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ABSTRACT

Twenty-five years into democracy, the space of South African higher education is a contested one, with
conflicting meanings for students. In 2015 and 2016, student protests [#Feesmustfall and #Rhodesmustfall]
swept the country, calling for equitable access to education and improved material realities and rejecting
dominant knowledge production systems. What meanings then, were students deriving from higher education
spaces, particularly in a context where increasing welfare expectations and responsibilities were being foisted on

the sector?

This study contributes to an understanding of students knowings of informal campus spaces related to food,
accommodation and transport. This study deliberately focusses on students knowings, thereby giving a diverse
group of undergraduate and postgraduate students the opportunity to voice their understanding of the
significance of informal campus spaces. It employed spatiality, knowing and spatial justice as the lens with which
to view students’ meaning-making of these informal spaces as well as collaborative and creatively inspired art
based approach utilising visual methods for both data production and analysis. Co-produced photographs of
students in informal spaces on campus that were meaningful were filtered through a focus group to select images
that best reflected being a student in higher education in post-apartheid South Africa. These photographs were
then displayed to a broader body of students at an exhibition on campus for further meaning-making. The data

was analysed using critical discourse analysis, presentational analysis and the metaphor of ‘mobile’.

The study suggests that students’ future aspirations for a life outside of campus are very much entangled within
their past and present experience of their spatiality of higher education. Furthermore, these spatialities are
entangled both within and outside of students and their freedom to act arises from an interplay of relations.
Typologies of students and associated actions are proposed as abstracted conceptions of student negotiations
of their spatialities on campus. The metaphor of a dandelion is used to illustrate a form of knowings that places
the student not as a recipient of external influences, but as an agent of mindful actions. This celebrates students

knowings as dialogical, discursive and deliberative.

This research document deliberately debunks conventions in terms of layout in order to be true to the
methodology, metaphor and the phenomenon. The mobile metaphor, illustrates that the phenomenon of
students knowings of spatialities is constantly interacting and continually in flux, conspiring to enable, dismiss or
suspend students’ freedom to aspire. This representation emphasises that the form of the thesis should not be
divorced from the content, especially when adopting a visual methodological approach which encourages the

reader to find new meanings in the data through their own re-readings thereof.



A NOTE TO THE READER

Mobilising spatial knowings: Students and higher education spaces was conceptualised pre-COVID-19
as an experiential hard copy document. However, the thesis had to undergo reformatting to comply
with UKZN’s digital submission requirements. In reformatting, some of the document’s intents were
translatable from hard copy to digital, while others were not. This note to the reader serves to make

the original form and meaning explicit and to explain the translation into a digital format.

The thesis uses the mobile as a representational and analytical device, and the middle section of the
document was to contain diagrams [as leaves of a mobile] which the reader was to pull out and read in
tandem with the descriptive text in the body of the document. The pull-out pages were each to
represent particular thematic parts of the mobile and were to be printed on tracing paper. The choice
of transparent paper was intentional as it would have allowed the reader to see through the pages to

the layers of diagrams below.

The aim of this representational strategy was to enable the reader to interact with the thesis through a
literal unfolding of the data, thereby potentially invoking further meanings from the reader of the
phenomenon of students knowings. In assembling this form of representation, | had chosen to reflect
constructing, assembling and re-assembling as a continuous development of the data production and
analytical processes. All elements were to become entangled in one another as a deliberative strategy

to capture the richness and fluidity of the data.

In the translation from hard copy to a digital format the thesis was conceptualised as two parts, namely,
a textual and a graphic component, with the latter containing the diagrams of the mobiles. The visual
layering of diagrams over one another was not replicable in the digital format; however, it is hoped that
the reader will still appreciate the intent of constructing and assembling a relationship between text

and visuals as navigating through the finding and analysis section of the document.
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SECTION A

Setting up the study




Prologue O

Prologue to SECTION A

The thesis is structured into three sections. The first section [A] sets up the foundational knowings for
the study, the second section [B] is engaging in the field, and the last section [C] is an abstraction of data

from the field.

Section A consists of three parts. Part one includes the contextual background to the study and an
explanation of the phenomenon [Chapter one]. Part two includes the literature review and conceptual
framework [Chapters two and three] and Part three covers the methodology, methods and analytical

framework [Chapters four, five and six].

Section B consists of a single part, Part four and is composed of three chapters [Chapters seven, eight
and nine], with each describing and analysing the findings from the adopted methods. Section C is
composed of Part five and constitutes the thesis of the thesis [Chapter ten]. See Figure A.1 on page

four for a diagrammatic overview of the structure of this thesis report.

This study deliberately adopts a unique representational form in Section B, defying convention and
taking liberties by extending the arts-based methodology to encourage new ways of knowing and
drawing the visual methods adopted in the data production strategy within the body of the thesis. The
aim of this representational strategy is to engage the reader in the experience of interacting with the
thesis through the unfolding of the data, thereby potentially invoking further knowings from the reader
of the phenomenon. The purpose is to also invoke a reader response in the construction of the

meanings of the thesis.

Furthermore, the font style, layout and graphics that are utilised purposefully evade doctoral
prescriptions in order to contribute to my creative expression and the reader’s pleasure in engaging
with the thesis beyond the text and the arguments it conveys. | made specific design decisions
throughout the thesis to enhance the reader’s experience and to create an object that is both

meaningful and beautiful.

A more exhaustive explanation of the contents of Sections B and C is made preceding the chapters they
introduce which readers will discover as they progress deeper into the thesis content. These are noted
as prologues to each section, serving as designed interruptions that demarcate each section and provide
an orientation for the reader as well as an explanation of the architecture of each section. An

explanation of the contents of Section A, Parts one, two and three follows.



Prologue O

The first chapter, in Part One, discusses the broader landscape of higher education and the external and
internal forces shaping institutions before settling on a contextual discussion of higher education in
South Africa. The focus of the study [students knowings] is further narrowed to particular spaces on
campus. The particular spaces of HE within this study are delimited to the locus of informal spaces,
outside of formal teaching and learning venues: spaces where food is bought, made and consumed,;
residential accommodation both on and off-campus, and spaces related to the various modes of
transport, such as car parks, bus stops and taxi ranks which students utilise daily. Chapter one produces
the structuring framework for the thesis by presenting the aims, the critical research questions, the

problematic and a justification for the study.

Part Two of the opening section of the thesis is constituted by the second chapter which constructs the
conceptual framework as three interlinked concepts of [students] knowings, spatiality and spatial
justice which together provided the lens through which to view the phenomenon. The inter-
relationship between these concepts is further discussed in Chapter three within the contemporary
discourses on HE informal spaces of food, accommodation and transport. This addresses spatial
injustices both known and yet to be known within the informal spaces of HE alongside student agencies

deployed to address these injustices.

A trinity of methodology chapters constitutes Part three of Section A. The arts-based methodological
foundations [Chapter four] are discussed along with the interpretivist stance adopted to produce the
data. The methods section introduces the site as a historically white but now merged university in
South Africa, discusses the difficulties encountered in adopting an innovative data production strategy
[Chapter five] and highlights the unique means adopted to analyse and represent the findings [Chapter

six].

| entered the field with a particular understanding of students knowings® and with an approach
informed by an arts-based methodology. Several aspects of the initial research design, including the
spaces focussed on, the methods adopted, and the theoretical aspects informing the study, shifted
upon entering the field and in analysing the data. In the shifting of my positionality from a practitioner,
in the setting up of the study, to the philosopher, in relation to the argument of the thesis, the
prominence of the site of the study receded from the foreground to enable the phenomenon of

students knowings to come to the fore to be theorised. Section A is thus written true to the original

1 An explanation of the use of terms:

1. Students’ knowings is related to the multiple personal [and possessive] levels of knowing —and is hence a plural form.

2. Students knowings as a theoretical verbal adjective functioning as a noun [i.e., a gerundive] refers to the abstracted conceptualisation of the meaning-
makings by students as a collective.

The latter is the term adopted throughout this thesis.



Prologue [

understanding of the phenomenon upon entering the field. Sections B and C introduce further theories

and concepts that arose in the process of analysing and theorising the data.

Section A is viewed as setting up the study before entry into the field. Section B is then written true to
the unfolding and emerging understanding of the phenomenon whilst in the field. Finally, Section C
presents a synthetic overview of the thesis in terms of insights gained and re-connects its contribution

to the broader socio-spatial context of HE.

EEC
SECTION C

ABSTRACTING from the field

PART 5

Chapter Ten: Synthesis of the
study

PART 6

References

Appendices

Figure A.1. Structure of the thesis as three Sections, six Parts and ten Chapters



PART 1 Chapter one: Tentative beginnings

1.1 INTRODUCTION

In his State of the Nation address on 20 June 2019, South African President Cyril Ramaphosa
remarked:
It is hard for you, the student from Sol Plaatjie University who must rely on a thin stipend from your
parents to feed yourself. Yours are the lived struggles of the people of this nation...I am hopeful
because | have walked with the people of this country — the nurses and health care workers, our
men and women in uniform, the teachers in our schools, the students who despite their family’s
hardship are determined to succeed and the youth who are trying to start their own businesses, to

invent and create and to rise above their circumstance [Emphasis author’s own].

Eight months later, in his State of the Nation address on 13 February 2020, he noted that:
More than half of all young people are unemployed. We need to make this country work for
young people, so that they can work for our country...The solution to this crisis must be two-
pronged - we must all create opportunities for youth employment and self-employment [Emphasis

author’s own].

The reference in 2019 to the hardships students face in supporting their material needs whilst studying
and the tenacity and resourcefulness of the youth in South Africa resonated with me on multiple levels.
This is because, firstly, it captures the complex nature of students knowings [as well as the empathetic
approach] that this study aimed to explore within the context of higher education [HE] spaces in a
historically white university campus in South Africa. Secondly, in grasping the interwoven threads of
students’ past, their present struggles and their hopes for the future, Ramaphosa asserts that the youth
are attempting to change their circumstances notwithstanding the difficulties they endure. Thirdly, in
walking with students, he declares his intention to share in their everyday lived experiences and

expresses his empathetic view of their plight to the nation.

The second presidential address shifts to future opportunities for South African youth. While the first
speech portrays students as resolute and unwavering in their efforts to get ahead, at the same time, it
acknowledges they face formidable barriers in the future in terms of unemployment. Finally, in
Ramaphosa’s second address in 2020, the paradox of knowing of the future of the youth and their
relationship to serving and being served by the country is illuminated. The youth are rendered as
helpless in defining their future without the collective responsibility of the nation to resolve the

problem.
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Four years prior to these State of the Nation addresses students embarked on protests against rising
fees and the prevalence of a western knowledge systems, and demanded change in the HE space. Such
change relates to both their personal circumstances through financial accessibility to university and
liveability whilst studying and to resolving the systemic injustices black students experience in
previously white institutions. In the #Rhodesmustfall protests students denounced the dominant
Eurocentric mode of knowledge production that was said by the movement to privilege whiteness
through its epistemic architecture (Ahmed, 2019), and demanded material and systemic change in the

HE space.

This study explored the significance of HE spaces, particularly those related to students” material needs
and the services of food, accommodation and transport within a post-apartheid® HE institution. It was
framed to explore what students know of these spaces and how these spaces [of material needs and
services] enable or constrain their behaviour and interaction with others and other spaces, as well as
how students then negotiate or redefine their boundaries to shape their future within HE. It aimed to
deeply explore students knowings about being members of an institution and the spatiality of a HE

context located in a particular time, place and history.

1.1.1 FROM KNOWING STUDENTS TO STUDENTS KNOWINGS

This chapter is structured as follows: firstly, the study is positioned within the broader contextual
landscape of HE in terms of what is known of students and the challenges they face [how students are
perceived]. This aims to establish a view of students as both victims of circumstance and as agentic
catalysers of change. However, what is known of students is not the focus of the study; it merely serves
to briefly establish the context in which this study is located and frames the issues of inequity within

the context of HE.

The chapter then shifts from what is known of students to students knowings of HE spaces and what
meaning they are making of these spaces. | thus choose to see students not as passive recipients of HE
space, but as actively negotiating the spaces of the HE built environment, navigating the buildings and
spaces in-between as they go about their daily campus life. This is the unique aspect of this study. It
offered an opportunity to understand multiple readings of HE spaces and their associated meanings so

as to explore the relevance of institutional spaces to students.

The last section of the chapter sets out the problematic of the study drawing on recent studies of

students and informal institutional spaces. Being a student in HE is more than just knowing of a formal

1 The term post-apartheid signifies the time frame after apartheid. It does not mean that under the new democratic dispensation that South Africa is
free from the relics of its apartheid past.
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curriculum; other knowings occur through students’ encounters in the spaces of HE which could be
useful to their educational journey. This study focused on the informal and in-between spaces [food,
accommodation and transport] that students occupy and move through as they go about their everyday
lives on campus.?2 The structure of the research methodology is presented before closing the chapter
[See Figure 1.1].

1.2 HIGHER EDUCATION CONTEXT 1.3 SIGNIFICANCE OF INFORMAL 1.4 RESEARCHING STUDENTS
SPACES KNOWINGS
—— N

1.2.1 New students r ‘:o 1.3.1 The welfare university r ‘} 1.4.1 Problematic

Sm—— Sm——
1.2.2 Borrowing spatial planning 1.3.2 Students and informal 1.4.2 Students knowings

spaces

1.2.3 Adopting knowledge 1.4.3 Rationale and significance

Figure 1.1. Structure of Chapter one as three parts

The overall architecture of the thesis was explained in detail in the prologue to this section, Section A
of the thesis. The thesis is composed of three sections, with the prologue to each providing specific

orientations to the detailed discursive structure of each section, part and chapter.

1.2 HIGHER EDUCATION CONTEXT

While this study locates itself within a South African context, the discussion below shows that external
as well as internal forces are continually shaping HE institutions, the students that access them and the
knowledge produced therein. In turn, HE institutions are acting upon these forces. This section
addresses three areas. Firstly, its highlights the conception of the ‘new student’ through increased
cross-border mobility, previously marginalised groups’ access to university and students transitioning
into new territories. Secondly, the physical context of South African HE institutions and their borrowing
of British and American models of campus design are discussed. The final sub-section focuses on the
adoption of western knowledge systems and addressing inequity across institutions through the

knowledge agenda as well as student protests arising from financial as well as epistemic challenges.

2 Food, accommodation and transport spaces are explored in depth in Chapter three.
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1.2.1 ‘NEW STUDENTS’ — MOBILITY
How has the mobility of students locally, nationally and internationally, framed our understanding of

who the students of HE are in the present time?

Internationalisation of education has enabled the mobility of students, staff and curriculum across
borders (Guri-Rosenblit, Sebkova, & Teichler, 2007; Knight, 2012). However, access to such mobility is
dependent on funding, finances, eligibility and fierce competition for selection within the knowledge
economy (Knight, 2012). Knowledge is considered as becoming a globally competitive [must have] asset
and access to and production thereof are important in the global HE ranking scales (Majee & Ress,
2020). This has direct implications for students in terms of highly selective admission procedures
adopted by institutions that are under pressure to benchmark against international norms (ibid).
Internationalisation has been criticised as competitive and elitist — benefitting a minority of scholars
and academics (De Wit, 2020). It is further critiqued for not focussing on the qualitative aspects of
developing good citizenship, preparing work-ready students, improving the quality of research and

making a contribution to society (ibid).

Cross-border and international mobility of students are not without challenges. These lie in both how
international students are received by their host institutions (Majee & Ress, 2020) and their acceptance
by the local student body (Pithouse-Morgan et al., 2012). Further challenges lie in how international
students’ access ultimately contradicts the host institution’s need to address equity goals with regard
to the local student population. Whilst the need to become internationally competitive has led to the
enrolment of more international students in local universities, this could result in a watering down of

the core identity of the indigenous contexts of localised institutional spaces.

Within the localised South African post-apartheid democratic agenda, HE institutions are addressing
social inequalities through accommodating ‘non-traditional students’ that were previously excluded
from full participation in the system. However, non-traditional students face challenges related to their
class, race, ethnicity, gender, and age, as well as perceptions as ‘other’ and are pathologised as
epistemically challenged by institutional gatekeepers (Jama, Mapesela, & Bylefeld, 2008; Read, Archer,
& Leathwood, 2003). Furthermore, some students are deemed better suited to vocational training
within a more diversified HE systemic offering. This raises questions about what constitute appropriate
entry characteristics for access to different kinds of HE. Having been excluded from what are perceived
as prestigious forms of university-type academic institutions, HE is often a targeted aspiration of the
marginalised (Dhunpath & Vithal, 2012). However, questions have been raised about employability
post-graduation from different types of HE institutions (Pauw, Bhorat, Goga, Ncube, & Van der
Westhuizen, 2006; Van Broekhuizen, 2016).
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In the international arena which reiterates local concerns regarding access and exit graduate attributes
and employability, Leathwood and O’Connell (2003, p. 598) derived the term new student following
increased and broader access to HE institutions in the United Kingdom post 1992 in line with the Labour
government’s intentions of a more socially inclusive student community. This would include working-
class and minority ethnic groups that were previously excluded from HE institutions in the United
Kingdom because of financial or exclusionary policies. Increased access to HE has occurred in tandem
with a relative decrease in funding per student and the introduction of student loans and fees. Access
has thus come with constraints for already financially strapped students. In post-apartheid South Africa,
widening access to HE occurred along predominately racial lines, as the black majority was previously

denied access as a consequence of apartheid exclusionary policies.

The financial issues experienced by British students have also burdened South African students and
institutions [discussed further in point 1.3.2], resulting in the #Feesmustfall protests that began in
October 2015 at the University of the Witwatersrand and quickly spread to other campuses across
South Africa. In an attempt to quell the protests, the government announced that fees would not
increase in 2016. The violence that accompanied these protests resulted in negative portrayals of
students. Professor Jonathan Jansen (2017, p. 193), who was Vice-Chancellor of the University of the
Free State at the time, described students as demanding, short-sighted, irresponsible and destructive,
noting the “irrevocable damage being unleashed” (2017, pp. 208-209). Professor Adam Habib, then
Vice-Chancellor of the University of the Witwatersrand (Unknown, 2015), shared similar sentiments.
However, the management critique of student protests is debatable. The protests were certainly not
uniformly interpreted across the system and its stakeholders. Both advocates for and against the
student action critiqued state responses, the police clamp down, and the strategies adopted by the

broad range of groups of protesters and their institutional custodians.

Border crossing on the part of students could further be argued to include matters related to
transitioning from high school to HE, from being a young person to becoming an adult (Christie, 2007).
In HE, students experience new forms of literacies, new social dynamics and new ways of engaging with
knowledge within unfamiliar spaces. This transition is particularly challenging for first generation
students, who do not have the benefit of siblings or family members who have attended university to

guide them through the process of being and becoming a student in HE.

One of the many choices students would have made with regard to accessing HE is whether to stay at
home and commute to university or leave home and live closer to campus. Some students, especially

within the South African context, have little to no choice; they have to leave home to access education.

9
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The spatial mobility of students in the country includes large numbers of "non-traditional” (Jama,
Mapesela, & Bylefeld, 2008) "first-generation Black disadvantaged students" (Fataar, 2018) coming to
university from marginalised communities (Langa, Wangenge-Ouma, Jungblut, & Cloete, 2017).
Students residing in rural areas or townships do not necessarily have the choice to stay at home and
commute to campus since, under apartheid, most of these areas have limited HE options. The obstacles
of distance and unconducive learning environments require that they move closer to campus.
Becoming mobile is thus necessary to access HE. These push factors are enabled in part by bursaries
and loans offered by the National Student Financial Aid Scheme [NSFAS] to support students from

previously disadvantaged backgrounds in their learning and living costs whilst studying.

The notion of students transitioning and shifting border crossings thus takes on varied dimensions

including practical, theoretical, social, political, economic, cultural and epistemological factors.

Who, then, is the new student?

In South Africa, the ‘new student’ is very different to the homogenous predominately white male that
dominated the historically white university landscape.® Both locally and globally, conceptions of the
traditional student as a homogenous 18-24-year-old heterosexual male with time on their hands are no
more. Many students, particularly in historically black universities [HBU] are working women (The
Ministerial Oversight Committee on Transformation in South African Public Universities, 2015). The
differences between today’s students extend beyond the superficial demographics of race and gender
to span differing economic circumstances, cultural backgrounds, abilities, disabilities, levels of flexibility,
family responsibilities, mobility, aspirations and lifeworld that shape their experience and achievement

at HE institutions.

1.2.2  SPATIAL BORROWINGS

How were South African HE institutions constituted and to what purpose?

Africa may claim the oldest HE institution in the world to be in Egypt based on the Islamic model, yet
many institutions on the continent [especially those of the post-independence era] were [re]shaped by
colonial influences and the European model of academic organisation (Teferra & Altbach, 2004). The
shape of HE institutions is thus deeply embedded in epochs of contestation, recontestation and
reformulation. For example, in colonial times, access was limited to produce graduates with the

requisite skills to administer the colony, thereby limiting the curriculum to skills in law and

3 The apartheid regime developed separate education systems for white and black people. Student demographics at most HBU have not changed post-
apartheid whilst those at historically white institutions have changed, some more significantly than others.

10
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administration and the language of instruction to that of the coloniser (ibid). Apart from the academic
model, western spatial planning was also embraced. The notion of a community of scholars separate
from the city, creating an environment conducive to high levels of intellectual thinking (Hargreaves,
1973) was reflected in both campus planning and building design. This created elite enclaves where

the pursuit of knowledge was an inward-facing affair.

This isolationist logic was evident in the design of South African universities and in contemporary times,
it has been reinforced through fences and security measures (Combrinck & Nortjé, 2020). Architecture,

coloniality and [continued] oppression worked hand in glove.

Differentiation in the planning of South Africa’s institutions along racial, language and qualification
levels [as technikon or university] is well explained by Bunting (2006). The intention here is not to
repeat this explanation but rather to explain the different campus planning models adopted by
institutions. Peters (2011) notes that all South African institutions drew to some extent on the Jefferson
Academic village model* exemplified by the University of Virginia. It is recognisable in some institutions
in a central lawn formed and fronted by individual buildings with a significant building terminating the

lawn and directly opposite this an expansive opening out into the surrounding area.

During the apartheid era, the historically white institutions [HWU] were split predominantly along
language lines into English and Afrikaans speaking institutions. The Afrikaans speaking institutions built
during 1960s> and seventies were of monumental scale whilst the English speaking institutions
remained true to their linear street layouts lined with individual classical fronted buildings often forming
courtyards to the rear. The campus layout and architecture reflected the institutions’ different
ideologies. The architectural layout and administration of the Afrikaans institutions were reflective of
the Afrikaner ‘volk’® in identity, culture and might (Fisher, 1998, p. 5; Klee, 2017, p. 134). The
architecture consisted of monumental scale modern concrete buildings either free-standing in the
landscape’ or enveloping a centralised square® endowing the Afrikaner ‘volk’ with a modern identity.
The English speaking institutions, which were less concerned with visible icons of nationalist strength,
were designed as neo-classical pavilions (Dubow, 1967, p. 34) and were more about generating
knowledge on par with that of the western world (Bunting, 2006) through elitist enclaves in locations

of majestic beauty (Dubow, 1967, p. 30).

4 This layout consisted of a central landscaped lawn for social and academic discourse, as well as exercise (Edwards, 2014). Lined with trees, it terminated
in a grand university library and was open at the other end for views into the plantations (ibid). The avenues were lined by separate department buildings
linked by arcades, with each under the tutelage of a professor. The plan could extend in two directions out into the plantations or at right angles beyond
the department buildings which was the domain of servants and gardens for growing crops. This effectively represented a grid iron with a central square
on a university layout in which mind and body could be developed together (ibid).

5> Rand Afrikaans University [now the University of Johannesburg] and the University of Port Elizabeth [now Nelson Mandela University].

6 Volk’ is with reference to the Afrikaner people in South Africa.

7 The University of Port Elizabeth [now Nelson Mandela University]

8 Rand Afrikaans University [now the University of Johannesburg]

11
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The geographical location of HBU is of interest as these tended to be located in vast tracts of open land
or within urban areas amongst the population® they were intended to serve (Bozalek & Boughey, 2012).
Designs were based on the premise that physical distance equated to less potential for student
involvement in political and cultural activity that could threaten apartheid structures (Reddy, 2004;
Bozalek & Boughey, 2012). The architecture consisted of contemporary and modernist buildings that
were low rise, made of cast in situ concrete and uninspiring (Reddy, 2004). The layout tended to include
the administration buildings near the entrance of the university, a hall and a main library that enclosed
the central square, and a space for students to gather and socialise between lectures (ibid). Some

distance away from the main campus were student residences and sporting facilities (ibid).*°

In the restructuring of 36 institutions of higher learning post-apartheid, Cooper (2015, p. 248) noted an
important indicator of social inequality that arose through the mergers in the architecting of the
infrastructure. More than half of the HWU as well as one historically coloured university were excluded
from the mergers. In contrast, most of what were considered lower status technical institutions and
many of the HBU underwent mergers. The latter bore an apartheid-era legacy of being historically
underfunded and under-resourced in comparison to the HWU. Cooper's observations suggest that the
structures of inequality across the now restructured 26 institutions were already built into the

architectural framework of this new system itself via what was merged or not merged.

Cooper (2015) further speculated that at some of the upper band universities [HWU], most students
come from middle to upper-income families, while students from working-class and lower-income
families are a minority across all race groups. For Cooper, these trends reflect that, in HWU, the system
has shifted from reproducing inequality based on race during apartheid to one that in 2012 "reproduces
an equally serious social inequality... on students’ ‘race-class’ position" (2015, p. 238). In HBU, student
racial demographics have largely remained unchanged, with an increased number of students coming

from working-class families.

Cooper’s (ibid) study highlights systemic issues that have perpetuated rather than redressed social
inequality within HE institutions. A Council on Higher Education on South African higher education
reviewed: Two decades of democracy (2016) notes that universities have a long way to go in meeting

the NDP!! goals with regard to racial integration. It observes that attempts at social transformation

° During apartheid people were racially and spatially segregated into different areas. HBU in urban areas would have been located in so-called ‘non-white’
areas.
10 More recent architectural designs of post-apartheid new South African universities are counterpoints to these trends and are explored later in the thesis.

1 n terms of the student experience of the curriculum at HE institutions, the National Development Plan [NDP] (National Planning Commission, 2011:268)
set as a benchmark for 2030: "The universities should be welcoming and supportive environments for black and female students and researchers."
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have not led to the integration of the student body. This is supported by the work of academics
(Higham, 2012; Cornell & Kessi, 2016; Swartz et al., 2017) whose studies conclude that the student
experience of racial exclusion on campus persists despite increasing student diversity.

This raises the question of whether the advantaging of particular institutions [and the respective
ideologies inherent in their structure and architecture] during the mergers and emerging differentiation

based on class has not further compromised racial integration.

Higher education institutions were formed to serve a particular purpose in terms of knowledge
production. This is elaborated on in the next section. What is of interest from this discussion is how the
spatial layout of campuses and their borrowing from international planning principles of the time served
to institutionalise particular ideologies through the architecture which was perpetuated in the larger

scale re-structuring of campus mergers post-apartheid.

1.2.3 ADOPTING KNOWLEDGE AND THE ECLIPSE OF THE KNOWLEDGE AGENDA
Producing new knowledge is one of the primary purposes of HE institutions. How are South African

institutions faring in the global space of knowledge production and in support of whose agenda?

It is claimed that African institutions are not positioned as knowledge producers since many tertiary
institutions are teaching rather than research institutions (Teferra & Altbach, 2004). During apartheid,
HBU focused on training while some of the English medium universities positioned themselves as part
of an international community of scholars engaged in the same kind of knowledge production as would
be found in the United States or Britain. Historically white Afrikaans institutions had strong links to the
apartheid government and produced knowledge for a very specific socio-political agenda (Bunting,
2006; Klee, 2017). This duality of knowledge is also reflective of the consumption of knowledge in the
schooling system during apartheid which was based on a racially separate system. Historically black
schools offered inferior education, the remnants of which persist in the epistemic under-preparedness

of many students entering HE where the language and the culture, at least within HWU, is foreign.

Post-1994 the rhetoric of ‘transformation” permeated official discourse to promote “sociocultural and
epistemological redress” (Majee & Ress, 2020, p. 471) with regard to students from disadvantaged
backgrounds. The state is of the view that universities have a public duty to take responsibility for the
growth and development of students from disadvantaged backgrounds, particularly within an
economically fragmented society (Reddy, 2004; South African Human Rights Commission, 2016).
Higher education’s effectiveness in contributing to change from an individual student perspective and
from within in terms of addressing dominant ideologies, practices and knowledge systems was to be

challenged. Discourses arising from both students and scholar-activists using the term ‘decolonisation’

13
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(ibid) championed through the #Rhodesmustfall protests in 2015 and 2016 challenged universities to
address systemic injustices within the institutions themselves in terms of the dominant knowledge
system, the culture of institutions and the language of instruction (Ahmed, 2019; Hlatshwayo &
Fomunyam, 2019). The #Feesmustfall and #Rhodesmustfall student movements demanded change,
the former at the level of the individual student, the latter at the systemic level of the institution and

structures supporting injustice.

Both movements drew attention to the plight of the student in terms of their individual material needs
and the systemic need to change university knowledge systems and structures to address student
experiences of oppression and alienation. The university space in terms of the architecture and the
open spaces of the campus was not specifically challenged in these protests; rather, symbols of the past
such as statues, paintings and other material artefacts were rejected. It is interesting to note that
protests over fees have long been a feature of HBU post-1994, but they did not gain media attention

until such issues were raised at HWU (Unknown, 2016).

This discussion on the new student who is both, financially*? and time [flexibility] challenged within old
spaces and the desire for new knowledge outside of western canons forms the foundation for

understanding the origins of the welfare university.

1.3 SIGNIFICANCE OF INFORMAL SPACES

The rise of the welfare university is a consequence of tertiary institutions attempting to address South
Africa’s discriminatory colonial and apartheid past. Universities are assuming the responsibility to
provide for students’ education as well as their welfare needs. Welfare responsibilities are most
tangible in the provision of material needs and the spaces that provide food, accommodation and
transport for students. These spaces are collectively termed informal spaces. It is within these spaces
that the study locates itself, questioning their significance and the learnings therein towards students’
personal/individual development as well as their political/collective development as democratic

citizens.

1.3.3  THE WELFARE UNIVERSITY
Jansen (2017) uses the term welfare university to describe post-apartheid South African universities, as
a situation arising out of more than 20 years of growing student numbers, particularly amongst poor

students, and their corresponding expectations of HE. Poor students’ expectations can be traced to

12 To be discussed further in Section 1.3.3 of this chapter.
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growing up within welfare supported families and the expectation that such support will continue when
they attend university. They believe that the many problems [economic, social and educational] they

face can be resolved by the state (Ndelu, 2017) that is duty bound to reverse past oppression.

The state’s failure to address students” welfare has shifted responsibility to the HE system (Paterson,
2019), with severe consequences for the academic project (The Ministerial Oversight Committee on
Transformation in South African Public Universities, 2015) of universities. The knowledge agenda of HE
is being eclipsed by social welfare redress matters (Jansen, 2017). As Paterson (2019) asserts,
Higher education institutions meanwhile are buckling under the weight of the new social welfare
responsibilities foisted upon them — trying to meet many of the housing, health and nutrition
needs of poorer students and provide them with a path to employment opportunities, but

without the necessary resources and budget (Paterson, 2019, para. 4).

Paterson (2019) thus notes that expectations of universities post-apartheid are not restricted to
providing for students’ academic development, but include fulfilling their material needs [such as
housing, health and food] and generating work-ready graduates —and doing so without commensurate
financial support. However, Jansen argued that, even with university and government support, poor
students do not directly feel the benefit of welfarised funding (Jansen, 2017, p. 179). He (ibid) notes
that the NSFAS grant is not sufficient to meet the full cost of studying at university. The three standard
costs of tuition, accommodation and books might be completely covered (though not guaranteed) by
this grant. However, students still need to cover other expenses such as food, visits to the doctor, trips

home between semesters and other unforeseen costs.

With the rise of the welfare university in South Africa, particularly within HWU, spaces of privilege are
becoming apparent as a consequence of the socio-economic differences across the student body
(Cooper, 2015). The spaces this study was particularly interested in were those relating to students’
material needs [food, accommodation and transport]. It was assumed that there would be profound
differences in access and the use of these spaces due to social, economic and physical discrepancies
within and across the student body. Such differences were presumed to arise as a result of how
students were accessing the university space using public or university provided transport, arriving by
foot or by car. Each mode potentially establishes various privileges associated with access to the
university space. Similarly, it was thought that students that could consume food at the university
cafeterias and kiosks would have different privileges and benefits of access to certain campus spaces
and associated encounters from those who consume food at home, alone or go hungry. The same was

assumed to apply to accommodation. It was considered that different privileges, benefits or challenges
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would be attached to different typologies of accommodation such as living at home, in residence or in

a commune.

The material needs of food, accommodation and transport and their related spaces were presumed to
be generating spatialities that could be privileging some groups and marginalising others by affording
opportunities that were not available to all. Knowing of these different spatialities was then critical to
understand inequity of access to campus spaces. Some of the original questions that catalysed this
research study were: what did students know about these spaces? Were students aware of this spatial

inequity? Were they doing anything about it?

1.3.4  STUDENTS, INFORMAL SPACES AND INFORMAL LEARNING

The collective name used to describe the spaces that address students’ material needs and services in
this study was informal spaces which included parking lots, bus-stops, socialising spaces, cafeterias,
food kiosks, residences and other in-between spaces [outside of classrooms and lecture venues] where
students gathered at will. Informal spaces and space use on campus were those spaces that form part
of the everyday experience of being a student in HE that did not constitute part of the formal learning
spaces. They are spaces in which students interact with others, with such interaction happening by

chance or deliberately, and where students and faculty mix, mingle and pass by one another.

These spaces host practices such as studying, collaborating, and socialising (Lomas & Oblinger, 2006),
contributing to students’ feelings of belonging, personal and professional growth and being part of the
intellectual and social life of the university (Gebhardt, 2014). The justification for the interest in these
spaces lies in the personal and the political as it is in informal spaces that varying socio-economic groups
have the opportunity to interact and encounter other students and become aware of their differences.
This potentially exposes students to diverse views, cultures, and sexual orientations and perhaps better
equips them to live in a multicultural society and contribute to the engendering of democratic
citizenship (Klemenci¢, 2015). These spaces outside of the classroom can contribute to developing
holistic, well-rounded students. They are spaces in which, as Habib (2020, para. 7) notes, "the
development of soft skills, consolidation of an intelligentsia, and the promotion of a cohesive citizenry"
are possible. Or is this ideal of interactivity also not possible? Is the creation of a holistic student not
happening to the extent we would like to believe? These were further questions arising from the

interest in this research area.

Informal spaces accommodate the complex mixing of different students and their multiple identities.
Rather than being dominated by a single exclusionary identity, they could be seen to be full of internal

conflict as different students’ identities contest for their use. In informal spaces, different social
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relations can come together to construct new forms of social interaction. Such spaces were then seen
as dynamic and enabling of practices and relations while at the same time not being immune to forms

of oppression or exclusion constructed both from within and elsewhere (Massey, 1992).

The power hierarchies that exist in informal spaces tend to benefit some students over others and some
spaces over others. Soja (2010) observes that these power dynamics lead to the development of spatial
[in]justices, where the spatiality of students’ lives can have both positive and negative impacts,
enabling, constraining or disempowering them.!> Hence, the spatiality of students' lives is considered
as having the potential to be just as well as unjust. Spatial justice is further denoted in the impartial
and equitable dissemination of socially-valued resources in space and the opportunities for the student
to make use of them. These resources include housing, healthcare and education (ibid). By contrast,
spatial injustice is produced in the patterns of unfair distribution of resources and in the unequal
distribution of infrastructure, which Soja (ibid) notes are reflected in spatial structures of privilege.
Spatial injustice is also reflected in the processes that can occur at multiple scales [macro, meso and
micro] leading to the uneven development of some spaces and of some students on campus. Multi-
scaler spatial injustices can occur as a consequence of decisions and actions taken at government level,
management within in HE and from within the student body itself. This study aimed to explore whether
these theoretical worldviews about spatiality took on specific characteristics for students within the
context of a post-apartheid South African merged institution some 20 years post the dawning of

democracy which spearheaded new formulations and architectures for HE.

The informal spaces of HE were thus not merely seen as containers in which activities took place; they
were viewed as active participants in reinforcing subjugation, exclusion and inclusion. The social
practices of students operating [at varying levels] to maintain or change the nature of space or spaces,
integrating some students into campus spaces and marginalising others, constituted the focus of this
study. Inequity was then viewed as being built into the very structures and spaces of HE and was
considered as very likely to be differentially experienced across the student body. The aim of this
research was thus to reappraise informal spaces of food, accommodation and transport beyond

welfarist notions [of providing for students’ needs] and explore their contribution to spatial justice.

1.4 RESEARCHING STUDENTS KNOWINGS

The spaces of HE were understood to be ‘read’ in a certain way for a particular student body

(predominately white male) during the colonial and apartheid eras. Post-apartheid, this environment

1B The range of theoretical conceptions of spatialities is explored further in Chapter two.
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is being read and re-read by a more diversified student body. Understanding what this reading is and
what significance it has to being a student in HE was part of this study. The intention was to move
beyond a passive acknowledgment of space to an active awareness of space and its impact on students’
minds and bodies and, consequently, to examine how students act on this knowledge to effect spatial

change.

1.4.1 PROBLEMATIC

Three recent studies conducted within HE in South Africa served as both complementary and
comparative counterfoils to my research study. All three addressed students’ experiences of HE and
two specifically addressed HE spaces. The first, a five-year longitudinal study (Swartz et al., 2017) across
eight HE institutions investigated obstacles to black students’ success within HE such as structural or
social factors, intersecting identities, and their corresponding agency to address these challenges. The
second study undertaken on the University of the Witwatersrand campus (Ndofirepi, 2015) explored
the nature of undergraduate experiences of campus life and how this contributed to their academic
achievement. It devoted a chapter to students’ encounters and contestations in spaces outside of the
classroom such as the library, open spaces, virtual spaces and varying typologies of residential
accommodation. The study recommended that social spaces on campus be transformed to create
flexible social learning spaces in support of the formal curriculum. The third study (Tumubweinee,
2018) was directed toward policy and institutional practice and reflected on how decisions made at the
macro-level are directly experienced at the micro-level by students within campus spaces at the
University of the Free State. Unlike the other studies, it problematises spaces’ role as a factor

contributing to students’ lived experiences and the potential for transformation within HE.

A common thread across these studies, including the current study [however differently focussed] is
addressing inequality and inequity within post-apartheid HE institutions in South Africa. The first study
foregrounds the push towards university support for the emancipation of students, the second towards
improving epistemic opportunities for students, and the third towards systemic policy changes. By
extension, my study cleaves a space between and outside of these three studies, recognising that
institutional spaces both produce and are produced by the social circumstances and are inherently
fraught with power dynamics. This study did not aim to seek absolute categorical solutions, but to

expose the levels of complexities and contradictions in any analysis of spatialities in HE.
The following notions established the problematic for the study:

1. Being a HE student entails more than just acquiring access to formal knowledge or the official

curriculum and academic achievement.
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2. Adifferent kind of learning/knowing from that related to the formal knowledge system occurs
in spaces outside of the classroom — how significant or meaningful is this learning and to what
end or purpose?

3. What then emerges at the level of the directly lived everyday reality of students within informal
spaces and how are students enabled or constrained by their spatialities?

4. What are students able to do [what actions do they take, if any] with what they have learnt from
their encounters in HE informal spaces? What influences students’ agentic capabilities? How

would their future trajectory affect their actions?

None of these notions is themselves singular or mutually exclusive, and it is these complexities that the

study aimed to explore.

1.4.2 APPROACH TO STUDENTS KNOWINGS

This study interrogated how and why students come to know of the spatiality of the HE environment in
the way they do. The research interest lay in establishing what meaning students were making of the
informal spaces of HE and exploring how these readings have been developed, and whether their
readings reflect patterns of social power and inequities. The influences of their readings on the kinds of
knowings that they gain of the spatiality of the HE environment, and its potential contribution to spatial

justice was the underpinning foundational rationale.

An Interpretive stance. The research was qualitative in nature within an interpretative paradigm as it
co-constructed meaning with students (Denzin & Lincoln, 2000) as to the basis of their ‘knowing’” of the
spatiality of the HE environment. The research had elements of criticality in the analytic phase as this
‘knowing’ of spatial and social structures identifies and foregrounds discussions around power, privilege
and spatial justice. This analytical stance recognises a particular form of criticality in analysis since it
acknowledges the existence of what orchestrates these injustices, but does not in the research design

itself attempt to change or address these injustices.

The social constructivist approach views knowledge as socially produced (Amineh & Asl, 2015) through
tools, language, actions and experiences (Garrison, 1995). This view contributed to understanding
coming to know as a process of meaning-making which evolved through the innovative methodology
that this research generated. The process invoked multiple meaning-makings amongst the student

participants and my role was to interpret, mediate and make sense of these manifestations.
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1.4.2.1 SITE OF THE STUDY

The study was located in a HE institution in South Africa that has significant architecture, structures and
spaces that originated from a colonial legacy, but also reconstructed or new spaces architectured during
apartheid and post-apartheid. The colonial legacy of the university as a historically English speaking
white institution, whose demographic composition has changed from predominately white to
predominately black, were purposive categories for sampling this study site. The study could have
been undertaken at any of the four historically white English speaking institutions in South Africa [the
University of Cape Town, University of KwaZulu-Natal, University of the Witwatersrand, and Rhodes

University].

The site of this study arose from a post-apartheid merger of five campuses in 2004 to form one
institution. These campuses historically provided a separate education system and infrastructure for
either white, Indian or African students. The institution currently houses four colleges and several
schools. Some schools are located across more than one campus, whilst two of the campuses each
house a specific discipline. The single selected campus [of the multiple campus-site institution] offers
programmes to a diverse range of students studying a broad range of disciplines [humanities, law,
manament, engineering] thereby negating the potential for disciplinary bias. The campus on which this
study was undertaken opened in 1931 for white English speaking males, and was located on a ridge
outside of town in and amongst dense bush. While the expansive views of the city remain, the campus

has gradually been encroached upon by middle class suburban homes.

The study further honed into informal spaces within the selected campus [related to food,
accommodation and transport]. The significance of informal spaces lay in their potential as producers
of another kind of learning, distinct from the official taught curriculum. These spaces are where
students interact with one another and the built environment outside of the gaze of management and
academics [focussing the learning as between students and spaces]. Finally, spaces of food,
accommodation and transport were seen as significant indicators of economic, social and cultural

differentiation on campus.

Notable characteristics of the site of the study relative to food, accommodation and transport are the
following: the site is fenced and securitised and students can access the campus on foot through
controlled access points or with a private vehicle into designated parking areas within the campus.
Public transport [and university owned and leased transport to and from residences] lies on the
periphery of the campus and students have to leave the campus confines to utilise these services. The
inter-campus university shuttles are the only form of mass transport allowed into the campus itself.

The institution houses numerous residences on the campus as well as in the surrounding suburban
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areas and in the city. The university owned and leased residences all have self-catering facilities. The
old student dining halls within the on-campus residences have long been done away with. Food on
campus is available through various outlets most of which are centralised in a business concourse and
operate during the week with cafeterias, cafes, mini-stores and fast food options. However, some food
vendors operate from mobile units and designated spaces across the campus. Food is also sold
informally from students’ residence kitchens and in various spaces on campus especially after hours

and during examination periods.

1.4.2.2 RESEARCH METHODOLOGY

Students knowings was researched through an arts-based approach in an attempt to empathetically
connect with students. A number of visual methods were adopted to both find participants and to
explore with them their present knowings of HE spaces as well as their imagined ideal campus. The
approach necessitated a number of encounters with the participants individually and once as a group,
as well as an opening up of co-produced data from the study to a broader audience of students to solicit
further inquiry.** All encounters, other than in students’ home spaces were undertaken within the
study site of a historically white university campus in South Africa which post-apartheid had radically
transformed in terms of race, class and gender representation. The repeated forms of engagement
with the students, and with the site of the study were opportunities to delve deeper and to gain a more
in-depth understanding of the nature of students knowings of informal campus spaces. They ultimately
assisted in deriving a clearer [though not entirely/finitely clear] understanding of students knowings to

assist in answering the research questions.

Research Questions:
The critical questions were as follows:
1. What do students know about food, accommodation and transport spaces in the HE
environment?
2. What does the knowing of food, accommodation and transport spaces in the HE environment
enable or constrain for students?
3. What explains students knowings of food, accommodation and transport spaces in the HE

environment?

1.4.2.3 PARTICIPANTS
The eight core participants included students of varying disciplines, years of study, age, gender, race,
and socio-economic class. Accessing a diverse body of students in terms of demographics and degree

was important to broaden the potential of students knowings. Differences more relevant to this study

14 A detailed discussion on the research design and analysis processes is presented in Chapters five and six.
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were however, how students accessed the university campus, where they lived while attending
university and how they socialised if at all on the campus, and whether this intersected with consuming
food and beverages on campus. The group reflected differences not only across the group but also
within their years of being students living at home, in residence or in a commune, coming to university
in a private car or being dropped off by parents, using the university shuttle or public transport or on
foot. The intersections of eating habits and social interactions varied from eating alone, only at home
or in residence, to occupying university cafeterias and lawns with friends, and wandering the campus
alone and eating while in motion. Accessing this core group required the repeated employment of
visual and participatory methods on the site of the study campus to gain students’ interest and then to
invite students to voluntarily participate in the project. The relationship with each student in the
development of the core data of the co-produced photographs arose from a fluid negotiated process.
In this process the students defined and selected the data to be used for further engagement with other

students.1?

1.4.2.4 ANALYSIS AND REPRESENTATION

The data analysis was guided by three key aspects, that of spatiality — the interactions of students and
space in the production of space and students, time — relationships formed over time in space, time as
past and future, and time as cyclical and scheduled, and lastly as capacity [agency] — reflecting on
students’ freedom to act or inability to do so. In order to both analyse and represent the findings from
the study an artistic device embracing the metaphor of the mobile was adopted. The mobile is a
graceful object suspended in space that is reliant on counterweights to both sustain its mobility and the
object’s perception of balance. | literally hung complementary or contradictory ideas on the mobile to
interrogate them as to their consistency and relevance across the data sources. Once their relevance
was confirmed the next tier would be reiteratively hung until the mobile reached its last tier and was as
complete as the findings of this research could ascertain [| wanted to leave this more open-ended so
that there could be more possibilities hung on the mobile]. Swinging freely, the mobile metaphorically

suggests the entanglement of students knowings.

1.4.2.5 RESEARCHER’S KNOWINGS AND STUDENTS KNOWINGS

This study is a reflection of finding balance in a negotiated process in order to accommodate both
students’ needs to represent themselves as they see fit and to find my voice as a researcher. The
researcher as knower comes to the fore in the analysis, in the artistic representations and in the
theorising and conclusions drawn in the final chapter of the thesis. The how or the process of coming

to understand students knowings is addressed in Chapters four and five, what knowings arise and

5 For further details regarding purposeful theoretical sampling, see Chapter five.
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through or with whom are explored in Chapters seven, eight and nine and why students know what

they do is discussed in Chapter ten.

1.4.3  RATIONALE AND SIGNIFICANCE OF THE STUDY

This study has important research implications for understanding the spatiality of HE and for
understanding it as a site of potential spatial [in]justice. Furthermore, in focussing on students’
everyday experiences of HE spaces this study re-contextualises the meaning students attribute to
campus spaces by concentrating on the informal rather than on the formal academic spaces. This
suggests that for students, HE entails more than just acquiring access to formal knowledges or the

official curriculum.

Secondly, the research focusses on students knowings, thereby giving a diverse group of students an
opportunity to voice their understanding/meaning/significance of informal campus spaces.
Furthermore, contextualising that meaning within a future or imagined campus space could be
considered as suggesting how HE spaces could better meet their aspirational needs [academic as well

as non-academic] as students.

Thirdly, this study contributes to the notion of students and space as entangled in and with time — past,
present and future hopes, as well as with others through their varying dispositions and actions that
leads to a conceptual framework of students knowings. This framework looks beyond preoccupation
with the racialised, socio-economic and epistemic under-resourced knowing of students (Taylor,
Fleisch, & Schindler, 2007; Morrow, 2009; Spaull, 2013; Hugo, 2016; Swartz et al., 2017). The study
therefore represents students as always on the move negotiating their spatialities through and within

HE in pursuit of their dreams.

Finally, this research posits a counter argument of students knowings, namely, of students staying put
within HE for as long as they can maintain a stronghold on access to services and material needs. A
challenge HE needs to address is to seek alternate ways of provisioning students beyond fatalistic
abandonment to students’ individual accountability. Instead, the study suggests agentic development
of students to realise more fully self-directed, systemic capabilities activated through their action inside

and alongside the HE space.

This study could be of benefit to a broad range of stakeholders with a vested interest in students and
campus life due to the research crossing the disciplinary thresholds of HE, students and space. Its
findings could thus be of relevance to educators, management, human geographers and spatial

planners.
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1.5 SYNTHESIS OF THE CHAPTER

This chapter set out the motivation for the thesis and the framework for its realisation. In doing so, it
noted the influence of international, national and local dynamics in the shaping of South African HE
institutions and how this has perpetuated an approach to the space of HE and knowledge production
therein. The chapter also discussed the relationship between individual [student] actions and the
structural systems [space/architecture/systems/ ideologies] within which these actions take place. The

chapters that follow develop these ideas and present the theoretical and conceptual lens for the study.
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PART 2 Chapter two: Students knowings of spatiality

2.1 INTRODUCTION

This chapter argues that the relations of exclusion and inclusion that may arise in spaces are influenced
by both micro- and macro-structures, including institutional processes that are negotiated by students
within the HE space and are capable of producing and reproducing injustices in HE. These negotiations
of campus spaces [as interpreted by students in particular] constitute the lens through which the study

was conducted.

Students knowings, where the emphasis for this study lies, is conceptually very different from knowings
of students. While the latter is an [hierarchical] interpretation or a perception of students' thoughts and
actions made by others [lecturers, management], in focussing on students knowings, this research

deliberately channels attention to students' voices.

This chapter argues for students knowings as multiple, contested interpretations that students come to
know through their everyday spatial practices and interactions with other students in campus spaces.
Students' understanding of spatiality defines not only their actions in space but also how they negotiate,
define or redefine their spatial boundaries and relations with others [students, staff and family

members].

The chapter is structured [see Figure 2.1] to explore students knowings of spatiality and its relationship
to spatial justice. The three interlinked concepts of [students] knowings, spatiality and spatial justice,
are explored individually in terms of their philosophical and theoretical contribution to the study as well

as how they are understood and utilised to develop the conceptual framework for this research.

The students knowings are discussed first with a specific interest in Dewey's (Dewey, 1930; Dewey &
Bentley, 1960; Simpson & Liu, 2007) seminal work that outlines formal educational spaces as a terrain
for exploration, as well as more contemporary authors in HE literature who address non-academic
knowing (Marsick & Watkins, 2001; Jansen, 2009; Jackson, 2010). These conceptions of knowing do
not support a limited notion of individualistic academic success but aim to probe an understanding of
the purpose of the HE space as engendering more holistic and multiple educational experiences. The
emphasis on students' interpretations [pluralities of viewings] in this thesis is thus directed towards a

collective and more holistic pursuit of students knowings.

Spatiality is discussed in terms of the components of space and spatiality. Space is explored
theoretically in its broadened perceptions of Lefebvre's (1991) unitary theory of space, and spatiality as

per Massey's (2005) understanding of space as relational and always in the process of becoming. This
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activates the idea that both students and space change and adapt, reinforcing the notion that both are
dynamic and thereby countering dominant conceptions of space in HE as a passive backdrop to the lives
of students. The argument aims to present a conception of the student as an active participant in
producing and reproducing particular behaviour and responses within which they are embedded and
which they activate. Processes that emanate out of the spatiality of the HE space have power
implications, enabling some users while constraining others and therein highlighting the potential for

injustices within the HE space.

Spatial justice and injustice are discussed within the context of the informal spaces of HE [the selected
delimitation of this study]. These informal spaces are framed as liminal or in-between spaces where
diverse bodies of students have the potential to interact and contribute to the engendering of
democratic citizenship (Klemenci¢, 2015). This chapter argues that injustices in HE space are usually
framed with reference to race, sexual orientation, gender and nationality. However, discourses that
expand the focus on the social demarcations towards elaboration of the spatial aspects of injustices
and the inherent systems and structures that produce and reproduce them constitute the primary focus
of this study.

Each of these constructs is percolated individually and reflected upon cumulatively so as to influence

the design of the temporary lens for the study. The chapter concludes with the key contribution each

construct makes to the study of students knowings.
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2.2 [STUDENTS] KNOWINGS

Chapter two: Students knowings of spatiality

2.2.2. KNOWING HOW?
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Figure 2.1 Overview of Chapter two organisation

[Chapter one and three in grey]
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2.2 FROM KNOWER TO KNOWINGS: THE PROCESS OF COMING TO KNOW

Knowing is explored as the many facets of how students come to know in the world. The purpose of
the exploration of knowings is to illustrate how knowing can eclipse student experiences of campus
spaces by potentially contributing to meaning and actions when related/embedded within a context
(Dewey & Bentley, 1960; Simpson & Liu, 2007). This suggests a potentially far more liberating view of
students, presenting them not as passive recipients of the extrinsic factors that act upon them in their
experiences of campus. Instead, students are reconceptualised as knowing subjects who are reflecting

on and deriving meaning from their experiences and choosing to act [or not] upon these experiences.

Knowing as a relationship between the knower and the known — what is being known [product] and
how it is to become known [process] — is the focus of this section's deliberations (Carlgren, 2020). In
educational literature, the knowing relationship is expressed as that between the teacher and the
student where the curriculum is the known and pedagogy is the process of imparting the known
(Barnett, 2007). This is not a neutral process, as inherent power dynamics are involved in both the
choice of what is to be known and how the knowing is transferred. Knowing is also understood in
education as student formation through the process of knowing (ibid.). It is this complex interactive,
subjective and liberatory potential that Paulo Freire (2005) argues ought to be the rationale for
education as a process of gaining knowledge that is simultaneously educational [in its broadest holistic
conception] and emancipatory [in its sociological and political conceptions]. This pedagogy shies away
from oppressed and capitulative forms of habituated schooling and aims instead to contribute to
students generating conceptions of themselves as knowing beings constituted and involved in the
processes of becoming, and not simply conforming to the normative expectations of the social system
within which they reside. Students can selectively choose to be a knowing subject that actively
participates in their knowledge construction or a passive recipient, merely capitulating to dominant
external expectations of what their actions should be (ibid.). A more elaborate conception of education
would entail awareness of the realities that shape students' lives, and the conscious decision to activate

the capacity to change, which establishes the foundations of knowing subjects.

| chose to explore whether students knowings are sufficiently activated within the processes of informal
learning through their everyday interactions in campus spaces. | was interested in whether students’
prior knowings and their present knowns or established ways [habits and rituals of HE formal spaces]
assist in activating what they come to know of self and their relationship with others in campus spaces.
The questions that lie at the core of this research are thus: What meanings are students making of their
relationships in and with space? How do their interpretations/meaning-making affect their actions?

And why do they make these meanings in the way they do?
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2.2.1 KNOWING IN THEORY AND IN PRACTICE

Dewey and Freire provide the theoretical basis for understanding the construct of knowings. This
section distinguishes knowledge from knowing, explores the two theorists’ individual contribution to
knowing, and lastly clarifies how |, as the researcher interpreted them to extend and develop the
construct of knowings. Knowings then constitutes one component of a trilogy that establishes the

conceptual framework for this thesis.

Amin’s (2008) doctoral thesis on teachers' knowing of students refers to knowing as pre-knowledge and
knowledge as post-knowing, where knowledge is understood as precise and knowing as tentative. This
echoes Eisner's (2008) interpretation of knowing. Eisner (ibid.) refers to knowing as a verb in contrast
to knowledge as a noun, with knowings” emphasis on process and tentativeness as opposed to certainty.
Knowing is referred to as a "process of inquiry made in pursuit of a problem that will not yield to a set
of rigidified procedures" (2008, p. 4). Eisner's conception of knowing as through experience is derived
from Dewey (1930).

2.2.1.1 KNOWING-KNOWNS [DEWEY]
Dewey's (1960) conception of knowledge as a term is that it is both unclear and part of an ongoing
process (Bulle, 2018) with which he rather associated the word knowings. Knowings, denoted as plural
as opposed to singular and in so doing reflective of multiple or many, is further defined by Dewey to be
tentative and partial and in response to a behavioural inquiry! (Dewey & Bentley, 1960). Dewey (ibid.)
denounces epistemological knower-known relations in favour of the conjoined knowings-knowns. He
viewed the relationship between knowings and knowns as inseparable, which he refers to as
transactional as opposed to interactional, which serve to distinguish the knowing from the known.
Dewey's focus is on the process of coming to know in the development of the knowing self (McDermot,
1974) as the following notes [bold for emphasis].
The transactional is, in fact, that point of view which systematically proceeds upon the ground
that knowing is co-operative and as such is integral with communication. By its own processes it
is allied with the postulational. It demands that statements be made as descriptions of events in
terms of durations in time and areas in space. It excludes assertions of fixity and attempts to
impose them. It installs openness and flexibility in the very process of knowing. It treats knowledge
as itself inquiry—as a goal within inquiry, not as a terminus outside or beyond inquiry (Dewey &
Bentley, 1960, p. 97).

Not only is knowings-knowns transactional; so too is Dewey's (Dewey & Bentley, 1960) conception of

space-time. Dewey (ibid.) defines space-time as being, behavioural [human and environment

t Knowing through human experience or what Dewey terms as existence.
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interaction] and mutable. This is interpreted to mean that the happenings that define our individual
beings have both spatial and temporal characteristics although we are not bound to and are able to

transcend both time and space (Garrison, 1999).

Dewey further argued for knowing as both theoretical [mind] and practical [body] in his theory of
Practical Reasoning (Garrison, 1999). He valued inquiry through action and rejected the dualism of
mind and body. Thinking, he postulated, blends with feeling in the body and with the "context of action"
(Garrison, 1999, p. 303) to enable the knower to act. The mind is not only connected to the body; it is
also connected to an environment which encompasses other people, objects, things and nature. The
relationship between self and environment is formulated in Dewey's holistic Learning Theory as a
relationship between the micro and the macro. The micro-perspective includes the individual’s "mind,
sensations and movements" (Simpson & Liu, 2007, p. 571) and the macro-perspective the broader
environmental context with no barriers between the micro and the macro. In the micro-context, the
individual [self] dominates while in the macro-context, the teacher comes to the fore in mediating the
relationship between micro- and macro perspectives. Learning is thus the interaction between self and
context, mediated by the teacher, with the potential to transform both self and context in the process.
Once woven into the fabric of everyday lived experience, learning is rendering meaningful in Dewey's
conceptions. Meanings, Dewey concludes, emerge from the process of inquiry and are a consequence

of collective shared action (Garrison, 1999).

Dewey's theories are related to formal classroom learning where a particular curriculum [theoretical
knowledge] is imparted as a process of engagement between the teacher and the student. The student
is located within the micro realm and the teacher sits in the macro and facilitates the process of knowing
the curriculum. The relationship between knower, knowing and known could be interpreted as the
student being the knower, the knowing the pedagogy and the known the curriculum. However, in
Dewey's transactional conception the curriculum and pedagogy [knowings-knowns] are connected in
that what needs to be known relates very much to how one knows and this is embedded within a
particular context in time and space. Within this worldview, students are not passive recipients of
knowledge in order to become more knowing students. They are not just imitating what they have
learnt from their teachers in order to display engagement in intelligent action (Ethell & McMeniman,
2000). Instead, students are making decisions as to how to address particular situations by combining

both their theoretical and practical knowledge.

Dewey's (1930) work makes several contributions to formulating the construct of knowing as
encompassing experience, meaning-making, and being collectively and environmentally informed. The

first is his contribution to practice as a form of knowing, in advocating for worthwhile knowledge arising
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through action, not just through intellectual pursuits. The second is that students’ learning only has
meaning when related to their individual lived experience (Mulcahy, 2007). The last is the focus on
student knowings and placing students at the centre of the knowing process both informed by and
informing the broader context. The above studies therefore support my own study's intent to find
authentic students’ voices through students knowings of campus spaces — and their understanding

thereof.

My study extends the learning from Dewey of the construct of knowing. | choose to move away from
the learning of the formal curriculum and focus on how informal learning? that takes place in everyday
situations outside of the classroom in HE spaces related to food, accommodation and transport also
contributes to the knowing student. | elaborate further [See 2.2.2] on the choice and definition of
informal learning as well as the selected areas for exploration 3[See chapter three]. In terms of the
knower, known, knowing relationship, the known addresses students’ practices in spaces [spatialities]
and the knower relates to the students, as plural as opposed to singular. How these knowings or
processes of inquiry could occur in the HE context is discussed further in the following section [See 2.4].
In the context of this study, knowings-knowns is the process of learning of spatial practices on campus.
Furthermore, | extend the notion of the relationship of knowings to include the facilitator between the
micro-[self] and the macro-perspective [context] which is not restricted to the teacher and his/her
student, but includes the HE systems, structures and processes that enable or constrain the relationship

between students and the contexts in which they find themselves.

Tentative questions that arise from this formulation include: If the relationship of knowings-knowns is
transactional and transformative, in what way can students transform their environment or be
transformed by their environment [human nature and nature/environment]? How is space-time
understood in relation to knowings-known? Where truth is uncertain, how does knowing affect the
distribution of power and who has power? How this is likely to impact on students’ lived experience,

then becomes the subject of my research exploration.

2.2.1.2 KNOWING AND POWER [FREIRE]

Paulo Freire's (2005) discourse in Pedagogy of the Oppressed communicates a process of coming to
know that is implicated by the distribution of power. He refers to a contradiction between the
oppressor and the oppressed and how this socially unjust relationship can be overcome. The oppressed
in the knower, known, knowing relationship sits on the periphery of the known and the knowing process
2 Informal learning is also associated with experiential learning which has strong ties with Dewey. Although learning through experience encompasses an
aspect of my interpretation of informal learning, my use of the term is more to distinguish it from formal learning of the curriculum towards learning
through everyday interaction.

3 The demarcation of the selected areas for exploration is addressed more specifically in Chapter three as the informal spaces of food, accommodation and

transport.
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with the oppressor as knower defining both what is known and the process of knowing [pedagogy].
Freire (ibid.) states that education is never neutral. It can serve to unquestionably inculcate the
dominant views of the oppressor or the oppressed can be liberated by encouraging critical reflection
and taking action to initiate change towards a more just and equitable society (Taylor, 2007).
Transformation in both society and self brings the oppressed from the margins to the centre and social
justice to the fore in aiding the learner to achieve a reawakening of their power (Taylor, 2007). Freire's
focus, is, however, less on the individual and more on the process of transformation to a more politically

and socially just society.

Evans and Prilleltensky (2007, p. 347) interpret Freire's thoughts on the relationship between education
and knowing as follows:
Education is not about knowledge per se, but about ideas; it is about engaging in dialogue to

generate thought, explanation, and understanding. It is a way of knowing.

Dialogue for Freire contributes to the process of coming to know in order to develop a better
understanding of what the object of knowledge could be [what is known]. Knowledge thus emerges as
a process of inquiry which is socially constructed in and with the world.
As they attain this knowledge of reality through common reflection and action, they discover
themselves as its permanent re-creators. In this way, the presence of the oppressed in the
struggle for their liberation will be what it should be: not pseudo-participation, but committed

involvement (Freire, 2005, p. 69).

| draw three possible contributions from Freire's work for my study. The first is that knowing has power
implications; the second is that the empowering of students in the knowing process shifts the social
justice aspects from the periphery to the centre; and the third is the potential of many knowledges or

many knowings in a process that is socially constructed.

My research extends Freire's notions of knowing and its relationship to social justice. It asserts that if
knowing has social justice implications, then [through the centre-periphery relations that Freire

describes] it is very likely to have spatial justice* implications.

Tentative questions that then arise from Freire are: What powers will the knowing process elucidate
both implicitly and explicitly in campus spaces? Furthermore, what social injustices are likely to be

brought to the fore in the knowing process?

4 Spatial justice is discussed more specifically in section 2.4.
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Foucault (1975) provides a brief digression from these two theorists by making a valuable contribution
to the physicality of knowing and the power relations that are reproduced through form. Via his
exploration of the panoptic machine,® he argues that institutions help to enforce dominant knowledge
systems [and overtly power relations] through their form, not necessarily just through institutional
processes. The panopticon was viewed as a mechanism of distributing power through its concentric
form enabling surveillance of all and in so doing instilling discipline. Foucault believed that this principle
could be applied in many situations as a mechanism for social organisation where a task or a behaviour
needed to be imposed on a number of individuals. The panopticon, Foucault alleged, could be used to
organise hospitals, schools, prisons and even university lecture theatres. Foucault's contribution to the
relationship between form, knowledge and power dovetails with the discussion on the construct of

spatiality [explored further in section 2.3].

To close, the theorists’ contributions are as follows: Dewey provided the important realisation that
knowing is meaningful if connected to context, Freire that knowing has social justice implications and
Foucault that knowing can be enforced through form. The possible processes of coming to know are

elaborated further below.

2.2.2 THE MANY WAYS OF COMING TO KNOW ON CAMPUS

In the context of this research study which is located outside of formal teaching and learning spaces,
the lecturer is not considered as a fore fronted player in the learning process and knowings are gained
through other means. Itis also recognised that prior knowledge may already have shaped how students
come to know through their experience of campus spaces and that further processes of coming to know
are occurring within these spaces. Three knowing processes as socially constructed are discussed,
through prior knowing as indirect knowledge adopted from Jansen's (2009) Knowledge in the blood,
informal learning as learning taking place as part of everyday activities and lastly as Foregrounds in

relation to students’ hopes, dreams and aspirations (Skovsmose, 2012).

2.2.2.1 INDIRECT KNOWLEDGE [JANSEN]

Jansen (2009) reflects on conversations with students at the University of Pretoria® during his tenure as
Dean of the Faculty of Education. He observes that white students entering the university do so with a
powerful knowledge of a "traumatised and personal" (Jansen, 2009, p. 50) apartheid past. This
knowledge of the past is relayed through generations through closed circles of influence in school,

church groups and sports clubs. This intergenerational learning is passed on from adults [parents,

5> The panopticon is an idea that was developed by Jeremy Bentham and repeatedly interpreted by others. Based on the premise of being observed from
and controlled from the centre, Bentham proposed a circular layout for his factory. The unskilled workforce on the periphery could be watched over and
managed by a skilled supervisor in the centre.

5 A historically white South African university in which Afrikaans was the medium of instruction until 2019.
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church leaders, teachers] as senders to children as receivers of the knowledge. Jansen refers to this
process as acquiring indirect knowledge "where circles of socialisation reinforce single messages of
white superiority and black domination" (Jansen, 2009, p. 264). He claims that students enter university
with powerful understandings of their past, present and future. Although this knowledge was not
acquired through personal experience, it is as intensely felt as if they were 'there' and has social and
individual consequences for how students live, know and see the world (ibid.). Furthermore, this
knowledge is firmly attached to their many identities — religious, cultural, political, language — and is
mental, emotional and partial. Bringing their social and political knowledge to campus has
consequences for students. Jansen claims that it renders white Afrikaans students "incapable of
competent cross-cultural communication” (Jansen, 2009, p. 265), limiting their potential to benefit from
the diversity that the university experience offers and contributing to feelings of being “isolated and
fearful” (ibid.). However, Jansen’s account assumes that students are passive recipients of this

intergenerational knowledge and incapable of forming their own truths.

Jansen’s contribution to this research lies in how students knowings of their social and political past can
advertently or inadvertently permeate the present confines of the HE space, particularly in informal
spaces where students live and relax together. A question arising from this understanding of indirect
knowledge is how the political past of a diverse body of students [not just one racial group] affects their
present knowings of campus. This is directed towards working with a diverse group of students as the

chosen sample for my study.

2.2.2.2 INFORMAL LEARNING [MARSICK & WATKINS]
Learning can also be classified into formal, non-formal and informal learning. Formal learning is about
receiving the content in a structured manner as prescribed by the curriculum. In contrast, non-formal
learning is connected to planned learning activities and is intentional. Finally, informal learning takes
place as an unintentional part of daily activities such as eating, sleeping, learning and moving between
spaces through interacting with people and context. It is defined by the European Centre for
Development Training as
[lJearning resulting from daily activities related to work, family or leisure. It is not organised or
structured in terms of objectives, time or learning support. Informal learning is mostly

unintentional from the learner’s perspective (Cedefop, 2009, p. 74).

Further characteristics of informal learning are that it happens by chance, is connected to the learning
of others and is an inductive process of reflection and action (Marsick & Watkins, 2001). The fact that
informal learning arises inadvertently does not imply that it lacks purpose or is of less importance than

formal learning. The literature on informal learning also addresses learning for collaboration (Pettenati
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& Ranieri, 2006), critical thinking (Kuh, 1993) and personal development through invisible knowledge
and skills (Cedefop, 2009; Marsick & Watkins, 2001). Informal learning is viewed as an important

component in contributing to lifelong and life-wide learning (Jackson, 2010).

In the course of their daily navigation of campus spaces such as residences, corridors, cafeterias and
lawns, students have many opportunities to practise informal learning of others. Marsick and Watkins
(2001) propose a model [See Figure 2.2] for informal learning at the individual level which is of interest
to this study in terms of its connection between context, understanding, action and meaning-making.
The personal, social, and cultural context for learning plays an affective role in how students might
interpret a situation, in terms of the choices they might make, how they act, and the learning gained.
The model suggests a progression of meaning-making as students make sense of a particular situation.
Furthermore, it is not linear, but reiterative in that insights gained may necessitate a return to question

previous understandings.

The questions that arise from these studies on informal learning, and specifically, Marsick and Watkins’
(2001) model, are firstly, what informal learning[s] occurs collectively within the shared spaces of an
institution. The second question is with regard to interactions that occur within online communities and

the potential for informal learning in virtual spaces.

The interpretation of informal learning that this study adopts includes learning of social and spatial
practices [seeing, interacting and observing others] but extends to include a deeper understanding of
the self and others. Informal learning is not understood in this study as experiential learning

contributing to formal learning of the curriculum.
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Figure 2.2 Marsick and Watkins’ Informal and Incidental Learning Model
(Marsick & Watkins, 2001)

2.2.2.3 FOREGROUNDS [SKOVSMOSE]

The final process of knowing discussed in this chapter is that of “Foregrounds”, a concept developed by
Skovsmose (2018) in his field of mathematics education to explain learning obstacles. These obstacles
are stumbling blocks in the path to students reaching their Foregrounds which are essentially their

hopes, dreams and aspirations.

Foregrounding takes into consideration the temporal, spatial and political dimensions of students
knowings and indicates that their actions are as much guided by their propensity to meet aspirations as
by how the context supports or disables these aspirations. Being born into a particular context
establishes patterns of opportunities with regard to schooling, life expectancy, poverty or affluence.
These factors form part of the structuring of the foreground. Foregrounds can be both ruined and
reconstructed. They are intrinsically bound up with meaning production, in that meaning for students
is constituted when the process of knowing addresses their foregrounds. Skovsmose was referring to
formal learning and connecting students’ foregrounds to the knowing process within the context of the

mathematics classroom.

Skovsmose adds a further dimension of foregrounds, or future aspirations to make knowing meaningful.
This extends Dewey’s learning theory of knowing of students’ context in order to be meaningful. | draw

from both theorists in exploring how the context of HE contributes to or disables students’ foregrounds
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or, at worst, ruins such foregrounds. Furthermore, what actions are students taking [or not] to maintain

or change their foregrounds based on their knowings of campus spaces?

The learnings from exploring knowing are that knowing is meaningful when related to students’ context,
their lived experiences and is remediated in relation to what they choose to constitute as their
foregrounds. Knowing then intimately connects to students’ past, present and future. It is further
connected to power and in bringing the student voice as knower to the centre of the discourse [See
Figure 2.3]. As researcher, | also take account of how social justice considerations infuse the process of
students knowings. This enables questions to be posed as to the knowns that would emerge if student

centredness in the knowing of campus spaces is foregrounded.
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2.3 FROM SPACE TO SPATIALITIES: WHAT IS KNOWN ABOUT SPACE?

This research study makes use of the concept of spatiality” as it acknowledges space as more than just
mental, physical or social but as an interaction between all three. The students’ reading of the HE
environment through the lens of spatiality can contribute to a deeper understanding of how students
make sense or find meaning in/of the spaces of HE. It also offers opportunities to understand multiple
readings of spaces and their associated meanings so as to explore the relevance of institutional spaces

and the potential linkages between spatiality, power and knowledge.

‘Space to spatialities’ is structured into two parts that delve into the theoretical understanding of
spatiality as relevant to this thesis. The first is a discussion on space as understood by Lefebvre (1991)
in The Production of Space and the second relates to how spatialities are fluid, always in the process of

becoming and capable of producing power geometries (Massey, For Space , 2005).

This section concludes by discussing Lefebvre and Massey’s conceptions of space and how these have
extended understanding of the relationship between knowing and space. Dewey’s conception of space
suggests that it is an already given construct. He does not overtly imbue this space as embedded with
explicit power dynamics. By contrast, Lefebvre and Massey argue overtly that knowing is understood

as invoking power dynamics present in space and that space is produced; it is not a given.

2.3.1 SPACE: PROCESS AND PRODUCT

Lefebvre’s theory of space has been used extensively in educational literature to explore various social
relations with educational spaces. Examples include an exploration of issues of injustice in schools
(Schmidt, 2015), place-making practices in informal spaces in high schools (Fataar & Rinquest, 2019),
addressing gender and learning spaces in HE (Moss, 2004) and students’ perceptions of campus spaces

(Yu, Bryant, Messmer, Tsagronis , & Link, 2018).

Lefebvre wrote The Production of Space following violent student protests in France in May 1968. These
protests arose in response to class discrimination and the political bureaucracy that controlled
university funding. Starting in a suburban university which was close to an informal settlement, they
spilled over into the streets of Paris where the sister urban campus was located. The violent protests
lasted for a month, with workers and school-goers joining the university students in solidarity. The
protests are of significance to this research in three ways: firstly, in terms of bringing the lived
experience of students’ struggles regarding inequity of distribution of funding to the fore; secondly, in

terms of how these protests started to inform understandings of the relationship between space,

7 Spatiality is a term used to describe the social production of space and the meaning made of it (McGregor, 2004, p. 13).
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society and power; and thirdly, in upending dominant conceptions of where power in the urban space
lay, if only temporarily.

Spatiality, or space that is socially produced, is a concept that is evident in Lefebvre’s (1991) The
Production of Space in which he argued for a unitary theory of space to guide a more holistic
understanding of space as physical [nature, the cosmos], mental [logical and formal abstractions], and
social (Lefebvre, 1991, p. 11). Lefebvre was concerned with a knowledge of space, the space of social
practice and the space occupied by sensory phenomena, including that which is produced from our
imagination such as projects, symbols and idealistic places. The sources of Lefebvre’s knowledge of
space lie within both an understanding of language, in developing an underlying spatial code similar to
the purpose of syntax’s ordering of words to give meaning, and an exploration of the everyday lived

experience through phenomenology (Schmid, 2008).

Lefebvre developed an understanding of space as in a dialectic relationship, meaning that it is in conflict
and contradictory. Central to his conception of space is that it is bound up with social reality and is
produced; it does not exist in and of itself (Schmid, 2008). Space, Lefebvre asserts, is divided into three
facets, all of which are interconnected processes, namely, spatial practice, representation of space and

space of representations. He also referred to spatiality as perceived, conceived and a lived space.

In terms of developing a language of space, Lefebvre generated a three-dimensional analysis of spatial
production as follows (Schmid, 2008, pp. 36-37; Lefebvre, 1991, pp. 38-39):

e Spatial practice is the everyday social activity and the network of interactions that occur in the
social space of everyday life. These practices produce or reproduce social relations.

e Representation of space, which Lefebvre associates with production, order, knowledge and
verbal signs. It is the realm of those who make decisions about space that affect others such as
architects and engineers and includes representations such as maps, plans and drawings.

e Representational space is linked to the underground of social life and is associated with the arts,
non-verbal signs and symbols. It refers to space as lived, as the space of the users, as dominated

and hence passively experienced space which the imagination tries to alter and appropriate.

Lefebvre’s phenomenological references are related to the conceptions of perceived, conceived and
lived space, which denote both individual and social processes (Schmid, 2008, pp. 39-40).
e Perceived space relates to all the senses and refers to the material elements that constitute
space. Perceiving space through the senses is a component of everyday social practice.
e (Conceived space is an act of thought linked to the production of knowledge — space needs to be
conceived of before it can be perceived.

e [jved space refers to the world as experienced by human beings as part of their everyday life.
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Lefebvre’s conceptions of space are of the social production of thought, actions and experiences. Space
is also at once perceived, conceived and lived and these facets exist in dialectic tension with one another
in a state of uncertainty. Schmid (2008, p. 41) provides a synthesis of Lefebvre’s theory on space,
concluding with [Emphasis authors own],
The core of the theory of the production of space identifies three moments of production: first,
material production; second, the production of knowledge, and, third, the production of meaning.
This makes it clear that the subject of Lefebvre’s theory is not “space in itself,” not even the
ordering of (material) objects and artifacts “in space.” Space is to be understood in an active
sense as an intricate web of relationships that is continuously produced and reproduced. The

object of the analysis is, consequently, the active processes of production that take place in time.

Space is produced; it is not a given. Lefebvre emphasised that thoughts and actions in space contribute
to a space’s becoming and that space, in turn, shapes these social processes, which in turn convey
meaning. Space is shaped by and shapes social processes and is hence both a product and a producer
(Milgrom, 2008). It is thus continuously being produced and is therefore unfinished. Space in itself is
conceived as a knowing of the varying interconnected facets that make up its production. These facets
expand space beyond its physical or mental characteristics to include the social aspects thereof.
Lefebvre connects knowledge of space to power and consequently to its impact on social relations in
space. Meaning is produced by the relations and activities that occur within space and by the imagined
possibilities of space. Schmid’s (2008) interpretation of Lefebvre begins to stitch the production of
space into a relationship with knowledge and meaning building on these relations as developed in the
previous construct of knowing. However, this does not assume that the relationship between
knowledge, space and meaning lies within the same social bodies. Within Lefebvre’s theory, the realm
of lived space is where space is made meaningful as this is where space is experienced, yet it is not
where knowing or the knowledge of space lies. Such knowledge of space is within the conceived space.
Theoretically, this embodies a space that is usually associated with those in power who are able to think
of and change space. Knowledge of space and meaning of space are then divorced from each other,
with the one having the power to think and change space, and the other merely to experience it. This
has the potential to bring knowledge and power to the users of space so as to conceive of their own
space and not perpetuate its re-production. The re-constitutive agenda to produce new space was of
interest to my research. | was interested in exploring the use of Lefebvre’s theory of space to explain
why campus space is both produced in the way that it is, and why it produces social relations in the way
that it does. My study aimed to utilise the three facets of perceived, conceived and lived space as a
means to explore the various relations that constitute an understanding of HE informal spaces as they

are presently produced.
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The adoption of the Lefebvrian triad by an architect [Lucien Kroll] in the production of student housing
(Milgrom, 2008) offered the potential to relook at the theory. Students at a university in Brussels
demanded Kroll’s involvement in their housing as a response to management’s proposal of a modernist
building that segregated functions with an aesthetic that the students felt was alienating and
overwhelming. Kroll flipped the conceived understanding of Lefebvre’s triad as the space of the
architect and instead of siding with management to conceptualise a design that was in keeping with
their image of the institution, he opted to work with the end-users, the students. This gave students a
voice and the means to contribute their own knowings and meanings to space based on their lived
experience of being a student. This example illustrates the potential of social processes to change the
lived experience of the student so as to be ‘freed’ of the dominant conceptions of space. The end-user
playing an active role in the conceptualising of architecture is not new in practice and is explored further
in Chapter four [4.3.2.1] as co-production. The theorisation of students conceiving of campus spaces to
meet their foregrounds was regarded as an interesting perspective on a discourse which tended to focus
on students’ present experience (Cross & Johnson, 2008; Ndofirepi, 2015; Swartz, et al., 2018) of
campus spaces. Chapter five explains the method adopted to explore students’ imagined campus

space.

2.3.2 SPATIALITY: RELATIONS OF KNOWLEDGE AND POWER
Massey (2005; 1992) drew inspiration from Lefebvre’s conscious discourse on what is meant by ‘space’
to unpack the influences on the dominant thoughts on space and focus on the process of imagining
space [Emphasis authors own].
Moreover, and again as a result of the fact that it is conceptualised as created out of social
relations, space is by its very nature full of power and symbolism, a complex web of relations of
domination and subordination, of solidarity and cooperation. This aspect of space has been
referred to elsewhere as a kind of ‘power-geometry’
(Massey, 1992, p. 81).

Massey views space as a product of social interrelations infused with inherent power dynamics. These
asymmetrical® relations of power manifest physically in spatial form [power geometries] or in the
imagination and work within and across varying scales® (Massey, 1992). Thinking across scales is of
interest in the educational realm where spaces are designed and structured by government policies
[macro], managed by administration [meso] and lived at the micro-scale by varying social groups. All
these agents exert influence over campus spaces in the various ways that they structure or appropriate

space over time.

8 Asymmetrical refers to unequal distributions of power.
9 Massey’s conceptions of scale are far broader than the institutional scale that | adopt and include the global to local scale.
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Massey suggests a multiplicity of relations between these different players and the need to discover
where the power might lie between entities and how these relations play themselves out in physical

space. Her work thus introduces the concepts of relationality and power geometries to this research.

Massey liberates space from meanings that associate it with being static, closed and representational.
Instead, she argues that spaces are open, diverse and full of life and are always in the process of
becoming (Massey, 2005). Space is conceived as always under construction, in the process of forever
being made, which implies a continual openness to the future (Warf, 2008). This is an encouraging and
positive view of space as not historically doomed to reproduce existing power geometries and relations;

instead, it embeds potential for change.

Massey uses the example of the location of institutions relative to the community they serve to explore

relations and power geometries in space with knowledge production. She criticises institutions that, by

their spatiality and exclusivity [distancing], separate the knower from the known. Massey suggests,
the need to ponder the elitist, exclusivist enclosures within which so much of the knowledge

production of what is defined as legitimate knowledge still goes on (Massey, 2005, p. 75).

Physically, socially and epistemologically, Massey is asserting that institutions are distancing the
knowledge they profess to produce from those that would benefit most from access to it. She calls for
an opening up of the understanding of space as more than one dimension rather than as a polarised
binary in terms of being in power or outside of power [of the oppressor and the oppressed] (Rodgers,
2004). Her view calls for the possibility of understanding multiple trajectories and histories in space

that acknowledge the many knowings that exist in space, not just the singular story (ibid.).

Massey’s contribution to this research is connecting space more directly to asymmetrical power
relations and how these can work across scales to affect campus space. The potential for space and
the social relations therein to be in flux offers opportunities to view the diverse body of students that
engage with one another and the campus space on a daily basis in a much more fluid relationship in

which multiple knowings are possible.

Massey’s notions of spatiality have been interpreted by various researchers in the field of education to
address a number of relational issues such as power relations in school spaces (McGregor, 2004), the
political dimensions of place (Gruenewald, 2003), relations of communal living, learning in HE (Card &
Thomas, Student housing as a learning space, 2018) and diversity (Samura, 2016). Building on this
learning of the field of education through Massey, questions arise as to what these multiple knowings

could be, how they could differ across a student body, and how they are interrelated or interconnected
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to students’ experiences and foregrounds. Furthermore, within the spatial structure of the campus,
could HE be continuing to perpetuate the exclusion or inclusion of students? This last question begins
to lead towards the spatial injustices that could be perpetuated within the interactive spatialities of the

campus. This multiple interpretive spatiality is discussed in more detail in the following section.

SPACE SPATIALITY SPATIAL
C (Knowing) JUSTICE
(Knowledge) (Agency)

Figure 2.4 Model of space to spatial justice

2.4 FROM SPATIALITY TO SPATIAL JUSTICE: STRUCTURES AND PROCESSES OF
INJUSTICE

The literature on injustices within HE is usually framed within a social justice discourse, with discussions
concerning race (Swartz, et al., 2018), class (Bowers-Brown, Stahl, Morrison, & Lacey, 2017), disability
(Snyder, 2005; Morifia & Morgado , 2018), gender (Department of Education Republic of South Africa,
2008; Enochs & Roland, 2006) and foreign students (Naidoo, 2018). My research expands these notions
of injustice to include how spatial aspects construe other forms of injustices, specifically when read
against our colonial and apartheid legacy. Soja (2008) argues that colonial geographies of social control
are experienced as spatial structures of privilege. This notion is legible in the urban fabric of the South
African city where apartheid planning not only segregated different racial groupings from one another,

but located particular racial groups far from the city, its services and work opportunities.

Soja builds on the tripartite spatiality of Lefebvre, on the power of thinking spatially, using the idea of
the social-spatial dialect to not only show how social processes shape and explain geographies, but even
more so to discern how geographies shape and explain social processes and social action. Soja develops
this idea further in The Spatial Turn (2008, p. 31-32) and speaks of ‘spatial justice’*® and the spatial

aspects of justice and injustice. Soja’s discourse on spatial justice initiates this discussion and in so doing

0 Spatial justice draws from the social justice issues of access, privilege and resources and applies an urban spatial causality.
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frames the understanding and interpretation of the term spatial justice within the context of this

research.

2.4.1  SPATIAL JUSTICE IN THEORY [SOJA]
Soja’s (2009, p. 2) critical thinking about spatiality is founded on three key principles that are essentially
an elaboration of Lefebvre’s theory of space:

1. We are all spatial, social and temporal beings

2. Space is socially produced and adapted by social intervention

3. The spatial and social dialectically shape each other

The consequence of these principles is that the spatiality of our lives can have both positive and negative
impacts for us as human beings, enabling, constraining or disempowering us. Hence, the spatiality of
our lives has the potential to be just as well as unjust (Soja, 2009). These ideas form the basis for
understanding the causal relationship between spatiality and justice and the embedding of injustice

within spatiality and spatiality within injustice.

Soja argues that spatial justice is both a product and a process. As a product, it is denoted in the
impartial and equitable dissemination of socially-valued resources in space and the opportunities to
make use of them. These resources could include housing, healthcare and education (Soja, 2009).
Spatial injustice can thus be reflected in the patterns of unfair distribution of resources and the unequal

distribution of infrastructure [spatial structures of privilege].

Spatial justice can be understood as part and parcel of the multi-scaler lived spaces of our lives from
the localised and intimate to the city, regional, national and global level (Soja, 2010). Soja suggests
three interactive and embedded scales of operation: the macro-, the micro- and the in-between or
meso-scale. The macro-scale is characterised as the politically-imposed decision-making [top-down]
processes of creating and defining electoral districts, while the micro-scale refers to discriminatory
decision-making at the level of the individual or company and arises from internal action [bottom-up]
which could, for example, transpire where harmful industries are located. In-between the macro- and
the micro-scale or the global and the urban is the regional of meso-scale, which Soja (2009; 2010)
associates with uneven development. Uneven development refers to spatial geographies that give
preference to one community over another and in so doing, enable certain areas and their people to
develop faster. This meso-level scale is also where Soja proposes that top-down [global] and bottom-
up [local] social actions meet (Soja, 2010). | return to the significance of the meso-scale at the end of

this chapter and again in Chapter three.
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In reference to these scales, Soja is also arguing that the spatial process can shape and inform social
relations — dialectically as opposed to deterministically — and furthermore, that we can act to change
these multi-scaler geographies of uneven development through political and social action. Soja further
understands justice as the raising of “collective political consciousness”, crossing divisions of race,
gender and class to “create a sense of solidarity based on shared experiences” (2010, p. 21). He is
advocating for awareness of the collective struggles that people face within their daily lived experience
[particularly in cities] as a consequence of injustice that could be occurring at multiple scales. However,
Soja unqguestionably assumes that social action is possible even when uneven power hierarchies exist

and that the collective good is for the individual good.

Soja’s contribution to this study is that of the spatial inequity through uneven development that is
collectively experienced and recognisable in the physicality of the world. Another contribution is the
idea of collective or social action to change these injustices for the common good, and the last is that
spatial justice can function at multiple intersecting geographical scales. Soja’s discourse raises several
concerns as to how we identify and understand the underlying processes producing unjust spatialities
within the HE environment —where are these injustices manifested in space, and at what scale are they

most notable?

The meso or in-between scale is of interest in this research as it is the scale in which various powers
essentially meet in the structuring of uneven development. This research study transfers Soja’s scaler
notions from the broader geographical scale to the institutional, with specific interest in the meso-scale.
The macro is reframed as the institution's decision-making processes that inform campus planning and
relations with its surrounding context [the city]. The micro lies at the level of the individual student and
personal preference to occupy some spaces over others, and how this shapes their experience of HE.
The meso-scale is at the level of the student community or collective and the uneven development of
some spaces on campus, leading to the privileging of some groups of students over others. This pattern
of privilege plays itself out in the informal spaces of the campus, such as the cafeteria and the car parks,
which are for the benefit of a limited body of students who can access these facilities. It is access to

these spaces and interaction within them that distinguish student groups from one another.

This research positions itself within the meso-scale [See Figure 2.4] where the power geometries of
spatiality can play out within the liminal,!* in-between or transitional informal spaces which also serve
as interfaces between different student groupings. Informal spaces within campus are understood as
liminal spaces (Tarini, 2015) located in-between the macro- and micro-scale, between formal and non-
1 Liminal space is described in the literature as either a physical space that is moved through, that has no real purpose as a destination in itself, or the
psychological space of uncertainty, or moving between one state and level of consciousness to another. For the purpose of this research, | embrace both

the physical and mental aspects of liminality.
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formal spaces, between spaces that are highly regulated such as the lecture theatre and those that are
self-regulated, as spatially betwixt and between spaces that students share with others (Gideon, 2019).
Furthermore, liminality for students is interpreted in this research as a process of knowing in and
through informal spaces with and of others. Liminality is also a mental space of uncertainty (Barnett,
2007) that students experience while at university and is associated with students’ actions of resistance,

agency and capitulation (Wood, 2012).

\ Macro-scale /
N\ Institutional level ,’

\ Spatial planning + Processes /

\ Top-down /

N Meso-scale /

N Collective [students] /
A Uneven development — /
\ spaces of privilege [FAT} /
\ Top and Bottom meet U

. /
\ Micro-scale /
\ Individual student /
\\ Individual spatial ~ »
\ preference ,'
- 4
\\ Bottom-up /

Figure 2.5 Scales of Spatial Justice within higher education

Informal spaces are also where the welfare [as discussed in Chapter one] responsibilities of the
institution co-exist with a diverse body of students. Manifestation of this on campus occurs in the
physical structures and processes to support students in terms of providing food, accommodation and
transport that could unknowingly be perpetuating further inequality. Spatial injustices within the

informal spaces of food, accommodation and transport are discussed further in the following chapter.
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2.5 INTERIM CONCEPTUAL LENS FOR THE STUDY

To conclude this chapter, the three constructs that constituted part of the conceptual lens with which

| entered the field are understood more specifically as follows:

The construct of knowing is understood as a process that is relational and uncertain. Knowing becomes
meaningful if related to students’ lived experience and to their foregrounds. Knowing can sometimes
be debilitating if related to only students’ past. Knowing is further related to power and as such has

social justice implications.

The construct of spatiality is understood as space that is socially produced; therefore, space is always
in the process of becoming. It is not static, nor is it a given. Asymmetrical relations of power play out
in space. Knowledge of space is related to the cognitive domain of the imagination which is associated
with those in power, whilst meaning is attached to the lived experience of space, from which multiple

knowings of space are possible.

The construct of spatial justice is understood as both a process and a product operating across many
scales, which for the purpose of this research is the in-between or meso-scale relating to the unfair

distribution of resources in space as well as to spatial structures of privilege.

Knowing, spatiality and spatial justice all in some manner or form address relations of power and
produce meaning. The intention of this research was to understand how the knowing of spatiality based
on students’ lived experience of campus space, and their foregrounds [future aspirations] can

contribute to spatial justice within a post-apartheid era.
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3.1 INTRODUCTION

In the previous chapter, | explained Soja's meso- or in-between scale of spatial justice as reimagined
within the institutional space. Spatial injustice is explored further in this chapter in terms of how it can
manifest in the in-between or transitional spaces where hierarchies of power may be less clearly
defined between student peer groups within the informal spaces of food, accommodation and

transport.

The chapter begins by explaining informal space and how it is understood within the context of this
research. This is followed by an exploration of spatial injustice within the spaces of food,
accommodation and transport through discourses in the literature. Students construct an
understanding of self and others through and within these spaces and in so doing, develop spatialities

that can be inclusive or exclusive and inhibiting or enabling for other students.

However, not all students are passive recipients of the spatiality of injustices they encounter in HE
space: some are agentic in tackling adversity to address issues they may be facing. Others capitulate.
The current discourse of student agency in relation to food, accommodation and transport spaces is
explored as means to assess the actions taken by students to address spatial injustice within informal
spaces, thus formulating this study’s contribution to understanding the potential of informal spaces as
both divisive and inclusive. The chapter closes after having argued for knowing the relationship
between spatiality and the injustices that it may engender for students in food, accommodation and

transport spaces.
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3.2 SPATIAL JUSTICE IN INFORMAL SPACES

3.2.1 INFORMAL, FORMAL AND NON-FORMAL

Chapter two referred to three kinds of learning: formal, non-formal and informal learning. | noted that
this study chose to focus on the less explored area of informal learning, particularly in informal spaces.
Informal learning relates to the learning arising from interacting with other students and people within
students’ daily lived experience of campus spaces. Formal spaces are represented by classrooms and
lecture theatres where the primary content is delivered. Non-formal spaces are represented by LANSs,
studios, library spaces and informal learning spaces! which support the content, and expectations from
the engagement with content in the formal spaces. By contrast, informal spaces constitute spaces that
students move through or interact in as part of their daily lived activities such as eating, sleeping or

leisure.

The intent of this study is not to deterministically bind particular kinds of learning to specific kinds of
spaces; rather, the relationship between informal learning and the informal spaces serves to demarcate
the focus of the study. This research study focussed on informal spaces and the learning of self and

others, and less so on relations with the formal curriculum and formal spaces of learning.

3.2.2 INFORMAL SPACES

As noted in Chapter two, informal spaces are understood as transitional, liminal or in-between spaces
where different groupings of people have opportunities to interact spontaneously. Both the urban and
institutional use of the construct of informal spaces are explored below to explain how informal spaces

were operationalised within this research.

Informal spaces within the urban context are undervalued, have no legal ownership, and are perceived
as unregulated and unplanned spaces, with no official use or occupancy (Shaw & Hudson, 2009). They
are often occupied by marginal groups, who appropriate these spaces to suit their own needs and
imagination (ibid.). Within the context of the university, the informal space discourse is somewhat
differently understood. Informal spaces are noted as being located outside of the formal classroom or
lecture theatre, positioned between buildings (Gebhardt, 2014; Maina, 2017) and linking students and

faculty between one function and the next. The spaces are characterised as being dynamic, flexible,

1 The focus of this study is the relationship between informal learning and informal spaces and not the currently very topical discussion of informal learning
spaces. Awareness is growing that students are learning about their formal curriculum in spaces outside of the classroom, making the provision of informal
learning spaces in institutions popular, particularly in the UK, Australia and America. Informal learning spaces as a term combines the concepts of informal
learning and informal spaces but loses the inherent meaning of what | study in its reformation. It refers to a purpose-built, flexible space or facility for
students to learn collaboratively with others or on their own. This study’s interpretation of informal learning extends beyond learning from social and
spatial practices (seeing, interacting and observing others) through a deeper understanding of others’ values.
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not subject to many regulations (Hunter & Cox, 2014), and having agency and community. This means
that students can choose with whom they wish to engage and in which informal space based on their

preferences (Alexander & Tredoux, 2010).

Informal spaces encourage social interaction by chance or deliberately, and are where students and
faculty can mix, mingle, pass by one another and interact should they choose to do so. These spaces
are also associated with academic or social functions (Lomas & Oblinger, 2006), contributing to feelings
of belonging, personal and professional growth and the intellectual and social life of the university
(Gebhardt, 2014). The practices that students perform in informal spaces are many and include
studying, collaborating, and socialising amongst peer groups, faculty members and other student

bodies.

The use of the term informal space in the educational literature is often in reference to informal learning
spaces or informal social spaces which tend to be purpose-built facilities for students to learn
individually or collaboratively. However, understanding informal spaces as liminal spaces that can vary
in scale and degree of enclosure (Maina, 2017), opens up the possibilities of campus spaces to include
a broader range of spaces such as student housing as in-between space (Card & Thomas, 2018; Holton,
2017; Owolabi, 2015), circulation spaces such as corridors and stairways (Popenici & Brew, 2013;
Anggiani & Heryanto, 2018), student gathering spaces such as student unions (Brooks, Byford, & Sela,
2016), commercial spaces (Andersson, Sadgrove, & Valentine, 2012), green spaces (Speake,
Edmondson, & Nawaz, 2013), social spaces (Maina, 2017), cafés, cyber cafes and informal learning
spaces (Hunter & Cox, 2014).

The literature on students knowings of informal campus spaces, in terms of the meaning students are
deriving from these spaces rarely extends beyond individualistic pursuits of self-development and
academic success (Owolabi, 2015; Card & Thomas, 2018; Burger & Naude, 2020) or experiential
discourses (Andersson, Sadgrove, & Valentine, 2012; Dominguez-Whitehead, 2015; Ndofirepi, 2015).

This raises the question of what students are learning about others in these informal spaces.

This research explored what students come to know of one another through informal spaces, what
knowings are arising from their experiences of these spaces, how these knowings might be contributing
to an understanding of spatial justice on campus, and what student actions are arising as a consequence

of these knowings.
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However, | chose not to address all informal spaces on campus but to focus on the informal spaces of
food, accommodation and transport. This is in response to the rise of the welfare university? in South
Africa (Jansen J., 2017) where the spaces of privilege are becoming more apparent and knowledge or
knowing of their spatiality is critical for understanding spatial [in]justices on campus to advocate for
spatial change. The growing welfare responsibility of the South African university (Department of
Education Republic of South Africa, 2008) is reflected in the ever-increasing residential community
(Department of Higher Education and Training, 2011) both on and off-campus, the distribution and
location of food spaces on campus and transportation patterns arising from the mobilising of students
between campuses and between residences and campus spaces. Food, accommodation and transport
spaces constitute part of students' everyday lives which they produce and are in turn produced by that

lived reality.

3.3 SPATIAL JUSTICE IN HIGHER EDUCATION

In the dialogue that follows, | discuss food, accommodation, and transport spaces individually in terms
of their socio-spatial relations on campus. The injustices or inequalities that students might experience
and how they respond to these are discussed thereafter. Students are viewed as active agents in the
construction of their spatialities and agency is understood as a process in which students have the will,
the power and the resources to effect change individually or collectively through actions and

interactions (Klemencic, 2015).

In reviewing the literature, | was consciously looking for material on socio-spatial relations, power
dynamics within these spaces and spatial justice issues both explicit and implicit, and less so the material
and service delivery aspects of food, accommodation and transport. For the most part, the review

draws on insights learnt from South African universities to contextualise the study.

3.3.1 SPATIAL JUSTICE IN FOOD SPACES

Food is a basic material need (Dominguez-Whitehead & Whitehead, 2014) that contributes to students’
physiological development along with sleep and clothes. These fundamentals need to be met,
otherwise they affect other priorities (Dominguez-Whitehead, 2015) such as students' knowledge

acquisition (Munro, Quayle, Simpson, & Barnsley, 2013).

2 Aterm used by Jonathan Jansen (2017) to describe post-apartheid South African universities in his book As by fire: The end of the South African University.
He suggests that, increasingly, the knowledge agenda of HE is being eclipsed by the need to address social welfare redress.
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Acquiring and consuming food on campus is an everyday spatial and social practice that can be
undertaken individually or collectively in a number of spaces. More specifically, the practice of selling,
eating, exchanging and producing food for personal consumption is associated with campus
restaurants, food preparation spaces in student accommodation, student unions, cafeterias, kiosks,

campus open spaces, lawns and dining halls.

The literature raises issues of food insecurity in South Africa universities (Munro, Quayle, Simpson, &
Barnsley, 2013; Sabi, Siwela, Kolanisi, & Naidoo, 2018; Dominguez-Whitehead, 2015) and how this is
affecting both students’ self-development and their relationship with their fellow students. Food
insecurity is noted as compromising students' academic performance and rendering tenuous their
potential to engage in practices of eating together as a means to build a sense of community and
belonging. These studies also highlight asymmetrical relations between those students who are food
secure and those who are not and note that these groups cannot engage in equitable social encounters
let alone share the same spatial settings (Dominguez-Whitehead & Whitehead, 2014, p. 65). This
highlights the limitations of the university space to broaden conceptions of informal learning by bringing
students of different backgrounds and socio-economic groupings together. Perpetuation of the
academic advantage of the formal learning of wealthier students, who do not experience food
insecurity, is also noted (Munro, Quayle, Simpson, & Barnsley, 2013). Students experiencing food
insecurity are thus doubly disadvantaged with regard to both their formal and informal learning on

campus.

However, students who are food secure also lose out on the potential to engage in a richer educational
experience. Studies on campus food spaces also highlight racialised appropriation of spaces by
particular groups such as the coffee shops on a campus, which signifies to students this racial group's
higher potential spending power (Pattman, 2007). An observational study on campus cafeterias noted
localised segregation in students' choice of seating arrangements (Clack, Dixon, & Tredoux, 2005). This
study employed the concept of illusory contact (ibid.) wherein perceived racial integration underlies
micro-segregation. Instead, localised patterns of space use tell of inferred boundaries separating race
groups (ibid.). However, Clack, Dixon, & Tredoux’s (2005) study did not engage students in the
exploration and explanation of their appropriation of the space and relied on inferences from observed

spatial patterns.

3.3.1.1 AGENCY AND FOOD SPACES
There is limited research on how students are agentically choosing to address issues of food security or
how university support is mediating the socio-spatial relations between the haves and the have nots.

However, the literature suggests that students are reluctant to access food schemes because of the
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negative perceptions associated with meal vouchers and food parcels (Sabi, Siwela, Kolanisi, & Naidoo,
2018). Students are, however, opting to steal from the fridges of other students in residence (ibid.),
avoid expensive eating spaces, share food, prepare meals together, go home to get food [assuming the
home is not too far], or eat less food or fewer meals per day (Rudolph, et al., 2018). Even with these
coping mechanisms to address food insecurity some students’ aspirations to be associated with a
particular social status cannot be disconnected from their food choices — and consequently, specific
food spaces. Students are thus choosing more expensive food choices, even though they can ill afford

them, for the social status this is perceived to confer (ibid.).

3.3.1.2 LIMITATIONS OF STUDIES ON FOOD SPACES

Existing studies on food and food-related space on campus primarily address food as a material need
or the lack of diversity of encounters with others in the consumption of food. Food, how students
acquire it and the complexities associated with obtaining food as part of students’ everyday campus
existence have not been discussed in previous studies. Some of these complexities are raised in the
temporal nature of food acquisition as at the beginning and the end of a semester when financial aid
has not kicked in or is running out and by students’ preference for catered residences where food is not
only readily available, but is also convenient (Dominguez-Whitehead, 2015). Furthermore, the
complexities with regard to transport off-campus to access alternate and cheaper food spaces,
sometimes even going home to do so, are not discussed in any detail. All of the above referenced
studies engage discretely with the issues of food, accommodation and transport but do not intimately
explore the relations between food spaces, transportation, location of accommodation, scheduling of

time and the interaction with other students on campus.

The literature also assumes that not addressing food security issues will constrain students of different
backgrounds from interacting on a social level in a post-apartheid society. The studies discuss students’
experiences of food spaces but not what they are learning from their experiences about others. The
everyday lived experience of the campus is not explicitly discussed in terms of how food spaces are

conceptualised by university management and policy and whose interests they are serving.

3.3.2  SPATIAL JUSTICE IN ACCOMMODATION SPACES

A diverse range of accommodation options is available to students that varies in terms of quality,
availability, the infrastructure provided [serviced, catered or not], management [privately owned,
university-owned or university-leased], room occupancy [single or shared] and location [on or off

campus] (Holton, 2017).
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As viewed in the literature, accommodation is a binary discourse between staying at home or moving
away from home to go to university. Research studies, mainly British and American, tend to privilege
going to university (Patiniotis & Holdsworth, 2005) and spending more time on campus over staying at
home (Christie, 2007). The discourse on student housing that tends to position self-development and
academic development as the core benefits of living in residence is contested as being individualistic
and dismissive of the positive aspects of staying at home for family good (ibid.). This discourse sets up
tensions between home and campus residences. Students might stay at home for any number of
reasons from material comforts, to financial and family ties, friendships and community and the
potential of these environments to provide stability and emotional support in the transition to HE.
Socio-cultural rather than physical distance (Pokorny, Holley, & Kane, 2017) can thus, be the issue with
regard to successful integration into the campus of students that stay at home. If living in residences
and spending time on campus is associated with successful integration into the campus, how are
students that choose to stay at home integrated into the university environment? What spaces and

spatialities on campus enable their integration?

Living in residence raises several issues that have both spatial and social justice implications. The most
prominent, within the South African context, is the lack of housing options for students and the
condition of housing which have been key grievances of student protests over the past few years.
University-leased accommodation is a growing phenomenon in response to the demand to house
students with government-funded loans or bursary schemes [NSFAS], which in some institutions can be
up to 50% of the student intake (Department of Higher Education and Training, 2011; Council on Higher
Education, 2016). These conditions are sometimes not ideal (Council on Higher Education, 2016) and
students have spoken out loudly and sometimes violently to express their discontent to management.
Their concerns include safety and security (Gopal & Van Niekerk, 2018) of person and property

alongside the material concern for quality and hygienic environments (Radder, 2009; Govender, 2019).

Students are not only affected by their mobility to campus but, through the process of studentification,?
can also affect residential communities surrounding universities by changing both the culture and the
physical landscape. Some argue, however, that studentification not only impacts on such communities;
students themselves are also negatively impacted by the spatial geography of our apartheid past
(Mzileni & Mkhize, 2019). The historically white university campuses tend to be located in more affluent
areas in which private landlords define the market value of rentals and in so doing capitalise on growing
student housing demand. Students from low socioeconomic backgrounds can be adversely affected if

they are both not able to access student residences and unable to pay these private rental prices. They

3 The process of social, environmental, cultural, economic and physical change as a consequence of a large body of students entering or living in a
geographical area.
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are effectively priced out of the area surrounding some campuses and forced to commute from home
or find more affordable accommodation further from campus.

Students are essentially thrown together in residences and managing relations with others, and access
to specific spaces within incidental co-living arrangements can prove difficult, especially for marginal
groups. Residence spaces can inculcate a culture of habituated practices that serve to alienate or
suppress the participation of students of particular race groups (Jansen, 2009; Department of Education
Republic of South Africa, 2008), sexuality (Vaccaro, 2012) or religious affiliations (Hopkins, 2011). These
social issues play themselves out in various spatial responses from creating boundaries (Card & Thomas,
2018) to segregation of space use or temporal changes in space use or occupancy. Such issues are
exacerbated in residential accommodation where the trend of maximising bed space is at the expense
of communal space, thereby limiting students’ potential to interact more fluidly in their daily activities

of eating, cooking or studying.

3.3.2.1 AGENCY AND ACCOMMODATION SPACES

Students are active agents in drawing attention to poor quality spaces through deliberate protest action
(Govender, 2019). Within the residential space, students also actively manage their relations with other
students through actions at a micro-scale. They negotiate behavioural relations with other students
spatially through engendering boundaries and borders to enable formal learning within their residential
space (Card & Thomas, 2018). Independently or collectively, students also try to make a home space
within their shared communes or residences. The making of a home is seen through changes to the
configuration of their space and the arrangement of their possessions (Holton, 2017), which aim to

create spaces that students not only feel comfortable in but also support their academic development.

3.3.2.2 LIMITATIONS OF STUDIES ON ACCOMMODATION SPACES

The discourse on students opting to stay at home, especially within the South African context, is limited.
Accommodation located off-campus, such as communes, postgraduate living arrangements or leased
accommodation (Department of Higher Education and Training, 2011) is not prevalent in the literature.
One would think that this would be a fertile research area considering the large proportion of the

student population accommodated in different off-campus residential arrangements.

The literature on spatial injustices within accommodation raises unexplored areas regarding housing
provision and allocation thereof institutionally. Further questions that arise include: What becomes of
those students that cannot access university-owned or leased housing; where do they find affordable
housing? What are students’ spatial expectations of university-leased or owned residences? How does
the spatiality of on-campus and off-campus, leased accommodation impact differently on students' self-

development, academics and relationships with other students?
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3.3.3  SPATIAL JUSTICE IN TRANSPORT SPACES

The ability to be mobile and access the campus space is a critical factor in engaging in campus life
(Kenyon, 2011), which includes attending classes and accessing on-campus learning resources (Allen &
Farber, 2018). Studies on students' mobility to campus have directly linked access to student
achievement and poor access to compromised learning, social and other campus-related activities
(Kenyon, 2011). Getting to campus is thus critical. Many students commute daily from their place of
residence, navigating enormous time pressures and transportation barriers to get to campus (Allen &
Farber, 2018). The routes students opt to take to campus, and the modes of transport available to them
are also reflective of their personal preferences, time pressures, weather patterns and individual level
of affordability.

Students in South African universities have access to several transport mode options, including free
transport from the university to other campuses and residences, car-pooling options in their friendship
and family networks, public transport and walking. Transport spaces are thus broadly understood as
being inclusive of the varying mode options [walking, car, taxi, bus or university shuttle service] and the
spaces where students wait or are dropped off [bus rank, taxi rank] or their vehicles are parked [parking
lot].

Transport spaces also encompass the spatiality of the mobility between campus and residences and
between campuses. Waiting to become mobile and mobility itself between spaces generate differing
spatialities, both in the physical moving across space and in the mental or cognitive space of moving
between spaces. Most notable is the mental shifting of identities as a response to contested and
challenged relations between home and campus (Bangeni & Kapp, 2005). This is a knowing which many
students may already have experienced as school learners moving across the city, interacting with other
commuters, other spaces and other students, to what were perceived as better schools outside of
apartheid enforced racial enclaves (Fataar, 2015, pp. 70-71). For such learners, this meant moving into
schools whose cultural practices were not theirs, where they were subject to identity formation and
reformation contingent with the cultural orientation of the school and relationships with their fellow
learners. Students effectively become distanced from the lived space of the home that they returned
to at the end of the day. Schools and their corresponding spaces thus become distanced from the
communities in which they are situated as their student body is not of or from the immediate
neighbourhood. The social and mental distancing of both the school from its environment and the
learner from their home environment is similar if not more polarised when coming to HE. This is noted
where students have to leave home to go to university, in some instances effectively severing their ties

to home for extended periods.

57



Chapter three: Spatial [in]justice in informal spaces O

Students that choose to stay at home and commute long distances to campus risk the physical
distancing reinforcing mental distancing (Horowitz, 1987). They remain emotionally and economically
dependent on their parents in that they "go to college intellectually but psychologically and culturally
remain at home” (Horowitz, 1987, p. 64). A more recent study (Mbara & Celliers, 2013) notes that, the
distance and time spent on the road can have a negative impact on students living off-campus as it
limits opportunities for social contact with other students. The authors (ibid.) claim that social contact

is important for enhancing students’ formal learning and development.

Cars were noted amongst the wealthier student community as a response to a perceived poor public
transport system. The car was also imbued with associations with safety, being fast and saving time

(Luke, 2018) in contrast to public transport, which was seen as unsafe and unreliable.

3.3.3.1 AGENCY AND TRANSPORTATION SPACES

Student agency associated with transportation was negligible other than protests (Mitchley, 2020) over
the quality of the service and transport allowances (Mlangeni, 2019), thereby identifying a major gap in
understanding how transport itself could be contributing to spatial injustice as well as how students
might be addressing these spatial injustices passively or actively. In reviewing this limited information,
| understood it to mean that getting to campus is an expectation of students that remains unquestioned
and unchallenged by management or students alike [on and off-campus]. Being able to access campus

is a given and overcoming this is necessary to attain an education.

3.3.3.2 LIMITATIONS OF STUDIES ON TRANSPORT SPACES

The literature on transport and transport spaces tends to focus on mode choice and the quality or
efficiency of the service or the spaces’ perceived safety (Ngabaza, Bojarczuk, Masuku, & Roelfse, 2015).
Transportation studies tend to address specific aspects of a transport mode’s performance (Mkwanazi,
Mbohwa, & Nemarumane, 2015; Mbara & Celliers, 2013) with limited engagement with the broader
relations formed as part of students’ everyday lived experience in moving between home or residence
and campus. Furthermore, the inequality of transport as experienced by students with disabilities
(Snyder, 2005; Morifia & Morgado, 2018) is explored, but not in terms of the inequalities experienced
across varying transport modes for non-disabled users. The possibility that some modes could be
advantaging or disadvantaging students, needs further exploration. Spatial distancing and living far
from university and commuting are viewed negatively in the HE literature. However, little is said on how

students overcome spatial [and consequently social] distancing, and what actions are taken to do so.
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Chapter three: Spatial [in]justice in informal spaces [

34 INTERSECTIONS OFSPATIAL JUSTICE AND FAT* SPACES

The key insight gained from the discussion on spaces of food, accommodation and transport is that
these spaces are essentially interrelated with one another and students’ everyday life. Furthermore,
informal spaces have potential as spaces of interaction across socio-political lines and of integrating

students into campus life, but are often associated with merely providing a service or as a service space.

The agentic contribution of space and students in the production of socio-spatial relations in informal
spaces is, for the most part, absent in broader discussions of campus spaces. Injustices in space are
seen as perpetuated by other students or are a consequence of the limited provision of particular
resources or services, not space itself. Space is not adequately problematised as contributing to the
injustices that students are experiencing, nor are the relations that students engender in space

problematised.

Chapter two concluded with three of the constructs that formulated the conceptual lens of this study,
namely, knowing, spatiality and spatial justice which all in some manner or means address power
relations between students and learning, students and space, and students and justice in informal
spaces. This chapter concludes by defining the operational lens by adding the further three constructs
of food, accommodation and transport spaces. The operational lens focusses the study on particular
spaces on campus where students engage with other students and in which they are either enabled or
inhibited from changing the spatiality of the situation in which they might find themselves. This
concludes Part 2 of Section A. The next set of three chapters [Chapters four, five and six] develops the
methodological foundation for this research. In the analytical phase of the thesis [chapters seven, eight

and nine] further theories are drawn from to assist in interpreting the data.

Figure 3.2 Inter-related lens with which to enter the field

4 FAT is the acronym for Food, Accommodation and Transport.
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PART 3 Chapter four: Visual methodological origins

4.1 INTRODUCTION

The opening chapters of this thesis [Chapters one and two] established the contextual background, and
the theoretical and conceptual roots of the study. They provided the motivation for conceptualising a
study on students knowings of HE spaces. These chapters argued that students knowings and
experiences of HE are more often documented in relation to their academic performance or their ability
to assimilate into the campus culture. Moreover, these studies tend to foreground students’
engagements with the formal teaching and learning environments, and their official curriculum. Little
focus is directed to students knowings of spaces outside these public realms of the official spaces of
universities. This study contributes to shifting the focus towards exploring students’ interpretations of
the informal spaces on their campuses. | was interested in how and why students made meanings of
these informal spaces in the way they did. | wanted to establish how these “students knowings”
contributed to their overall experiences of HE and whether or not these meaning-makings of informal
campus spaces influenced their understandings of the purpose of HE. This study aimed to portray
students as active agents in relation to the spaces they inhabit. The objective was to explore HE spaces

as not simply containers or neutral backdrops in the everyday lives of students.

Chapter four is the first of three chapters that present the methodological approach and strategies
adopted to explore the phenomenon of students knowings of HE spaces. It explores the theoretical
selections | made in terms of choosing an appropriate methodological approach to explore this
phenomenon. It justifies my paradigmatic approach which constituted a combination of an
interpretative and a critical disposition. The chapter highlights the potential | saw in drawing on an arts-
based methodology which resonated with my personal training as a designer of imaginative, creative
building spaces as a professional architect and teacher/lecturer in this discipline within the HE
institution in which the study was conducted. Its relevance in promoting participative engagement with
the participants on a deeper level is also acknowledged. | narrow down my focus on visual methods
and how it was applied to yield deep and meaningful insights, by first exploring the potential of

photography [4.4] and imaginative mapping [4.5] as a research methodological approach and method.

Chapter five outlines in a narrative form the chronological timeline of the specific data production field
methods used to produce data for this study. | came to recognise this research journey as an iterative
process of simultaneous doing and learning. The chapter explains how the research methods were
adapted, and evolved and unfolded in synch with the realities on th