank you.
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