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ABSTRACT

Lynn Coleman
M.Phil mini-thesis, Centre for Adult and Continuing Education,
Faculty of Education, University of the Western Cape.

The nature of lifelong learning in the context of a South African technikon is the
investigation focus of this mini-thesis. It argues for the adoption of a holistic and
humanistic conceptualization to lifelong learning in this context. The argument that the
implementation of lifelong learning has significant implications for all aspects in the
functioning of a higher education institution, is supported.

Belanger's (1994) holistic and humanistic framework on lifelong learning is positioned as
a viable conceptualization based on the contextual realities of South African higher
education where the tensions between access provision, equity and economic
development are contested. It is argued that under these circumstances higher education
institutions are compelled to adopt lifelong-learning-approaches that support holistic and
humanistic values. Through-the adoption~0f Mere_inelusive~approaches to lifelong
learning, the developmenttof SKills, AttFBUtES and_qualities _ofindividuals in society can
reach beyond the narrow requirements-of-the-economy-and-workplace to include active
citizenship and democracy." »

An interpretative case study approach is used to investigate whether the learning and
teaching processes currently used by subject lecturers|in the |Mechanical Engineering
Department at Peninsula_Technikon are supportive—of lifelong learning teaching and
learning processes suggested by the Candy Study (1994)and Cape Town Statement
(2001). Based on the case study results the complexity. of introducing a holistic and
humanistic lifelong learning-philosephy to-direct'and-shape'curriculim and pedagogical
developments are raised. The interrelated nature of the classroom structures with those
espoused by the institution’ as &.wholel is recegniséd. The minithesis also highlights the
value of the systematic and holistic approach to implementing lifelong learning in higher
education as proposed by the Cape Town Statement. It argues that without such an
approach the kinds of curriculum and pedagogical formulations proposed by the Candy
Study is unlikely to be implemented at a classroom level. The case study also reveals
that when accepting Belanger's (1994) framework, the interrelated nature of learning
activities undertaken during the life cycle must be acknowledged. It is therefore
counterproductive to consider only one aspect of learning i.e. higher education without
considering the impact of other parts i.e. initial and diffuse learning environments.

The study concludes by offering implementation possibilities for lifelong learning teaching
and learning approaches in higher education in South Africa. A key issue includes the
acknowledgement that holistic and humanistic strategies represent a visionary yet
complex approach to higher education requiring major structural, pedagogical and
curriculum interventions.
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Introduction

Contextual Rationale for the research study

Post 1994 heralded South Africa’s rapid entry into the global economy and
market place. In order to successfully compete in a highly competitive global
economy the South African education system needs to “provide quality
learning, (that) is responsive to the ever changing influences of the external
environment and promotes the development of a nation that is committed to life-long
learning” (SAQA: 2000; 3). Government departments, in their education and
training policy documents, have expressed such sentiments, but calls to foster
and develop lifelong learning are increasingly being made by institutions of
higher education. Peninsula Technikon’s (Pentech) mission statement makes

calls to “... foster lifelong learning”. What however does the adoption of such

a philosophy mean ' impact would such a
philosophy have on ¢ core functions iy T : 4 g) and structures
(political and organizational}-of higherseducationninstitutions like Pentech?
Lifelong learning is |increasingly| jpos joned | jas | means to develop
appropriately skilled graduates to provide the South| African economy with

-

Ifigreasingly industry

the competitive edge

requires graduates Ebo.\'hiv? tF Rr ’GrIDrI}O%TS}DQC ﬁ' tfunctlons, but are

required to be flexible, multi-skilled, able to work i in a team environment and
have critical tlunk}h"g ]a‘nla Lrgle& ?}a’blvﬁ(qg-%l&ﬁs.,,- More - humanistic
approaches view lifelong learning in a broader context promoting the
development of the individuals who can participate not only in the
workplace, but also within civil society. Concerns for social justice and equity
also underscore these considerations. The question is how do current methods
of teaching and learning within engineering education at technikons help to
develop the certain skills and abilities and what assistance if any can the

pedagogical approaches of lifelong learning bring to this scenario?

http://etd.uwc.ac.za/



Introduction

Motivation for research study
Having worked at Peninsula Technikon for more than four years and most
recently in the Engineering Faculty, I have often wondered about the types of
teaching methods commonly used. A lifelong learning approach to pedagogy,
(promoted by Candy et al’s description of undergraduate courses, and the
Cape Town Statement’s téaching and learning processes) offer a new and
dynamic approach to learning and teaching within a South African context.
Before introducing new approaches it is important to establish and define
what current teaching and learning methods are used in academic classes at
Pentech. Secondly, current methods must be assessed using the teaching and
learning framework proposed by the above documents. Insights generated by
the above interrogation into the. v1ab1hty of usmg these pedagogical and
curriculum approach€s. within the South Afican teehmkan environment are

then gained.

Teaching and learning i)roceéses at{technikons ére oft'én‘ not fully researched,
especially how these practices seek to _endourage and foster lifelong learning.
It would be useful fo desane what - happens i engmeenng education
classrooms at PentecH, [with ithé spedific aimy of (desgribing the types of
teaching and learrung methods most commonly used. The importance of such
research will firstly, resonate at an institutional level where on one level
descriptions of current teaching and learning approaches can be made and on
another level to introduce the possibilities of lifelong learning. Secondly, on a

broader level the research might provide new insights into current

understandings of lifelong learning teaching and learning practices.

Conceptual framework of the research study

The initial conceptualization of lifelong learning in this thesis was framed by
Belanger’s (1994) definition of lifelong learning. Lifelong learning is viewed as

the totality of all learning activities undertaken during the life cycle. Belanger
2
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Introduction

provides a useful analytic framework for these learning activities, separating
these activities into three specific constituent elements, viz Initial education,
Adult education and Diffuse learning environments. Belanger’s work
provides a firm base from which to explore the complexity and contradictory
nature of lifelong learning. The exploration started with a simplistic
polarization of humanistic and human capital approaches. Further research
highlighted the limitations and one-sided nature of such an approach, clearly
failing to account for more sophisticated interpretations of the debates
ranging within current lifelong learning discourses. The duality of lifelong
learning is exposed due to this process, acknowledging that any
conceptualization of lifelong learning is informed ultimately by a poliﬁcal and
ideological position. Active citizenship-eenceptualizations were introduced as
the ‘314 generation’ of "ﬁfélehg’l.]eéi‘ﬁhig concepts (Bion~2001:2). Continued
refinement of the active cmzensh1p notions. resulted.in a distinction between
lifelong learning for achve cmzenshlp, which encapsulates more human
capital traits, and active omzenshlp ‘for democracy, which reside in the more
humanistic approaches to, lifelong learmng The end result of this exploratory
process is a concepfuahzauon —of lifetong- learmng that is systematic,
sophisticated, acknowledges [the politital, socio-‘c-ulmral /and economic needs
of South Africa withgut neglectmg the humamstlc values embedded in any

learning and teaching act1v1ty

Higher education presents a unique dimension to conceptualizations of
lifelong learning. The contextual and learning realities of South Africa further
represent key challenges and demands for framing lifelong learning in this
environment. Engaging with these debates highlighted the pivotal position of
access and equity considerations and the possible contributions lifelong
learning approaches can make. The debates confirmed the value of Belanger’s
framework and contextualised the learning, teaching and curriculum
approaches proposed by the Candy Study (1994) and Cape Town Statement

(2001). The visionary and transformative nature of a humanistic and holistic
3
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Introduction

approach to lifelong learning is stressed. Also raised are the levels of
transformation needed within higher education if such notions of lifelong

learning are to be actively and adequately embraced.

The research into the conceptual realities of lifelong learning and its
application to higher education institutions provides a useful grounding for
both the research topic and the research problem. The research process
provides the necessary focus and perspective in relation to the aims and
objectives of the study. It resulted in the adjustment of the research title
moving from an assessment of teaching and learning methods to ascertain if they
subscribe to a lifelong learning perspective to the current title Implementing lifelong
learning at a technikon in South Aftiea=TFhe new title is a reflection of an
understanding that hfelong learmng attrlbutes cannot be developed only
through pedagogical intervention. Rather it reqmres Jjan enabling system
within the technikon 1tse1f !hat facﬂltates, deveIops and regulates lifelong
learning practices in all the functlon§ undertaken by the mst1tut10n

Methodological framework

The key research problem-is to mvestlgate and interrogate the teaching and
learning approaches commonly subscribed to in the engineering education
setting of Pentech. The main research question of the research study therefore
focuses on the learning and teaching practices in the classroom.

In what ways are the learning and teaching methods used by the Mechanical
Engineering Design III lecturers at Peninsula Technikon supportive of the lifelong
learning teaching and learning processes as suggested by Candy et al (1994) and the
Cape Town Statement (2001).

The topic is investigated from a holistic and humanistic perspective on
lifelong learning. The Candy Study (1994) and the Cape Town Statement's

(2001) proposals provide the framework from which the pedagogical and
4
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curriculum features are interrogated. The Candy Study suggests three
categories linked to learning and teaching approaches viz. the characteristics
of the teaching staff, the teaching methods used and more broadly speaking
various curriculum related issues. A similar categorization is evident in the

Cape Town Statement.

Research Design
The theoretical paradigm informing the research study is a qualitative
approach embedded in the interpretive traditions. The research study can be
described as descriptive, basic and qualitative in nature The unit of analysis
being investigated is the lecturers responsible for the Design III course in the
Mechanical Engineering Department.at-Pentech. The phenomenon described
in the study is lifelong learmng leachmgmd learnmg practices in a South
African technikon environment.—The findings' i’suppdrt‘ the teaching and
learning practices prohllotediib} the- Canciy Shidy (1994) and Cape Town
Statement (1994). It however isugge%’gs tha.t-‘with%mt anl enabling institutional
wide framework as proposed by the Cape Town Statement, lifelong learning
teaching and learm'rié ’pﬁ)éjéS’sés' ~cannot éffe%ﬁv@* be implemented at a
classroom level. The stully'byl conformingtd ajqualitative/framework attempts

to be naturalistic, holistic and.inductive.,

Using a case study methodology in the research study is motivated by the
rationale proposed by Merriam (1991). She suggests that a “...case study is
often the best methodology for addressing problems related to educational
practice in which understanding is sought to improve practice” (Merriam,
1991:xiii). The following research techniques ensure that design coherence is
achieved.

The unit of analysis for the study is the social unit of lecturers associated with
the Design III subject in the Mechanical Engineering diploma course at
Pentech. The sample includes two lecturers (the current and recent past

lecturer for the subject) and the curriculum designer responsible for the re-
S
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Introduction

curriculation process undertaken by the department in 1999-2000. Three
sources of data collection are used in the study viz. 1) Documents - course
design material, strategic plans, statistical data, vision and mission statements
of the institution, faculty and department, student yearbooks and general
institutional information presented on the institutions’ website; 2) Interviews
with two lecturers and a curriculum developer - these will take the form of in-
depth semi-structured interviews with at least the three key staff mentioned
above; and 3) Basic statistical information - obtained via a biographical
questionnaire completed by the current student Design III subject cohort to
ascertain a student profile. The data analysis process uses thematic
identification and descriptions to define the data. Relationships between
themes and the conceptual frammg of-the research are explored. A naturalistic
inquiry, which is non-mampuiatwe Obtruswe (conduchng interviews where
the researcher will engage-in-social mferaeﬁens Witht »the interviewees), and
yet attempts to be non—controllmg and ope;n to whatever emerges from the

research setting, is conducted

To ensure the ethical mtegnty ‘of the case study the Dean of the Engineering
Faculty and head of the Mechanidal Engmeermg Department were consulted
and supported the research study.jPseudenyms-for all,respondents are used
to ensure confidentiality. In addition ea;:h respondeht was sent a summary of

their own interview for confirmation to ensure the validity of their statements

during the interviews.

Chapter overview

Chapter one introduces the concept of lifelong learning. The key purposes of
the chapter are to provide meaning and clarification for lifelong learning and
to formulate a conceptual framework to guide the empirical research of the
study. The historical development of the term is traced from its adult

education roots to more contemporary usages. Detailed descriptions of the
6
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humanistic, human capital and active citizenship perspectives on the concept
are covered. Particular focus is devoted to Belanger's (1994)
conceptualizations as the grounding perspective for the analysis of the other
approaches. Lifelong learning in higher education becomes the focus of
chapter two. The nature and significance of lifelong learning forms in higher
education are presented and the fundamental implications for pedagogical
and curriculum approaches are noted. The contextual realities of higher
education in South Africa are described. The imperatives for the
implementation of holistic and humanistic lifelong learning approaches in
higher education are advanced. Finally, detailed descriptions of the lifelong
learning teaching and learning processes advocated by the Candy Study
(1994) and the Cape Town Statement (2001) are presented. Chapter three
outlines the theoretlcal assﬂmpttdns underEmnmg the~empirical research
_ associated with this mirti- thesis. The theoretxcaLframework guiding the study
is based on the framework pr@posqc} by Durrheun (1999) A brief review of
the merits and motwatmn of usmg a case study approach to collect and
represent the data of the research are  presented.| In chapter four the
descriptions of the data ZOTIECaOm processesr fﬂﬁiﬁgs are" presented A brief
contextual overview | df|"hé res'eamh\:proces‘s is; fexplored, significantly
describing the research paruc;lpants ig . relation to gender, race and
educational and institutional status mdlcators Flnally, a thematic depiction of
the case study is presented focusing on the following issues; how lifelong
learning is viewed by the case study staff, the department and institution;
characteristics of the case study teaching staff; teaching approaches including
how learning is facilitated within the case study; and. general curriculum
issues as they relate both to the case study classroom but broadly to the whole
Mechanical Engineering diploma. Notions of the curriculum structure, the
underlying culture or ethos it promotes, along with the skills and knowledges
it aims to facilitate, are described. Finally, lecturers’ perceptions of their
students and their learning behaviour are also presented. The interpretation

and analysis of the research study are presented in chapter five. The analysis
7
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process reveals that not only are the teaching and learning processes of the
case study classroom complex, but they are also dependent and influenced by
a range of factors that literally resided outside the domain of the class
environment i.e. departmental and institutional organisations and structures.
The analysis is presented using thematic categories and is combined to
suggest some overarching interpretations of the case study as concluding
points. The concluding chapter articulates some of the case study insights
representing certain possibiliies within higher education for the
implementation of lifelong learning approaches advanced by the Candy Study
(1994) and Cape Town Statement (2001).

: .
I - = |
'
s ——

UNIVERSITY of the
WESTERN CAPE
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Chapter One

Debates about the nature and purpose of education in all its forms, in both
common sense and more theoretical circles, can be traced back to the
inceptions of western styled learning centers in Aristotle’s Greece.
Throughout history these debates have taken many forms and have
reflected the economic, political and social influences of the time. In the
same vain the concept of lifelong learning first introduced or noted in the
late 1960’s has followed a similar route. The core issue at the heart of the
phenomenon is society’s grappling with the issue of what purpose
education is supposed to serve. Moreover these conceptualizations of
lifelong learning also seem to reflect and be influenced by the dominant
socio-economic and political discourses of the day, which have made their
impact felt on all aspects of the edueational debate. Any historical review

of the meanings and defiriitions assoc1ated W1th hfelong learning will

support the above opirion=—f—fLin LA BRI

1 |
In many respects the introduction &f the cofncepé of lifelong learning can be

seen as merely the mtroductlon of al partlcular perspectWe on the ongoing
debate around the purpose “of education?. This does not however preclude
that the common understandmgs (or ‘théoretical ifdr [tiat matter) of the
concept is homogeneousRather-as with any fruitful debate and search for
meaning related to a social concépt such as edﬁcation, the process is

characterized by divergent meanings, influences and conceptualizations.

In the last two decades most countries have witnessed rapid and far-
reaching technological, economic, political and socio-cultural changes.
These changes most commonly associated with the term globalization,
have affected most countries in the world on economic, political and socio-
cultural fronts. Globalization is characterized as a “multifaceted process
entailing -a growing worldwide interconnectedness of structure, culture
and agency and a paralleled de-differentiation of traditional boundaries”
(Archer: 1991:13 in Christie, 1997:114). Similarly Webster and

Bezuidenhout suggest that globalization is a set of ideas and practices that

http://etd.uwc.ac.za/ 9



Chapter One

operate on a political, cultural, economic and ideological level (2000:1). Its
most common manifestations are in the economic and ideological arenas.
Castells confirms this by suggesting that although globalization is
multidimensional, it can be better understood starting with its economic

dimension (2000:4).

On the ideological level it is most commonly associated with the re-

emergence of neo-liberal economic and social thought. The emphasis is

placed on the values of the economic market and the individual. (Webster

and Bezuidenhout, 2000:1).

atic on, particularly its

economic and ideolo i 1 até to education, are

well documented by lcomme nd internationally

(Archer and Moll, 1L992; Arnove, 1998; Carnoy and bamﬁ“r, 1990; Christe,

1997; de Clercq, 199£TIM,BQUEE§H&%JI,T9¥ amlﬁ Q'@gdon and Whitty,
1998). WESTERN CAPE

Faced with rapid change permeating through all dimensions of its social
fabric, nations in both the ‘north’ and ‘south’ have been forced to
reconsider their position in relation to the purpose and function of
education. Within this climate the term lifelong learning and lifelong
education has risen to its current state of prominence over the past decade.
South Africa has not been spared by these developments, especially after
the birth of its new democracy in 1994 and the formidable task of having to
address the legacy of apartheid inequalities and ‘catch-up’ to the

globalization trends set by the countries in the ‘north’.

! Also see Duke, 2000:3 http://etd.uwc.ac.za/ 10



Chapter One

The South African education ministry like its counterparts across the
world and various other national and international non-governmental
organisations, education and economic agencies and intergovernmental
organisations like UNESCO?, OECD? and the EU* have increasingly used
the concept of lifelong learning and lifelong education to convey its
educational and moral philosophy to others. South Africa’s National

s

Qualifications Framework, is a “...set of principles and guidelines by
which records of learner achievement are registered to enable national
recognition of acquired skills and knowledge...”, has been promoted as an
integrated system that will encourage lifelong learning (SAQA, 2000:3). In
a more local setting and the site of the empirical research associated with
this mini-thesis, Peninsula Techmkan s (Pentech) mission statement sets
out to “...develop acadenucally, soc1a]ly and- technologmally competent
students who are responsive™to the breader needs “and challenges of
society”. It suggests these obJecnves will be attained through a variety of
strategies including 1.. fostermg \ll.felong leammg” 5 The strategy of
Pentech to foster hfelong learmnggcan ba lmkeél W1thm the South African
context to an mcreasmg neec[ and attempﬂ)y the national government to
indicate its wxlhngness via litst pohcy' proposals to/ medress the past

inequalities and ineffjgiencies injeducational previsions,by-

A review of policy documents (in South Africa and abroad) and the
literature on the topic reveals the strong emphasis currently being placed
on the value of promoting a culture of lifelong learning. It also reveals the
multiple and often contradicting meanings, conceptualisations and
purposes associated with this, at times, simplistic concept. In relation to
the policy documents a key shortcoming is the failure of many of these

policies to put forward a distinct conceptual understanding and

2 See United Nations Education, Scientific and Cultural Organisation:-UNESCO's Delors Report, 1996

Learmng the treasure within.
Orgamsatlon for Economic Co-operation and Development, (1996) cited in Rubenson, K & Schuetze, H

£2000 355)
European Union (2000) A memorandum on Lifelong learning
® See Peninsula Technikon's Mission statement: - Appendix 1

http://etd.uwc.ac.za/ 11



Chapter One

framework for lifelong learning. It includes acknowledging the many
complexities associated with, on the one hand the meaning attached to the

concept and on the other hand, its implementation possibilities and

constraints.

The purpose of this chapter is therefore to clarify what the concept of
lifelong learning means and to formulate a conceptual framework that will
guide the empirical research associated with this mini-thesis. In order to
achieve this objective the chapter will be structured as follows: Firstly, it
will attempt to trace the historical development of the term from its adult
education roots and note how the adoption of the term has in some
quarters signalled the move from notlons of teachmg to that of learning.
Secondly, explore, startmg frer Common sefiseideas-about the meanings
associated with the term;“the rapge of theoretical - approaches to its
understanding. A detailed Gfescripﬁbn of the hilmaljdiz‘a'ﬁc, human capital
and active citizenship ‘perspéctives on lifelong learru'%\g will be presented.
Particular focus w111 be . devoted ta Belanger’s ¢onceptualisations as the

grounding perspectlve for the analys1s of the other theoretical approaches.
Historical developments of the concept lifelong learning

Based on the prominence ascribed to the concept of lifelong learning in the
past decade or so, one would be forgiven in assuming that it is a fairly
recent concept. Rather the idea and belief that learning and education
should continue throughout the duration of an individual’s life is not a

new one (Cropley, 1989; Lengrand, 1989;Cave, 1981 and Duke, 2000).

Many authors identify the emergence of the terms lifelong education and
lifelong learning as being associated with various conferences on adult
education hosted by UNESCO in the late 1960's and early 1970°s
(Gustavsson, 1997:238; Korsgaard, 1997:18 and Himmelstrup, 1981).

6 See policy documents published by the Department of Education (1997) and Department of Labour
(1997) http://etd.uwc.ac.za/ ”



Chapter One

However King suggested that the phrase “lifelong education” was given
prominence through the work of Richard Livingston during the 1930’s and
1940’s in Britain (1999:111). Here the term was generally understood to
“...refer to cultural ‘extras’ or some sort of polishing on working life after
formal schooling had finished” (King, 1999:111). What is clear therefore is
that the terms are certainly not new comers to the discourse of education
and more specifically adult education. In addition Jarvis highlights an
even earlier inclusion to the discourse of lifelong learning through the

work of Yeaxlee in 1929, who was the first to write a major book on

lifelong education (1999:256).

Today lifelong learning has become-thezeemmonly accepted concept with
lifelong education embodymgfhesameﬁmeanmg This:@as not always the
case. The following disquséio:t}, which @aceé the rhis‘tosrical roots of the
terms, will attempt td ‘illurﬁhiate -‘When ‘and why th;; jshift from using
lifelong education to lifelong learnil?g togk plac;e. It is Also suggested that

this shift in termmq_lq.g&,.céh‘tcicléd with | keyl Ishifts|in the prominent

ideological discourses of the day.

From lifelong equeation fo-lifelong learping ~~ 4 :
UNESCO first introduced the concept ‘of lﬁeloﬁg education during its 2nd
International Conference on adult education in 1960 (Himmelstrup,
1981:12). Many of the initial debates about lifelong education / learning
came out of the ranks of the adult education community (Himmelstrup,
1981:12 and Gustavsson, 1997:238). Furthermore it is proposed that until
the late 1970’s most people even regarded the term lifelong education as
being synonymous with ‘adult education’ and ‘popular enlightment’
(Himmelstrup, 1981:12-13). Himmelstrup notes that as a result of the
marginal position adult education” typically found (and still finds) itself in,
in most countries it was difficult to “...give the concept the necessary force
to make a political breakthrough.” (1981:12-13). While identifying with

Himmelstrup’s position, Gustavsson contends that concepts like recurrent

http://etd.uwc.ac.za/ 13



Chapter One

education and lifelong education appeared as a result of attempts to
legitimize the need for adult education in society (1997:237). Crucial in
signaling lifelong learning’s acceptance into the educational debate was
the 1972 UNESCO Report ‘Learning to be’ (Himmelstrup, 1981:16-17). The
practical consequences of the views expressed in this report, was to regard

lifelong education as the master concept for educational policy

(Himmelstrup, 1981:17).

Around the 1980’s the position of UNESCO, in relation to its notions of
lifelong education /learning, was considerably weakened. The OECD,
who professed a more economistic position, began to exert more influence
on educational policies. In general.it-stressed the value and importance of
adult education for e€onottiic develepment(KQrsga.ard 1997 :18). The adult
education discipline | and UNESCO m certtrast embraced a more
humanistic position on educaﬁnn Educatncn and indeed lifelong
education/learning was seen as bemg cormected w1th democracy and the
development of the individuall (Konsgaard 1997 18; Cimtavsson, 1997:239
and Dave (1975) in WI-iIrgmelstrup, 198T: 19) The OECD proposed the
strategy of recurrent educatlon asl@ Strategy_ to transform the master
concept of lifelong; ';educatrorr- intg y practice ~ (Himmelstrup, 1981:20).
Recurrent education from it beginninge, emerged from rhe perspective of
the labour market. Its reintroduction in the early 1980’s, recurrent
education considered “...human beings as calculating their own advantage
and often referred to the individual as the ‘Economic Man’8”(Gustavsson,
1997:238). Furthermore recurrent education dealt mainly with post-
compulsory education, emphasizing the close ties between education and
the world of work (Himmelstrup, 1981:20). Clearly a shift in the current
socio-economic and ideological discourses of the day was starting to

impact on the conceptualization and meanings attached to educational

concepts.” This shift confirmed Gelpi's assertion that “...educational

7 see Duke, 2000:2-3 for a brief description of this position
8 Gesser, 1985

® These issues will be dealt with in m%et{iﬁta)lfémqﬁwcy& Qggl? chapter. »



Chapter One

ideologies have been and are closely linked on one hand to social and
economic factors and on the other hand to political, religious and social
ideologies” (1985:8). Educational policy (embodied in the use of lifelong
learning) can only be understood within its socio-economic and political
context (Wallis, 2001:10). A result of these developments and shifts,
lifelong education starts to embody particular meanings and associations
with more neo-liberal ideclogies. Another key indicator of this shift in
meaning is seen in the trend of other government departments and
ministries such as labour and finance getting involved in educational
policy planning (Korsgaard, 1997 & Longworth and Davies, 1996). It is
within this arena that shifts from the term ‘lifelong education’ to ‘lifelong

learning’ increasingly using starts to happen.

Shifts from ‘education’to learning’

Education can be descrlbed usmg Gelp1 3 (1985 181) understandmg as

“organized learning”, learrung can also be|seen as part of the provision of
lifelong education. Cropley’s dlscussmn of the key prmc1p1es in lifelong
education, procedures for fostering: hfelong learmng -is-seeh as an integral
component (1989:9). Lifélong laining exists| 'within the/notion of lifelong
education. Educanon, or, orgaruzed learnmg programmes are usually
regarded as the respons1b111ty of the state whlle ‘the responsibility for
learning generally resides in the realm of the individual. With shifts to
embrace neo-liberal discourses of education, a crucial shift in the decreased
level of state responsibility for education was signaled, with more
responsibility being placed on the individual’s shoulders for education and
learning. As Edwards and Usher confirms, the increasing use of the term
‘learning’ favoured over the term ‘education” affirms the significant place
of learners in opposition to the institutional form (1998:84). Thus this shift
appears to favour the individual and ‘client’ rather than the provider and
system (Duke, 2000:8). Progressively education across the globe is
experiencing what Longworth and Davies describe as a paradigm change
towards putting the focus on learning and on individual responsibilities to

define learning and make an investment in it (1996:21). These authors also
http://etd.uwc.ac.za/ 15
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suggest that the change in thinking about education and the increased
urgency in promoting a lifelong learning approach to education are
spurred on by, among other things, the impact of globalization (and its
accompanying ideologies), technological changes and the focus on the

individual (1996:25).10

This short attempt to trace the historical developments of the concept had
led to the following conclusions. Firstly, the notion of lifelong learning /
education is not a new one; rather its first formal descriptions can be traced
back to the 1930’s in Britain. However, it is generally accepted that

UNESCO introduced it to international audiences and educational debates

through its promotion in the 1960 , its first conceptualizations
arose out of the a ‘ T discif ‘ while lifelong
education was regar e 11 Em ) - adult education.
Thirdly, the historical |development jof thef condapt ¢lfarly demonstrates
how the concept has cdile under ce and has been shaped by the
prominent socio-econgmic idedlogical [disdourse f the day. Hereby

acknowledging how current neo-liberal ideologies Itave inpacted on the

initial use of Melongl_édﬁaﬁ&lr&& ,ﬁzgrrl}c‘ﬁqg ’fpﬁage to the current
position of using thei.-tfnf*"l. elgrgﬁeﬁxm% Lifel,o‘g‘gllsaiping is now seen

as being synonymous with lifelong education. Lastly, this process of

tracing the historical dynamics associated with the concept of lifelong
learning has helped to provide a backdrop for the next discussion focus of
this chapter. Attempts will be made to unpack the various meanings
attached to the concept while providing a more critical and detailed

exploration of the contextual framing of these meanings.

The meaning of lifelong learning and its contextual framing

the phrase ‘lifelong learning’ and ‘lifelong education’ is a
marvelous slogan and rallying cry around which diverse
groups will unify, under the illusion that they share some
common goals and means for achieving them... (Penelope
Richardson (1981:211), Director of Lifelong Learning Project for the
United States Government, 1976-1978)

"9 Further comments on this position iFnoted))/y Duke, 2000:9
ttp:/fetd.uwc.ac.za/ 16
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Richardson’s comment is perhaps a fitting departure point for the
discussion on what the concept of lifelong learning actually means. It
points to two key aspects that will be discovered through any exploration
of the meaning attached to this concept. Firstly, the concept has and
continues to be used and seen as a unifying or ‘promotional banner’
(Preston, 1999) under which diverse problems ranging from education, the
economy and social evils can be solved. Secondly, it exposes the fallacy
which suggests that irrespective of who is using the term, its meaning is
the same, hereby hinting at the breadth and complexity in attempts to find

a common meaning of the concept.

Many commentators in the field would- recogmze the broad scope and
range attached to the. meanmg of_the concept ~of hfelong learning
(Rubenson & Schuetze, 2000; Preston, 1999 Larss@n, 1997 Candy et al,
1994; Longworth and Dav1es, 1996; Ge1p1 1995,; Brookfleld, 1994,
Lengrand, 1989 and Salhhg Qlesen, ?DOO). Theré Jdre literally hundreds of
definitions and meanings attached to the iconcept wiﬁtli,:each, as suggested
by Longworth and Dééfes, being apﬁ;op’ilﬁ%é*tdi?s oW er%Vironment with
a personal, educational, Sécial aﬁd‘p@ﬁﬁeal inéatﬁh,g (1996:21). On the one
hand this quality is seenvas.a, weakness, (Gustavsson, 1997:238) as it is seen
to be applicable for any purpose, rendermg it an empty concept and
unable to face the problems in adult education. Furthermore, as Larsson
suggests, because it has all these meanings associated with it, lifelong

learning risks losing its richness and precision as a concept (1997:251). As a

14

result becoming “...too useful for too many purposes...” rendering its
meaning ‘obscure’ and ‘meager’ (Larsson, 1997:251). However, on the
other hand its broadness and ambiguity is regarded as one of its strengths.
While it makes defining lifelong learning a difficult task, this in turn allows
the term to be used and applied in different contexts and accepted as a
“...universally good thing”(Preston, 1999:565). One could argue that it is
precisely this particular quality that has allowed it to be used in a variety

of contexts it currently enjoys, both nationally and in more global arenas.

http://etd.uwc.ac.za/ 17



Chapter One
In search of a meaning

Candy et al’s(1994:xi) comment that lifelong learning is generally
considered to be a very broad and comprehensive idea is a useful starting
point in setting up the difficulty in trying to find a neat and all inclusive
definition for the meaning of lifelong learning. In attempting to find a
meaning, a practical place to start is to consider the more common sense
understandings of the concept. A simple dissection of the term would
literally suggest learning throughout one’s life, as Longworth and Davies
simply described it: “...lifelong learning is both lifelong and about
learning”(1996:21). Thus at a simplistic level it is about the provision of
learning opportunities using the popular phrase ‘from the cradle to the grave’
(Preston, 1999:562; Soobrayari. (17) in Walters 1999(a) 578; UNESCO
(1979) in Candy et al 1994 Xl, VGustavsson, 1997: 239 and Brookfield,

1994:24).

| \
By implying that 1earnmg takds place throughout an md1v1duals life it
assumes that this learmngm(:ludes formal schoolmo but also goes beyond
this. It is when one attempts to understand oF, account for the kinds of

learning that one 1s forced to move beyond the more common sense

meanings of the concept

Walters and Watters indicate that as a starting point, lifelong learning
includes all types and levels of learning irrespective of its content, form or
location (2000:5 and Walters, 1999(a): 578). Himmelstrup attempts to
provide more focus to the kind of learning, by suggesting that lifelong
learning is about “...the opportunity for individuals to engage in
purposeful and systematic learning during the periods of their lives when

this opportunity is most relevant.” (1981:6). Similarly in the Candy et al

i

study, lifelong learning is considered to be “...a very broad and
comprehensive idea...It included...all formal, non formal and informal
learning whether intehtional or unintentional, occurring throughout the

lifespan.” (1994:xi). Gelpi starts to define who the learners are in more

http://etd.uwc.ac.za/ 18
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detail, by putting forward that lifelong education (learning) is about the
education and learning(s) of children, young people and adults in both
formal and non formal educational and learning environments and
provided via either institutional supports or through a process of self
development (1985:181). This definition highlights and points to the cross-
sectional nature of lifelong learning, which suggests that it is not only
limited to formal education but also includes adult community education,
workplace-based learning opportunities as well as access to the various
learning chances present in society via libraries, museums, the internet
etc...(Walters, 1999(a): 578). For Edwards and Usher this quality associated
with lifelong learning implies the boundlessness attached to learning. Thus
predetermined outcomes, formal institrtions and epistemological control
do not confine it. Théy further "édVdééfé thatthls quality provides the
concept with 51gmf1cant power and socw-cultural centextuahty (2000:97).
Moreover, through the emphasis, on learnmg Jinstéad of institutional
education, Salling Olesen arguies that the Concbpt of lifelong learning is
able to address the md1V1dua1 perspectlve on learmng (2@00 40).

The picture thus stafﬁhg o éxilerige is. onel which logatesjor views lifelong
learning as a boundlessy category, i.e le__arning can, be about anything,
happen in a variety of contexts and locéﬁoﬁs and can be undertaken at any
stage of any individual's life. This view of lifelong learning therefore

represents an all-inclusive conceptualization of learning.
Belanger’s conceptualization of lifelong learning

The work of Paul Belanger while acknowledging that lifelong learning in
each society refers to the totality of learning activities, provides a useful
analytic framework that separates these activities into three specific
constituent elements viz. Initial education, Adult education and Diffuse

learning environments (1994:354).

http://etd.uwc.ac.za/ 19
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Initial Education
Initial education accounts for both the formal, informal and non-formal
educational activities undertaken during the formative years of our lives
and would include pre-primary, primary and secondary education. It thus
includes all continuous educational processes young people participate in
before their adult life (Belanger, 1994:354). It also includes learning
opportunities created in the home, through the cultural environment and
the value placed on these activities. Based on the fact that educational
development is seen as a life endeavour and tends to be a cumulative one,
individuals who received better and longer initial education seem to
participate more in learning activities in their adult life (Belanger, 1994:355
& Walters & Watters, 2000:9). Convusely, lm;uted initial education tends to
produce low rates of adult parﬁmpatlon m both forma} and non-formal
activities (Belanger, 1994 356) Oakes (1985) further c:omments that the
level or exposure to formal Imtl.al ec‘iucatmn acthl:les tend to parcel people
into different life courses (C1f:ed in lBelanger, 1994 356, & Walters, 1999(b):
218). Rubenson and Scﬁhuetzé (20()0 356) Lonﬁrm thlS\] _hotion by stressing

further that the fo}rmahve years "are of crucial iMpoTtance with pre-primary
and primary educatioifb;éihg 1mportantbu1lcl1ng l)locks /Formal education
during this stage also tends to determme peoples educatlonal life courses
(in Walters, 1999(Db): 218 also see Walters, 2001 112) Initial education
therefore is a crucial element in determining how learning will be viewed

and valued in the other learning constituents.

Adult Education
Adult education activities include all learning opportunities undertaken

during various stages of one’s adult life (in Walters, 1999(b):218). Belanger

describes adult education in the following way:

the entire body of organised educational processes whatever
the content, level and methods, formal or otherwise,
whether prolonging or replacing initial education whereby
persons regarded as adults by society develop their abilities,
enrich their knowledge, improve their technical or
professional qualification. (1994:377)

http://etd.uwc.ac.za/ 20
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This might include literacy training, part-time registration at post-
secondary institutions or attending to personal development goals through
education. As opposed to initial education, adult education provisions are

diffused over many different structures and organisations (in Walters,

1999(b): 218-219).

Diffuse learning environment
The assumption that learning does not only take place through organised
education, formal and non-formal processes forms the bas‘is of the
meaning attached to the idea of the diffuse learning environment. It also
describes or accounts for the impact of socio-cultural life contexts of
children and adults as they interact- and qperate in schools, their private
lives, .in their comntumtjg at- Work or. through the-media etc... While
diffuse learning enviropments'ate related to the organised formal and non-
formal educational processes, they are also dlstmct fx:om them (Belanger,
1994:378). Thus diffuse learning is regarded as the mf@rmal dimension of
education, the learmng Context present in the \daﬂy erlv1ronment or the
educational settings L(in' Walterd, 1999} "319)/ It (further includes the
attitudes towards learning  and. the pre@iSpQSitiqh to specific types of
learning in the family or imme(\iiate eh;rirc;mnent[ For exemple if going to
school is regarded as a key priority and valued, it would also include the
availability of books and attitudes towards written communications, the
presence of libraries, museums and the media. These would all be
regarded as cultural factors influencing educational aspirations and

learning achievements in initial and adult education (Belanger, 1994:360.).

Walters summarizes Belanger’s notion of the three dimensions of lifelong
educations by suggesting that the recognition of these dimensions and
their relationship to each other leads to the acknowledgement that no

educational policy can ignore the media, cultural industries, libraries and

museums (1999(b): 219).
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Paul Belanger’s (1994) concept of lifelong learning has its starting point
with the learner rather than the provider (in Walters, 1999(b): 218) and
conveys the meaning that learning and education are possible at any age. It
includes learning both in the formal education system and through
everyday life (i.e.' social movements, home and work) thus incorporating
formal, non-formal and information education. Lifelong learning is seen as
integrative in horizontal (between home, community, media and work)
and vertical (between different life stages) ways (Walters, 1999(b): 218;
Gustavsson, 1997: 239). As a result Belanger argues that lifelong learning
exists in all societies in different forms and as people move through
different stages of their lives. Furthermore, there are ‘many lifelong
educations’ as in each society lifelong.learning refers to the totality of
learning activities bmkrenidoﬁ}xi mto Tt eamtituent clements of
initial education, adult education and diffuse learning lenvironments (in

Walters, 1999(b): 218). |7

|
| |

Vertical and hori;pn;tal intggraﬁon of le;zrniné
This notion of — honzbﬁta:li;;@gratmnof le;u:mng is not a new
idea and links backtd parliet discussiors by "Crc‘)pley (1989), Heinesen
[1972 in Himmelstrup (1981)] and Himmelstrup (1981).

Vertical integration essentially acknowledges that learning experiences are
part of a network of learning, which might commence in the past and
stretch ahead unbroken into the future (Cropley, 1989:10). The various
stages of learning as we move through life is therefore described through
the process of vertical integration. (Gustavsson, 1997:239). It suggests an
understanding of the need to create coherence within the education
system, because it is supposed to cover the whole lifespan of the
individual. Rather than assuming unification or conformity, it stresses
coherence and taking the entirety into consideration. Vertical integration
underscores that no part of the education system is an end in itself

(Himmelstrup, 1981:17). Other authors also refer to vertical integration as
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the ‘lifelong’ aspect of lifelong learning (Walters, 1999(b): 218 and
Rubenson and Schuetze, 2000:356).

Horizontal integration comprises all aspects of human life and necessitates
a widening of the traditional conceptualisation of education to include not
only formal manifestations of learning but consider the human
environment in its totality as a source for learning (in Himmelstrup,
1981:17). Furthermore, the horizontal integrative element would embrace
not only the obvious education settings such as libraries and museums etc,
it would also include the home, workplace, recreation and hobbies etc,
(Cropley, 1989:10). Hereby putting forward the relationship between
formal learning and both informal and-nenzformal learning environments
(Cropley, 1989:10). Again honzomtal mtegrahon iisrl"SYricnymous with what
is described as the ‘life-wide’“aspect-of lif_eioﬁn-g learnmg (Gustavsson,
1997:239 and Rubenson :emd Sd;uetze, 7200023‘56). i‘his life-wide’ dimension
implies that learning o¢curs ‘not jl%sﬁ in [ ‘schc{)ol or [formal educational
settings, but also in many different settings.|It 7rreic‘,o_g‘nises that many
important learning erii)’efi‘eﬁces’ are found outside the fofmal education
system (Cropley, 1989:180cifed inf RdBehsdn And Sehiiethe,2000:356). This
conceptualisation implies.a broad app‘;gaqb to knowledge in that it can be
gained from many arenas not only in ‘s’ch;)ol. It also has a more holistic
view of education in which formal and informal types of learning can be
integrated with each other and considered in one context (Gustavsson,
1997:239). In addition as Edwards and Usher argue from a post-modern
perspective

(that lifelong learning) signifies that learning could be inside or
outside educational institutions and not necessarily within the
modernist educational project and not necessarily bounded by
what educators would traditionally define as the transmission of
‘appropriate’ or ‘worthwhile” knowledge (2000:97).

In summarising Belanger’s viewpoint on lifelong learning, the argument
put forward by Walters and Watters (2000) is particularly constructive.
They maintain that by accepting Belanger’s stance on lifelong learning it

would mean acknowledging
http://etd.uwc.ac.za/ 23
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= That all learning, formal, informal, and non-formal is

interlinked

»  That taking lifelong learning seriously forces us to look at
learning in ever increasing circles

*  That the quality and quantity of learning in that first circle
determines the pattern of lifelong learning for that individual

*  That it does not help to focus on only one aspect (for example
a sector) without considering the impact on other parts of the
‘whole’ (2000:10).

Theoretical approaches to lifelong learning

As suggested earlier in this chapter, many definitions and meanings exist
for lifelong learning. It is therefore crucial to acknowledge that these are
influenced by various contextual factors operating on ideological,
economic and socio-cultural fronts. Thus-any definition of lifelong learning
is not a neutral one; gather 1t15 grffé'fgdv morder to piomote a particular
theoretical position. Ah-analysis-of! these perspectives)provides a more
critical insight to the :undreir«%l'};ﬁg i‘xThotiv;ti;;msi‘ embodied in the users’
framework for lifelong leérrﬂﬁg. {’ ‘\ | 1 |
|

One’s view on the Tature and PUrpose- of education 15 central to the
conceptualisation or frantewlork of lifelong Teatningthdt you hold. Thus
Soobrayan (1997) argues that lifelong lfaarnmg is.employed. as a conceptual
framework, which presents a compr'ehe‘r’xsix;e ax{d paftlcular understanding
of educational priorities, the strategies required to address these and
finally a fundamental assertion of a radically different and distinct
pedagogy (cited in Walters, 1999(a): 578). Conceptualisations of lifelong
learning can also be viewed as a meeting point between different critical
traditions sharing an emphasis on examining education and learning

within a context of societal and cultural historical development (Salling

Olesen, 2000:407).

Often the contextual factors operating in society are put forward as
providing the impetus for the use of particular perspectives on lifelong
learning. It has been suggested that the re-emergence of lifelong learning

into its current role has been spurred by the needs of late capitalism
http://etd.uwc.ac.za/ 24
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(Walters, 2001(a): 2). In particular this includes the rate of changes in
social, technological, cultural, legal and educational circles throughout the
world, along with the increasing ‘global connectedness’ of societies and
economies. The requirements of late capitalism have stressed the need for
people who are adaptable and responsive to these changes (Himmelstrup,
1981:15; Cropley, 1989:9 & Walters, 2001(a): 1). People should therefore be
capable of continually learning in order to cope with these changes. It has
also been seen as a means of promoting (OECD, 1996) and solving
problems (Longworth and Davies, 1996) of employment, economic

development, democracy, creativity and social cohesion.

Two distinct theoretical and 1deolog1c'al sizands have been identified as
framing any understandmg oF hfelongiear;nmg Fxrstly, the human capital
school, which is assocmted thh nee—llbeval 1de@10gy and concerned with
the development of human capltal m 1-he7i)ursu1t of prof1t Secondly, the
humanistic school, wh;ch is| more| poncemed ,(mhth a |social democratic,

holistic approach to ed‘uéatidn‘-and‘ ﬂa;ining and the meotion of social
justice (Walters, 1999(a) 578 & Walters, ZOﬁ’f(zﬁ T). In addition to focusing
on an exploration of‘ these ‘twao s_clmols a b_r1ef d;scus_smn of the active
citizenship approach jto flifelong Jearning, which is,currently gaining

momentum, will also be presented.

Humanistic School of lifelong learning
Lifelong learning has from its beginnings related to a humanistic tradition
of education. Encapsulated in this tradition is an understanding that
human beings are considered capable of learning and developing their
potential abilities (Gustavsson, 1997:239). Gustavsson links this position to
the classical approach to education by asserting that even the classical
motivations for education in society are rooted in mainly humanistic and
democratic traditions (1997:239). Likewise Korsgaard maintains that when
UNESCO first introduced lifelong learning, it was clearly associated with a

humanistic tradition where education is connected with democracy and
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the development of the individual (1997:18). These humanistic roots are
clearly evident when reviewing Dave’s (1975) thinking at the time.

Lifelong education is a comprehensive concept which includes
formal, non-formal and informal learning extended throughout
the lifespan. of an individual to attain the fullest possible
development in personal, social and professional life...Learning
and living are closely intertwined, each enriching the other, thus
lifelong education becomes a continuous quest for a higher and
better quality of life (cited in Himmelstrup, 1981:19)

It is Cave’s contention that the concepts’ embrace of a humanistic belief of
development suggests that it seeks to strengthen the links between
educational pursuits and the life of the workers by identifying education
with life and holding a dynamic conception of human life (1981:170).
Walters (1999(b)) argués matBelant;;él; 5 i)a}gdigxh forrfl‘if‘élong learning is
clearly located within'fhe 'hlitﬁanisﬁé: schaﬁl. His paradlgm provides an
..all inclusive, holistic approach‘ to edﬁcati:oﬁ and| training and its
starting point is the learner rather than prmnders | Walters 1999(b): 218).
A humanistic approachwould therefore seek fo promote the learner and
his/her needs in the I‘earmng envxronment and seek to develop an array of
skills, knowledges, attltudes and competenc1es that ‘would allow the

individual to interact with their social env1r0nment

Human Capital (or) Human Development School of lifelong learning
While much evidence has been presented to suggest that historically
discourses of lifelong learning were firmly rooted within the humanistic
school, this position has however slowly been eroded. As mentioned
earlier in this chapter, once the OECD started to exert more influence on
educational policies so the shift from more humanistic approaches to adult
education and lifelong learning began to give way to approaches which
stress the importance of education for economic development (Korsgaard,
1997:18). Furthermore, Wallis proposes that recently, particularly during
and after the “neo-liberal experiments of the Reagan - Thatcher era...” and

the creation of global markets for goods, services and finance, the
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dominant discourse of lifelong learning has been linked to human capital
development (2001:6). The development of human resources has
increasingly become a key factor in the economy in the wake of
transformations in the world of work in the modes of production and the
organisation of work. As a result increasing demands for education
(particularly adult education) and calls for lifelong learning can be seen in
light of these changes and demands for greater competitiveness which in

turn has led to new demands in relation to qualifications (Belanger,

1994:363).

The human capital or human resource development mode of lifelong
learning, views education in terms- of- the market and investments in
human capital. It reduces educatlon to the needs of the" ecenomy (Walters,
1999(a): 578 & Gustayssoa;r 1997:240), 1t also-putsforward according to
Belanger, a discoursé‘fhf ’rehxrn 011 1nvestme;1t' whére the gains on
investment in learrung (through quahflcations) hav? a direct effect on
earning potential (1994: B71; flso see Walhs, 2001:7).| Under the human
capital banner, hfelong Iéarmng can become n“arrowl‘y' defmed as work-
related education and | tralmng (Prdston, 11999562, and/;Hunt, 1999:198).
Lifelong learning had. alsoy mcreasmgly been mtegrated in ideas like
‘organisational learrung and workplace based Iearmng which according
to Salling Olesen refers to an organisational culture approach. Terms such
as ‘organisational learning’ and ‘workplace based learning’ therefore link
lifelong learning to constricted management strategies (2000:409).
Korsgaard provides evidence for this discourse of lifelong learning being
favoured by Canada and the EU (2001:18).1! In contrast the most striking
clue that discourses of lifelong learning and education are increasingly
falling within the ambit of human capital approaches can be seen in the

increased attention paid to educational policy initiatives by ministries of

™ Hunt also suggests that similar mov?% a[re e)l)d ;{1 dnl?{?\llr Cs %ngnnz éQ 9:198).
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Labour, Finance and Employment (Korsgaard, 1997:18-19 & Longworth
and Davies, 1996:18).12

Humanistic vs. Human Capital
Salling Olesen’s contention that lifelong learning fulfills a dual role, “...as
a vehicle of humanistic political programmes for social autonomy and
empowerment and a necessary adaptation of humans to their role as
commodity labour”, helps to provide some perspective on the humanistic
vs. human capital debate (2000:407). As Hunt argues it is not about an
either-or scenario where you choose one approach above the other. She
further claims that one cannot only locate lifelong learning entirely within
the economistic paradigm. If one does-this, you ‘obscure” and ‘neglect’ the
other side or role of the céﬁceﬁt![ﬁﬁég hfelong learmng is,not only about
the “...production of knowledgeable workers and sticcessful businesses...”
- the economistic sidd|Rather it 15 about “...the development of an
informed citizenry capable ‘of pe‘irt\icipating "fully 1i1 local activities,
including the provision| of services' as well ag |within| the workplace.”

(Hunt, 1999:198). —

While the human capital paradigm ,‘qf lifelong, learning, relates to the
economic reasons for education and'le&hiﬁé, GﬁstaVsson maintains that a
serious shortcoming is the fact that it has nothing to say about how the
learning process works or how to develop the optimal resource in a human
being (1999:240). Linked to Hunt's notion of ‘informed citizenry’, Belanger
suggests that it has been recognized that problems of “...the environment,
population and health cannot be resolved without strategies based on
social participation and therefore on the empowerment of citizens, (and)
...Jearning opportunities to increase their social and cultural creativity...”
(1994:365). Lifelong learning accordingly cannot simply be about human

resource development; it also needs to direct the participation of

"2 South African legislation also attest to this trend in particular; The Department of Finance (1996)
Growth, Employment and Redistribution: A macro-economic strategy and The Department of Labour's
(1997 & 1998) Green Paper: Skills Development Strategy for economic and employment growth in South

Africa and its Skills Development Act.
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individuals in society to contribute and understand their collective role as

democratic citizens.

Lifelong learning and active citizenship
The opinions expressed above by Belanger (1994), Gustavsson(1997) and
Salling Olesen(2000), highlights the connection between lifelong learning
and the cultivation of an active and participatory citizenry and resonates
with Bron’s (2001) belief about current shifts in the discourse of lifelong
learning. Bron argues that the dominant discourse of the EU in the 1990’s
in relation to lifelong learning was an economic one. However, the EU
Memorandum on Lifelong Learning (2000) signaled the shift in the
discourse to one, which seeks to develop democracy She suggests that this
shift can be called the /3¢ generation “of the Iifelong leaffiing concept. Bron
claims that for the first fime-in.a EU'document the role Qf.,?cnve citizenship
is being equated with émployaﬁiliti(:QO()l:E). The ‘}{wzii/iﬁportant aims of
lifelong learning are rega}ded as thé ”...promo&ién of |active citizenship

1 |
and promoting employabxhty "(EU 20005) il

Historically, adult educdtion has}béén“ecdnderned, with; the concept of
citizenship and in magy, parts-of,the world it has. played a significant role
in establishing democratic cmzensh1p and social ]ustlce However as shifts
from adult education to lifelong learning were made so has the notion of
citizenship become central to debates about lifelong learning, particularly
in Europe (Korsgaard, 2001:18). How citizenship is defined is however
mirrored in these shifts. Here Korsgaard proposes that as the move from
‘social citizenship’ to ‘active citizenship’ took place, these were closely
linked to moves from ‘adult education for social justice’ to ‘lifelong

learning for active citizenship” (2001:19).

"

The EU document (2000) regards active citizenship as “...focus(ing) on

whether and how people participate in all spheres of social and economic
life...feel that they belong to and have a fair say in the society in which

they live.” (2000:5). In addition employability is seen as a core dimension
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of active citizenship but also a “...decisive condition for reaching full
employment and for improving European competitiveness and prosperity
in the ‘new economy’” “ (EU, 2000:5). It can be argued that here active
citizenship is interlinked with a more economistic view of development

and education if it is linked to lifelong learning.

Martin holds a similar position by arguing that current discourses of
lifelong learning in terms of the construction of citizenship implicit in it
highlights its “...narrowly individualistic, instrumental and reductionist”
tendencies (2000:255). He further states that there are two discourses of
citizenship, which are currently dominating educational policy and
practices. Both, argues Martin, are fundmmentally economistic in that they
position at the centrg=0f- cﬁncep“tlons of hfelong learrung, the idea that
humans are essennally ecenomm ammals” While bol:h these discourses
construct and reduce the adult learner to either worker/ producer or
customer/consumer, they ...sunplzy‘i do 1ot account for enough of what
adult education and lifélong leatning should be hbout! (Martin, 2000:255).
Martin (2000) advocales Tor 2 TROTE HONSHE eﬁgﬁag%ﬁ@ﬁ of atlult learners in
their many roles in s@(:lety rather than the éﬁfréﬁt-f@cus on their roles in
the work and market, place. Clnzenslrup, hke Aifelong, learning is not a
neutral term and while it mlght imply an mherent goodness or humanism,
clearly through this discussion on how the concept of active citizenship for
lifelong learning has recently been used, this does not seem to be the case.
There seems to be a distinction between lifelong learning for active
citizenship, which encapsulates more human capital traits, and those,

which propose active citizenship for democracy, which seems to reside in

the more humanistic approaches to lifelong learning.
A conceptual framework for lifelong learning- a conclusion

In attempting to find a conceptual framework to guide the empirical
research of this mini-thesis, this chapter has undertaken a brief historical

review of the developments of lifelong learning. In addition an analysis of
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the various theoretical positions associated with the concept was made.
From these two activities it has become evident that any concept is bound
by socio-economic and ideological influences impacting on society. No
concept is neutral or exempt from these influences and through the process
of attempting to unpack the meaning of lifelong learning this position is

illustrated.

However, in order to conduct the research associated with this mini-thesis,
a suitable meaning needs to be adopted. This means accepting that lifelong
learning addresses the needs of production (the worker), society (the
ciizen) and culture (human being) to different degrees and at different
times. When adopting a meanmg or- conceptuahzatlon of the concept it
must be based on oun analysm of the pohhcal secio=eultirral and economic
needs of the country (Waltersy 1999(a): 578) Recogmz.ing the dual role
embedded in any conceptuahzatlon of lifelong Iearnmg ie. its economic
and humanistic role, one also has| to acknowledge thel shortcomings of

these roles and foregrounﬁ the role ’Wthh best sults the p;arhcular needs of

the community or institution under review.

Conceding that more economistic conceptualizations, of lifelong learning
have a particular purpose in contempofary society, the context of the case
study in this mini-thesis is an educational institution. In the context of an
educational setting we need to recognise that we are dealing with
individuals in a learning environment and the economistic position does
not adequately account for the learning processes we will encounter.
Furthermore South Africa (and Pentech) has a particular context!® and this
context must be taken into account when selecting an appropriate
meaning for lifelong learning. Based on these contextual realities,
Belanger’s holistic and humanistic conceptualizations of lifelong learning

are accepted as the conceptual framing for this mini-thesis. Firstly, it is not

'3 The educational history of South Africa is marred with gross inequities against Black and women
citizens. For many of these people access to quality educational provisions at all levels i.e. initial, adult
and diffuse learning environments, have been restricted. These contextual issues are discussed further in

the following chapters.
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narrowly economistic and will account for a multiplicity of learning
environments particularly the impact of initial and diffuse learning
environments. Secondly, it acknowledges various conceptualizations of
knowledge and arenas for its production and it is therefore best suited to
the case study environment of Pentech. If a definition for lifelong learning
had to be put forward, the description provided by The National Institute
for Lifelong Learning Development (NILLD) is favoured as it clearly

presents a definition, which recognizes the conditions prevalent in South

Africa.

Lifelong learning is the development of human potential in
all roles, c1rcumstances and envu'onments “through a

empowers
knowledge,
required to confiden
cradle to grave (cited 1
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Chapter Two

In this chapter the focus of exploration narrows and is directed at a specific
element within Belanger’s(1994) notion of adult education namely, Higher
Education (HE). As suggested in chapter one, the dimensions and meanings
associated with any concept, particularly lifelong learning is strongly
influenced by the contextual realities of the site of implementation. It can be
assumed that within the context of the HE, lifelong learning will take a
particular form both on a conceptual and implementation level. Firstly,
lifelong learning in HE will be explored, with attention focused on the nature
of lifelong learning in the higher education context and the significance to the
institutional form of implementing lifelong learning. Secondly, the HE context
of South Africa will be described. Of importance in this description are the
factors which currently shape the landscape ot HE in South Africa. The impact
of these contextual frammgs creates spec1f1c mpiementahon challenges for
lifelong learning, in partlcular pedagoglcal and Curﬂeulun*i structures. Using
the Cape Town Statement (2001) and the Candy Sfudy (1994) approaches to
implementing a lifelong learnmg plulo‘sophy in h1gher educa’uon institutions
(HEIs) will be mvesngated ThaCapﬁT@wn Statement (2081) proposes a list of

the six characteristic elements regarded as crucial o ensuring the
development of a llfelong.le_arm'ng“ hlghe:'r éducation mstmﬁcn and the Candy
Study (1994) provides apjassessment of the teaching andlearning approaches

required to assist in developing lifelong learning competencies.

Higher education and lifelong learning

What is higher education?
Walters suggest that it is customary to divide the work of HE into three

domains, namely teaching, research and community, with the purpose in each
of these areas focused on the promotion of the facilitation of learning (1999(a):
579). Jarvis (2000:1), while acknowledging these key purposes adds that today
HE’s main mission should also be about education for responsible citizens

and providing for learning throughout life. Identifying with this
33
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contemporary view of HE's purpose, Taylor suggests that the ‘development of
the person’ should be the central objective. However employer interest,
contends that this development should be constructed primarily in economic
terms ie. “...the employable graduate with appropriate flexible and generic
skills in addition to specific subject-based knowledge” (Taylor, 2001:138-139).
A further function of HE is linked to its role in the knowledge-economy. HE's
role here is as a key producer and disseminator of knowledge in addition to
being the primary agent in the training of “... knowledge workers who are the

foot soldiers of globalisation” (Division for Lifelong Learning, 2001:35).

The above description captures Jarvis’s contention that increasingly the role of
HE is changing in response to the changmg world of production (1999:254).
This suggests the cregtiom oL - fension befween=HEs more traditional
humanistically inspired liberal‘and-general‘edueation-role|to a contemporary
assertion that resides if ‘more |economic, frameworks | of vocational and

professional development roles.

Nature of lifelong learning in higher education
It is noted that mcreasmgly tE pohcy dotuthehts'are usmg lifelong learning
as a philosophical and, eonceptual; framework for, defmmg their role in
education (Walters, 2001(a): 1). Taylor quahfles this statement based on
research conducted by the Socrates programme under his direction into
lifelong learning at four universities in Europe. Lifelong learning is beginning
to make an impact on the policy and culture in HE, but has been unable to
secure fundamental changes in attitude and practices. While lifelong learning
is given an increasingly high profile in HE policy statements, Taylor
concludes that there is a “...persistent lack of clarity over its definition and
purposes”. Furthermore, the priority within HE for lifelong learning is often
given to Continuing Professional development and Continuing Vocational
Education (Taylor, 2001:130-131). As with meanings associated with lifelong

learning in general, Taylor comments that similar definitional tensions are
34
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present in HE, with lifelong learning being used in two specific ways. On the
one hand are the commitments relating to widening participation and social
inclusion as well as skills development, and on the other is a focus on
instrumental education, reflecting a “market orientated Human -Resource
Management view of learning” (2001:129). Increasingly, however academics
are challenging the latter’s conceptualization, suggesting that the economistic
views should be counterbalanced with the development of active or
democratic citizenship, and related more to addressing concerns of poverty
and equity (Simons, 2001:3). In this respect Walters’ emphasis that lifelong
learning as a concept within HE should be viewed holistically and
systematically, accounting for the different phases and levels of learning and
education environments, not simply “adult-education’, cannot be ignored. As
a result HE should be viéwé&re{sﬁ.bi@l‘cnig part of f:rfeloﬁg leégrning and not the
other way around. Dominant-views-of iifeloqg Ieammg see|it as an ‘add-on’ to
HE and this results in its margihélisaﬁén P FRESHORRT] Life of most HEL's
relegating it to adult education and Conﬁnuhﬁg proféssional education
domains as suggested:_rl?y“ Taylor ,,(Walters in Si‘mgm;i,; 12001:4). Based on
research generated by tﬁfefsofcfaif;sfgrfoig;aifnmef, it i?aibﬁafér?t‘that at HE level,
the full and fundameﬁtélr_rvimpl‘{icaﬁons of llifelong ri¢atting are not fully
understood and in generak HEI's-are enly, starting,to; ¢come to grips with
lifelong learning (Taylor, 2001: 130-145). The sarﬁe can be said in relation to
the HE context in South Africa with Walters and Watters (2000), suggesting
that South Africa is still in the early stages of developing a comprehensive

lifelong learning approach.

Significance of lifelong learning in higher education
When assessing the significance and value of lifelong learning in HE, Candy
urges that lifelong learning should be considered as more than just an
attractive slogan (1996:5). If it is accepted that learning never ends, the
obvious mandate of a HEI must be to support and foster lifelong learning in

each of its functions (In Walters, 1999(a):579). Furthermore it is Duke’s
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assertion that the acceptance of the term is a precondition that HE “...can be
for all, across society and throughout life”(2000:3). Acknowledging this
argument means that there are implications for many aspects of HE. These
aspects can broadly be divided into two categories: (1) the provision of
learning opportunities throughout life, including the articulation with
learning contexts beyond the institution and (2) assisting students, graduates
and staff to develop attributes and competencies of lifelong learners (Candy,
1996:5). In providing learning opportunities throughout life the traditional
culture of HEI's is challenged. This culture has privileged the provision of
education to 18-24 year old full-time students through contact-based teaching
(Walters, 1999(a): 579). With regard to the provision of learning opportunities
during the life cycle, Candy 1ntroduced the notion of “sideways”,
“downwards” and ’ forward" hnkages ——

Downward linkages ref‘ef to the r;fé;ﬁongi{ip HE enfofs with the initial
education (primarily schoolmg) and other adult educatmn sectors. It implies
the provision of mu1t1p1e entry pathways from school, | adult education and
the recognition of prloﬂearmng “provisions (Candy in Walters, 1999(a): 580).
Sideways linkages alludey, to \EIE | rélationship ;with; diffuse learning
environments like the home; the commu_pit){ and. the w,orkplace. This would
signify the provision of écademic’ credit ‘for\rpre\}ioué learning activities and
flexible delivery structures for students. Finally, forward linkages refer to
HE’s relationship with its graduates through post-graduate studies,
continuing education programmes and various forms of outreach. Forward
linkages would allow for greater ease of access to postgraduate studies and
increasing HEI would be seen as “community learning centers” (Candy in
Walters, 1999(a): 580). Expanding Candy’s ideas about HE's relationship with
other learning activities, Walters argues that a holistic view of lifelong
learning raises important issues about these relationships and linkages. It
emphasizes not only the need to broaden educational access and provision in

the various phases in the life cycle, it also fundamentally defines the
36
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educational priorities of HE in terms of social purpose and substantive

democracy (In Simons, 2001:4).

The development of lifelong learning attributes and skills for students, staff
and graduates represents fundamental implications in the nature of the
curriculum and pedagogical approaches adopted by HEI's. When discussing
the Candy Study (1994) and the Cape Town Statement (2001) later in the
chapter, the various implications of attempting to introduce lifelong learning

approaches within a HE environment will be explored.

Lifelong learning and Higher Education in the South African context

The context of HE in South Aﬁwa — : 'l'; -
The National Plan for HE launched earher this y year by the Educatton Ministry
sets out to address the key challenges facmg South Adrican HE. In addressing
these challenges the plan(%.|.(seeks) to redress past mequah‘aes and transform
the HE system to serve a Hew social Order to meet presSmg national needs”
(In Walters, 2001(b): 3)rOfits: stcategm goals: and ob]ect:ves, issues around
equity of access and redress of ;past mequahhes through guaranteemg that
staff and student demographlcs adequately match the demograph1c realities
of South Africa are hlgh on' the'list of prierities (Walters 2001: 3). In addition
as Munro asserts, the plan also alludes to the Human Resource Development
stance adopted by the South African government which ties in with the
objective that HE deliver highly skilled and socially committed intellectuals
and professionals (Munro, 2001:1). The key imperatives for South African HE
seems to indicate issues of redress of past inequality, the promotion of access
and importantly the issue of meeting the workforce needs within a globalised
economic world order. Walters summarises this by arguing that the discourse
of social justice, redress and equity still seem to be in tension with the
discourse of economic development within the objective framework of HE
(2001(b): 1). Issues of access are interlinked with those of equity and redress
37
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concerns for both students and staff, with an implicit push for greater social
justice for those historically disadvantaged by the political system (Walters,
2001(b): 12). It is within this framework of plans and objectives to overhaul
and transform the HE system that lifelong learning has been positioned, but
as Walters suggests, similar trends noted by Taylor (2001) with regard to

positioning lifelong learning within HE, seem to be evident in South Africa.

Imperatives for lifelong learning in South African Higher Education
Driven by South Africa’s re-entry into the global economy and by the social
and political imperatives of equity, redress and access after years of
colonialism, segregation and apartheid, the imperatives of lifelong learning
have been put forward (Walters, 1999:217). As a result it has not been
surprising to find the- dis&buiéé;bf" 11felonglearmng influencing policy
documents in the education-and h:aining,uar,end (Walters, 1999:217; Walters
and Watters, 2000:6). T[] (1] | TR
| |

Although most South African edUCat;ion documents wr;i“cten in the past five

years use lifelong learning-as-a fomgéﬁg)ﬁﬂﬁé}lferijng“Wgtters believe that
there is no vision for what this means (2000:15), The recent National Plan for
HE also uses lifelong leairning, "bu.t very Titdle is said aB;Gut» what it means to be
an institution that supp’drts and déVéIofJé lifelong learnersi(Walters, 2001(b):

8).

Lifelong learning in South Africa is seen as integral to the struggle for
substantive democracy and social justice. Walters and Watters argue that for a
concept like lifelong learning to contribute to social justice, equity and redress,
a “comprehensive notion of lifelong learning is essential”(2000:6). When
deciding which approach of lifelong learning to adopt, Walters’ position that
this should be guided by an analysis of the political, social, cultural and
economic needs of the country is accepted (1999(a): 578). For lifelong learning
to avoid being an instrument of the market and if it is to contribute to
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emancipatory social goals, it needs to be qualified in relation to its social and
universal purposes (Walters, 1999(a): 576). Conceptualisations of lifelong
learning in HE within the context of South Africa therefore need to be those
that promote a holistic, humanistic and social justice approach linked to the

framing provided by Belanger (1994) discussed in the previous chapter.

Pedagogical implication
Reviewing the implications on HE of holistic and humanistic lifelong learning
approaches, two issues seem to be important in the South African scenario.
'Firstly, is the issue of access. Soobrayan(1997) suggests that the temporal
plane nature of lifelong learning places the emphasis on making education
and learning available throughout the.Jife_cycle. The major question here
relates to access and, pmvzsmg;ooted 1n 't@é;;di%cbnrsg of equity and
Soobrayan argues that this places'no'specific focus 'on_pedagogy (in Walters,
1999 (b): 578). Pedagogic;i and curriculum‘issues jare particularly affected
when the provision of access provides|for a wider stug‘l‘e,nt base essentially
drawn from historically |disadvantaged stadents! and chnsiderations then
need to be made about how their initial education experiencés might impact

on their new learning expériendes infHE{ %

Secondly, Soobrayan argues that beyond \t“he;ner‘o‘a‘ tenipi)ral.plane assertions,
any implementation of a lifelong learning policy in higher education would
impact on issues such as pedagogy, organisational capacity and to a lesser
degree political considerations (In Walters, 1999 (b):578).

Pedagogical implications would demand the implementation of learning and
teaching approaches that foster and encourage lifelong learners and learning

while organisation implication require organisational arrangements that

! As a result of apartheid most students regarded, as historically disadvantaged are either those racially
classified as ‘coloured’, ‘indian’ or ‘black’, although this might differ across institutions with some only
acknowledging ‘blacks' as historically disadvantaged. A detailed discussion of the use of these racial
classification terms in the mini-thesis is discussed in Chapter Four.
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accommodate new pedagogical approaches and new access systems and
structures. On the political side considerations in relation to other institutions
offering similar courses, equitable access for all students and the recognition
of prior learning (RPL) considerations are needed. (Soobrayan in Walters,
1999 (b): 578). It is acknowledged that all these factors will come into play, the
focus of the mini-thesis relates specifically to the implementation implications

for the learning and teaching approaches i.e. a focus on pedagogy and

curricula.

Pedagogical and curriculum considerations are invariably dependent on who
the student is. It is therefore deemed important to provide a brief illustration
of the historically d1sadvantaged students-most affected by the drive to
provide more open access o HE-n South Afrlc'a Parhcular attention in this
illustration is devoted to deseriptions of their initial e-ducation experiences.
| \

In recounting the schooling exPerlence of | most ‘black!| students Herman
(1998:42) points to “..,1{the]! poorl teachmg cond1t10ns, under-qualified
teachers, inadequate facﬂltles. : .educahonal’ﬁoycotts. ~[Which combined] have
contributed to poor matfié'tﬂaﬁdn results for smdents formerly under the
Department of Education and Fraining.z Walters (1999(b): 220) describes the
quality of schooling provisions for ‘black’ ’peo!ple in South Africa as generally
having been ‘abysmal’?, suggesting that many ‘black’ students who reach HE,
especially those at HBIs like Pentech, which specifically caters for students
from disadvantaged educational backgrounds?, tend to be inadequately

prepared by their previous schooling for the demands of the new learning

2 The education department that controlled ‘black’ schooling prior to the formation of a single non-racial
educatlon department after the democratic elections in South Africa in 1994.

® Cooper (1993:1) further notes that mathematics and science education at ‘black’ secondary schools in
particular are extremely poor. The quality of the secondary schooling provision of most ‘black’ students
entering engineering disciplines, which rely heavily on science, technology and mathematical concepts, is
therefore exceptionally disadvantaged.

* Herman (1998:41) notes that this trend is also prevalent at historically disadvantaged universities, where
admission criteria are not as high as their historically advantaged/ white counterparts. As a result ‘black’
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environment. Similarly Hall (2001) argues that ‘black’ students’ who enter HE
are disadvantaged not only as a result of the poor quality of their secondary
education, but also as a result of what is referred to as their low levels of
intellectual® and social” capital. In addition Hall (2001) puts forward the
assumption that not only is intellectual capital required for the successful
completion of HE but as a student progresses through HE her/his intellectual
capital increases. If the conceptualization of lifelong learning as provided by
Belanger (1994) is accepted, the pedagogical and curriculum implications as
they impact on HE would need to consider how to accommodate the

particular kind of initial education experience described above.

Exploring the research conducted by~€andy et al (1994) which focuses
particularly on learning-and iteac;h‘ihgr apifrba(iﬁes thatyresulted in the
development of lifelong Jearners; and'the- Capé Town statement (2001) that
puts forward characteriéﬁc eleﬁents ﬁégesséi}; to ‘rsupport’ a lifelong learning
HEI, the particular natute of lifelong |learning W;ithin the higher education

arena is unpacked.

The Candy et al Study. (1994)]
The main purpose of this study undertaken within the context of the

Australian higher education system was to identify whether and in which

ways the course composition of undergraduate degrees lead to the

development of lifelong learning competencies.

students with higher matric results are invariably attracted to these institutions with HBI having to cope with
students who are less prepared for HE.

5 Walters notes that due to the racial capitalist system that existed during apartheid in South Africa, there is
some correlation between racial categories and social class, with it being particularly the case for black
students (2001:5). The majority of ‘black’ students at HE! therefore come from working or lower working class
family backgrounds.

® Intellectual capital is a term used by Bowen and Bok (1998) to describe the set of assets primarily located in
the family which accumulates into the present and acts as either a constraining or affirming entity in the
fulfillment of individual abilities in life and in particular HE (In Hall, 2001:5).

7 Social capital refers to the combination of schooling and the social environment in which it is set, including

the nature of support in the home environment and includes parent's educational levels (Hall, 2001).
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...content, structure, teaching modes and assessment

procedures of undergraduate degrees..., are designed to lead to

the formation of attributes which both enable and encourage

graduates to become lifelong learners (1994: xi).
In this study lifelong learning is considered to be very broad and
comprehensive and including all formal, non-formal and informal learning
whether .occurring intentionally or unintentionally throughout the lifespan
(Candy et al, 1994:xi). In addition it acknowledges the human capital and
humanistic dimensions associated with the purpose of lifelong learning. The
study maintaines an equal assessment of these two considerations basing its
“..findings and recommendations on both economic/technical and

social/cultural rationales for continuing learning throughout life” (Candy et

al, 1994:xi-xii).

Findings i
The study’s findings suggested | that uﬁdergféduate:feducaﬁon represented a
potentially vital link in the lifelong ‘léarning exI:;erience of the individual
(Candy et al, 1994: xii; Candy, 1996: 6) Furthermore access to and critical use
of information technology was regarded as bemg absolutely vital to lifelong

learning (1994:xii). Courses Seen Yo enhance hfelong learmng had five basic

characteristics:

(1) they provide a systematic introduction to the field of study;
(2) they offer a comparative or contextual framework for
viewing the field of study; (3) they seek to broaden the student
and provide generic skills; (4) they offer some freedom of choice
and flexibility in structure; and (5) they provide for the
incremental development of self-directed learning (1994:xiii and

Candy, 1996: 7).
In relation to specific teaching methods that encourage graduates to become

lifelong learners the following characteristics were seen as crucial:

(1) They make use of peer-assisted and self-directed learning;
(2) they include experimental and real world learning; (3) they
make use of resource-based and problem-based teaching; (4)
they encourage the development of reflective practice and
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critical self-awareness; and (5) as appropriate, they make use of

open learning and alternative delivery mechanisms (Candy et

al, 1994:xii and Candy, 1996:7).
The study also suggests that the most vital determinant of whether or not
graduates choose to become lifelong learners relates to the value placed on

intellectual inquiry and learning by the institution and its academic staff.

...climate of intellectual inquiry in the institution, and the single
most important factor influencing this climate is whether or not
the academic staff members themselves manifest lively
curiosity, a passion for their subject and a predisposition
towards being continuing lifelong learners themselves (Candy,

1996:7-8).
In relation to curriculum issues the study identified four areas requiring
attention if a course is seriougabgu’/c--wanﬁri_gjfo eentribute to the development
of lifelong learning coniﬁéf(;ﬁéé. ';Fhééé"'are learﬁmg' to Vliealrh skills, information
literacy, Australian Studiés (within the context of South Aftica it would mean
a focus on the importanclerzand‘Véignifiéance of SOHHSI Afncan history, social,
economic and industry imfp,orta;nce in relation to the rest jof the world) and
lastly the recognition of pfmr leaming structures-(Walters-and Watters, 2000:
14), LS |
In providing an evaluation|of “the| contrdibutign of ‘the Garldy et al study to
understanding the nature of lifelong learning in higher education, Walters
and Watters suggest that this work has produced the most detailed account
and understanding into the factors that both enhance and inhibit the
development of lifelong learners. The work also highlights the importance of
the structural, the substantive and cultural factors working together towards

the attainment of lifelong learning higher educational institutions (2000:12).

However while valuing its contribution to understanding the nature and form
lifelong learning approaches should take within the HE institution, the

primary focus of the Candy et al study is on learning and teaching processes
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and the needs of individual learners. Although important, Walters, argues
that this approach does not sufficiently highlight the social and universal
purposes of lifelong learning (1999a; 581). Walters further argues that any
debate about curriculum should also include notions of lifelong learning for
active citizenship, which is clearly absent from the Candy et al study (1999a:
584). Based on the above considerations the position put forward by the Cape

Town Statement is contemplated.

The Cape Town Statement

The Cape Town Statement was developed at the conference on Lifelong
Learning, Higher Education and Active szensh1p held in Cape Town on 10-
12 October 20008. The statement i ﬁpresented as- an orgamsatlonal tool that
should be developed furtherinlocal contexts. (Cape Town Statement, 2001:2).

When offering its particular pers‘pectiv;e on what lifelong Fléarning is, it adopts

a holistic and cross-sectoral stance]

. lifelong learning is- dependant on%)oth ﬂ‘le Ehwdual and

soc1a1 context and -that learning gceuss [in institutions, but can

also occur anyway, anywhere and 'at ‘anytime! throéughout life.

That is, it is life long, . life_wide and hfe deep (Cape Town

Statement, 2001:4)." :
Lifelong learning is positioned as enabling “...students to learn at different
times, in different ways, for different purposes at various stages of their lives
and careers”(Cape Town Statement, 2001:4). In relation to HEIs all members
of the institution, including staff are regarded as learners.
Six sets of characteristic elements are suggested as necessary to support a

lifelong learning higher education institution. These are (1) Overarching

Frameworks; (2) Strategic Partnerships and Linkages; (3) Research; (4)

® This conference was hosted by the University of the Western Cape, UNESCO Institute of Education and the

Adult Education Research Group of the Danish National University of Education.
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Teaching and Learning processes’;, (5) Administration policies and
mechanisms, and (6) Student support systems and services (Cape Town

Statement, 2001: 6)10.

When evaluating the Cape Town Statement’s contribution to the development
of lifelong learning higher education institutions, Walters suggests that the
broad categories embodied in the statement indicate “...a systemic awareness
of the interconnections between the macro environment, the meso
organisational structural context and the micro cognitive and affective
learning interaction” (2001(a): 4). Furthermore the framework as proposed by
the statement forces one to look both inwards towards the individual and

organisational learning and outwards towazds relatlonsh1ps in the broader

society (Walters, 2001 (a)r4)= :

2l i

What the Cape Town Stéfemen’t" i:epreéénts 5l cém{)lgﬁﬁiterplay, drawing

together a multiple range of factors wlirlch adcount [for the various roles and
functions of higher educah@n institutions in an attempt to‘ suggest how best
lifelong learning can be" given a genumm ce” Tt is interesting to note the
lack of reference to thé [pranmgtion [Of4lifelong” leaming for economic
development in the statement. Rather the development of a lifelong learning
HEI’s is promoted w1th1n the framework of a more humanistic approach to
lifelong learning incorporating notions of lifelong learning for active
citizenship. As commentators at the October 2000 Conference suggested, there
is a need to ensure and prevent the dictates of market forces and the narrow
concerns of the global economy to overrule the interest of social justice.
Commentator, Prof. Pauline Murphy stressed this point by arguing that social
justice should be an underpinning value in all activities of the lifelong

learning institution (cited in Walters, 2001 (a): 6).

In Appendix 2, The Teaching and Learning Processes of the Cape Town Statement (2001) are presented.
Append|x 3 provides an overview of these characteristics as presented by the Cape Town Statement

(2001). A brief synopsis of each element is also provided.
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Finally the statement views the learning and teaching processes as being
embedded in the overall functioning and operation of the institution rather
than a separate and unique entity operating in isolation. The strength of.
lifelong learning approaches as embraced by all the functions of the
institution will complement, support and enable lifelong learning teaching

and learning practices across the institution.

In many respects the comprehensive and all-enabling nature of the Cape
Town Statement highlights the visionary and transformative nature of a
holistic and humanistic approach to lifelong learning. It also highlights and

points to the level of transformatlE if it is to adequately

embrace this approach=to-lifeleng The Comiftents or warnings

LR

suggested by Candy (1996)" Valiers-(1999(a),
(2000) that lifelong learnitig has &

r all aspects of the

function of HEIs are parti

o — 1
i = |
| 1 |
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The theoretical framework guiding the study is based on the framework
proposed by Durrheim (1999). While discussing these assumptions, attempts
will be made to integrate Durrheim’s proposals with the actual elements from
the research study conducted. In addition, a brief review of the merits and
motivation of using a case study approach to collect and represent the data of

the research, will be presented.
Framework Design

The design of this framework is guided by Durrheim who suggests that a

...researcher must make a series of decisions along four
dimensions: 1) the purpose- of the research; 2) the theoretical
paradigm informing the_ reseatChj~3)-the.context of situation
within which the-réSearch.-is- carrled Outi-and-2)~the research
techniques employed to collect and analyse the data (1999:33).

Furthermore it is suggesfed that Wh'[ﬂe multiple :éénsidé?xations will result
from the four dimensions, these| must|be woven tOgethei' in a ” ...coherent

research design in a W that Wlll maxumze the vahdﬂy of the findings”

(Durrheim, 1999:33).

Theoretical paradigh/inforniing the résearch
Durrheim suggests that paradigms act as perspectwes that provide the
rationale for the research and commit.the research to a particular method of
data collection, observations and interpretation. As a result paradigms are
regarded as being central to a research design as it impacts on the nature of
the research questions i.e. “...what is to be studied and the manner in which
the question is to be studied” (Durrheim, 1999:37). As a result the theoretical
paradigm that will guide my research is a qualitative one, embedded in the
interpretative traditions. Interpretative qualitative research “...relies on first-
hand accounts, tries to describe what it sees in rich detail and presents its

findings in engaging and sometimes evocative language.” (Terre Blanche and

47

http://etd.uwc.ac.za/



Chapter Three

Kelly, 1999:124). The main research question of the research study seeks to
establish: -

In what ways are the learning and teaching methods used by the Mechanical
Engineering Design 1II lecturers at Peninsula Technikon supportive of the lifelong
learning teaching and learning processes as suggested by Candy et al (1994) and the
Cape Town Statement (2001).

Purpose of the study

Durrheim suggests that researchers need to ask two questions about the
purpose of the research, namely “...who or what do you want to draw
conclusions about; and what type of conclusions do you want to draw about
your object of analysis?” (1999:37). The researcher, by defining the object of

the research study, is therefei‘e qpecmfymg Whe. or what <onclusions will be

draw about (Durrhe1m, 1999; 37) The oblect of the study is valso referred to as

\
unit in the form of the lecturers respon51b1e for the Deagn IIT course in the

Mechanical Engineering department at Penmsula Tgchrukon

The purpose of a research study i also reﬂected in the ypg) of conclusions the
researcher aims to make or the goals of the research Durrhelm proposes that
there are three different ways in Whlch the fypes of résearch can be
distinguished, namely “...1) exploratory, descriptive and explanatory
research, 2) applied and basic research, and 3) quantitative and qualitative

research” (1999:39). It is suggested that the research study can be described as \

descriptive, basic and qualitative in nature.

It is descriptive because it aims to describe a phenomenon and generate
speculative insights, raise new questions and hypotheses and describe the
phenomenon more accurately through narrative-type descriptions
(Durrheim, 1999:39). The phenomenon described is lifelong learning teaching

and learning practices as manifested in a South African technikon
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environment. The research is deemed basic as the findings could be used to
advance current understandings of lifelong learning teaching and learning
processes. These findings might either refute or support the suggested
theories relating to lifelong learning teaching and learning practices put
forward by the Candy Study and Cape Town Statement. Finally as mentioned
earlier, this study is firmly rooted in a qualitative framing. The purpose of the
research is to study lifelong learning teaching and learning processes “...as
they unfold in real world situaﬁons, without manipulation ...as interrelated
wholes rather than split up into discreet predetermined variables...
(Durrheim, 1999:43). In this sense the study by conforming to a qualitative
framework, attempts to be naturalistic, holistic and inductive.

Research techniques=== —
Research techniques consider sampling; data collection and data analysis that
will be employed in ﬂle'implementaﬁbn of tthe researchi1To ensure design

coherence the selection of té-chniques nlfgd ta interlink and |be consistent with

the research study’s paradigm, gutposeland ¢ontext|| ||

The unit of analysis for the stidy'is the sécialfuriit of lecturérs.associated with
the Design IIl subject in the Mechanical Engineeri‘rig‘ diploma course at
Pentech. The sample includes :ytwo Iecft;fer; (the cﬁrrént and recent past
lecturer for the subject) and the curriculum designer responsible for the re-
curriculation process undertaken by the department in 1999-2000. The unit of
analysis dictated the sampling, it consists simply of all the lecturers who teach

or have taught the subject in the past year (2001).

The data collection techniques employed by this study is that of an
Interpretative Case Study.! The case study it is suggested by Yin (1984) and

Punch (1998) are characterized by its use of multiple sources of evidence or

' A detailed description is presented later in this chapter.
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data. This study uses three sources for its data collection viz. 1) Documents
(course design material, strategic plans, statistical data, vision and mission
statements of the institution, faculty and department, student yearbooks and
general institutional information presented on the institutions’ website; 2)
Interviews with two lecturers and a curriculum developer (these will take the
form of in-depth semi-structured interviews with at least the three key staff
mentioned ' above; and 3) Basic statistical information (obtained via a
biographical questionnaire completed by the current student Design III

subject cohort to ascertain a student profile.

The data analysis process will use the theoretical and conceptual framing
provided by the Candy Study and the.Cape Town Statement’s suggestions
around lifelong learnmg,’fleairﬁﬁif{g;arid; tea}ghmg prccesses These suggestions
mould and provide a lifelong léarning lens for analyzing the learning and
teaching practices used’ by the' Des?:ggn IjI‘I'.‘Iectufers ?n their classroom.
Thematic identification and descript,;mns will be used| to define the data.

J 1 |
Relationships between themes |and (with [the conceptual framing of the

research will also be expiéréd.*’ -

Context ‘ S
The final element to coﬁsider in any reseélrch‘ des‘ign'i»s the ﬁbtion of context.
Essentially this describes the researcher’s attitude to the context of the study
i.e. the extent to which the researcher would want to control and manipulate
the context, whether the context is ignored or whether the context is
acknowledged as having an impact on human and social behaviour and
therefore is studied as they occur naturally (Durrheim, 1999:47-48). The
situational context of the study is seen as a key determining factor in the types
of findings or results that might be obtained. Teaching and learning practices
are often associated rather closely with a lecturer or facilitators’ personality
and life views. As such it is seen as a sensitive and personal issue. A

naturalistic inquiry, which is non-manipulative, obtrusive, (conducting
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interviews where the researcher will engage in social interactions with the
interviewees) and yet attempts to be non-controlling and open to whatever

emerges from the research setting will therefore be conducted.

To ensure the ethical integrity of the case study the following measures were
undertaken. Permission to conduct the study was sought from the Dean of the
Engineering Faculty. When this was provided the head of the Mechanical
Engineering Department was consulted about the research and together with
the researcher a suitable subject offering was selected as the focus of the case
study. Lecturers were then approached and their participation in the case
study was obtained. Pseudonyms for all respondents are used to ensure
confidentiality. In addition, sending each-informant a summary of their own
interview for confirmatier il e the Val;i'di'ty::bf iespondent’s statements

during the interviews. j! N 1)

The Case Study Approach

Why a case study2re=——————— —

The key motivation for using a case study approach to con{iﬁct the empirical
research associated with this mini-thesis: i§ based on the ratidnale put forward
by Merriam (1991). She su’gg’ests thata ™. .cdse study lis often the best
methodology for addressing problems. related to educational practice in
which understanding is sought to improve practice” (Merriam, 1991:xiii).
Furthermore most case studies in an educational setting tend to approach the
focus of the research from a holistic perspective, thus case studies are used in
order to gain “...an in depth understanding of the situation and its meaning
for those involved” (Merriam, 1991:xii). As mentioned earlier the research
framework conforms clearly with a qualitative perspective where naturalistic,
holistic and inductive qualities are prized, indicating a natural link with the
case study approach. Merriam’s view of the holistic and qualitative nature of
the case study approach is corroborated by Punch who states
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...the case study aims to understand the case in depth and in its

natural setting, recognizing its complexity and its context. It
also has a holistic focus aiming to preserve and understand the

wholeness and unity of the case (1998:150).

What is a case study?
In attempting to define what a case study is, Punch, in agreement with Miles
and Huberman [(1994) in Punch, 1998:152], concludes that a case can best be
described as a “...phenomenon of some sort occurring in a bounded
context”(1998:152) Merriam expands this by noting that a qualitative case
study “...is an intensive, holistic description and analysis of a bounded
phenomenon” (1991:xiii). While Cohen and Manion (1989:124) use the term
‘individual unit’ to refer to what Merriam terms ‘bounded phenomenon’, it
essentially conveys the sgmgermeaniilg:.A 'bounded phenomenon’ could be
identified as either a prvogra;né,—,’:a' péfr‘séfl{;prgcersis,rsocial it or institution
(Merriam, 1991:xiii). - o - — 1

] ‘ | |

Merriam attempts to clarify exactly what constitutes a qualitative case study
by suggesting four fundamental characteristics of a case study;
1) It is particularistic i.e it focuses on a particular sitnation, event, programme
or phenomenon, i aakieer o B
2) It is descriptive, thus 'the end "p‘r'odﬁct is a rich land ‘thick description of the
phenomenon under study
3) It has a heuristic element in that it illuminates the reader’s understanding of
the phenomenon under investigation. This brings about the discovery of new
meaning, confirmation of the known and the extension of the reader’s
experience.
4) It is inductive, relying on inductive reasoning. It attempts to discover new

relationships, concepts and understandings (1991: 11-13).
Most of the above merits suggested by Merriam resonate in the case study

associated with this mini-thesis. It is evident that this study is focusing on a
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very particular educational situation and phenomenon namely, the lecturers
and their teaching methods that are associated with the Design III subject
offering in the department of Mechanical Engineering at the Pentech.
Secondly, as already mentioned, this case study hopes to produce a thick
description of the ways in which learning and teaching methods as practiced
by lecturers of the Design III subject are possibly supportive of those
suggested by the Candy and Cape Town Statement documents. Furthermore
it is hoped that new meaning or the confirmation of known understandings of
lifelong learning approaches to learning and teaching will be illuminated as a
result of the case study. Finally, the discovery of possible new meanings,
understandings and relationships with regard to the possibilities attached to
implementing learning and teaching strategies at technikons, might also be

made.

Types of case studies | |
In order to link up with| the theore[tiCal paradigm informing the overall
research study, the type|of case|studly needs to be established. Merriam
provides some approprizi;ce guidance-here by-adocating—that-éase studies can
be differentiated in relation[to théir éad| preductirito descriptive, interpretive
or evaluative case studies (1991:22). It is proposed that this case study is best
described as an interpretative cése stu'dy‘ type In the first instance it contains
rich and thick descriptions with the descriptive data being used to illustrate,
support or challenge theoretical assumptions about lifelong learning and

learning and teaching practices allied to lifelong learning held prior to the

data gathering process (Merriam, 1991:27-28).

Clear motivation for using a case study approach in this research study is
presented based on the premise that case studies provide the ideal method for
obtaining an in-depth understanding of a particular phenomenon and social

unit within a naturalistic and holistic context. Furthermore a qualitative case
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study of an integrative nature ensures research design coherence as it

compliments the overall framework design of this study.

e

— - — —  TH—
- . M. — - —
|
| | |
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Chapter Four

Presented in this chapter are the descriptions of the findings generated by the
data collection processes. The contextual environment of the case study is also
illustrated, as this context acts as a frame for both the analysis which has
emerged from the study. It is the foregrounding of the contextual
surroundings of the case study, which allows for the acknowledgement that
no educational research study, irrespective of its size, can ignore the broader
political, economic and socio-cultural factors affecting the educational
landscape of South Africa. The legacies of the apartheid past are also
acknowledged and noted as having a continual influence not only on the case

study under review, but also the department and institution in which it finds

itself.

Informed by an mterpre’ﬁVé’ 7 paradigm ~the" é}aée, "7study“ recognizes that
experience and meaning- ean--only.lemerge—through' social interaction
[Durrheim, 1999:49]. Thé coﬁtexf of the tesearchier and the respondents
therefore .cannot be excluded from the social interaction of the interview.
Rather it affects and ipﬂuencés the! nature |of t‘his;igt_eracﬁon. For these
reasons, the contextual ;des&ipffo‘rg in relation to the research setting and

research participants, inclﬁd’i‘ng the researchet, are desgribed

The description of the case study will ;take‘ the folloWing form; the
institutional and departmental context will firstly be examined. Here focus
will be directed on the nature of technikon education, Pentech’s historical
context and the demographic nature of its student and staff population.
Secondly a brief contextual overview of the research process will be explored.
Of significance here will be descriptions of the research participants in
relation to gender, race, educational and institutional status indicators. Finally
a thematic depiction of the case study will be presented focusing on the
following issues; how lifelong learning is viewed by the case study staff, the
department and institution; characteristics of the case study teaching staff;

teaching approaches including how learning is facilitated within the case
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study; and general curriculum issues as they relate both to the case study
classroom but also more broadly to the whole Mechanical Engineering
diploma. Notions of the curriculum structure, the underlying culture or ethos
it promotes, along with the skills and knowledges it aims to facilitate, will be
described. Finally, I describe the lecturers’ perceptions of their students

including student learning behaviour.

Peninsula Technikon

In the current higher education terrain, Pentech is regarded as a Historically
Black or Disadvantaged Technikon! [HBT or HDT respectively], having been
created initially to serve the population group classified as ‘coloured’2. In 1987
it opened its doors to all‘races and épid'eﬁts élﬁésiﬁéd ‘Black’ or ‘Indian’ were
allowed to register for classes. Current 2001 enrolment figures® paint the
following picture of studefit racial def;iograp}ﬁcs. Of its 8762 students 64 %
are ‘Black’, 33 % are ’Colquj,red’L and TWhite’ and "Indian’ students make up
2% and 1% of the student population respectively; Thus in relation to its
student population, Pentech’s historical roots in serving a ‘coloured’ target
audience has been radialljzovettiumed; The idstitttion has also positioned

' This connotation is part of the legacy of the racialized education structures under apartheid. Peninsula
Technikon untit 1994 was therefore administered under the ‘coloured’ "own affairs” education ministry
[Cooper, 1993:10]. Its origins are rooted in the ‘coloured’ apprenticeship classes under the Peninsula
Technical College, which opened its doors in 1962. These classes were then incorporated into the Peninsula
“College of Advanced Technical Education in 1972 and finally through the Technikon Act it became Peninsula
Technikon in 1979 [Pittendrigh, 1988]. Peninsula Technikon was therefore intended to cater for the needs of
the ‘coloured’ population mainly centred around Cape Town [d’Almaine, Manhire and Atteh, 1994:437]]

2 The racial classification used here is influenced by the Population Registration Act [1950] instituted under
apartheid laws which classified the South African population into three basic definitions: black, coloured and
white. Black people were regarded as a member of any aboriginal race: - the term African is sometimes used
interchangeably to classify people of indigenous origin who were not classified ‘coloured’. ‘Coloured’ was
defined as someone neither black nor white. Additional modifications allowed for various sub-groups within
the ‘coloured’ category including Indian - the classification being based on a “national home" outside of South
Africa [West, 1988]. In post apartheid South Africa many non-white people (‘coloured’ and ‘indian’) view
themselves politically and sociologically as Black, but many demographic data still relies on apartheid era
racial classifications, which is also the case at Pentech. In this mini-thesis the terms ‘Black”, ‘Coloured’,
‘Indian’ and ‘White' will be used to distinguish the racial classification of staff and students.

% Statistical data provided by the Department of Strategic Planning and Management Information at Pentech

[23.10.2001].
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itself as an access institution by offering programmes to educationally

disadvantaged students.4.

The academic staff profile however paints a different picture. ‘Black’ staff
members account for only 6% of its 229 permanent academic employees.
‘Coloureds’ make up 67%, ‘Whites” 25% and ‘Indians” 1 %. This displays a
clear disjuncture between lecturer and student racial profile. Thus as a ‘black’
student one is more-than likely to have a ‘coloured’ or ‘white’ lecturer. The
Mechanical Engineering Department, the location of the case study, has only
one ‘black’ lecturer and it would be quite possible for a ‘black” student
completing a three-year diploma to never be taught by this lecturer due to the

subject electives chosen. This of coursel aises.ssues around role modeling and

the ethos® students are peifig-exposed t while-these-1ssues are outside of

the focus of this study; it ; aching cannot be
underestimated. The gend&t distribution- ug : ts a rou | 69%: 32% male -
female ratio for academid staff. the| Engineeri aculi y the numbers are
slightly higher - 80%: 20% | a antigular | dis l ortionate in the

Mechanical Engineerinwmﬁo—nf?ﬁ—f—r'eenwé academic staff
member on the academic SthEf follof 1674 Imalidition usrontvy female academic
staff member is also ﬂ\ﬁleﬁmﬁen Ita%kehwq{h te(akc;l':ii{;g]._;hfl,.non-mechanical
discipline subjects of Communication and Computer Skills. Together with one
of the Mathematics lecturers they are the only academic staff members who
do not have any formal engineering qualification or work experience. The

female students constitute roughly 53% of the student body, most female

* This assumes that the primary. and particularly high school education of these students would not have
adequately prepared them for higher education study. It also assumes that the programmes on offer therefore
caters specifically in relation to either course content or leaming approaches to the needs to these kind

students.
® Language of instruction is a further issue, which might affect leamning and teaching. The medium of

instruction at Pentech is English, yet its student profile suggest that for most students English is either their

second or third language.
® Female staff numbers only challenge male figures in disciplines traditionally receptive to female professions

i.e. 54.5 % in Human Resource Management and 70% in Health Sciences (Nursing, Public health and
Radiography) often regarded as ‘caring’ disciplines.
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students are located in the Business Faculty (51.7%) with only 20% of the
overall female population located in the Faculty of Engineering. The male:
female student ratios in the Mechanical Engineering department roughly
mirror those of the Faculty. The overwhelming majority (79.5 %) of the

students are in the 17-26 year old age range.

The period of employment at the technikon for the department’s staff ranges
from 1 - 20 years of service with most (+- 70%) listed as being engaged in
some formal further studies mostly in courses related to Mechanical
Engineering. Two of the academic staff members are listed as having formal

education based qualifications i.e. Higher Diploma in Education.

The main education foeus’ pursugg%by Pentech}gdescnbed as “...offering
post-school programmes from.the level of 'three year;Maﬁonal Diplomas”.8
The education focus is on kills proﬁc%er}cy, vocational arid career orientated
education with curricula at technikons|being| directed td;W\ards programmes
and careers and not towards disciplines. ’-IheEnginee:iﬁng Haculty specifically
suggests in its mission statement that students will be “prepared for a
meaningful role in a high*tedh ) khowledgé Based rglobal seconomy” and
positions its academic programme. as. r&e‘spgnding tQ this need. A further
distinguishing feature of a techﬁikon edﬁcation\ as édrripared to university
education is the inclusion of an in-service or experiential training component.
Students are expected to complete a stipulated period in industry before being
credited with a diploma in their respective course. The institution has three
faculties viz. Science, Business and Engineering. The Mechanical Engineering

Department is one of 10 departments based in the Faculty of Engineering. It

" A similar scenario is present in Electrical Engineering where women make up only 3 of the 18 academic

staff members.
® Since 1993 legislation has granted technikons the opportunity to expand the qualifications they offer to

degree courses, which include Bachelor of Technology [Btech] and Master {Mtech] and Doctorate [Dtech] of
technology courses.
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offers a National Diploma® Btech, Mtech and Dtech in Mechanical

Engineering.
Interview context

As mentioned, the researcher and her/his context, does inevitably influence
the research process to some degree. The fact that as a ‘coloured’ female
researcher, in a male dominated context the interaction may have been
influenced both by what I said and how I acted as well as the responses of the
interviewees. My association with Pentech dates back to 1994. I have held
various positions with a mostly student development and lifeskills training
focus. Since 1998 I have worked in the Faculty of Engineering where I headed
a cross-institutional matenals development pro;(ect I;have had specific contact
with the Mechanical Engmeermg department in thls perlod where I
conducted various lifeskills: programmes with: stude;ti;;l 51 and S4 levels. 1
currently work as a lecturer|in the newly establlshed Multlmedla programme
in the faculty. My long | associdtion |with! [Pentech (afnd the Mechanical
Engineering department)giﬁ pirtlcuhr has pré@édi«iﬁ insider sense of the

political and cultural aspects as.they affect the faculty and ipstitution.

Interviews were conductéd with three. ifforiants. assoiated either directly
(the current and past lecturers of the Design III subject) or indirectly
(curriculum developer based at the Mechanical Engineering Department for 8
months in 1999-2000) with the case study classroom. All the interviewees were
male, two, were trained Mechanical Engineers before they started working at
Pentech. Consultation took place with the Head of Department [HOD] and
together we selected an appropriate subject classroom to conduct the

research.1® Towards the end of the first semester (June) Bill,1! the then lecturer

® See Appendix 4 for a further explanation of how the National Diploma qualification is structured and where
the Design Il subject is located.
19 Appendix 4 provides a brief synopsis of why Design 1!l was selected.

11 Due to ethical considerations pseudonyms will be used for all respondents.
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for Design III, was initially contacted regarding the intention to conduct the
research using his classroom as the case study. Due to time constraints it was
agreed that the actual research would take place in the following semester but
that he would no longer be teaching the subject. In early August I met with
both Bill and Andrew (who is the replacement subject lecturer) and discussed
the focus of the research and proposed format of the investigation. I also
requested assistance with the student biographical questionnaires, which
Andrew agreed to disseminate (and collect once students had completed
them) in the next Design III class. At the stage of the interviews I had been in
regular contact with both informants either telephonically or via e-mail. Both
interviews took place in the informant’s office and were mostly undisturbed

and lasted between 50 - 60 minutes.

After my interview with Bill T Wasrt:'{ken ond “tour” of Vth'er‘workshop where
some of the Btech students,under-his supervision were working on their entry
for the regional student mecharﬁcs design competition. Before the interviews
with both Andrew and Blll I e-malle(d a brief odtline of the themes I was
hoping to explore in the interviews. The main motivation for this was to
ensure that both interviewees weye clear on the PYPOS of the interviews. It
also provided them W1th an opportumty to tlunk about some of the themes
before hand. Due to the fact that we had been in contact before, good rapport

had been established which helped with a fairly free flow of information.

The interview with Clint had a slightly different context and purpose. Clint
and I met formally in 1999 when he was working in the Mechanical
Engineering department and we have worked together as co-editors of the in-
house academic journal at Pentech. When I started my research I requested his
participation. My motivation for including Clint as an interviewee was related
to his experience with the curriculum reformulation process in the
department and I felt that I could use him as a point of reference. I also

wanted to interview someone who had a fairly good knowledge of the
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department and in particular the curriculum structures, but who no longer
had any formal ties with the department. I was hoping that this would
provide a different reference point than interviewing the HOD of the

department. This interview took place in Clint’s’ office and lasted for about 40

minutes.

In all the interviews I asked the same guiding questions'? but adapted them
and asked additional questions for clarity where necessary. At various points
during the interviews I would summarise some of the issues raised by the
informant, asking whether my understanding of the issue was correct. All the
interviews were recorded and detailed summaries of each interview (with
summarised responses for each question asked) were sent to each informant
to check if they adequately: i;epfeSénfe&%:\&I{‘ét ~had. transpired in the
interview13, T 1T '

Andrew is a ‘white” male ebi')ut 27 yeafs eld who hes }eceﬁﬂv (July 2001) been
employed (on a one yea.r contract) as a lecturer m De31gn OI in the
department. Prior to this ‘he was emplé%e;i ;Pva,rlous engmeermg companies.
Except for his last job, the others were described-as ”bormg as they did not
really relate to his de31gn and pure mechamcs mterest Andrew graduated
from a historically advantaged umvermty 1 1997 with & degree in Mechanical
Engineering and has been involved in an array of informal learning projects
closely related to his specialist interest area within the Mechanical
Engineering discipline. This is his first experience of teaching in any
educational context. As a result of Andrew being new to the Pentech
environment and knowing that he will only be working in this environment

for a year I got the impression that he was being open in the interview. He

- See Appendix 5 for list of these questions included those addressed to Clint.
% only received feedback from Bill who only commented on the spelling mistakes but was otherwise happy

with the representations.
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was expressing his feelings without having to be vigilant about who he may
or may not offend.

Bill is a ‘coloured” male about 43 years old who has been working at Pentech
since 1997. He taught the Design III course for the past 4 semesters (2 years)
and is currently in a seconded position as project, business and marketing
manager for the Rapid Prototype Centre at Pentech based at the Mechanical
Engineering Department. Bill also taught other subjects on the diploma
programme in the department and acts as supervisor for [Btech] projects. Bill
has over 21 years of industry experience relating specifically to naval, marine
and mechanical design based on a long association with the SA Navy. His
career development started as an apprentice in a naval dockyard and is dotted
with various formal training courses including part-time studies at the then
Peninsula College for Advancéd Teclrn"ucal Edncahen, the predecessor of
Pentech. His career has taken h1m to England where, whlle working, he
continued to pursue formal studies leadmg to a quahflca.hon as a Chartered
Engineer. Bill is currently reglstered for a spec1ahzed masters programme
sponsored by the TABEISA14 pro]ect which dombirjes a sub}ect discipline with
an entrepreneurial focus. Bill seemed»inlexjemcumspect anid careful in the
interview and may have been mﬂuenced by the fact that 1 was a “coloured’
woman. [ also got the sense that he saw me as the typu:al female ‘education or

communication- type’ person try1ng to understand what happens in a male

dominated environment.

Clint is a ‘white’ male in his mid forties currently employed by the
Educational Development Unit at Pentech as a curriculum developer. He
previously worked in the Mechanical Engineering Department where he was
responsible for the re-curriculation of the syllabus into outcomes based
education [OBE] format. He was tasked with writing outcomes at appropriate

levels and incorporating cross curricula outcomes and applied competence

' Technical and Business Education Initiative in South Africa. This course is offered by Pentech and its sister
institution in the UK.
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into the curriculum. As a result he re-wrote the qualifications from diploma to
Dtech level for all mechanical engineering courses offered at technikons in
South Africa. A second aspect of his job involved working closely with
lecturers to ensure that their subject teaching actually reflected the new OBE
curriculum. Prior to working at Pentech, Clint worked in materials
development initiatives and academic support programmes in higher
education and NGO environments. Clint was interviewed after I-had
interviewed the two lecturers, with the focus on gaining his insights on the
themes raised in the other interviews along with providing clarity on the
specific issues of curriculum structures. The interview format was informal
and consisted of me reflecting back some of the comments that emerged from
the other interviews and asking Clint for his comments. Based on his
perceived neutrality and 0¢r"prévi§us -WOrkiﬁgixélaﬁonshi‘p, my questions

and comments were more|direct
Thematic descriptions

The basis for the selecfion-of the thematic descrlpﬁgﬁs are, firstly, closely
related to the conceptual framing of the,study-i-eq lifelong learning, lifelong
learning in higher education énvirdninéhts and more specifically learning and
teaching approaches tlrilbaf cbnférm tb lifelorig learning .pefspecﬁves. With
regard to the latter the work of the Candy study (1994) and the Cape Town
Statement (2001) on learning and teaching approaches are pivotal. The Candy
study suggest three categories which have been linked to learning and
teaching approaches viz. the characteristics of the teaching staff, the teaching
methods used and various curriculum related issues. A similar categorization
is evident in the Cape Town Statement. These three categories therefore form
the basis for the inclusion of themes relating specifically to the characteristics of
teaching staff, teaching methods and curriculum issues. The general theme of how

lifelong learning is viewed by the institution and the department is also
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included. The interview questions directly sought to provide descriptions and

comments on the above-mentioned themes.

Further themes emerged as a result of the data collection and interview
process. These related to what has been broadly termed student descriptions
and includes descriptions of student demographics, how lecturers perceive students

and what are regarded as barriers to their learning.

View of lifelong learning
The institution’s mission statement claims to “develop academically, socially
and technologically competent students...responsive to ...needs and
challenges of society” by amongst other things “fostering lifelong learning”.
Its dedication to foster hfelong iearmng is also c;ted a5 the key impetus for the
expansion of the Centre of Contmumg Education,| which offers a range of
short courses principally’targeted-at Workmg adult audlence with limited
formal education qualifications. The [’fostermg of hfel@ng learning” also
features in the Faculty of Engmeermg 5 mlssmn, alongsude the need to “
independent, self —dlrectecP_learnmg " None—of —the 0ff1c1a1 documents
reviewed however detail how, hfelong learmng s perce,lved or how the
institution plans to 1mplement or foster 1ts notlon of 11felong learning. In
relation to the Mechanicdl Engmeer‘mg Department any mdlcanon of lifelong
learning is absent from any of the official documents, vision statements or
student handouts i.e. yearbooks. The two lecturers were not asked directly if
they subscribed to a lifelong learning philosophy, but based on their
comments about their own learning, lifelong learning to them is closely
associated with formal and non-formal learning. Learning for them is closely
or strictly related to career or job interests. Both Andrew and Bill recounted
how most of their learning activities were directed within the field of
Mechanical Engineering. In response to a question on how important staff
development was at Pentech, Bill noted that staff learning should always be

directed towards the benefit of the technikon. “You aren’t going to study
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something if you aren’t going to use it” ...Students and the technikon must benefit

Sfrom what I am studying” [Interview summaries:09.19.2001:14]

Characteristics of teaching staff

This thematic category relates to the particular ways in which academic staff
“...manifest lively curiosity, a passion for their subject and a predisposition
towards being continuing lifelong learners themselves” [Candy, 1996:7-8]. It is
also about the ways in which educators facilitate learning, rather than transfer
information and whether or not they are familiar with current theories and
best practices as they relate to learning practices [Cape Town Statement,
2001:10]. This category can also included knowledge of current discipline

innovations and best practices.

In general, due to the nature of techrukon educatlon, teachmg staff with
strong industrial expemence is usually sought after The Faculty of
Engineering maintains strgng pes Wl‘lth 1nd,usl‘ry as 1t§ messmn statement

suggest. [l | I |
] i L L)

Close contact with dndustey ensires —tHal_programmes—remain relevant.
Research is of an applied nature and is directed at the needs of industry and
the community and 15 generally ulell [stippotted by local gnd, international
partners [Pentech Webszte]
Academic staff at Pentech are also‘“ encoufagéd to continue formal studies in
their respective disciplines through the institution wide staff development
policy. There is thus a conscious attempt, in the relation to staff development

and recruitment, to balance industrial relevance with sound theoretical

knowledge.

Bill has more than 21 years of industry experience and notes that when he was
interviewed for the job of lecturer he was told that the reason he got the job
was because of this industry experience. Throughout the interview there was

a clear sense that Bill values the importance of formal qualifications pointing
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out all the qualifications he had. In addition he displayed an immense interest
and passion for the discipline of Mechanical Engineering and went to great
lengths to explain how the various design projects currently being tackled in
the Rapid Prototype Centre worked. Even his extra-curricula activities seem
to centre on Mechanical Engineering. At the time of the interview he was co-
ordinating the Pentech entry of the Sasol Minibaja Competition and this was

not regarded as a work function, it was seen as an extra-curricula activity.

There was the sense that Bill attempts to introduce a ‘best practice” approach
to design that emulates the norms in industry and tries to maintain a strong
link between practices incorporated into the class and those that happen in
industry. Thus the lecture session is regarded as a day in industry, starting off
with a discussion about the buSmess for the day v guest lecturers are a regular

feature and there is an acknowledgement that the textbook can only be used

as a guideline:

I only use the textbook asla guzdelmer As a re]%rence Thzs comes as a result
of my 21 years plus mdustry enginéening experietice. . .The textbook states
the methods and procedures,| [but]| within| practice this |doesn’t always
happen. This is whére—tjknowledge—comes—in-{Interview, summaries:

9.19.2001:5]
A similar motivation resonates with the practlce of mamtammg a design file
(where all the work and " tests covered durmg the- dourse i kept) which he
insists students keep. The file also doubles up as a resource during
assessments, which take the form of open- book tests.

If you are going to do a good piece of design work today you will record it,
put it into your design file, record it on your computer, use it again as a
reference. You will use it as an experience. ...In industry each day is not the
same, 1 picked this up from my work environment [Interview summaries:

9.19.2001:13]

Bill clearly sees himself as a lifelong learner.

“I am a professional student because I haven't stopped learning and
studying since 1965” [Interview summaries:09.19.2001:16].
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Andrew also displayed this lively and passionate interest and curiosity for his
career focus. He was able to relate how, since a child he has always and
continues to take apart and rebuild various mechanisms and devices.

As he says:
If it's something I'm interested in then I'm going to learn until I can't learn
no more or so that I can have a very serious conversation about it and argue
a point [Interview summaries: 09.26.2001:13]

In response to whether he was a lifelong learner, Andrew commented:

Ja I think so but I'm very specific... I have no interest -in Electrical
Engineering so there is no way you are going to get me to learn about it
unless there is something in there for me.” ...If something happens and I
can’t figure out why it happens, I'm going to pick up a book and find out
why this is happening [Interview summaries: 09.26.2001:13-14]
While clearly passionate about his, sub]ett, Andrew did express a difficulty in
trying to carry this across to his students When asked if-he thought this
interest in exploring mechamcal functions comes across in the class, he noted
only when the subject hd |was teachmg related to| all vanous activities he
encounted on a daily ba51s (for example the work he: was doing currently on
his scooter). He suggested that e T
..what they are domg is mther baszc stuﬁ‘ Dut T don’t think they'll
understand what I'm dding @itk vy Scooierl. Tweuld like fto, talk to them
about it, but whether they would be interested to hear about if or understand
what I am doing I don{tikrerv «;.den’t know how I would get them interested
[Interview summaries: 26.09: 2001] ;
A clear conclusion based on the interviews is that both lecturers displayed a
clear curiosity and passion for their subject and displayed signs that they were
both predisposed to beinf lifelong learners. Unclear is how this interest and
curiosity is transferred into the classroom and how it encourages their own
students to become lifelong learners. Some insight into this last aspect might

be gained from the descriptions of the common teaching approaches used by

the respondents and in general by other lecturers in the department.

67

http://etd.uwc.ac.za/



Chapter Four

Teaching approaches and methods

The Mechanical Engineering Department describes its educational
methodology for its diploma course as utilizing the following methods:
lectures, project work, assignments, group work, tutorials, laboratory
work, experiential learning, workshop sessions and field visits. The
departments’ motivation to use continuous assessment is based on its
integrated nature and its provision for a varied means of evaluation. Based
on the course outline provided to Design III students there is no indication
of how learning will be facilitated during the course, except to mention the
method of assessment which includes open-book tests and individual

assignments and a group combined subject level four assignment!®.

For both lecturers, therfnain teaching app;éaéﬁ"l—rl;éfedv is~the provision of
content information in the form-of lectures, Here chalk and talk” methods are
predominantly used, mterspersed WIth some mteractlve and practical
approaches like visits to workshops, tise of models lx) explain concepts,

encouragement of group work, students workmg out problems on the board

and the illustration of examples
Andrew’s response to ,descri‘bihgt Whatmlght ";typiCaIly thappen in his

classroom was the following; - ‘

..Well the first thing I try to do is tell them somethmg mterestmg to arouse
thezr interest or wake them up ...and then I try and explain to them before I
actually do something what 1 am going to do. So I will give a brief run over
of what 1 will do. So I will refer to the course outline and say that ‘We will be
doing chapter whatever and it involves this and this and this’. Then it just
involves lecturing to them and like I said I try to include as much practical
examples as possible of what 1 am trying to teach them... (Interview
summaries:09.26.2001:5-6)

Bill who actually named his approach “chalk and talk”, summed up his

motivation for its continued use in the following comment:

'S None of the lecturers mentioned this integrated project. Clint noted that one of the curriculum development
initiatives for the institution was the introduction of an integrated project at each level of the diploma course.
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I do chalk and talk, ...we have to do chalk and talk everyone says chalk and
talk is not the way, but believe me the students want to see the calculations
on the board...you are never going to get rid of chalk and talk (Interview
summaries:09.19.2001:7).

Comments from Clint confirmed the above description as being common in

the department. He did however suggest that there was a general feeling in
the department that certain subjects demanded or lent themselves to certain

kinds of teaching approaches. He had the following to say about approaches
to Mathematics and CAD.

... Talk about some subjects like mathematics...the sense that students just
need to learn mathematics and they are no good at mathematics. ..there isn't
much room for critical outcomes ...problem solving, working in groups,
managing yourself, communication, they really won’t see any importance in
that part for mathematics. Mathematics is a typical example of where
learners just need to know the stuff”...I had the same experience with the
CAD [Computer Aided Design] lecturer-ilip-saw, the subject as just a series
of technigques which the st‘uﬁents need To~tedtir= (Int?rmew summaries:

10.03.2001.3) ' — . —

Clint also related some bf-the difficulty he had in'convincing lectures to

consider making a shift to more integrated appro‘a’ches to| these subjects he
‘ \ ‘

however commented that {

0} S— 8 —— ! L8 - ‘/

..with design it was a-lot-easter-because-design-is-about-something and
deszgn matches very well with the whole OBE approach or the whole
problem solvmg approuch teodlld: be la etterunylof descnbmg it. (Interview
summaries: 10.03.2001:3)

Design, it is suggested, teriddd te,be edsiekbetause/the'subjeét lent itself to the

inclusion of these types of real-life approaches.

A further impression created was the lecturer’s position in relation to students
in the class. Not only in terms of authority, but also in terms of how
knowledge was regarded and who was active in knowledge creation. Bill
described his approach to teaching, in the following way:

It is definitely not conservative its ‘Raw’. Raw as 1s, 1ts interactive with the
students

Students are required to use the combined knowledges and skills taught at a particular level of their course to
complete this project.
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When describing how he usually approached the class he had the following to
- When I march into class, I don’t put the fear of God into them. I make it
clear that I am still their friend but there is the matter of respect and its not
because I come from the old school (Interview summaries:09.19.2001:12)
The key issue embedded here is the notion of knowledge, ie. whose
knowledge is deemed important and whether or not students are part of or
active in creating their own knowledges and whether their existing
knowledge is deemed valid. There is a suggestion of student activity, but
whether this activity leads to or involves student participation in knowledge
creation is uncertain. It is also unclear if Bill consciously attempts to facilitate
the creation of new understandings of existing knowledge and the acceptance
of different kinds of knowledge through what he describes as “interactive”.
While noting that group workis. encouraged (by Timself and many of his
colleagues) Bill is unable to pr0v1de concr;t; ex;mples of how the group work
process helps student tolearm new skills  or gam ms1ghts into new
knowledges. When asked {0 clar1fy Why group work is deemed important, the
notion of group dynamlcs was | ra1sed The response however suggests a
disconnection between the- valies of- SEOUp Work == relatmn to facilitating
knowledge or new m51ghts w1thm the sub}ect areaand the mclus1on of group
work as a learning tool. S s \

Group dynamics - practically' $howing them how Yo apply group dynamics.
What is group dynamics? It's working together and it cuts down on the
time. This also comes from my experience in industry. When we brainstorm.
For one or two people to brainstorm is pointless or its time consuming rather
let the whole group think about it. Also the time factor. It cuts down on time

(Interview summaries: 09.19.2001:8)

Andrews’ comment about what typically happens in the class also illustrates
the idea of an active lecturer and students who are passive bystanders.

Once I have done a group of work [sic] I usually do a question or example on
that section. So I will lecture on a section and once I've covered it I will
provide an illustration to show them how it comes about. 1 think using a
drawing or picture is a good way to show. this. I usually give them a chance
to ask questions but they normally don’t have questions. They don’t know

enough to ask a question and those who do know enough don’t want to ask a
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question because they think that the question is stupid (Interview
summaries:09.06.2001:6)
When asked what he thought might be happening to his students while he

was lecturing he pointed out that

I'd say the majority of them are just sitting there and aren’t doing anything
and not listening too well...”Students aren’t doing anything, just sitting
there, they aren’t taking notes, they would rather print notes off the system.
Majority of them come there and I don’t know what they are doing
here...(Interview summaries:09.06.2001:7)

Both lecturers however did display a willingness to change and adapt their
teaching approaches and methods. The key motivating factor for any changes
were located with student levels of understanding. The key methods used in

this respect were the simplification of concepts, increasing the use of
examples, pictures and.-ei ~to~Acco ) t needs. Bill's
comment illustrates this: | ]
I noticed that our s ts, eal engmeering but all
engineering students actually lack bagics. .. This is aur biggest problem here,
that is why I have gone| more finteradtive with assignmeénts and projects.
When we cover a chapterian thepry themt to thellabs) tgorkshops or we
make something to sho@-wher—ii-cones-to-mechanis 1 ctually want

to see it.” and “ At times the pitch level is guite high and the students tend

to battle... then I go dtw Ta;‘cs Eaf{oi%ztiszlmwlmr}ﬁ()?r} ?E2001:6 )
Andrew also makes a s‘.ﬂlﬂﬁ qamineftt, th{.h ﬂ_klstrﬁzcef-,ﬂre use of concept

simplification:
When the situation arises if I can simplify something I will do this - break it
down to the bear essentials to see how it fits together. But I can’t do this for
every single thing because it would take too long. (Interview
summaries:09.06.2001:6)

The emergence of a distinct teaching style linked to each lecturer was also

evident. While Andrew’s style seemed rather formal, he favoured approaches

which handed more responsibility for learning over to the student.

I don’t spoonfeed them ...take every example and show them exactly how
that example works. I give them the odd example and hopefully from that
they will realize that they can use it for every example they come into contact
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and hopefully this will be a continual process and they won't be happy with
every answer they get (Interview summaries:09.26.2001:12)

Bill seemed conscious to create an adaptable and approachable environment
in his classroom, where no lecture could be described as the same, depending
rather on his mood or needs of the content or students. He also tended to use
industrial experience as a key factor in his teaching.

“...In industry each day is not the same, I picked this up from my work
environment”. (Interview summaries:09.19.2001:13)

Curriculum issues

Any discussion about the curriculum needs to acknowledge that it can cover a
range of issues relating to practically every aspect that impacts on what and
how learning is facilitated both overtly and.- Lovertly The descriptions
presented below however take-a- very fecused vxew of curr1culum related
issues. Broadly three i 1ssues are described the kirrds ofskllls and knowledges

that the subject is trymg to mstﬂl t'he\ culture or ethoe promoted by the
curriculum (here there is| ah mtermmghng between the dase study subject
/classroom and the rest of »the—dlploma courses} »andfmally the practical and
structural characteristics of both the case study sub]ect and the entire diploma.
When dealing with curmeulu'm istueb ituis difficult t6! ‘separéte subjects and
course levels from eachy gther, iespecially jif e spbject is offered as a final

semester subject. The influences of the previous subjects therefore come into

play.

A review of the course outlinel® advocates that the Design III requires a range
of rather complex problem-solving, integration and critical assessment and

thinking skills where information and knowledges need to be combined to

solve particular kinds of problems.

'8 To introduce the student to the procedures followed when approaching any design tasks. The student is
expected fo utilise material from the other courses and apply this knowledge to complete the task. Projects
set must be presented in correct report format as taught by the communication lecturer. At the end of the
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Both lecturers related similar sets of skills when asked what they regarded as
some of the important skills students needed to learn as a result of taking the
Design III subject as well as being at technikon. Industry needs were the key
determinants of skills deemed important. Bill's series of skills, qualities and
abilities needed by students in industry included mathematical skills, effective
communication skills, general engineering knowledge linked to knowledge
areas specific to Mechanical Engineering (i.e. Fluids, Strengths of materials
etc...), management and project management skills, computer skills, financial
management and entrepreneurial skills. A glance at the overall course content
of the diploma in Mechanical Engineering reveals that many of the skills listed
above are actually catered for in specrﬁc sub]ect offerings from S1 to 54 level.
Pre-requisites for De51gn 111 mc]:uded Desfgn 1L, but also Strength of materials

(S3), Communication skllls (51) and Management skll]s (Sl & S2). It is

taught either prior to or during the De51gn III sub]ect offermg Andrew had a
slightly different approach puttmg forward the 1dea\ that mdustry really does
not require pure Mechehical: Engm@rmgknowledge per %e,and that one’s
studies should rather ybeyabeut Iearmng ‘problem solvmg skills. Here
Mechanical Engmeermg knowledge only serves as background knowledge,
acknowledging that the dlsc1phne itself i tod large to learn: everything one

needs to know.

...as far as I am concerned your studies are here to teach you how to solve
problems not to learn all the theory of mechanical engineering (Interview
summaries:09.26.2001:9)

What is interesting though are the responses both lecturers provided to the
question of whether students are learning these skills as a result of their

course and how students might be able to learn these kinds of skills, in

particular problem-solving.

course, the student will thus be able to analyse a given problem, choose the relevant necessary solution and
present a final design project, which may be implemented. (Design lll Course Outline, 2001)
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Bill felt that students would learn these skills best through interactive
approaches, in particular brainstorming, but then introduced what he saw as

certain barriers'?, which prevent students from learning the kinds of skills

pointed out above.

Bill: That’s where the interaction come in ...Brainstorming but then
we have this cultural interaction

LC: Can you explain that?

Bill: You find with the language thing...The language thing is the

biggest thing that’s what 1 mean by the cultural. I speak from experience
when | taught management skills...dealing with conflict management the
topic was Men and women in engineering and what are your dreams? |
would especially ask the males if they would be happy with their wife as
breadwinner or earning more money than them...This would be the
conflict....The women are actually scared...this is where the cultural thing
comes in. They are scared of telling the males no. And they have to accept
what the male is saying. One guy actually stood up in class and said that
where he comes from _they-mist qustlisten-ind-just stay at home and we
actually laughed ot itn-ond-that-is-where | pickedsit-ip==.It's a language
barrier, cultural, upbringiug, traditional I\ Corfing from ewer 1yone, even those
born in the Cape (Intermew summames, 09 09 2001 710)

As a result the questlon 'was not reaﬂy answered except when he indicated
\

later in the dlscussmn that the coufses students are undertakmg at technikon

did not adequately prepare H1en forwhat they Wculd exyenence in industry.

Andrew was more forthfemiirg? | -
LC: The sense that I am gettmg ﬁ*om ohat’ you atésa ng is that there are
all these skills that students should be Iearmng, but that they aren't learning
it.
Andrew: They aren’t questioning it and that means that because they aren’t
questioning it they aren’t learning anything from what they are doing. They
are doing it to get an answer and they dren’t questioning that answer...
LC: So the issue is that they aren’t learning to problem solve only learning
how to get to an answer (Interview summaries:09.26.2001:9)

On the question of how to teach students to problem-solve this was his
response.
I don’t think its something you can teach them. Its something they gonna
want to do or something they don’t. Either you want to do it or you don’t -
you need to have an enquiring mind.- either its your way of life or its not,
...it isn’t something you can teach in a 4 week course (Interview summaries:

09.26.2001:9-10)]

"7 The issue of barriers to learning will be raised later when the issue of lecturers' perceptions of students is
dealt with.
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While the lecturers are clear on the skills or qualities that need to be learnt,
firstly, they are suggesting that there are barriers to learning these range of
skills and secondly, it is not clear that the facilitation of these skills is
happening in their classroom or as a combined result of the course. There is a
level of scepticism at being able to teach these kinds of skills at all.

The culture or ethos promoted by the curriculum is more difficult to pinpoint
and can be a combination of many things. The descriptions have been limited
to the notion of the extent to which the case study subject and the overall
course has engendered an ethos that was similar to the ethos espoused by the
engineering profession. Andrew regards the value of problem solving as a key
aspect of the engineering ethos and based on his comments in the interview, it
was clear that it had certamly not become part Ot the students’ culture. He
also felt it was somethmg that students either Wanted £5Tearn or they did,

there was not a process to ’ehfls kmd of e enculturahon Bﬂl alluded to notions of
an engineering culture and hste.d varmus batriers hke language culture and

gender as factors that prevented students from entermg or acquiring this

engineering culture. .;”;:,;:,- —

LC: Do you think that the instruction or courge the 'y are gettzng at technikon
is preparing them for“ what i happenmg i lindustn yiiBecause’ what 1 hear
you saying is that we need to adapt and change what we are doing so that
they [students] can better adapt ta the'cuttural vallies Happéning in industry
Bill: We have to...In [the] engineering industry or work environment in
general women are fighting for equality so you have to stick to that and we
need to encourage men and women to work together in class.. Engineering
has predominantly been seen as a male thing and I have picked this up at
other institutions where you only see one woman in engineering classes. [It]
stems from perception that engineering is heavy...We pick it up here in the
workshop when women say that they don’t want to get their hands
dirty...then I usually say well maybe engineering isn’t for you, but you also
find it with the males [Interview summaries: 09.09.2001:11]

Bill did however point out that the department and faculty were making
strides to correct certain imbalances particularly in relation to gender with the

Women in Engineering programme that actively seeks to recruit and retain
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women in the engineering disciplines!®. Clint was however able to link the
issue of engendering an engineering ethos with students to the actual overt

and covert structures of the curriculum and actually introduced the idea of a

particular disciplinary culture specific to engineering.

L.C: I would like to raise the whole issue of language, cultural and
gender barriers - these were raised as things that stop students from
learning these skills required in industry. The other issue I'm calling
learning issues also include perceptions about students, expectations that
students have about what will be given to them...your comments /
thoughts?

Clint: I would say starting with cultural which is the hardest...if you
regard engineering in the way you (sic) deal with knowledge and
information as a form of representation language, an arena of problem
solving peculiar to itself as different from other disciplines or how you deal
with society...for anyone entering engineering there is a cultural gap.
Whether one is a Zulu or English speaking South African. But certainly
some students would be better.prepired-cultwidlly-than others and probably
the mainstream engingéring toay-0f thinking world-be-closers. ..to the way
language used and ideps |put forward in white mriddleyclass homes than
would be the case by and-large.to that in Zulu homes. .. That would be my
view on culture and that is something hat negds to be dealt @ith. In terms of
language.. .incredibly litked ip |with cultuté, On| the one hand (there is)
grammar and vocabulaty land on the|other particulan ways of thinking and
structures which would|be peculiar t9 specifid subject areas|like engineering.
Aguain those have to'de—twitl-enculturation—or very linked “to them...The
[students] grammar and vocabulary [level], and given that the medium of
instruction is English stutignts hive'td be'dt & cettain level but,I'm not sure
that all our students aren’t at that level but there is somethin g more complex
going on with language whiel is more about the, culture ofiengineering or
discourse of engineering

In terms of the problem solving stuff I think that one of the things that has to
happen along with staff changing their attitudes to what they do, (like)
becoming interested in problem solving. ..is that they need to express that to
learners. — That the world out there demands of them that they are problem
solvers not that its something educational, but its something about being
engineers and that in my mind is not coming through in any kind of
introductory course what engineers do and how they do it and I think that
its absolutely critical that students get told from day one - This is what
engineering is about. I think they think, I don’t know what they think
engineering is about but they certainly get no clue about what engineering is
about from moving from a mathematics class, CAD , communication

'8 Figures provided by the Department of Strategic Planning and Management Information (see Addendix 6),
suggest a steady increase in the numbers of women involved in the traditional engineering disciplines. Yet

current figures for women still indicate that numbers for women are below rather than catching up with men.
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class...where is the glue , where is the real world engineer? (Interview
summaries: 10.03.2001:5-6)

There were speculations that lecturers were expecting students to know,
understand and think like an engineer. As a result of the interviews the
lecturers were unable to provide evidence that these expectations were
formally being taught. Instead various barriers relating to the students were
cited as preventing them from being able to think like engineers. Responding
to these assumptions Clint made the following comments:

Lecturers response to why don’t students think like engineers, well the
obvious answer is because you aren’t teaching them to think like engineers.
Why don't they problem solve because you aren’t teaching them to problem
solve...They are very obvious answers... Why aren’t you asking what are
your colleagues doing in the previous semesters...why aren’t they doing
it...(Interview summaries: 10.03.2001:'5-6),‘.,, ,

Clint was also able to prov1de some 1n51ght into the currlculum structure of
the diploma course asi -a whele The Qverall Mechamcal Engineering

curriculum structure was descrl.bed as bemg hlerarchlcal m nature with clear
\
linear progression from Iower to hlgher levels. Though bemg unclear about

<l

were more concerned w1t,h ]ust teachmg content and the higher levels
included more complex approaches ‘e did note the followmg issue:

At no point is the teachmg* dome bt Tne bégirminglainied kdwards being able
to do the problems solving stuff at Btech...so goodness knows where the
students learn to do this, but do it they must, somewhere, somehow...you
would think that if it were done logically you would start to introduce
learners to problem solving stuff earlier on in the course

L.C: You are saying that (in) the lower levels, there doesn’t seem to be any
continuity between what is taught on the lower levels with what is expected
by the high levels?

Clint: Then. When I was doing this work in 99’

L.C: I'm picking it up as well (Interview summaries: 10.03.2001:4)

Clint's comments about the disconnected nature of the course structure links
up with some of the points raised in relation to the fact that engendering a
particular type of engineering ethos was not happening from the start of the

course. The disconnection between levels of the course might also account for
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the issue raised by both lecturers that students displayed low levels of
engineering knowledge even though they had already completed three
semesters of specific mechanical engineering subjects. It was also noted that
students were unable to take proper notes, yet all students complete at least
one semester of communication skills and had finished three semesters of
academic subjects requiring note taking.

A further structural feature noted by the lecturers and course outline was that
of a stipulated timeframe, course content and assessment methods for the
subject. Both lecturers made comments on how course content in relation to
timeframe impacted on their teaching methods and approaches as this
comment by Andrew illustrates:

When the situation arises if I can simplify something I will do this - break it
down to the bear essentials to see-hot-it-fits-Eogether. But I can’t do this for
every smgle thingg “Hecanse— ~t~"Wwould_ Titke~ “too— lcmg (Interview
summaries:09.26.2001: 6) " = : —

Assessment as mentioned fpreviqtlsly, te{kes the form of opéti-book tests which
Bill suggests: I | 3 “‘ c |
-encourages students. tﬂ move Aoy frem rote—leammg So this chalk and

talk and coping things from the-board is linked-to rofe-ieammg 1 tell them

this (Interview summanes 09 19 2001 13)

l k. ) \

This comment reveals the d1s]uncture between the features of teaching
practices in relation to assessment methods. It could therefore be interpreted
that students experience teaching methods that do not match the kinds of
assessment techniques used. In the classroom students are expected to use
methods linked to rote-learning, while in exams more open forms of learning
are expected. Bill suggests that to prepare for these exams

...[Students need to] work through as many examples and if [they] do this
[they] will notices a trend. You actually won’t get the same questions (in the
exam) and this is what they [students] think (Interview summaries:

09.19.2001:13)
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These comments also uncover contradictions in Bill’s teaching philosophy. He
acknowledges that chalk and talk encourages rote learning,!® and that open
book exams moves away from this approach, however previously he
indicated that it was the mainstay of this teaching approach.

The curriculum also consists of what is called service and mainstream
subjects. Service subjects are Communication skills, Computer Aided Design
[CAD] and Mathematics which are offered alongside and as support subjects
to the mainstream subjects which represent the fundamental mechanical
engineering knowledge areas i.e. mechanics, thermodynamics, strength of
materials etc. The course is also offered in a practical hands-on manner, a

feature suggested as separating a technikon approach from its university

counterpart.

Student descriptioné ——— | 1 ‘
The data collection process‘ip‘rovided mterestmg reénlts Vné;f'only in relation to
how the student profile of|the Desxgn III class could be descnbed in relation to
demographic features, buf also in relahon to lecturers perceptlons of students
taking the course and e factorspresented as barners “to- thelr learning. The
Design III class currentlys ha.s 37 students 26 students completed the
biographical questlonnaure20 accountmg for a 72% sample The student profile
of the case study can therefore Be describad ds cohsisting oflstudents who are
predominantly male (85%), ‘Black’ (81%) in the age group 18- 24 years (77%),
54% having attended other educational institutions before coming to Pentech
(university - 15%, technical colleges or other technikons - 35% and other
types of institutions - 4%), 81% of these courses were related to the
engineering field and half the group had previous work experience with 61%
of this work experience related to their current course of study. Of interest

here is the gender and racial composition of the class, which do not

"2 The comment that students expect the same questions to appear in the test is an indication that they are
learning in a rote fashion and expect to find what they are exposed to in the class i.e. similar questions in the

exams.
2 Appendix 7 provides a copy of the question and the statistical analysis of the results.
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correspond to the institutional or faculty?® norms. Of significance is the high
number of students who, prior to registering for this diploma, had pursued
related studies at other institutions.?? This is of interest especially when
lecturers still suggest that students do not have an adequate engineering
background. Normally it should take a student 1-%2 years (without completing
in-service training) to reach 54 level, the case study cohort suggest that only
15% of the class took the required time. 42% took 2 years to reach this level of
the course with a further 38% taking between 2 Y2 to 3 years. As only 12% of
the cohort indicated that they completed in-service training prior to reaching

54, the figures could suggest that the delay in reaching 54 is due to repeating

failed subjects.

During the interviews with. mgléc‘mrefr;s‘, Es parttcular picture relating to their
perceptions of students starte;i 7t_97 emergé; Whﬂe the inter;vi-‘ew questions did
not directly attempt to illicit'specific Ize‘rsponsies 0;1 how lecturers viewed their
students?, this seemed to have émerged rather strohgly m both interviews.
Firstly, both lecturers des¢tibed |students in fthe case study as lacking basic
engineering and technologxcal knowledge and- background and thus levels of
understanding in relahon to the sub]ect was deemed low

Bill suggested that thls did not only apply to the case study group but to
engineering students in general: * “Proticed that ot students, not only mechanical
engineering but all engineering students actually lack basics”. He further linked

this inadequacy to previous educational exposure, particularly primary and

2! Faculty of Engineering: Male: Female ratio — 68.7%: 31.3% and racial distribution: - 58.4% ‘Black’, 39%
‘Coloured’, 2% ‘White’ and 0.6% ‘Indian’. Figures in Electrical Engineering suggest 21.9% of the student
population is female and 60% ‘Black’. Civil Engineering has slightly larger female numbers, 24% and ‘Blacks’
constituting 64% of its student body. Female numbers in the non-traditional engineering disciplines which are
part of the faculty at Pentech like Clothing and Textile Technology (75%), Journalism (85%), Information
Technology (43.85) and Photography (51%) are the only courses where female numbers match or exceed
male numbers.

22 The reasons for coming to Pentech were not a focus of enquiry. The high incidence of studies at technical
colleges and technikons indicate previous exposure to mechanical engineering type course with possibly

different foci.
2 Some questions were directed at the possible skills and qualities lecturers valued as crucial for students to

learn during their time at technikon and how these students could possibly learn these in the classroom.

Addendix 5 provides the list of interview questions.
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high school education. “How to remedy it...I think we need to go back to primary

school level and educate the facilitators there because even they don't know”

Andrew raised the issue of student’s low levels of exposure to various

concepts and even tools.

Also I realized it’s a rather practical place a technikon, so I try to give them a
lot of practical descriptions of the various things I lecture on, but even that
they don’t-seem to understand, a lot of them haven’t seen an example of what
I am talking about [and] it gets abit hard at times to get them to understand.
I would assume that they have seen a simple thing before but a lot of them
say they haven’t (Interview summaries:09.26.2001:4)

As indicated previously both Andrew and Bill made similar comments about
students’ inability to tackle problem solving tasks which seemed to be the
cornerstone of the de51gn subject A dmcussmoh Wrth Andrew attempts to get

to the bottom of this issuei Ty g —uTH —

LC: The sense that I am‘gettmg from what you are sa jmg is that there are
all these skills that students shvuld be l&ammg, but that they aren’t learning

it

Andrew: They aren’t queshonmg it Lmd that means ‘thtzt becnuse they aren’t
questioning it they aren’tlearning. anythmg from. what they are doing. They
are doing it to get an‘answer-and-they-aren‘t questioning that answer..

LC: This raises the issue that they aren’t learning to problem solve [but]
only learning how to get towan answer | (nterviet summarzfzs,OQ 26.2001:9)

Students’ levels of deditationsto] the delurse and’ disdipline of mechanical
engineering were also called into question, mostly stemming from perceived
inactivity on their part and skewed expectations about how the course would
be conducted. Students’ lack of note taking during lectures was linked either
to lack of skills, general unwillingness to take notes and an expectation

students had about getting the notes elsewhere. As Bill describes

...lack of them taking notes. Even yesterday we had a seminar on
thermodynamics which is a S4 project on steam plants and the lecture
theatre was packed very few [students] were taking notes, a lot were
sleeping...our thing is, Are they really interested? Are they dedicated? Do
they really want to do engineering...That, really is our biggest problem!
(Interview summaries:09.19.2001:7)
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Andrew brought student inactivity and levels of dedication to the course into

question in the following example.
...but what I am slowly starting to realize is that the students and [ don't

know if its through laziness or what, but they don’t seem to know or care
about what is going on. I don’t know why they attend classes because if they
aren’t sleeping then they are in a daze really. If you ask them why they are
there 1it’s just to be seem, just to be sitting there. (Interview
summaries:09.26.2001:4)

Andrew provided this illustration of the note-taking problem.

Students aren’t doing anything, just sitting there, they aren’t taking notes,
they would rather print notes off the system. Majority of them come there
and I don’t know what they are doing here...

L.C. Do you think that the reason why students don’t take notes is because
they weren’t told at the start that they should be taking notes. Where would
they have learnt that they shouldn’t be taking notes?

Andrew: I think its because they think assume that they will be given
everything so they don’t need to_take-noteszmor they assume that the notes
are on the system or that-+he TesethDok-hirs eve*rythzng i

L.C: Has anyone explamed To-s tudenits that this mmight ot be the case?
Andrew: I tried to explain-this, but"it doesw’t-veally seemito bother them,
they will get it somewhere;..I honestly don't think that they- would be able to
make their own notes. | don’t think that they| have ever had to do their own
personal shorthand. (Infewzew summgmes :09126. 2001 7)

Both lecturers seem to! be gmpphng WIth “the FEASONGfOT student behaviour.
My interpretation of this i is Whﬂe Andrew is ascmbmg student behaviour more
to personal traits, BIHS responses dlsplays some 1n31ght into students’
previous educational background in addition'to personal behaviour. So its not
just the students inability, the issue resides somewhere else, possibly primary
and high school education. Again the issues raised earlier by Clint in relation
to family environments and the development of social and intellectual capital
resonates clearly with Belanger’s (1994) notions of initial education and how

its worth and quality impacts on any further education an individual might

pursue.

Bill introduced the notion of various barriers acting against students in
attempting to learn the various skills and qualities deemed useful in industry.

In particular issues of language, gender and cultural “barriers” were raised.
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He tried to express the disjuncture between the gender and cultural ideas and
structures which the students come to technikon with and the new structures
/ cultures presented by the engineering discipline.
In many respects some of these issues emerged earlier in the chapter when
Clint suggested it might be that students do experience problems adjusting to
the culture or ethos of engineering (and most certainly the technikon as a
learning environment as a whole) which is unfamiliar to them. He also raised
the notion of how race and possibly socioeconomic circumstances might
influence how smoothly the enculturation process may or may not be. While
not clearly articulated, one does get the impression that the discipline itself
promotes a specific ethos, which is distinctly foreign to most students.
Unfortunately the focus of the interviews was not on these issues and
therefore the questions raised-did ToE-seek-to. fmd a deeper understanding.
Based on the limited mformahon presented only speculatWe claims can be
made at this stage. However it might be aworthy site for fur’cher study.
To summarise some of the| key findings thls descnptlve process has generated:
= Firstly, while hfelong 1earmng 1S mcgrperated into-the institutional and
faculty policy documents, its meaning and -strategies for implementation
are lacking. »_ R s
* The skewed racial ratio in rje'I'at‘ion' to Tectuter and Stadents is noted. Thus
lecturers who are either ‘coloured’ or ‘white’ are serving a predominantly
‘black’ student body. In the traditional engineering disciplines the gender
ratios are even starker, particularly in the case study department. This
raises the issue of positive role modelling and whether there is a reasonable
amount of staff identification with the kinds of issues and needs a
predominantly ‘black’, educationally disadvantaged or female engineering
student body might be experiencing.
» Thirdly, the interviews revealed that both lecturers in the case study

displayed lifelong learning traits. It was however unclear how these
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qualities translated into their classroom practice and affected their

students.
The teaching methods predominantly suggest that more traditional forms

of teacher instruction are provided primarily through the use of formal
lectures. Some indications were noted about the inclusion of more student
centred approaches like group work, but the connection between its

inclusion and its purpose in facilitating learning and new knowledge

creation was unclear.

A distinct culture or ethos associated with the engineering discipline was
presented. This engineering culture was distinguished from the personal
culture held by students. It was this personal culture that was sited, as the

reason why students were unable to learn the skills deemed necessary by

their chosen professmn e e

Insights were also prowded mto how lecturers percewed student

behaviour and Iearnmg in the classfoom Lecturers suggested that these

behaviours were the result of elthe% personal aqd /or behavxoural factors

| ‘
or due to gaps in the s(;hoolmg or prekus educatlon] expenence of these

\‘\‘

students. E l;;; ,i::; ?;l e — ': —
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Chapter Five

The interpretation and analysis of the research study is presented in this
chapter. The case study findings are reviewed and located within the broad
context of current understandings about lifelong learning, teaching and
learning processes. The analysis process suggests that what is happening in
the case study classroom in relation to teaching and learning processes is not
only complex, but is dependent and influenced by a range of factors that
literally resided outside the domain of the class environmenti.e. departmental
and institutional organisation and structures. The analysis is presented using
the thematic categories used in the preceding chapter and are combined to

suggest some overarching interpretations of the case study as concluding

points.
Views on lifelong learning-

Pentech’s stance on lifelong learning is in line with t‘reﬁds present in HE
institutions in Europe (in Taylor, 2001). While provision is made for the
inclusion of lifelong leammg m pohcy documents little or no clarity is
provided on how the ifstitution- and faculty view hfelong learmng or how it
intends to implement it The Socrates RSTs pr0v1ded similar insights
into the nature of llfelong learmng in Europe (Taylor 2001:128). Taylor
summarizes the policy charadtéristics promment in'eath of the countries who
participated in the study as follows: Lifelong learning is given a profile in
policy statements but there is a persistent lack of clarity over its definition and
purposes. Lifelong learning is also often prioritized in Continuing
Professional Development or Continuing Vocational Education units
(2001:131). This trend is also evident at Pentech where lifelong learning is
relegated to functions associated with the Centre for Continuing Education
that functions as a separate unit from the mainstream activities of the
institution. Lifelong learning in this context is therefore consigned to the
realm of adult education learning activities in specific career and work related

areas within formal and non-formal learning environments.
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In the absence of an institutionally framed definition of lifelong learning, only
speculative claims about an implied meaning can be presented. The stress on
aligning courses with the demands and needs of industry and the promotion
of “...skills proficiency, vocational and career orientated educations”
resonates with more economistic and human capital approaches to lifelong
learning. As Preston (1999) and Hunt (1999) conclude, under the human
capital banner, lifelong learning can become narrowly defined as work-related
education and training. Taylor (2001:124) suggests that when HEIs envisages
its role as being concerned mainly with vocational functions then its view of
lifelong learning is linked more to market-orientated and human capital views

of learning than broader conceptualizations of the concept as held by Belanger

(1994).

In view of the position on HE put {ctward by the Cape

Town Statement (2001) the

There is little to sugges[@?{mliﬁl&mﬁlﬁﬂtixllofql&? Jﬁas}gffggdy and Pentech

in general that ”...stud’(ipti',1l¢grrr1 at different times,” in different ways, for
[ 4 g d T L J " -ll
different purposes at various e;ges] of} ﬁl(!& lzibes agid'c\mLerg”-' as suggested by

more comprehensive notions of lifelong learning like the Cape Town

Statement (2001:4). Any conceptualization of lifelong learning at Pentech,
seems to link more to simplistic and temporal plane notions about the
provision of learning opportunities which seek to-ensure that learning takes
place ‘from the cradle to the grave’ (Preston, 1999:562; Soobrayan (1997) in
Walters, 1999:578; UNESCO (1979) in Candy et al, 1994;xi; Gustavsson,
1997:239 and Brookfield, 1994:24). Viewed from Soobrayan’s position, the
temporal plane assertions of lifelong learning also places the emphasis on
access to HEIs i.e. making education and learning available throughout the

life cycle (In Walters, 1999(b): 578). The access provision implied here can also
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be seen as linking with the South African National Plan for Higher
Education’s strategic goals around the issue of access and redress of past

educational inequalities (Walters, 2001(b): 3).

The implied meaning of lifelong learning at Pentech lends itself to more
economic discourses, but- the fact that there is no implicit definition for the
concept could be interpreted in one of the following ways: Its inclusion in
policy documents could be an attempt by the institution to align itself with
national and international educational and economic trends. Lifelong learning
is therefore used, as suggested by Preston (1999), as a “promotional banner”
under which diverse problems ranging from education, the economy or social
evils can be solved. Alternatively the lack of a concrete meaning can be seen
as an opportunity for the efitire- techmkon Cofmnurub/ to engage in a
significant meaning creation process that seeks to defme hfelong learning in a
way that moves beyond-the rhetonc of pahcy rerommendatlons to ‘more

inclusive, holistic and humamstu: concepmahzauons that meet the educative

and social justice requ1rements of the country

Characteristics of teachingstaff

The Candy Study (1994) bsug‘gés'ts that-the mbst Vital Heterminant of whether

s

or not graduates choose to become lifelong learners is the “...climate of

intellectual inquiry in the institution” (in Candy, 1996:7-8). The factors
regarded as most influential in affecting this climate, is the degree to which
academic staff “...manifest a lively curiosity, a passion for their subject and a
predisposition towards being continuous lifelong learners themselves” (1996:
7- 8). The case study was able to confirm these assumptions.

The case study lecturers tended to have strong industrial based experience.
Together with the Faculty of Engineering’s efforts to maintain close contact
with its industry partners, the institution-wide staff development policy and

the lecturers’ predisposition to engage in learning projects, these lecturers
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were aware of new developments within their discipline. What remains
unclear however, is the extent to which these positive lifelong learning
characteristics, displayed by the lecturers, translate or transfer into particular
practices or methods in the classroom, which in turn assist students to
develop lifelong learning attributes. This disjuncture is manifested by
Andrews’ inability to relate his design interest to his class.

I would like to talk to them about it, but whether they would be interested to
hear about 1t or understand what I am doing I don’t know ...don’t know how
I would get them interested (Interview summaries:09.26.2001:15)

Teaching approaches and methods

In relation to teaching methods, the Candy Study offers very specific
pedagogical methods for HE, which-whenmplemented are said to encourage
graduates to become 1ifel’c‘5ﬁg~‘ ieafﬁefé (In;Cé;xdy,xi‘)%:ﬂ; Similar comments
can be made for the Cape_Town Statémen’t’fs POSItoR on lifelong learning
teaching and learning proéesseSL Both| these documents 'suggest that when
implemented, these teachiﬁg méthods Wlll regult in the acquisition of lifelong

learning behaviours in learners——""——"

In discussing their teaching methods; ‘thé lecturersﬂiﬁ the cabé’study excluded
or failed to make any cophpledtion bétwieen their teaching niethiods and student
learning. A similar trend was evident in the Mechanical Engineering
Department. It described it's educational methods as a series of approaches
and techniques, but failed to mention how learning would be facilitated or the
expected kinds of learning which may result. In addition lecturers inability to
articulate the relationship between their teaching style and ‘the learning
outcomes for students, and the specific teaching methods they employed in
class (beyond Bill's identification of the chalk and talk method of instruction),
may be linked to a lack of pedagogical knowledge. This interpretation

illustrates a position held by Entwistle who argues that many academic staff
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in HE only have a rudimentary grasp of basic teaching principles (1998:181).
In addition van Driel et al (1997) make the following comments about the
theoretical basis of lecturers’ understanding the classroom experience:
“...academic staff on the whole have had little or no systematic training in
teaching and lack any conceptual basis through which to consider their
classroom experience” (cited in Entwistle, 1998:189). Clint's comments around
lecturers not being able to understand the interrelationship between methods
of teaching and the resultant student behaviour puts the above argument in

perspective.

Lecturer’s response to why don’t students think like engineers, well the
obvious answer is because you aren’t teaching them to think like
engineers.(Interview summaries:10.03.2001:5-6)

On the one hand the case study revea]s that very feW of-the teaching methods
advocated by the Candy Study and Cape Town Statement ‘Were actively used

in the classroom, with the excephon of Andrew” s atte mipts to hand more

responsibility to students whlch Imght be mterpreted as attempts to introduce
self-direction? in the leammg process On the otherfhand an exploration of the
possible interpretationst of why these n{eﬁlo&ﬁﬂd approaches to learning and
teaching are absent *m1ght ber ffaxy morer, benef1c1a1 to our current
understandings of 11fe10ng learmng teachmg and learnmg approaches

I offer two possible mterpretattons The " first mterpretatlon promotes
Entwistle’s (1998) position that lecturers lack the skills and understanding to
implement the progressive pedagogy required by lifelong learning
approaches. Both case study lecturers are qualified engineers who have no

formalised education training. This lack of educational training might also

! This argument, is also confirmed when the staff profile of the department i reviewed to reveal that only two
staff members have formal education and teaching qualifications.

% Candy (1991:411) suggests that self direction can refer to four distinct concepts. An interpretation of the
implied notion of self direction espoused by Andrew in the case study links it either to what Candy suggest is
the independent pursuit of learning without formal structures or a personal quality or attribute which suggest
personal autonomy. Self direction as a means for organising instruction where the learner is given control of
the learning situation or as a manifestation for a certain independence of mind and purpose in the leaming
situation where the learner is engaged in a self management process (Candy, 1991:411), however is not

implied in Andrew's notion.
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account for the confusion about terminology and general lack of insight into
the relationship between their teaching methods and the learning outcomes of
their students. The second interpretation is guided by the conceptual
framework of the ‘mini-thesis, which takes a more holistic and humanistic
approach of learning in higher education and is supportive of the values
encapsulated in the Cape Town Statement (2001). The categories of the Cape
Town Statement (2001), Walters argues represent “...a systematic awareness
of thg interconnections between the macro environment, the meso
organisational structural context and the micro cognitive and affective

learning interaction” (2001:4).

The learning and teaching interaction_in a particular class is therefore

influenced and informed, by more e ]ust the contextual realities of its

participants i.e. the Iectm:er and; studenis Rather 1t is” alsq a reflection of the
departmental organisation; pedagoglcql and currlcmhlm structures and ethos,
which support and mform the pracﬁces m the class The departmental
structures are in turn framed‘ by the& norms and ethlc)s espoused by the

institutional framework, ~which also sets outa parhf;uiar learmng and teaching

philosophy. IITNIVERSITY

90

http://etd.uwc.ac.za/



Chapter Five

In diagram 5.1 below this interconnectedness between the classroom and its

participants and the rest of the institutional organisations and structures are

illustrated.

Holistic view of possible influences on the learning & Diagram 5.1
teaching approaches found in a classroom at Pentech

Factors that impacts on learning &
teaching

Socio-cultural context of lecturers and
students, initial education of student,

Institution curriculum structures (content, knowledge
construction,  syllabus, . time-tabling,
Department hidden curricula), student motivation, an

interest in the course / discipline

Factors that impact on ability of department to defiver : ‘ : —
services, its ethos & philosophy & on learning & —Factors-thatimpact on learning & teaching in the
teaching in classroom. AT [ 1" raTe i, T classroom
[ TF ' T'TY af i}
Framework of Institution, Strategic Partnerships ad™ L }-J l'z bj - R C‘ante’xt,roféiééiﬁﬁne, ethos of department, learning &
Linkages, Reseafqh, Te_aching_ qnd Learning 1 el S tegchiﬁg philosophy of departme_nt, service & support
Processes, Administration Policies {and Mechanism, E k,‘ ] i; i _1 \ Ghllo p 5T h(ng and Leamning processes,
Student Support Systems and Services and i J Administration Policies and Mechanism, Student
Political and Organisational pressures. (Cape Town Support Systems and Services. (Cape Town
Statement — Characteristic elements) Statement — Characteristic elements)
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If one accepts this interpretation then the reason for the marginal
representation of lifelong learning teaching and learning processes in the case
study is linked to the fact that the department of Mechanical Engineering, the
Faculty of Engineering and Pentech as a whole do not support, promote and

value these kinds of learning and teaching approaches.

Curriculum Issues

The assertion by the lecturers that industry determines the skills development
occurring during the course can be construed as reducing education to the
needs of the economy (Walters, 1999(b) - and Gustavsson, 1997).
Acknowledging that the nature of technikon education does align itself more

educational pursuits and

life and holding a dynawcvcerlcqimgnﬁ ]QJTTI Q, 1s als absent.
r g
There is very little evid}e'}cre]é'oi FJ';e LasBst:ﬁly tgsuégg]s)t that the curriculum

structures put forward by the Candy Study (1994)[said to contribute to the

development of lifelong learning competency] are incorporated into the
Design III subject or in the diploma course in general®>. While both lecturers
were able to identify skills and qualities, students need to acquire and learn,

there is a degree of sceptism of whether these skills are taught or could be
taught at all.

® The only possible curriculum trait, which could be interpreted as resonating with the Candy Study, is the
subject's aim of developing a problem-solving competency. Problem-solving could be regarded as a ‘learning

to learn’ skills advocated by the Candy Study (cited in Walters and Watters, 2000:14).
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The curriculum of a subject cannot be isolated from the overall curriculum
structure of the entire course of which it is a part. Data from the study
revealed that the diploma course in Mechanical Engineering does not strongly
comply with the five characteristics suggested by the Candy Study (Candy et
al, 1994:xii and Candy, 1996:7). The course does not “...provide a systematic

i“°

introduction to the field of study” [Mechanical Engineering] or “...offer a
comparative or contextual framework for viewing the field of study”. It
attempts to broaden the student and provide generic skills, however lecturers
of the Design III class still felt that students lacked basic engineering
knowledge and were unable to take notes* even though they were in the final
semester of the course. The course offers little “freedom of choice and
flexibility in structure” and it is difficult’te-ascertain that the “incremental
development of self—direcied'.lééi‘;fm;lfg;i‘ 1s.pIOV1dedf0r —

The strength of the Cape‘wan Stéten;éﬁt’s (éOOl) pidéiﬁom von the curriculum
is the inclusion of a comprehenswe and progressive conceptuahzanon of
knowledge in the curriculum. The case study! provided httle indication that
lecturers were engaging through their learmng and teachmg practlce, with the
various knowledges, interest and lifé sitGatiohs bré;sénteda‘by,:meir learners as
advocated by the aboveystatement. Mest of the learners were younger than 24
years old (77%) and more than half have prevmus engmeermg based, formal
education or work experience (61%). One could speculate that this reservoir of
experiences could be drawn on. Furthermore not only were different ways of
knowing not valued, it was cited in some instances as being a barrier to

learning. While the Cape Town Statement (2001:10) suggests that through

valuing different knowledges, marginalized groups are allowed to participate

# The lack of note taking and problem-solving skills can be attributed to the lack of attention and status given
to ‘learning to learn’ and ‘information fiteracy’ skills during the course. These skills are in all probability
relegated to the domain of Communication Skills which acts as a service subject to the mainstream
mechanical engineering based subjects. This might also be raising questions about the status of service
subjects in relation to the subject discipline subjects.
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“...in the creation and dissemination of knowledge”, in the case study a sense
of distance and exclusion for these groups is created. The analysis of how
knowledge is dealt with in the curriculum is further confirmed when the

curriculum structure of the diploma course is assessed.

The closest the conceptual frameworks provided by the Candy Study(1994)
and Cape Town Statement(2001) move to promoting the development of a
specific culture through the curriculum, is the implied development of a
lifelong learning ethos. The Candy Study (1994:xiii), through the inclusion of
provisions to provide a systematic introduction to the field of study and offer
a contextual framework for viewing the field of study, could be interpreted to
imply the development of a cultural.erientation to the discipline being
studied. As mentionedy éarﬁe%; the mvestloatlonta aSCertain if this was
happening in the case study, cauld not-be substanhated by the evidence
collected. What did however emerge from the study, Wwas the disparity
between the cultural backgrou;nds held by students and the engineering
culture that students wevr,,e[, epgpectgd to;, aé;gu;re, James Gee's (1990:142) notion
of primary and secondé;}? discoursess is offered to pi‘cﬁﬁdé Some clarity on
this issue. A primary diéc,:ot_ﬁzsevis.. Cdnnééte"d “Eo ouf | primary: socialization and
membership to an initial acculturanng group (Gee, 1990 :151). Any discourse,
which is acquired or involve institutions (1 e. school, busmess engineering)
beyond the family, is developed by having access to and being able to practice
the values, skills and language associate with this discourse. These discourses
are regarded as secondary discourses. The engineering culture or ethos could
therefore be seen as an engineering discourse, which regulates appropriate
behaviours, values and beliefs for those who belong to it. What Clint in his

discussion around the perceived barriers to learning, is alluding to, is the fact

® While there is some freedom in the choice of electives, the rigid course structure allows little scope to move

outside the lecture structures of the formal timetable.
® A ‘discourse’ according to Gee is a “way of displaying (through words, actions, values and beliefs)

membership to a particular social group or social network” (1990:142).
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that students in the case study are not being given an opportunity through the
course to fully acquire and learn a secondary discourse of engineering. As a
result they resort or fall back on their primary discourse, adjusting it in
various ways to try and fit to the needed functions of the secondary discourse.
Gee suggests that this is a very common trait, which, nevertheless almost

always results in socially disastrous consequences (1990:153).

The curriculum structure can be analysed using the approach advocated by
Bernstein (1971) (In Ross, 2000:98). The curriculum is described in relation to
its classification (which illustrate the construction and maintenance of
boundaries between the contents of the curriculum, their interrelationship and
stratification) and frame (which refers to-the _degree of control possessed by
the lecturer and the ystident everthe selectlon, ~{fansmission, pace of
transmission and learning -of ,kn;awledge), (cited lin Ross, 2000:99). An
inspection of the case étpdy : icﬁrriciﬂumi'smcfﬁi‘é thl"ough the lens of
Bernstein’s model, sugggst$ it ‘.‘Woulcf? l?e regarded as a dollection mode (in
Ross, 2000:99). A collection curriculum/has a strong élqssﬁicaﬁon: subjects are
insulated and have strong boundaries with suB]ec}s %lnaﬁ'géd in an accepted
hierarchy of importance and valte. lts|ffamd is|chatagtérized. as being strong.
A strong frame suggests, that the.lecturer or, system (syllabus) determines the
appropriate material and content to be V;crar;'smi“tted, tﬁe pace of learning is
determined either by the lecturer or curriculum (duration of course) and the
lecturer is regarded as having all the information needed to be learnt by the
student. In a collection code curriculum, lecturers are regarded as subject
specialists who are responsible for the transmission of a body of knowledge
defined outside the classroom (i.e. industry in relation to the case study),
subjects are clearly distinguished and the pace and direction of learning is
fixed either by the lecturer or the demands of the syllabus (Bernstein, in Ross,

2000:99). It could be argued that the kind of curriculum code proposed by the
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holistic framework of the Cape Town Statement would be an integrated one”
(characterized by a weak frame and classification structure) where lecturers
co-operate with each other and their students, the power and authority of the
lecturer is concealed and projects and topics are used to organize content.
Furthermore the direction of learning seems less focused and more open to

negotiation and open to the needs and pace of the students (Bernstein, in

Ross, 2000:99).

From this discussion it is clear that the structure of the curriculum also
determines and shapes the construction of knowledge in the classroom, the
relationship between lecturer and student and whether the needs of the

learner is accommodated. Drawmg on: Entwmtle s (1998) arguments about

lecturers” understanding, of- pedagoglcaL&nd cumeula dy‘namlcs one could
speculate that the case study-fecturers have Hot- consaously mterrogated how
the curriculum structure, from 1ts overt structural dlmensmns to its more
hidden notions of culture, ethos and authorlty combme to affect the learnmg
experience of students. Th].S inability to examine the nnpact of the curriculum
ultimately impacts on thei igcturers abﬂlty to 1mpFement approaches in the
classroom that are better able to prepare stu,dents _,gfoz‘{;he world of work and

life on the one hand and becom_ing ﬁfelong legrne;s on the gther.

Student descriptions

When describing the findings of the research study, a distinction was made
between curriculum issues and student description. If we acknowledge that at
the heart of any curriculum are notions about students, - this would certainly
be the case in any humanistic approach to curriculum development - then any

discussion about the curriculum would include views and descriptions of the

7 The integrated projects mentioned by Clint might relate more strongly with Bernstein's notions put forward

above.
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student. I would therefore like to infuse the interpretations around student
descriptions with those of the curriculum issues and suggest that these two

categories are interlinking.

An assessment of the student profile of the case study suggests that the
majority of students are ‘black’ and male. Arguments presented describe the
initial education most ‘black’ students experience. These arguments illustrate
a rather bleak initial education environment, which might negatively impact
on the levels of preparedness these students have when entering HE learning

environments. (Herman, 1998; Walters, 1999(b), and Hall, 2001).

What these authors are suggesting=—resonates well with Belanger’s
conceptualization of uub.alﬁeducatlon w1thm the fraiftework of lifelong
learning that acknowledg'es the-totality of llearr;ing: activities (1994:354). The
quality of initial educaﬁdﬁ,;uwhic{h accog%lts for 7a11 the fog;ﬁél, non-formal and
informal learning activities encohnteré‘cgl prior fo venturing into adult learning
domains, is seen as Iaymg the foundation ‘Jfo,r”,ajlrothéir?_j‘eammg activities,
which follow. What Hﬁlil:(iOOT)ii‘efgf; ¥ a5 mtelectoarafd social capital
generated as a result of Vth:éf:.homé’ and ;farmly ‘environmEnt«, would also fall
part of initial educationy The qul_e_tlitjy of this initial education not only becomes
the building block in determining sﬁccesé 1n future éducational activities, it

also impacts on how future learning activities are viewed and valued.?

Viewing learning from a holistic lifelong learning approach acknowledges
that a disadvantaged initial education would affect all other learning activities
including those in HE. The comments by the case study lecturers about

students’ lack of basic engineering knowledge are therefore valid

® One could speculate that if Xolani's (a 'black’ engineering student at Pentech) initial education experiences
were predominantly moulded around rote-learning approaches, with little emphasis placed on the value of
reading and asking questions, this would influence how learning at Pentech would be framed. It would not be
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descriptions. Students’ disadvantaged and poor quality initial education
might account for their inability to successfully engage with the requirements

and norms of their current learning environment.

It might also account for the reason why only marginally more than Y of the
case study cohort took the minimum prescribed period to reach their current
level of study. This finding aligns well with general throughput rates at HEIs
in South Africa today (in Walters, 2001(b): 4). A tracer study conducted by
Koen (2000) into the length of time students take to complete a 3-year degree
at the University of the Western Cape®, found that only 1/3 of full time
students completed their studies in the minimum prescribed period (cited
Walters, 2001(b) 4). This low throughput rae. mlght be indicative of many

levels of preparedness promded by thelr mlual educauon cmmot be excluded.

il | ! ‘m
It is unclear how attuned the case stlflldy lecturers and the department as a
whole are to acknowledgmg the mﬂuences of 1rut1al edu,catlon on student
learning during their perroa aFPenteﬂi%e case ?ud)y ngggEStS that lecturers
are not completely unawaké of the ihpadt bf previbus learriing environments
on how students perform in HE,.as aitested by Bllls ;recognition of the
influences on his students’ schoolmg background but this is not always the
case. Andrew’s comment about his students” behaviour however highlights
the gap which exists between the world experiences of an inexperienced
‘white’ lecturer, - whose own initial education was certainly an affirming one

and due to the wealth of his intellectual and social capital was able to reach

unlikely that Xolani would assume that learning in this new context would also be informed by those

encountered in initial education.
® A HB! located in Bellville, Cape Town, and less than one kilometer away from Pentech. These two

institutions are literally neighbours.
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the full attainment of his abilities, - in relation to the socio-cultural and

economic realities experienced by his predominantly ‘black’ students.

The final point made above raises the issue about the nature of the staff profile
and how this impacts on how students are perceived. The correlation between
the racial profile of staff in relation to students at Pentech is particularly
skewed. Though as Walters (2001(b)) indicates this feature is not particular to
Pentech. She suggests that while changes (sometimes dramatic as illustrated
at Pentech) in the demographic profile of students have taken place, these
have not been matched by similar changes in the composition of staff. As a
result women and ‘black’ people remain under represented in academic and
professional positions in HEIs (2001(b) i6)= Walters makes a crucial point,
which helps to illuminatg. the dls]uncture between lecturer expectations of
student behaviour and the actual behaviour dlsplayed in, class She argues
that while representation of women and ‘black students have increased, these

changes have not been matched w1th changes in “)J the curricula, the

pedagogical processes, the! |structurall arrangements or| the culture” of the

institution (Walters, 2001 (b) 6)‘ e

The case study also expgsed: gertain student behaviqur (i.e. the inability to
take notes, problem —eoive ar;d geneeei i;ﬁactiizity v‘in class), which lead
lecturers to question students’ levels of dedication to their course and field of
study in general. The arguments presented earlier regarding curriculum
structures and the quality of initial education prdvide some insights. The
position of Beaty (1997) that correlates student approaches to learning (and
possible behaviour in class) to their reasons for continuing their studies at

higher education also needs consideration. Beaty suggests that students

'% In the interview with Andrew, he mentioned that while at school we worked in the motorcycle shop and had
access to his own workshop with all the necessary tools. He ascribes these factors as crucial to the
development of his current level of practical mechanical skills, even though he went to a university where the

focus is more on the theoretical aspects of mechanics.
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display differences in relation to their learning orientations. Learning
orientations not only identify vocational, academic, personal and social
orientations, but also account for variations in the focus of interest in ones
studies. Students either have an intrinsic interest in the actual content of the
course or an extrinsic concern with the qualification or with moving up the
educational ‘ladder” without any clear goal (In Herman, 1998:186). One could
speculate that because technikons promote an image that closely links a
diploma (particularly in the engineering field) with employment and status,
for many ‘black’ students the extrinsic interest combined with the economic

realities most have to face, far outweighs more intrinsic motivations for

completing a course.

cational experiences

of HEIs (including

on what students expect &

encountered within the H

Pentech) to take cognizance of the need to adapt and change the various

curriculum and pedagog%hvl Isl‘zlEllES SKI ;Ee&aa{p?'f)q“_,rggcommodate the
changes in the demogra,ﬂlniT.P;gfi‘e %f thiribjudint B{)ﬁgﬂaﬁion, may account

for some of the descriptions of the students presented in the case study.

Limitations of the case study

A key limitation of the case study methodology relates to generalisablity
(Punch, 1998: 153). Although Denzin(1983) argues that generalisation should
not necessarily be the objective of all research projects whether they are case
studies or not (in Punch, 1998: 154). As Riley (1990) suggests it should be
recognised that the interpretations offered here are personal and other

interpretations of the data and the findings will always be possible. This
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research study is a limited case study and there is a certain level of
uncertainty as to how far the interpretations can be taken outside the case
study environment. The possibilities for implementation raised in the final

chapter, therefore need to be viewed in light of these comments.

The focus of the study was on the lecturers’ understanding and experience of
their own teaching and learning approaches. A consequence of this is that the
voice and perception of the student is absent. This lack of insight into the
realm of student learning in an HE environment is an obvious limitation of
this study. The use of observation methods may have helped to corroborate
some of the behaviours described by lecturers. Furthermore, interviews with
students would have prov1ded valuable: mS’ights into some of the arguments
presented in this chaptér regardmg the mea.ctpf mltlal -edueation on the HE
learning experiences of students,” hmv stadent m®t1vat10n for continued
studies affects learning approaches anc\i behakurs in class the impact of the

curricula on their learning outcomes and approaches and fhe extent to which

the staff profile affects the lea::mng Envtronment,for the student

The analysis of the fmciiilrlgiéhbv;ﬂé’vér poirit to the 'he_efd forya more in-depth
understanding of student learn.mg expenences Wlthln the HEI context
particularly within a lifelong learmng framework Such understandings
would significantly assist any attempts to implement holistic and humanistic
approaches of lifelong learning in a higher education context. Further research
into the contextual realities of learners initial and diffuse learning
environments and their impact and influence on learning undertaking in HE
would be extremely beneficial to understanding the complexity of

implementing lifelong learning strategies in the South Africa higher education

context.
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The case study focused primarily on the learning and teaching approaches
advocated by the Candy Study (and to a lesser degree by those of the Cape
Town Statement) that encourages students to become lifelong learners. As a
result it did not adequately interrogate issues of knowledge construction in
the classroom, lecturers theoretical understandings of pedagogical and
curriculum structures and the underlying values promoted, by the curriculum
or how the racial demographics of staff impact on the development of lifelong

learning attributes. Only speculative claims on these issues have been offered.

Concluding comments

In summary, the analysis of the case study fmdlngs have resulted in the
following concluding Camrfients that Wﬂl prowde seme ansyers to the main
research question of the mini-thesis: In what ways are. the lemmng and teaching
methods used by the Mechamcal Engznemng Des:gn gl lecturers at Peninsula
Technikon supportive of the lzfelong leézrnmg teacHzng and learning processes

suggested by the Candy Study ( 1994) and t%ze Cape Town State*ment (2001 )?

The most crucial 1n51ght that the fmdmgs and ana1y51s of th1s case study
generated is the level of compIex1ty and mterrelatedness of factors that are
both internal and external tto ‘thesife, df the, classrogm.” As a result it was
difficult to illustrate these interrelated connections by separating each of these
influences (i.e. the view on lifelong learning, characteristics of teaching staff,
teaching methods and curriculum issues) into the neatly defined boundaries
of the various thematic categories. In the interest of continuity and clarity I
however decided to present the interpretations using these thematic

categories followed by concluding comments, which seek to illustrate the

overall interconnections.
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The case study provides a window into the reality of the current state of

learning and teaching practices at Pentech. It also raises the complexity of

introducing a lifelong learning philosophy to direct and shape not only
curriculum and pedagogical development at a HEI but the overall functioning
of the institution.

* Pentech’s approach to lifelong learning seems to mirror current national
and international trends in this area. While lifelong learning is given some
priority in policy statements, little clarity is provided around its meaning
or purposes for the institution. Any conceptualizations of lifelong learning
held by Pentech are framed alongside adult education provisions through
the Centre for Continuing Education and reside outside mainstream
academic activities. Its 1mphed meamng resonates more with human
capital and economisti¢ dlscourses, through the high-priority placed on
vocational educational aims and Qb]ectwes, than those Gf more holistic and
humanistic consmleratlons 1 ‘ -

* The characteristics of the| |case | study staff support the proposed
characteristics that the Candy Study suggests is| [...the most vital
determinant of whether or not graduates ~choose to become lifelong
learners” (In Candy, 1996: [7°8). [Theecase study was however unable to
show how these charagteristics are tra.nsferred in_the, classroom and
actually results in learners dlsplaymg l1felong learmng attributes. In
relation to the staff racial profiles at the institution, evidence suggests
these to be particularly skewed. It supported trends in South African
HEI's that changes in the racial demographics of student populations
have not been matched by those of staff demographics or changes in the
nature of the curricula, pedagogy, structural arrangements or ethos. Since
the study did not seek to investigate the racial demographics of staff

impacts on lifelong learning, only speculative claims of racial and gender

role modeling are made.
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The analysis of the case study further suggests that teaching and learning
approaches used only marginally correlate with those proposed by the
Candy Study (1994) and Cape Town Statement (2001). In accounting for
the possible reasons for this, the analysis suggests that firstly, lecturers do
not possess suitable pedagogical skills and understandings to implement
these approaches. Secondly, the pedagogical and curriculum framework
of the department and institution do not promote or facilitate the
incorporation of these lifelong learning approaches.

In attempting to understand whether the curriculum framework of the
case study adheres to those suggested by the Candy Study (1994) and
Cape Town Statement (2001), the analysis concluded that there was little
evidence to confirm this. The lack.of-a-systematic introduction into the
field of study or offerifig-a- ténféfémeil and Comparatlve framework for
viewing the field of study-is.sited ds resulting in the case study students
being unable to learn) and acqmre the spemflc engmeermg culture and
values required by then' lecturers and mdustr}f The assumed inability of
students to take notes and complete problem- solvmg tasks is linked to the
exclusion of effectlve informatior titeracy and leammg 8 learn skills in
the curriculum corltenty, Tha, ahalysis con;:lurded“tha“lt ‘the curriculum
structure viewed from Bernstein's(1971  in, Ross,2000) framework
resembled a collection code f}rpe and ﬂiis ﬁad épedﬁc imﬁli_cations of how
knowledge was constructed, the position held by lecturers and students
in the classroom and how subject content was processed. It is proposed
that curricula classified as collection code types do not support lifelong
learning approaches. Suggestions were also proposed that the curriculum
of the case study did not adequately acknowledge or accommodate the
initial education experiences of its learners. Of particular importance is
the realization of the interrelated nature of the classroom curriculum
structures with those espoused by the institution as a whole. The value of

the Cape Town Statement’s (2001) systematic and holistic approach to
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implementing lifelong learning at HEIs is recognised. Without such an
approach the kinds of curriculum formulation suggested by the Candy
Study (1994) is unlikely to be implemented at a classroom level.

The descriptions of students in this case study confirm the importance of
Belanger’s (1994) framework of lifelong learning which sees learning as
the totality of all learning activities undertaken during the life cycle. It
concludes that all learning formal, informal and non-formal is interlinked
and that the quality of learning in the first cycle i.e. initial education
determines future patterns of learning for that individual. In addition it is
counterproductive to focus on only one aspect ie. HE without
considering the impact of other parts of the whole i.e. initial education
and diffuse learning environments.. (Walters and Watters: 2000: 10).
Accepting Belanger/s-(1994) understandmgs wbuld requ.lre that HEIs and
in particular HBIs in South Afrida not only recognise the initial and
diffuse learning envii‘z[gnme%ft"s of \,their sttiideril"]cis,xbut?lso ensure that the

curriculum structures ‘of their céé}lrses ‘adecﬁuatelﬂ accommodate the

influences of these Iea;rrﬁng env1romhents \ | ‘, ‘}T
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Final Chapter

Implementation possibilities for lifelong learning teaching and learning

approaches in higher education in South Africa.

The purpose of the case study was to obtain an in-depth understanding of the
nature of lifelong learning teaching and learning approaches within the
context of a South African technikon environment. Through the articulation of
some of the case study insights, possibilities within higher education for
implementing lifelong learning approaches advanced by the Candy Study
(1994) and Cape Town Statement (2001), are explored.

The South African context presents a unique challenge to lifelong learning.
The competing needs of economic development, social justice and equity
demands, jostle for at_tenti—qn,ai}d;édvaﬁtiage.l ‘Under-these circumstances,
higher education institutions are eelfiri{peileidi t0] ed‘ep;’g ‘l.ifelong learning
approaches that supportrholistie;and-humanistic-yalues. Only through the
adoption of a more inclusive appfoach £o ﬁfelong learning can the
development of skills, atl:rlbutes and qualmes of md1v1duéls in society reach
beyond the narrow reqmrements of the Workplaee Educatmnal priorities can
then also include the development of actlve cmzenshlp and democracy,
allowing individuals to engage meamngfully in the debates and activities of
the country on social, pohhcal economic and Cultirral levels Lifelong learning
from this position in higher education is presented as an opportunity to

appease both the needs of the economy and those of social justice and equity

in South Africa.

Holistic and humanistic approaches to lifelong learning represent a visionary
yet complex approach to higher education, particularly to teaching and
learning processes. It demands of institutions, educators and researchers in
this context, to look beyond their learning environment and acknowledge the
impact and influence of initial, diffuse and other adult education

environments and formal, informal and non-formal learning activities. This
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broadened focus is both a challenging and intimidating experience that

requires the vision and political will of those who lead higher education

institutions.

The implementation of lifelong learning from this position requires major
structural, pedagogical and curricula interventions. Changes in pedagogical
and curricula strategies can only occur over time and are very demanding.
Changes of this nature therefore require continued commitment not only from
academic staff but also from management. Pedagogical and curricula changes
also necessitate intense skills development for academic staff in the area of
pedagogy and adult education methodologies. Skills development will enable
lecturers to understand the nature of the learmng environment in higher
education and be better equipped 16- rmplement the-kinds of approaches
advocated by the Candy Study (1994) and the Cape Town Statement (2001).

Any pedagogical and cutrit:ula chanigeé implemeﬁted by higher education
institutions need to take cqgmzance of the contextual reahtles of learning
environments in South- “Africa OF spec;ﬁt: Jmportance aré, the challenges
presented by the character of 1ts students espec1ally in relauon to their initial
and diffuse learning experlences thelr 1nterest and motlvatlons for continued
studies and their approaches to Iearmng. Fhe' Candy Study (1994) provides a
very useful assessment tool against which teaching, learning and curriculum
development within higher education can be judged. It is a useful guide for
identifying the kinds of lifelong learning methods that need to be. introduced
and a constructive benchmark to direct implementation approaches. On the
cautionary side however the Candy Study is a valuable identification and
assessment tool, but provides no practical direction or methods for
implementing the teaching and learning processes it proposes. The
generalisation of the Candy Study to the contextual realities of the South

African higher education environment is also raised as a contentious issue.
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Final Chapter

The recommendations of the Candy Study, if implemented are insufficient on
their own to enact an institution wide lifelong learning ethos. One could
speculate that implementing the recommended approaches by itself might be
insufficient to contribute to the development of lifelong learning attributes for
students. Implementing a holistic and systematic approach to lifelong
learning in higher education, assumes that students and staff are firstly, seen
as lifelong learners and secondly, encouraged to become lifelong learners.
Any attempt to introduce lifelong learning from this standpoint would need
to approach implementation from the position of the Cape Town Statement
(2001). The Statement proposes that only through an enabling environment
(for both staff and students), that supports and regulates practice across all
institutional functions will a true 11felong learnmg higher education institution
be developed. The six ch@raetermtic elements @f thls statement provide a
useful point of departure “The rndrvrdual contextual reaht:res of each
institution should be acknowledged wﬁ:h modrﬁcatwns and adaptatrons to the
elements of the statement made as reqmred Only when an institution adopts
an overarching framework hke the CapL: Town Statement tP facilitate its path
in becoming a lrfelongleammg —RSHEHON, wﬂl teachifig and learning

approaches start to reflegta lifelong learrgn_g philesophy.
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APPENDIX 1

PENINSULA @ TECHNIKON

VISION

THE PENINSULA TECHNIKON SHALL
BE A CENTRE OF EXCELLENCE FOR
CAREER EDUCATION.

THE TECHNIKON SHALL BE

RECOGNIZED BY THE COMMUNITY,

COMMERCE AND INDUSTRY AS |
WELL AS THE PUBLIC SECTOR AS
BEING RESPONSIVE TO THE
NEEDS OF SOCIETY.

THE TECHNIKON SHALL BE A’
NON-RACIAL, NON-SEXIST AND
DEMOCRATIC COMMUNITY.

VALUES

WE BELIEVE IN:

MUTUAL RESPECT
TRUST

FREEDOM WITH
RESPONSIBILITY
UNITY OF PURPOSE
LOYALTY
ACCOUNTABILITY
HONESTY

MISSION

WE DEVELOP ACADEMICALLY, SOCIALLY
~~ANDTECHNOLOGICALLY COMPETENT

~~STUDENTSWHO-ARE-RESPONSIVE TO THE

BROADER NEEDS AND CHALLENGES OF
~SQCIETY.BY:

PROMOTING|AN ENVIRONMENT
CONDUCIVE TO HUMAN

- DEVELOPMENT.

' FACILITATING APPROPRIATE TUITION,
13 CO-QPERATIVE EDUCATION AND

SUPPORT ACCORDING TO THE
ACADEMIC NEEDS OF OUR STUDENTS.

ENCOURAGING STAFF
COMMITMENT TO QUALITY
EDUCATION AND SERVICE.

OFFERING PROGRAMMES FOR
EDUCATIONALLY DISADVANTAGED
STUDENTS.

FOSTERING LIFELONG LEARNING.
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APPENDIX 2

The Teaching and Learning Processes of the Cape Town Statement

[2001]

Educators encourage seif-directed learning, engage with the knowledges,
interest and life situations which Jearmers bring to their education and use open
and resource based learning approaches.

@

Educators engage with the knowledges, interest and life situations that
learners contribute to the teaching / learming processes and they build on the
rescurces and sxperiences of the teamers. Different ‘ways of knowing’ are
valued which enable marginalized social groups to be full participants in the
creation and dissemination of knowledge.

Educators facilitate and manage learning rather than dispense information.
Learners are seen by educators as co-creators of knowledge and are often
encouraged to participate in the design of leaming activiies including
mechanisms of continuous svaluation and feedback.

Educators recognise the need for reﬁectwe { practice based learning.

Educators recognise the-vallie- 0’? keevingm} ig datewith, theories and best
practices of adult Iear‘ﬁiﬁg atross*a'gé‘aﬁdfo*merdﬁferences

Educators and leamers feccgms«e th»af feammg mﬁghe#eﬁucanon can take

place according to flexible schedules and at different locations. They

incorporate this into cc\uﬂse desrgn Laﬁd presentg fon aﬁm ensure that the
materials and structurss for iaammd \maﬁe ]aVaﬂaM& thréugh the institution
overcome the barriers |&f piace spece t;me and ééce which restrict
opportunities for leammgm rraditionat-stie r:e;sf — 8

The institution makesits msqum-b&aed §eammg snvirenment accessible to
{garners wheraver they-are; not just of eampus. Leamers af&’encouraged to
make use of support services such as the library. Such services are made
available through suitable technology ateotding 1 théinéeds of the students’
off-campus as well as on campus.

Course presentation and opportunities to enroll for an study courses include
the use of multi-and combined-media delivery and support, utilising the
technologies, both ¢ld and new, and the flexible learming structures of open
and distance leaming. This includes print, correspondence, mass media,
occasional face-to-face tutorials and study groups, ICT ete.

Provision is made for self-paced independent study by providing for
students to study effectively wherever, whenever and whatever pace is
appropriate for them.

Assessment takes place in various forms and continuously.

Programmes include opportunities for experiential learming {e.g. field work,
workplace learning, community service leaming).
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APPENDIX 3

The Capé Town Statements’ six sets of characteristic elements, which are
necessary to support a lifelong, learning higher education institution. [2001:6]

Characteristic Elements

Description

Overarching frameworks provide the
context, which facilitate an HEI to operate

e hmsching as a lifelong learning institution. These are:

_ Frameworks Regulatory, Financial and Cultural/Social.
Partnerships and linkages include the

2. | Strategic Partnerships followin_g: forming ‘relationships
and Linkages internationally; forming relationships with
other institutions; forming relationships
within institutions as well as forming

relationships with other groups in society.
Research is understood in a broad sense
3. Research and includes working across disciplines
and / or across institutions. Lifelong
| learning-is.regarded as an important and

X e lEGMAatefESearch-area.

L —s e e eﬁcaurage self-directed

| learning, engage with the knowledges,
4- Leat:?:; ?ii:gses “interests -and lifessituations which learners
bnng to their educat;on and use open and

1 “‘w re @urce based beamfng approaches.
‘ 1 1 J 1
5 Administration—— Serwae to learers.is the top priority of the
Policies and adminisiration————
MechanishSW [V F R SITY o/ the

5. Student Support . "|Léarners,] age supperted  to  become

mdependent leamers in various ways.

Systems and Services
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APPENDIX 3

A brief synopsis of each element and the motivation behind its inclusion.

1. Overarching Frameworks
This category is included to promote the argument that individual programmes grounded
in a lifelong learning framework cannot exist in a vacuum and needs the support of an

enabling system. {Walters, 2001:5].

2. Strategic Partnerships and Linkages
The need for networking both within the institution and across institutions in civil society

including the economy and government is promoted. [Walters, 2001:86].

3. Research
The promotion and recognition of a range of research approaches and research subjects

is central to this characteristic, and as Walters argues represents in many ways some of
the core shifts required by the institution ;[2,100’1;6};7

4. The Teaching and Learning Procésses. |

This characteristic element givesyexpression-to @ comprehénsive list of provisions to
ensure that the learning land teaching| approaches at the| institution encourage and
promote the development of lifelong learners. A key inclusion is the focus on knowledge
in particular the recognition-of }g:ar?ne{sf knowiedge: diffgrgﬁt““ways of knowing” and the

role learners play in the co-creation of knowledge.

5. Administration Pohcles and Mechamsms

This characteristic suggests that crucial to whether a l|felong learning HEI can exist is the
level to which the institution is effectively and efficiently administered. Lifelong leaming
HEl's therefore promote and embrace notions of lifelong learning in their information
booklets and mission statements, prior learning is recognised and programmes are in
place to facilitate implementation of recognition of prior learning, more flexible curricular
options are introduced and there is increased flexibility in progression rates, movement

between different study modes and entry and exit points.

6. Student Support Systems and Services

The provision of various support structures to ensure that learners are able to achieve
and succeed in the higher education environment is seen as critically important. The
needs of part-time, distant and students with disability are also put on the agenda.
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APPENDIX 4

Mechanical Engineering Course Structure
Mechanical Engineering Design Iff — Case Siudy class

Undergraduate engineering diploma courses al technikon’s are typically run on a
semester hasis {i.2. B.months) In order to be awarded a diploma in any of the enginesring
offerfing at Pentech, (this is also consistent at ail other technikon’s in South Africa)
students need {o complete four semesters of theorefical study based at the institution and
twa semasters of in-service fraining or experiential training at & co-operating accredited
industrial employer. Students at Pentech have two options when constructing their
diploma:
1. They can complete the theoretical component of the course first and then
complete the n-service traiping component fcomplete $1-84 then go out on in-

service training].
2. They can “sandwich” the in-service component between the theoretical ones

54 student would have spemt t ieast tw ﬁ, ars } ‘rth:e iﬂétituﬁa ] .havm'g gained a fair
amount of theoretical expnsﬁir int t e mi&xam } engingering. The current S4
cohort in the mechanical e ixgﬂe,,gﬁgd “pjglrlx is made ) of bihen 37 - 50 students.

[Due to a number of stude@mmaﬁng«eeﬁam%e&:e?@@%@%’@number may varyl.
These students have tolccmpieife B Lsu jach: tp %}e accred:ted with the S4 level

H\m

qualification. Two of these sub;ea‘fs are cumpmsow ‘e!reé‘mfeé and for the rest of their
subject options they have 8\¢hgiteior 5 b her lective apﬂansm f@‘general each subject is
allocated +- 6 hours of farmal contact time [.e. lectures, pratrcals, lab time or tutorials per
week. This usually leaves the student with +- 5 out of a tofal of 45 free periods a week,
which is described as “normal” for the engineering disciplines.

The Mechanical Engineering Design Il classroom is a S4 fevel subject. A pre-requisite
for taking-this subject is Mechanical Engineeting Design 1t and Strength of Materials,
which is offered at the S3 level and Communication Skills offered at 81 level. Students
typically have contact time with the ltecturer on a Tuesday with lectures running from 11
am — 4 pm. it is suggested thal this subject offers the most integrated approach to the
diploma and draws on many of the skills, practices, theories and knowledges developed

during the course of the diploma.
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APPENDIX 5
Guiding Interview Questions

Questions directed at Design lll lecturers

Overarching Question Sub - questions

What kinds of teaching
methods do you use in
your classroom?

How would you describe your teaching approach’?

Describe a typical lecture period?

What do you regard as the most importance thing / things students
should learn during your course and as a result of their technikon studies?

In what ways do you think students learn best?

To what extent do you think students learn these important issues as a
result of your class / or as a result of your approach o learning and
teaching?

What are the skills, attributes, qualities you believe industry / life will
demand from your students?

How does what is happening in your classroom help students to foster or
develop these skills?

Leaming as it applies to -2 How do you feel about Mechanical Engineering (the discipline) and the

you.

Design 1l course in particular? How did you end up deing what you are
doing (now) in this field?
Do you belong to any professuanal bodies associated with your field or
any otherfield? 8
How rmpadanf do you thmk its-for-aeademic sfaff fo continue fo study or
lean?
= Areyou engaged in any.learning actxwty at the moment, either as part of
your personal-or work fife? -
| Are you invalved in any résearch wark? Could-you tell e something
about this? |
| How dlpes your studigs / research impact on what happens in the
| classmom”
—=—AreyouTeading-any-booksat the- mumeﬁt? Which books?
= Arey6uinvolved in any exira-curricula or other activities (in your
community) besides legturinga the moment?
= - ‘Would youregard yourself as a lifelong Iéarning? Why? Why nof?

Clint’s interview themes

1.

o po

o

‘Background information
a. ‘What was your role in mechanical engmeenng
b.  When did you work there? What period did you work there?
¢. inwhat capacity did you work in Mechanical engineering? What was your level of interaction
With 1ecitirers in the department?
How can the teaching methods most commonly be described in mechanical engineering department?
[ssue of ‘student profile’ as defined by LC. Your comments on these
a. Cullural/Gender/Language barriers as perceived by lecturers
b. Leamingissuésoted by lecturers o
i. Students don't seem interested in career / field
ii. Students do not take or are not able to take notes
iil. Lack of problem solving skills and critical thinking skifls in students
iv. Types of expectations that students have i.. notes will be provided, that course is the
correct one for them, what field/profession is about and nature of job prospects
c. How does the depariment deal with these kinds of issues?
Course content - extent /impact of syllabus constraints on teaching?

Cuficuliiii structure; Based o howhie curficuliim is stictired, whatis e key objeciive of the coiirse?
What does the course hope to achieve?

http://etd.uwc.ac.za/




PENINSULA TECHNIKON

(Excluding Enrolments Subsequently Crancelled)
As at 10/19/01

Note: The above figures represent enrolménts-for Enginesring qualifications-onty.—

They do not reflect total enroiments in Pentech Departments.

For example, Chemical Engineering @dbmsga]’wr}_h
Physical Science. The Department also has Analytica

but these are not reflected here.

Inform/query/students/women_in_eng_01

10/18/01

WEST

r{%e‘ﬁ)gpa}tm‘gnt;of

Chemlstry enrolments,

ERN CA PE

Sheet1, Page 1 of 1

http://étd.uwc.ac.za/

APPENDIX &

WOMEN IN ENGINEERING: 1985, 1995, 2000, 2001 ENROLMENTS

Year F M Total %F
Civil Engineering 1985 0 62 62 0.0%
1995 26 261 287 9.1%
2000 94 300 394 23.9%
- 2001 98 305 403 24.3%
Electrical Engineering 1985 1 49 50 2.0%
1995 30 467 497 6.0%
2000 103 432 535 19.3%
2001 108 385 493 21.9%
Mechanical Engineering 1985 0 25 25 0.0%
1995 38 468 506 7.5%
2000 125 558 683 18.3%
. 2001 148 593 741 20.0%

Chemical Engineering 1985 0 0 0 n/a
1995 41 128 169 24.3%
2000 100 1 233 42.9%
2001 9 — y 9%

TOTAL 1985 - 136 1 0.
1995 “yr 182 14 o
2000) | / |
2001 erld BTy 24.2%

|

slrti

Department of Strategic Planning
and Management Information




APPENDIX 7

Lifelong Learning Rescarch Study
Stucdent Biographical Information Sheet

Please complete the following questionnaire. It will only be used for research
purposes and only the researcher will have access to the information provided.

Nama

Surname

Date of birth Current age

Place of birth MALE FEMALE
Home Address Study Address (if different from Home)

e appropriate

o
1

1. In what year did you complete yout matrics
f Before 1996 ,7 1296 ‘ 1897 I .'CQ,S | 1988 1

idies? r";;;!:orovidethename

UNIVERSIT Y of the
3. Did ttend ther educationahinstitutien aft triculated, but bef t.
Pantout? f yes pioaes mdioats &8 Nate o thh iettbbor O fos 23uk2 vEy commotod,

YES NO
Name of institution Name of course

2. Atwhich high school did you co
of the last school you attended.

4. Have you had any work experience before you started your diploma? If yes please indicate if it

was related or unrelated to your current course.
[ YES [ NO | Related to course | Unrelated to Course |

5.How long has it taken you to reach S4 level in the Mechanical Engineering Diploma?
l 1 % years | 2 years | 2% -3years | Morethan 3years |

6. In-service training: When do you intend completing your in-service training? If you have already

completed in-service training please indicate this as well.
After S4 Completed after | Completed after | Received acredit | Other options

|
! 82 3

7. When will you qualify for your diploma? In what year will you graduate?
[ 2001 | 2002 i 2003 i After 2004 |

Many thanks for your participation

http://etd.uwc.ac.za/
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