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ABSTRACT

This study set out to provide an understanding of the Certificate in Education
programme, CE (PD), in terms of various stakeholder perspectives and its
historical development. Through the use of case study method the study
investigates the relationship between the first three semesters of the Certificate
in Education (Participatory Development) CE (PD) oftered targely on-campus at
the University of KwaZulu-Natal with the final semester module of the
programme offered as a service-learning off-campus calied Development in
Practice (DIP). The objective of DIP is to produce reflective learners in an
authentic development context. Within the CE (PD) programme this is
understood as praxis. The purpose of the study therefore is to investigate
processes within the programme that facilitated or hindered the attainment of
praxis. The case study method served this research goal well as it allowed for
the social, ideological and historical reality of the CE (PD) to be viewed within a
context of its development and the broader contexts of the university and South
Africa. As such, this study iooked at how one could ensure that theory, abstract
knowiedge and practice are combined for the purpose of improving community
development practice. The study focussed on the aspect of praxis within the CE
(PD) with the intention of contribution to the improvement of praxis in training for

community development practitioners.

Based on Freire's understanding of praxis, the situated cognition and
transformative learning theories this study found that certain processes impacted
positively or negatively to the CE (PD) programme in facilitating praxis. These
processes were varied and included amongst others curricutum
conceptualisation and planning, and the mast important one being ideology and
power related issues. The detailed description of the CE (PD) process would be
useful to tuture curriculum development initiatives.
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This study argued that community development training is a contested area and
cannot onty focus skills training but must include consciousness raising located
within an emancipatory tradition. Based on this argument an interactive
programme development model located within praxis is otfered as a contribution
towards community development practitioner training in the South African
context.
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CHAPTER ONE

INTRODUCTION AND BACKGROUND TO THE
STUDY

1.0 Title

“Towards improved praxis”: a case study of the Certificate in Education

(Participatory Development).
1.1 Purpose Of Study

The purpose of this study is to examine the relationship between the first three
semesters of the Certificate in Education (Participatory Development) - CE
(PD) - offered largely on-campus at the University of KwaZulu-Natal (UKZN)
with the final semester of the programme offered as service tearning off-
campus. The service-leaming component is called the Development in
Practice (DIP). DIP is self-directed leaming during which the learner is
engaged In practical activity within an organisation. DIP will be discussed in
depth later in this Chapter. By comparison, the learning in the programme in
the first three semesters of the programme is determined largely by the
provider institution and offered using participatory methods and experiential
learning, mainly via weekly contact sessions on-campus. Central to this
investigation is to understand the link between the theoretical and practical

components of the CE (PD) programme.

The CE (PD) programme was developed by the Centre for Aduit Education at
UKZN to address the need to train community development practitioners who
are able to plan, implement and evaluate community-based education and

development projects. From programme evaluations and other reflections
1



within the programme, the important questions that emerged within the CE
(PD) were:

. What are the factors that hinder or enable learners to apply what they
have learnt in the CE (PD) to real education and development
contexts?

. Has the programme helped learners make meaningful connections

between theory and practice?

These important and broad questions that are facing the CE (PD) programme,
stimulated interest for this research study. For the purposes of this research
study, the following key research questions were set up to guide and focus the

investigation:

. What are the facilitator and learner's perspectives on and their
experience of the relationship between theory and practice within the
CE (PD)?

. What are the successes, failures and problems for educators and
learners in preparing leamners for practice?

. Why do educators and learners expiain success, failures and problems
within the CE (PD) in the way that they do?

. What strategies could be employed to improve the preparation of

learners for practice?

1.2 The CE (PD) Programme And Its Institutional

Context

MHaving set out the purpose of this study and the research questions that it will
tackle, | now turn to a more detailed description of the CE (PD) programme
and its institutional context, before discussing the rationale for the study and

its broader context.



1.2.1 The University Of KwaZulu-Natal And Community

Outreach

A truly South African University that is academically excellent, innovative
in research, critically engaged with society and demographically
representative, redressing the disadvantages, inequities and imbalances
of the past. (University of KwaZulu-Natal, Mission Statement, 2003).
The Mission statement of the university implies an awareness of the needs of
society and a desire to respond to that need. However, in reality the
application of this statement appears to leave a lot to be desired in terms of

providing resources and being flexible in applying the statement.

| will now look at the Certificate of Education {(Participatory Development) a
qualification offered by the Centre for Adult Education of the UKZN.

1.2.2 Certificate In Education (Participatory Development)

CE (PD) is an undergraduate programme oftered by the Centre for Adult
Education. The origins of the programme are discussed fully in the chapter on

findings.
At the broadest level, the CE (PD) has the following objectives:

. To produce qualified community development practitioners who can
implement participatory education and development projects at local
tevel.

. Through this, the CE (PD) builds the capacity of rural and
disadvantaged communities. The concept underpinning the CE (PD)
outcomes is a body of skills, knowledge and attitudes that are common

across all sectors of people-orientated development.



. The experience of the leamers is valued and the programme is rooted
within an experiential learning approach that facilitates discourse
between traditional academic knowledge and knowledge derived from
real-life experience.

. The programme is being delivered in mixed-mode, combining weekly
face-to-face participative workshops with interactive distance education
materials.

. The programme is built around a core that recognises and teaches the
knowledge, skills and attitudes common across all sectors of
participatory development, facilitating a holistic development approach
and development practitioner mobility.

. The programme recognises the attitudes and values of the
development practitioner as crucial to successful development
processes.

. In addition to the weekly contact workshops, the programme provides
ongoing support to learners in the form of academic tutorials, off-
campus telephonic support by programme facilitators and partnerships
with a variety of organisations for in-situ support.

CE (PD) Prospectus (2001).

The CE (PD) programme is designed such that core skills are taught and
developed with the learners; iearners are then able to choose from a range of
electives. The programme includes a service-learning component called
Development in Practice that gives learners an opportunity to try out,

practically, newly learnt skills, knowledge and attitudes in a real situation.

The CE (PD) leads to a National Qualifications Framework (NQF) level 5
qualification made up of 128 credits. As a higher education qualification that
targets non-traditional university students, the CE (PD) attempts to create a
bridge between the further education and training, and higher education

bands within the South African Qualifications Authority.



1.2.3 The Learners In The CE (PD)

The CE (PD) targets practitioners involved in a range of community
development organisations. Most learners do not qualify for normal university
entrance due to their disadvantaged educational backgrounds and many do
not have a Senior Certificate, let alone Matric exemption. Instead,
practitioners generally have many years of ‘field experience’ and have usually
participated in various non-formal educational programmes of the short-
course and workshop types that characterised training in the NGO and
development sectors. Students are often recruited through consultation with

community-based organisations and NGOs.

The minimum requirements for admission are a Senior Certificate and/or three
years' relevant experience related to the area of study. Alternatively, students
are admitted on the basis of a placement test, approved by the Faculty of
Education and subject to permission of the Senate. The programme is meant
to provide access to university education for learners who have traditionally
been excluded, so that university diploma and degree options become

available to successful students.

Most of our learners have been through ‘Bantu education' and would have
been exposed to non-reflective education processes. They are likely to have
been exposed to traditional models of curriculum (discussed in Chapter Two).
It is these historical educational experiences that influence current leamning
strategies and processes engaged in by learners. Past educational
experiences of learners has promoted rote learning rather than leaming
through reflecting on experiences. Such favoured approaches allowed for a

separation of leaming from everyday life.

The CE (PD) is supposed to be based on praxis, that is, the bringing together
of action and theory through reflection in the Freirian sense with an intention

to bring about social change. Reflection is a new challenge that faces most of

5



our learners. There is therefore a great need to better understand this area, to
help learners make the connections, to change and adapt what we do and

learn how to improve the programme.

The CE (PD), through a service-learning component Development in Practice
(DIP), hopes to provide an opportunity for learners to make a meaningfully
contribution in their own communities and organisations by ploughing back all
that they would have leamt in the CE (PD). DIP is a final module that learners
have to undertake so that they get an opportunity to implement new
knowledge and skills in a real world context. The DIP module is explained in

greater detail below.

1.2.4 Development In Practice (DIP)

Since DIP is a focus in this research, it is necessary for me to set out its

purpose and structure.

During DIP, learners are hosted by non-governmental or community-based
organizations. The purpose of DIP is to give learners an opportunity to put
into practice their newly learnt skills and knowledge acquired during the
previous three semesters of the CE (PD) programme. The objective of DIP is
to produce learners who can bring theory and practice together in an authentic
development context. DIP affords leamers an opportunity to practice in a real
situation with real issues and people. This moduie is referred to in this
document as service learning. Service learning will be discussed further in

Chapter Two.

At the start of DIP, each learner is expected to produce his or her own
individual outcomes and action plans. An action plan is a toof that is meant to
be developed by learners themselves to determine what they intend learming
during the guided practical that constitutes the DIP module. The action plan

contains the outcomes that the leamer wants to achieve during the DIP

6



module, the identification of all the activities that wil! assist the learer to
achieve these outcomes, the weekly planning including dates that should
allow the learner to plan ahead and to determine whether it is possible to

achieve these outcomes in the allocated time.

To assist learners to implement their action plans, they are expected to attend
weekly contact sessions at the university for the duration of the module. The
contact sessions are meant to enable the module ¢co-ordinator to monitor the
learning progress of each learner. Each leamer is aliocated a supervisor who
should help leamers with their daily plans and help them keep a journal, with

the purpose of encouraging daily reflection.

Due to lack of financial and human resources, neither the module co-ordinator
nor the supervisors (facilitators) are able to visit learners on-site. The action
plans therefore become a monitoring tool for the facilitators. The action plans
are developed such that they are also tools to assist learners to reflect on their

actuai experiences.

DIP contact sessions were designed o help learners understand and
implement the concept of experiential learmning and reflection. The contact
sessions were an opportunity for learners to reflect on their experiences and
to share these experiences with fellow learners. Theorist such as Kolb (1984)
and Freire (1977) served as references for learners involved in cycies of
action and reflection. This process aiso relates to what Freire (1977) refers to

as ‘praxis’. DIP thus created space for praxis within the CE (PD) curriculum.
1.3 Rationale And Background To The Study

In setting out the rationale and background to this study, | will present the
national context of the study and factors within this context that have given

rise to the need for such a study. This discussion of context introduces factors



external to the CE (PD) programme. | will then examine factors intemal to the

programme that have also influenced the study.

1.3.1 External Factors Prompting This Study

The Centre for Adult Education has a long history of developing programmes
in response to its context in KwaZulu-Natal and the wider country. The CE
(PD) was another of these responses to the new dispensation in a democratic
era in South Africa. The transition to democracy brought new legislation and
policy that changed the landscape of education and development in the
country. As will be discussed more fuily later, the idea for the CE (PD)
programme emerged in 1998. In understanding the CE (PD) and the need for
this study, it is necessary to consider the South Africa context during the

period of democracy.

The passing of more than a decade of democracy in South Africa has
prompted many commentators 1o look critically at the successes and failures

of the government thus far.

. The Human Rights Commission report stated that the government had
massively failed South Africa’s most needy citizens. The report claims
that poverty alleviation reached only three million of 20 million people
living below the poventy line (SABC News, August 28, 2003).

. Aitchison (2003) states that substantial expertise, experience and track
records of competent delivery that were located within civil society are
now located within government. Aitchison’'s comment points to a need
to constantly train community leaders and development practitioners to
replace what is lost to civil society. The extent to which this expertise is
not being used within govemment or is located in sections too removed

from grassroots’ development practices, is an area in need of research.



. Baatjes (2003) concludes that due to the change in macro-economic
policy from the Reconstruction and Development Programime (RDP) to
the Growth Economic and Reconstruction (GEAR) policy, not much
change has taken place in the lives of most people, that is those, who
were “historically-disadvantaged, marginalized and oppressed”. The
RDP was seen as a promising vehicie to implement meaningful change
for local people as it spoke about providing everyone with access to
basic services such as water and electricity, as well as health, and
promised special help for the poor, the disabled, old people and

womern.

Against the background of such criticism, the following call to the nation by the

State President in 2003 can be understood:

It will be particularly important that we attract the right people into this
cadre of community development workers, train them properly, and
supervise them effectively...inspired by the letter and the spirit of batho
pelel Among other things, these workers will help to increase the
effectiveness of our system of focal government, strengthening its
awareness of and capacity to respond to the needs of the people at local
level. (Mbeki, 2003:10.)

The call by the President indicates an urgent need for proper training for the
community development practitioners to allow for delivery at local level. The
aim of which is to enhance the quality and accessibility of government
services by improving efficiency and accountability to the recipients of public
goods and services. In urging such delivery to adopt the principle of 'Batho
Pele (Putting peopile first), the president was signalling the need to have
people participate in their own development. The training of community
development practitioners is therefore critical for development. This study

aims to contribute to knowledge that can have an influence on such training.

' 1Batho Pele: Putting people first — ""Aims to enhance the quality and accessibility of government
services by improving efficiency and accountability to the recipients of public goods and services”.

9



The severe weaknesses in the capacity of local governments to function as
development facilitators have often been mentioned as the major contributing
factor to lack of delivery. It is within this context that State President Mbeki
has made caills for the training of more community development cadres
(Mbeki, 2003, 2004). The call can be understood as commitment to service
delivery and community development as well as the realisation and
acknowledgement of the iack of Government's capacity to deliver at the local

level.

The lack of capacity that the president was referring to seems to have given
rise to extensive use of outsourcing of government work to independent

consultants. This practice has two main drawbacks:

. It is unsustainable from a cost point of view,

. It also does not allow for capacity to be built within government.

In this tight programmes such as the CE (PD) can be important interventions
in response to needs within the South African context. | therefore believe that
a study of the CE (PD) and its potential contributions in terms of practitioner

development are important at this time in our country’s development.

1.3.2 Internal Factors Prompting This Study

tn 2002 a two-day intensive evaluation workshop was held with the second
year learners who had just finished their Development in Practice (DIP)
module. The workshop was informed to a large extent by a perception of the
facilitators that the leamers were struggling to implement and reflect on the
learning made during the previous eighteen months of CE (PD).
Recommendations from the 2002 evatuation were implemented with the 2003
cohort. These included the introduction of DIP in the first semester so that
learners become aware of what was ahead of them and pianning tools were

provided to the leamers so that they would have enough time to do planning.

t0



However, the same problems that were experienced in 2002 surfaced again in
2003. Learners were still unable to develop their own outcomes, action plans,
as well as reflecting on their previous leaming. There is a need to better
understand the situation and to help students to deal better with this challenge

that the course provides.

DIP contact sessions were designed to help leamers understand and
implement the concept of experiential iearning and reflection. As mentioned
earlier, theorist such as Kolb (1984) and Freire (1972, 1995) were influential in
this design and in terms of the facilitation of the module. Within the classroom
sessions it seemed as if students understood the relationship between action
and reffection. However, two cohors of learners demonstrated a marked
inability or failure to make reflective journal records even though they had
been taken through the process and provided with a tool within the classroom
situation using participatory methods such as simulations, role-plays and case
studies. These difficulties and failures were a concern to the CE (PD) team

and warrant investigation.

The seeming inability of our learners to apply the newly acquired knowledgs,
skills and attitudes was to a large extent being conveyed by fearners not being
able to produce the required evidence of their critical reflections on their
practice. This was perceived as an inability to apply the newly learnt
knowledge, skills and attitudes. Such perceptions and concems within the CE
(PD) highlighted the need for research over and above the on-going
programme evaluation. Such research could be valuable in providing
guidance to trainers and educators in planning educational experiences that
not only facilitate leaming, but also help participants apply such leaming in a
new context in a reflective manner. It is hoped that the present study could be
a contribution to these research agendas. The CE (PD) programme provides
a good opportunity for a case study that could inform best practice in this area
of adult education. The CE (PD) programme allows for an examination of

learning for action, an important requirement in all development contexts.
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1.4 Summary

[n the light of the factors that prompted this study, it is worth reviewing the four

key questions framing the study:

. What are the facilitator and leamer's perspectives on and their
experience of the relationship between theory and practice within the
CE (PD)?

. What are the successes, failures and problems for educators and
learners in preparing learners for practice?

) Why do educators and tearners explain success, failures and problems
within the CE (PD) in the way that they do?

. What strategies could be employed to improve the preparation of

learners for practice?

O’Leary (2004) states that the questions that a study attempts to answer are
vital in guiding the choice of an approach. The questions for this study focus
on learners and facilitators perspectives and experiences. It was felt that such
data needed to be understood within a holistic sense of the CE {(PD)
programme. It was aiso seen to be important to interpret this data within its
historical and social context. Given this, the case study method (discussed in

Chapter Three) was seen to be most appropriate for such an investigation.



The field of adult education is much smaller and more marginal in relation to
education in the schooling sector. Its formal literature base is therefore also
much smaller. Given that a substantial part of adult education takes place in
the non-formal arena, a literature of this non-formal work exists but remains a
part of the so-called ‘grey literature’ housed within non-govemmental and
community-based organisations. This fiterature is important to the field, but -
because it is not mainstream work, it is somewhat marginalized and
neglected. | have chosen to draw on this literature because of its relevance to
this study and see its inclusion in this dissertation as a way of acknowledging
its significance and bringing it more into the formal literature base. | have
therefore included a discussion of some of this literature in terms of non-

formal programmes offered by NGOs in KwaZutu-Natal.

2.1 Community Education And Practitioner Training In

KwaZulu-Natal

it will be particularly important that we attract the right people into this
cadre of community development workers, train them properly, and
supervise them effectively...inspired by the letter and the spirit of batho
pele! among other things, these workers will help to increase the
effectiveness of our system of local govemment, strengthening its
awareness of and capacity to respond to the needs of the people at
local level. (Mbeki, 2003:10)

The call by the state president to train more community development workers
can be understood to be raising many issues. These include the sense that

more practitioners need to be trained, that the actual training needs to be of
high quality, that the training should be reievant and able to deal with current
development issues. One could aiso see this as an attempt by government to
influence practitioner training so that it reflects the government'’s vision and is

in line with the government’s development strategy.



Community developrnent practitioner training should and must reflect the
context in which it is located. The purpose of such training shouid focus on
the provision of the skills, knowledge and attitudes necessary for the trainee to
be thoroughly prepared for the demanding realities of community development
work. There clearly is a need to produce more community development
practitioners who can work to address the dire needs of our society at local
level. However, curriculum developers face a difficult choice. Should the
curriculum be designed to instruct community development practitioners in
step-by-step implementation of government-set policies and programmes so
that development can reach the most people in the shortest time? Or
alternatively, should the curriculum be designed to develop practitioners who
have a broader and deeper understanding of development issues, and the
kind of attitudes and skills that enable them to be imaginative, critical and
responsive to change and changing contexts? Very few institutions are

offering the iafter kind of training in KwaZulu-Natal.

In the KwaZulu-Natal Midlands there are a few organisations that have
experience in the provision of training for community development workers.
These are the Pietermaritzburg Agency for Christianity Social Awareness
(PACSA), African Enterprise (AE), the University of KwaZulu-Natal’s Centre
for Adult Education (CAE) and the previous School of Community
Development and Adult Leamning (CODAL), University of KwaZulu-Natal
offering formal programmes leading to recognised qualifications. Of these, |
will discuss the CAE programme more fully in Chapter Four, as this is the unit
of analysis in the present case study. Below, I will briefly discuss the two
programmes offered by the NGO sector as these are currently offered on a

non-formal basis and thus provide some comparison.
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2.2 Pietermaritzburg Agency For Christian And Social
Action (PACSA)

PACSA is an established faith-based organisation located in Pietermantzburg,
which draws considerable support from foreign donor organisations. It has a
long history working against apartheid through education and support for the
poor and oppressed and currently focuses on social justice and development.
One of the educational programmes offered by PACSA that targets
development practitioners, is called the Socio-Economic Justice course. This
programme is currently being offered as a non-formal qualification and
therefore not aligned with the South African Qualifications Authority (SAQA).
The purpose of this educational offering is to create a society that values
human dignity, equality, economic justice, full life and respect for the integrity

of creation.
The objectives of the programme are as follows:

s To demystify economics.

» To deepen participants’ understanding of the South African economy in
the context of globalisation as it affects them.

o To help participants understand how trade liberalization impacts on
their everyday lives.

* To empower participants on the subject of local government and its role
in the development of their communities.

¢ To provide panticipants with lobbying and advocacy skills so they can
engage meaningfully in municipal govemance and in other socio-
economic issues.

o To help participants understand the links between Faith and
Economics.

o To provide a gender perspective on economic issues,

(PACSA, 2005).
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The entry requirements for the programme are experience and involvement in
community development or community issues. This allows for wider access to
knowledge and skills for communities and prepares learners to educate others
towards active citizenship. On completion of the course, learners are offered a

certificate of attendance.

This offering is clearly located within an emancipatory approach as it seeks to
address apartheid-era inequality and to contribute to transformation of society.
However, there is pressure on PACSA and organisations like it to formalise
their programmes. The likely result and concemn about such formalisation
processes will be a narrowing of access and limits on who can participate.
Often those most in need may not qualify. It is also likely that the course
would become more expensive and this may further limit participation. Some
of PACSA's training methods are likely to be compromised, as emphasis gets

placed on assessment and outcomes in instrumentalist mode.

2.3 African Enterprise (AE)

Africa Enterprise (AE) is a faith-based organization that is dependent on
external funding for offering its educational programme. The programme
offered by African Enterprise (AE) is a three-year Diploma in Social
Empowerment and Development. This programme is designed so that it takes
into account the learners’ needs and availability. Mhiya (2005) stated that the
purpose of this programme is an empowerment approach that combines
social, political, economic and spiritual needs of the communities. The
emphasis of this programme is on learners’ economic literacy and them being
empowered {o a position to play a role in the economy of the country. The
ability to read and write in English is the only prerequisite for entry into this

programme.
Mhiya (2005) further stated that the programme is in a process of being

accredited by SAQA. The process towards accreditation of the programme is
a response to what has been described as a ‘paper chase’ society and the
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qualification sought is an attempt to meeting the expressed needs of leamers.
Mhiya defines ‘paper chase’ as a process through which fearners are made to
feel that receiving a certificate will put them in a position to be more
employable and to an increase in their status. He believes that the
organisation would have not gone this route had it not been for the strong

demand from learners.

2.4 Observations On The Qualifications Offered By
PACSA And AE

Some observations on the PACSA and AE qualifications in relation to the
instrumentalist and emancipatory approaches are provided below. The
instrumentalist and emancipatory approaches will be discussed later in this
chapter. For the purposes of this section it is important to note that the
instrumentalist approach to curriculum refers to that kind of curriculum that
seeks to provide the learner, in this instance the development practitioner,
with the required skills to perform the required task while the emancipatory
approach stresses an understanding of the social ills and power relations in

society and the need to play a role in bringing about a just society.

In both these programmes there is a strong emphasis on social change,
empowerment and social justice. Each curriculum is practical, responsive and
focuses on the local contexts of learners. The focus is on learners
understanding the current context with the intention to play a role in changing
it together with the community. Both programmes are located within an

emancipatory approach and stress praxis.

Both these programmes are currently offered as non-formal programmes. This
means entry requirements and the goals of the programmes are currently
determined by the two organisations. Such entry requirements make both
programmes accessible to the wider public. The strategies employed for

programme delivery are learner-centred, atlowing it to be flexible and suitable
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in terms of learner lifestyles. On the other hand formal programmes would be
those guide and informed by the South African Qualifications Authority Act.

These two programmes have witnessed strong demands for accreditation and
therefore seem to lean towards more instrumental orientations. This occurs as

greater emphasis is placed on learner employability rather than social change.

Both organisations have also considered using formally accreditated
programmes as a mechanism for generating income and making themselves
more sustainable. Concerns about funding are serious for such organisations
and the need to become self-sustaining is becoming ever more real. These
pressures have major implications for these organisations’ sense of autonomy

in terms of what they are able to offer and how that is offered.

The experiences of PACSA and AE in terms of shifts from emancipatory non-
formal programmes to more instrumentally-driven formal programmes reflects
a broader trend in education in South Africa. It is worth noting that responses
to the President’s call for more development practitioner training have aiso
been designed around formal qualifications. Sadly, the expertise and values
developed within the NGO sector around practitioner training within an
emancipatory approach does not appear to have much of niche in the

increasingly formalising educational landscape in South Africa.
2.5 ldeology And Curriculum Development

Harley and Wedekind (2004:195) state that “writers of differing theoretical
orientation are agreed that there is generally a close relationship between
national political vision and the national curricula”. South Africa is no different
in terms of such relationships between ideology and curricula. Recently the
govemment has developed a substantial amount of legistation and
restructured education in attempts to address the needs of the country. These
changes are meant to address the legacy of apartheid in areas such as skills

development, job opportunities to address unemployment, high rates of



illiteracy, poverty and diseases. A further factor influencing such change is the

need to compete in the global market.

The global market brings with it lots of pressure on our young democracy. The
effect of this pressure is most clearly seen in the discarding of the
Reconstruction and Development Programme (RDP) and the adoption of
Growth Economic and Reconstruction (GEAR) policy as the macro-economic
policy in South Africa. This change has happened despite the growing
awareness that the gap between the rich and the poor is growing in South
Africa, which is in keeping with an escalating inequality that is a global trend.

The South African context is beset with poverty, ineguality, illiteracy,
unemployment and the HIV/AIDS pandemic, all of which should be impacting
on the ideological orientation and purpose of educational curricula. Caffarella
(1981:371) argues that “adult learning thus becomes both a moral activity and
a social intervention accompanied by dilemmas over good versus bad, and

right versus wrong".

Grundy (1987:1) discusses curriculum in terms of “structure and foundations”.
For Grundy “aims and objectives, decision-making regarding content,
implementation and evaluation strategies” are structuring curriculum
(Grundy.1987:1), while foundations relate to philosophical issues. It is within
the philosophical issues that ideology is to be found in terms of the
curriculum’s broader purpose for society. Ideological issues are rarely
exposed, they remain hidden but influence curriculum development and the
implermnentation of a curricuium. Part of the purpose of this study is to make
explicit the ideological orientations that shaped the CE (PD) programme

during curriculum development and subsequent implementation.

Ideology is more than just what is learnt, or how and why it's learnt. ltis also
about the values, beliefs and assumptions we make about the world around
us (Centre for Adult Education, 1996). These assumptions determine the
goals of curriculum planning and implementation. Programme planners and

developers impose their worldview, and therefore their ideology, through a
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curriculum. The following quotation conveys this understanding of the
relationship between education and ideology, “Education is an expression of
ideological values as well as a process through which ideology is transmitted”
{Centre for Adult Education, 1996:58).

The next section briefly looks at the different ideologies that influence
curriculum development. Darkenward and Miriam (cited in Centre for Adult
Education, 1996.78) state that “There exists no single conceptual framework,
no single set of basic assumptions, from which all educators view the field of
adult education”. The understanding of the ideological framework from which
one is operating becomes very important paricularly in the South African
context of transition. | will now briefly present the Progressive, Humanist,
Technological and the Radical ideological orientations and their implications
for curriculum. The table below provides a useful summary of these four
ideclogical orientations and the implications that these orientations have for

curricula.
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Table 2.1

The Different Paradigms

Progressive

Humanist

Technological

Radical

Social problem taken most

seriously

social change

personal meaningfulness

production

oppression

Underlying theory of social
development

reform

self-actualisation

modernisation

social transformation

Best metaphor for problem-solving | personal growth moulding empowerment
educational practice

Key value democracy acceplance efficiency freedom

What counts as judgement and | wholeness performance Praxis (reflective

‘knowledge’?

the ability to act

thought and action)

22




The educator’s task guide support instruction conscientization

How an educated person is | responsible integrated competent liberated

described

Role of the learner’s life a source of the source knowledge and | ‘very little if any’ basic to understanding

experience learning and the content of curriculum societal contexts and
inseparable from the source of
knowledge knowledge

Types of experience mainly | structured personal focus ‘exported self in society

used

experiences’

Source: Saddington (cited by Millar)
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The intention of this study is to argue that the development of the CE (PD)
programme was influenced by one of the above-mentioned ideologies or
paradigms. The table is useful in that it will help locate the implemented
curriculum within a certain paradigm. The praxis that is to be discussed below is
located within the radical paradigm. This discussion will be informative in
identifying key elements that frame a curriculum located in the radical paradigm.

2.6 What Is Praxis?

Sykes (1976:868) in the Concise Oxford Dictionary defines praxis as an
“accepted practice”. The origins of the word praxis are in Greek, meaning ‘doing’.
Practice and ‘doing’ imply being involved in activity and therefore share a similar
meaning. Other thinkers have also associated practice and reflection as meaning
praxis, placing emphasis on both the action and reflection. Praxis within adult
education is associated with the work of Paulo Freire. Freire's (1972, 1995)
understanding of praxis also employs the concepts of action and reflection, but
within a specific philosophical orientation, that is the radical or emancipatory
paradigm.

The opening lines of the book Pedagogy of Hope: Reliving Pedagogy of the
Oppressed, Freire (1995:7) states that, “We are surrounded by a pragmatic
discourse that would have us adapt to the facts of reality. Dreams, and utopia,
are called not only useless but positively impeding”. According to Freire (1995),
the need to “dream” a different curriculum design informed by praxis is possible.
While the term praxis was popularised by Freire (1972), it was however used by
other writers long before Freire. For example, Arendt (1958) defined praxis as
“reflective of a relationship between individuals and their wider community”.
Clearly Freire appears to have worked on the basis of Arendt’s understanding of
praxis. According to Freire (1970) praxis, is a critical element of dialogue. He

argued that true dialogue couldn't exist unless those involved are engaged in
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critical thinking, perceiving reality as a process of transformation. For Freire
(1972:60) praxis is “the action and reflection of people upon their world in order
to transform it". Freire’s definition ctearly locates praxis within a radical paradigm.
Freire (1972) believed that education could either domesticate or liberate people.
Within an education that liberates and humanises society, praxis is a key tool for
the transformation of society. Such an understanding of praxis is relevant to the
present study in terms of analysing the process and ideology of elements within
the CE (PD) curriculum, in particular the service-learning module referred to as
DIP.

Other writers such as Grundy (1989) and Smith (2000) have also discussed
praxis within an emancipatory paradigm. Grundy (1987) defines praxis as “the
act of reflecting constructing or reconstructing the social world”. It is worth noting
that Mezirow's theory (1920, 1991, 1994, 1395) of transformative learning
(discussed later as part of the theoretical framework) refers to the importance of
action and reflection and to the need for critical reflection without any
reference to the concept of praxis. In Mezirow's discussion of an action-reflection
process, change or transformation is discussed at the level of the individual
rather than at a societal level as discussed by radical theorists such as Freire
and Grundy. The relevance of praxis in the South African context is very
important, given our repressive history. Locating emancipatory praxis within
community development practitioner training is therefore crucial for deating with

historical oppression and for transforming society.

However, over the years the concept of praxis appears to be have come to be
used outside of the context and paradigm discussed by Freire (1970, 1972),
Grundy (1987) and Smith (2000). The term seems to have been popularised and
used more broadly even by those not working in an emancipatory paradigm.
Praxis now seems to be understood as any process of action and reflection,

irrespective of its ideological underpinnings. Praxis was originally most
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commonly associated with an emancipatory paradigm, sometimes referred to as
the radical tradition and critical pedagogy. However, over the years there has
been gradual stripping of this original meaning of the term {praxis) and its
location from the radical tradition. The term praxis used to carry the link to an
emancipatory orientation in addition to representing the process of action and
reflection. Such original use of the concept is reflected in the quote from Grundy
(1987:77), “Praxis is the form of action which is the expression of the
emancipatory interest”, which appears at the start of this chapter. There now
seems to be clear attempts to define this term outside of its ideological ‘home’.
The question that arises from this observation is: Has this “stnpping” of meaning
happened within the sites of community development training. In particular, has
this altered sense of praxis influenced curriculum development within the CE
(PD) programme?

Given this study’s focus on the concept praxis, it's meaning and ideological
location within the CE (PD) curriculum development process is an area of
interest. As discussed above, praxis as a concept in education can be seen to be
located within a contested space. Some current usage in education appears to
have come to mean just ‘action and reflection’, irrespective of ideological
orientation. For the purposes of this study, | suggest that praxis ought to be
understood in relation to its ideological location represented by an emancipatory
interest. | believe that recent uses of the term where the emancipatory ideology
connection has been ‘stripped’ from the term so that it merely represents a
process of action and reflection within any ideological position, is unhelpful and

unproductive to the discipline of education.
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2.7 Locating Praxis At The Centre Of Curriculum

Development

Postma (2000) laments the demise of the meta-theories of emancipation but
states that the demise does not mean the end of the ideal of emancipation nor
the fact that emancipatory processes can be identified. Freire (1972) contrasts
domestication with emancipation as educational outcomes, where praxis is
presented as a vehicle for achieving emancipation at both individual and societal
levels. Apple (1982:108) offers guidance in developing a curriculum that aims to
produces learners who will seek to change their existing situations. In other
words, Apple offers guidance for achieving an emancipatory curriculum and

suggests the following:

) That education ought to be placed back on the socialist agenda. The
provision of alternative sets of social arrangements are legitimate and
possible. Freire (1995.7) calls for “dreams and utopia”.

. Curricutum and materials development should not reproduce the
ideologies of the existing ruling class.

) Curricutum developers to guard against ‘reform’ curricula. Non-reformist
changes Apple suggests are connected to the broader programme of
structural change.

. It is important to know the learners. This means understanding the live
culture of the learner or we run the risk of recreating what students are
attempting to reject.

The next section while discussing curriculum development shows the importance

of curriculumn as praxis and uses Appte’s suggestions as criteria for judging

curriculum as praxis.
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Smith (2000) argues that there are four ways of approaching curriculum theory
and practice. These are curriculum as a body of knowledge to be transmitted,
curriculum as an attempt to achieve certain ends in students, that is, product,

and curriculum as process, and lastly curriculum as praxis.

For the purposes of this study it would be useful to contrast two approaches to
curricuium, namely, curriculum as a product and curriculum as praxis.
Contrasting curriculum as product with curriculum as praxis heips to demonstrate
the view that proponents of curriculum as product in South Africa are engaged in
stripping fundamental concepts from the radical tradition. Such practice can be
seen as an attempt to mask the instrumental or technological orientation of many

curricula by adopting concepts from the radicatl tradition.

2.8 Curriculum As An Attempt To Achieve Certain
Ends/Products

This view of curriculum sees human life, in all its forms as consisting of the
performance of specific activities. An education that prepares for life is then one
that prepares learners to perform these specific activities. This view requires that
curriculum developers go out into the world to discover the specific activities that
need to be performed (Bobbit, 1918).

Hoadley & Jansen (2002) refer to this notion {curriculum as product) as utilitarian
discourse that is education needs to be ‘useful’. The curriculum design must be
in the interest of enabling learners to support themselves by means of economic
activity and therefore education is a technical undertaking. Curriculum as product
involves detailed attention to what people need to know in order to work and live
their fives. In this perspective of curriculum, competencies are listed, plans

drawn up and then applied and the outcomes (products) are measured.
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The individual learner is being taught in order that s/he is able to perform certain
specific duties. Hoadley & Jansen (2002) identify the origins of this approach in
behaviourist theory. However, it seem possible that opportunities for praxis can

be created and developed within the limitations of the desired outcomes.

Taba (1962) suggested the following steps as a process of curriculum
development. These steps are noticeable in curriculum development in South
Africa and have become institutionalised by South African Qualifications
Authority (SAQA), the National Qualifications Framework (NQF) and Outcomes-
Based Education (OBE) making it pat of the dominant discourse in education in
South Africa (Hoadley & Jansen, 2002).

Step 1: Diagnosis of need

Step 2: Formulation of objectives

Step 3: Selection of content

Step 4: Organisation of content

Step 5: Selection of learning experiences

Step 6: Organisation of learning experiences

Step 7: Determination of what is to be to evaluated and of the ways and means
of doing it

(Taba,1962.)

The purpose of education reffected in the above process is to bring about

significant changes in the students’ pattern of behaviour.

Smith (2000:56) provides the following arguments against the understanding of
curricutum as product:

. The plan or programme assumes great importance

. There are questions about the nature of objectives
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. it is not grounded in the study of educational exchanges
. It introduces the problem of unanticipated results

2.9 Curriculum - Praxis

Freire (1972:60) defines praxis as “the action and reflection of people upon their
world in order to transform it”. This understanding of praxis is firmly located
within a radical paradigm. Grundy (1987) refers to this view of curriculum as
having an emancipatory interest with explicit statements about the societal
interests it serves. Postma (2002:2) views curricuium as praxis as emancipatory
learning which is a process of “becoming a competent practitioner who has
access to discourses and practices of power and who is able to critique social

contradictions”.

Grundy, (1987:105) states that curriculum as praxis makes continual reference to
collective hurnan well-being and to the emancipation of the human spirit. It can

be recognised by:

. Practice that does not focus exclusively on individuals but pays attention
to collective understandings and practices and to structural questions.

. Commitment expressed in action to the exploration of educator’s values
and their practice.

. Practitioners committed to praxis to be exploring their practice with their

peers.
The understanding of curriculum as praxis is a goal of the DIP module in the CE

(PD) curriculum. With an emancipatory interest, the DIP module was conceived
of as a process that is best described by Grundy as:
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A process which takes the experiences of both the learner and
the teacher and, through dialogue and negotiation, recognises
them both as problematic... [It] allows, indeed encourages,
students and teachers together to confront the real problems
of their existence and relationships. When students confront
the real problems of their existence they will soon also be
faced with their own oppression. This is what praxis means
and how it is made practical. (Grundy, 1987:105.)

While the above quote reflects the intentions of the DIP module in the CE (PD)
curriculum, this case study intends to comment on the extent to which such

intentions of the curriculum were actually achieved in implementation.

2.10 Constructivism And Experiential Learning:

Meaning-Making Processes And Praxis

In exploring the processes that learners make meaning or construct knowledge
from praxis, this section of the literature examines the constructivist approach to

learning and experiential learning as model of the constructivist approach.

Von Glasefeld (cited in Doolittle, 1999:1) states that there are four

“epistemological tenets of constructivism.” These are:

o Knowledge is not passively accumulated, but rather, is the result of active
cognising by individual,

s Cognition is an adaptive process that function to make an individual’s
behaviour more viable given a particular environment;

s Cognition organizes and makes sense of one’s experience, and is not a
process to render an accurate representation of reality;

» Knowing has roots in both biological/neurotogical construction, and social,

cuttural, and language based interactions.
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The importance of the four tenets is that they identify, provide foundation for
what is to be understood as constructivism. This is related to learning and
teaching and the process of meaning making. However, critics of constructivism
seem to over look the fact that different emphasis of these tenets defines the
different divisions or orientations within constructivism. These will be discussed

later.

These four “epistemological tenets” are reflected in Gravett 2001 and Bruner
(1990) attempts at defining constructivism. Gravett (2001; 74) states that
constructivism is based on the assumption that learning is a process of
constructing meaning, or put differently a process of knowledge construction.
According to this view, one incorporates new information into one’s existing
knowledge structures in the light of the new information. This understanding of
learning had been defined by Bruner (1990) earlier where he defines learning as
an active process where a learner construct new ideas based on new and past
knowledge. Gravett and Bruner's understanding of making meaning and
constructing knowledge is relevant to the CE (PD) because one of the entry
requirement into the programme is that a learner has experience in community
development or community education. Therefore the CE (PD) programme is
intended to incorporate new information into existing knowledge. Gravett (2001)
concludes that meaningful learning goes hand-in-hand with construction of an
integrated conceptual framework.

The CE (PD) programme attempts to develop this integrated conceptual
framework by using learning experiences during class, fieldwork, assignments,
group work and most importantly through the Development in Practice (DIP)
module. A question to be explored in this case study, is to what extent the CE
(PD) programme was able to facilitate meaning construction within a

constructivist learning approach via praxis.
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As suggested eatlier, constructivism has different orientations. !t was suggested
that these orientations are to a large extent as a resuli of the different emphasis
of the four tenets presented. This emphasis and different orientations has
resulted in different terminology within constructivism however the four tenets
remain the key principles informing constructivism. For example Jarvis (1998:45)
identifies three traditions of constructivism as phenomenological tradition, Critical
Tradition, and Situated and Action Tradition while Doolittle (1999) talks about
Cognitive Constructivism, Sacial Constructivism and Radical Constructivism.

This section will discuss the three traditions as suggested by Jarvis.

2.10.1 Phenomenological Tradition

The work of Baud & Schon (1998) who analyse emotional states and suggest
that reflection begins by analysing the learner's way ot observing,

communicating, thinking, and acting, is given as an example of this tradition.

2.10.2 Critical Theory Tradition

The work of Freire (1970, 1972, 1989, 1995), Harbermas (1972) and Mezirow
(1990, 1991, 1994, 1995) are examples within this tradition. In this tradition
critical reflection is viewed as a central element of adult learning and
development. Experiential learning is seen as a corrective measure to political

and social factors that limits learner’s development.

2.10.3 Situated And Action Theory Tradition

The work of Lave and Wenger (1991, 1999) and Wenger (1299) would represent
this tradition. Within this tradition emphasis is placed on the role of cultural
action and its analysis. The separation of experience from its socio-historical root
I8 criticised.
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This study draws heavily on constructivist theories of learning. In terms of the
three traditions just presented, this study draws on both the critical theory
tradition and the situated and action theory tradition. In the critical theory
tradition, the work of Freire (1972, 1998, 1995) has been discussed. Mezirow’s
(1990, 1991, 1994, 1995) theory of transformative learning is discussed in the
theoretical framework section of this chapter. In terms of the situated and action
theory tradition, the work of Brown, Collins and Duguid (1998) on situated
cognition and Lave and Wenger's (1991,1999) theory of communities of practice
are also discussed as part of the theoretical framework. The discussion now
moves to an examination of a specitic mode! of learning in the constructivist

approach, namely, experiential learning.

Kolb (1984) developed a model! of experiential learning that is based on concrete
experience. The experiential learning theory he developed described a tension
and conflict-filled process that occurs in a cycle. Attention to the construction of
meaning within the CE (PD) programme was influenced by Kolb’s (1984) model.
Many learning activities including role-plays, case studies and story telling are
based on experiential [earning. New knowledge and skills are achieved through
confronting a concrete experience, reflecting on such experiences, abstract
conceptualisation and subsequent active experimentation.

The Kolb model has been frequently criticised for focussing too much on the
individual while neglecting the context by some constructivist theorist as well as
those outside, including those belonging to the critical tradition. Learning
activities that neglect context and power relations within the South African
context can be seen as a serious limitation. This is particularly so given the
history of South Aftican history where learning was divorced from context and
from what was happening in society. Learners were discouraged from thinking
critically and often tended to accept what they were being told (Houghton and
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Tromp, 2000). Baud (1991) another constructivist theorist, in responses to the
shortcoming identified in Kolb’s model, stated that specific contexts shape
individual's experience in different ways. Baud states that how we learn and how
much we learn is dependent on the manner in which we prepare for an
experience; the seeing (noticing) and action (intervening) of our participation in
the actual experience; how we recall and re-evaluate an experience, how we
attend to feelings which the experience provoked, and on re-evaluating the

experience.

Experiential learning can be misleading and it can create a false sense that
reflection is taking place when in fact it has not and the learner’'s knowledge
structure remains unaltered. This critique of the state of play with experiential
learning is relevant to this study of the CE (PD) curriculum that has made
particular assumptions about experiential learning. For instance, the developers
of the CE (PD) curriculum have made the assumption that learners would be
able to cope with the DIP module because of their familiarity with experiential
learning activities in class. However, the DIP module may be presenting a
different kind of experiential learning opportunity from that which the learners had
be exposed to within the programme in class. Such possible differences in
experimental learning in the CE (PD) programme will be explored in Chapter

Four.

2.11 Service-Learning: Relationships Between
Constructivism, Experiential Learning And Praxis

In A University Environment

The centrality of the concept of praxis to this study should be well-established by
now. The opportunities for praxis in a curriculum are influenced by a number of
factors. Not least of these factors is the institutional location of the curriculum.
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For the CE {PD), this institutional base is the University of KwaZulu-Natal. One
can expect that praxis in a curriculum of a university-programme would be quite
different from praxis within an NGO-programme such as that of the
Pietermaritzburg Agency for Christian Social Awareness (PACSA) and African
Enterprise (AE) discussed earlier. The curriculum that a university can offer is
also influenced by its ideology and the resources that it makes available for
curricula and, more importantly, for curricula innovation of the type attempted in
the CE (PD). Traditionally, university curricula are not readily associated with
emancipatory praxis-type offerings. One can expect then that a university
programme like the CE (PD) with its emancipatory interests would not be
considered a mainstream offering at the institution. This status has implications
for what is possible in terms of creating opportunities for learning through praxis.
Some of these implications are discussed in Chapter Four when discussing
findings of this study.

The university location of the CE (PD) makes it necessary to consider the
literature on service learning as this concept appears to best describe the
university response to the need for learning to be contextually situated,
experiential and socially-responsive. Thus far | have presented the concept of
praxis as the opportunity for contextually situated, experiential and socially-
responsive learning. Service learning can therefore be seen as a university
model of praxis.

2.12 What Is Service Learning?

Some conceptual clarification is needed as service-learning is often confused or
used synonymously with many other terms such as community service,
community-based education, community-based learning, experiential learning,

outreach and volunteerism.
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Stanton (2000:6) states that “in service-learning, the community, rather than the
academy, determines the nature of the service provided”. This argument raises

the following questions for this study:

» What role does the host organisation or community play in determining the
service activity during DIP?

» Should the DIP module be the only service-learning component within the CE
(PD)?

¢ Does service-learning create opportunities for reflection and social action?

Stanton (2000) views the role of service-learning as helping students see their
role in a larger context, including the social justice and social policy issues of that
context. Service -learning further creates a structured opportunity for critical
reflection, so that students are in a better position to understand and act on
justice and development issues. If could also be an opportunity for transformative
learning that involves the “bringing of one’s assumptions, premises, criteria, and
schemata into consciousness and vigorously critiquing them” (Mezirow, 1991:6).
Transtormative learning is discussed more fully in the section on the theoretical

framework.

2.14 Service-Learning Spaces Within A South African
Context

One can draw close links between service-learning and the South African
development context. Such links or opportunities can be created in consideration
of the following programmes and development-related legislation:

»  The Reconstruction and Development Programme (RDP) is based on six

basic principles that are related to education/service-leaming. These are an
38



integrated and sustainable programme, a people-driven process, peace and
security for all, nation-building, linking reconstruction and development and
democratisation of South Africa (ANC, 1994).

. The White Paper on Education 1997 stated that “The nation is confronted
with the challenge of reconstructing domestic social and economic relations
to eradicate and redress the inequitable patterns of ownership, wealth and
social and economic practices that were shaped by segregation and
apartheid”. (White Paper, 1997).

. The National Youth Commission {1997) published its National Youth Policy
that was followed by its Green Paper that called for the integration of
national youth service into the curriculum and for academic studies of

higher education students, (Lazarus, 2000).

The White Paper (1997) on Education and the National Youth Policy states
ctearly the need for education to play a different role in responding to local
needs. Institutions respond in different ways to such needs. At the University of
KwaZulu-Natal (a new institution that arose from the merger of the University of
Natal and the University of Durban-Westville) the response to this need can be
read in the statement of the former vice-chancellor of the University of Natal
when she said, “The learners produced must leave the university with the
knowledge of where they are historically situated and what is required of them in
this time of transition in South Africa” (Gourley, 1999). This statement of the
need for knowledge that is historically situated refiects the position presented in
the theory of situated cognition (to be discussed below in the section on the
theoretical framework) with regard to the importance of context for learning.

A study conducted by the Joint Education Trust within South African universities
concluded that service-learning was seen to be:

+» Promoting a spirit of concerned, active and democratic citizenship.
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o Using the resources of higher education institutions and particularly the
intellectual resources of staff and students to improve the lives of
underprivileged communities through the provision of practical service.

» Infusing the academic curriculum with a greater sense of relevance by
engaging with difficult pofitical, economic, environmental and social
problems.

(cited by Bawden, 1992:7.)

Service learning has already been connected to the theory of transformative
learning and to the theory of situated cognition. Both these theories, together
with a third theory, communities of practice, make up the next section on the

theoretical framework for this study.

2.15 Theoretical Framework

As discussed earlier, praxis is a foundational concept in the model! of learning in
the CE (PD). This basic premise in the programme is that through action and
reflection, the learners in the CE (PD) programme will construct a personal
understanding ot difierent relevant development situations and lessons based on
their interaction with the world and work. This constructivist view has guided the
development of the CE (PD) curriculum. The literature reviewed in the previous
section has exarnined the concepts of praxis, reflection, experientiat learning,
service learning and constructivist views of learning. This section of the literature
review focuses on three educational theories that serve as the theoretical
framework for the study. The theories discussed here are, Situated Cognition
(Brown, Collins and Duguid, 1989; Brill, 2001; Lave and Wenger, 1990, 1991),
Communities of Practice (Lave and Wenger, 1990; Wenger, 1998) and
Transformation Theory (Mezirow, 1990, 1991,1994,1995). As discussed below,
the theories of situated cognition and communities of practice are very closely

related. These theories were selected to serve as the theoretical framework for
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study as all three foreground the importance of practice and experience in
learning. In this respect these theories relate to the Freirian notion of practice,
which also gets attention within this theoretical framework. They are seen to be
relevant to this case study that focuses on the practice or service-learning
component of the CE (PD) curriculum in relation to learning that takes place in

the earlier parts of the curriculum.
2.16 Situated Cognition

The theory of situated cognition is part of a theoretical move away from viewing
learning as an internal psychological and individual process, to viewing learning
as an emergent social process that occurs through experience within specific
contexts. Brill (2001) indicates that Brown, Collins and Duguid have been
credited with developing situated cognition. The term ‘situated learning’
discussed by Lave and Wenger (1990) is used inter-changeable with situated
cognition in the literature (see Brill, 2001).

In the perspective on learning presented as situated cognition, it is argued that
the learning process cannot be separated from the situation or contexts in which
the learning is presented and used (Lave and Wenger, 1991; Brown, Collins and
Duguid, 1998). Within situated cognition theory an emphasis is placed on doing
or human activity, which is seen as key for learning to take place. Learning is
seen as a way of acting in the world and is not necessary mediated by the pre-
existing mental structure of the learner but by how the perceptions of the learner
at that given moment, is being formulated and critiqued. Collins (1988) views
situated leaming as learning knowledge and skills in the context that reflects the
way the learning will be used in real lite. For curriculum development in
programmes such as the CE (PD), the theory of situated cognition would
emphasise the need to recognise, acknowledge and use spaces outside the

university classroom as places of learning. In the South African context, this
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theoretical position would suggest that authentic tearning cannot be solely
dictated to by outcomes or objectives of learning programmes without due
attention to the contexts in which such learning takes place. The massive
formalisation of education and training in South Africa that resulted in heavy

emphasis on outcomes under the SAQA system was discussed in Chapter One.

Collins (1988:84) notes the following of situated cognition:

¢ Students learn about the conditions for applying knowledge.

s Students are more likely to engage in invention and problem-solving when
they tearn in novel and diverse situations and settings.

s Students can see the implications of knowledge.

e Students are supported in structuring knowledge in ways appropriate to later
use by gaining and working with that knowledge in context.

The benefits for learning in situated cognition can be seen as closely related to
those of service-learning. Situated cognition and service-tearning provide ideal
opportunities for implementing and understanding praxis. They refer to
processes where learners can engage in “action and reflection of people upon
their world in order to transform it” (Freire, 1972). According to Freire (1972:67)
people “are constantly in need to reflect and understand their situation for them
to better respond to it”. {Freire, cited by Mezirow (1991:83) discusses four ievels
of consciousness to define and explain the state of society in any given
developing country and developed country.) The first and the lowest level is “in
which people are precccupied with survival needs, the second level in which the
oppressed internalise the values of their oppressors and the highest level in
which learners engage in action to bring about social change”. During service
learning in the CE (PD) learners are exposed to work aimed at such social

change.
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The theory of situated cognition sees knowledge as constructed in the physical,
social and cultural context of its use rather than in a decontexulaised, individual
manner (i.e. in the learner's head). Knowledge is associated with a set of tools
that can only be understood in the context of their use (Luckett and Luckett,
1999). Likewise, Brown (1989) argues that conceptual tools are developed in
and out of activities within a context. Each person that uses the tools, frames
them according to the way they see and interact with the world. This raises the
guestion for the CE (PD) programme as to which contexts are selected for
learning and how facilitators of the programme relate to those contexts. It would
be useful to explore if facilitators are sufficiently tamiliar with development
contexts in order to guide and assess learners during service learning. The
tension faced by the CE (PD) and similar institutions engaged in service-learning
is the ability or inability of the academy to make informed judgements on leaming
within a situation that it is not total familiar with. This raises the question about
who should be making judgements about whether learning has taken place and
how such {earning is best demonstrated and assessed. Answers to such
questions have important implications for the academy. Furthermore, such
questions are necessary in the South African context, given the past racial
divisions under apartheid and the current racial and class divisions in a new

democtracy.

Situated cognition theory stresses the importance of learning in a real context. in
. the context of the CE (PD) we see the DIP module as service learning in such a
real context. This is supported by Merriam & Caffarella (1999) who argue that the
learning process cannot be separated from the situation in which the learning
takes place. This raises the question for this case study as to whether all
components of the CE (PD) curriculum were based on a model of learning as
expressed in situated cognition. This question will be addressed in the
forthcoming chapter on Findings and Discussion.
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Within the CE (PD) programme and with its location at a university, attention to
the context of learning and an attempt to provide an authentic context that
represents the real world of development is provided through the service-
learning module called Development in Practice (the DIP module). In this module
attempts are made to get learners involved in real development action, so that
they may reflect on such action and learn from it. The organisations in which
learners are hosted for such service learning are most often NGOs and CBOs
engaged in development activities that aim to address the needs of the poorest
and most marginalized sectors of the KwaZulu-Natal population. These
organisations very often share a vision of a transformed society based on social
justice. This type of learning has a strong Freirian influence (see discussion of
Freire earlier). Within these organisations as sites of learning during service
learning, the learners could be seen to be engaging with a form of curriculum as
praxis (discussed earlier). However, the CE (PD) programme assumes that all
the skills, knowledge and attitudes for the learners to cope with such a tearning
situation would have been provided within the earlier part of the programme. This
assumption includes recognition of the worth of experience each learner brings
into the programme. Of interest to this study, is whether the assessment and
monitoring of learning during DIP is based on an understanding of curriculum as
praxis, or on a different notion of curriculum such as curricutum as product or
curriculum as process. This part of the theoretical framework aiso sets up the
examination of how one prepares leamers to be able to call on all the skills and
knowledge tearnt during the programme within an authentic development
context. This is a q'uestion of articulation between difterent aspects of the
curriculum. The chapters that follow provide responses to these guestions as the

theoretical framework is used to guide the analysis of the data.

Luckett and Luckett (1999) draw on the theory of situated cognition in a
discussion of a university-based programme that is similar to the CE (PD). in this
context they describe leaming in terms of ‘cognitive apprenticeship’, ‘co-
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participation’, ‘enculturation’, and ideally, ‘legitimate peripherat participation’. All
of these concepts reflect the social nature of learning, in their discussion of the
theory of communities of practice. The theory of situated cognition shares similar
theoretical space with the theory of communities of practice in terms of seeing
learning as a social process that occurs through activity. The theory of
communities of practice builds on the model of social learning and gives more
attention to the organisational structure of the learning context and to how
identity is shaped through collective learning process. The theory of communities

of practice will now be discussed.

2.17 Communities Of Practice

Wenger (1999) defines communities of practice as a collective process of peopie
sharing similar concerns and interests in doing something, and who meet
regularly to deepen their understanding and improve their practice. The focus in
the theory is on people and the social structure making it possible for them to
learn with and from each other as a collective. The key features of this process
of social learning thorough joint activity is that it is based on some common
interest and that it takes place over a sustained period of engagement. Both
these features set up important questions for an analysis of service learning
within the CE (PD) in terms of whether there is an aspect of joint interest
between the learners and their host organisation and to the level of engagement
possibie within the briet period (five weeks) that learners spend at their

organisations.

Wenger provides some examples of communities of practice as:

People who engage in a process of collective learning in a shared
domain of human endeavour: a tribe learning to survive, a band of artists
seeking new forms of expression, a group of engineers working on
similar problem, a clique of pupils defining their identity in the school, a
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network of surgeons exploring novel techniques, a gathering of first-time
managers helping each other cope. (Wenger, 1999:48)

Wenger (cited in John, 2006:53) describes “three dimensions of the relation by

which practice is the sources of coherence of a community”, namely:

« Mutual engagement (charactertised by engaged diversity, doing things
together, relationships, social complexity, community maintenance).

» Joint enterprise (characterised by negotiated enterprise, mutual
accountability, interpretations, rhythms, local response).

e A shared repertoire (characterised by stories, styles, artefacts, tools,

discourses, concepts, historical events).

The process of meaning-making or knowing in communities of practice rely in
part on structures and processes outside the individual and therefore is an act of
creation or co-creation (Lave and Wenger,1991; Merriam and Caftarella,1999).
They suggest that learning occurs in partnership with others within a context that
is real. Learners are co-participants in the communities of practice. This means
that learners iearn from the context with the assistance of those who know or
have been involved over a longer period. According to Lave and Wenger (1991),
learning is the increasing participation in a “community of practice”. John
(2006:53) state that “the process of learning begins with ‘legitimate peripheral
participation’ where a newcomer is allowed access to a practice but spends
some time at the petiphery of the practice and then gradually moves to the
centre of the practice and becomes a full participant”. With time and through
engaging in the practice, the newcomer eventually makes the practice their own,
learns to use the tools of the practice and takes on the identity of the practice.
Through such a process, the newcomer finally becomes an old-timer and a

resource for other newcomers to the practice.
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The CE (PD) programme as a whole cannot be seen as a community of practice.
At most it can be seen as an important vehicle for linking learners with relevant
communities of practice where their interest, knowledge and skills in
development are nurtured and advanced. The CE (PD) programme can be seen
to be allowing for legitimate peripheral participation. The programme legitimates
the entry of learners into new organisations and allows them to learn over a short
period thorough peripheral participation in these organisations. Unlike most
university programmes the CE (PD) requires that learners demonstrate pre-
existing interest and some expertence in community development. Through a
placement test conducted before registrations, such community involvement is
identified and becomes a prerequisite for acceptance inmto the programme. This
requirement thus ensures that learners, to some extent, do share a common
interest with people in their host organisations. Over a period of two years these
learners, through participatory methods and nurturing environments, bring
together their experiences and learning processes. An important issue however,
is whether the involvement in a community of practice is sustained beyond the

course.

Wenger (1998) addresses the issue of multi-membership where often we are
involved in several communities of practice simultaneously. This understanding
is relevant for some CE (PD) learners who are involved in development related
communities of practice in their home contexts. When placed in new
communities of practice during the DIP module, the learner is encouraged to
apply and share the newly acquired knowledge and skills to other communities of
practice within their home context. This becomes a source of change in

practices.
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2.18 Transformative Learning

The theories of situated cognition and communities of practice emphasise the
importance of learning as a social process within a context. Both these theories
hightight the value of activity or experience for learning. Transformative |earning
aiso highlights the value of experience for learning, but focuses more on the
individual and the processes of reflection that an individual must engage in for

transformative learning to take place through an experience.

The theory of transformative learning was developed by Jack Mezirow (1991,
1995). Mezirow (1991:6) describes the process of transformative learning as the
“bringing of one’s assumptions, premises, criteria, and schemata into
consciousness and vigoroustly critiquing them”. In order to understand the theory
of transformative learning, one has to understand the concepts of meaning
schemes, frames of reference and perspective transformation. Meaning
schemes refer to specific beliefs, attitudes and emotional reactions which shape
how we see ourselves and the world, and how we react to the world. Such
meaning schemes can often be limiting and in this way the concept appears to
be related to what Freire (1972) refers to as “limit situations”. Mezirow
(1991:167) suggests that in order for learners to change their meaning schemes,
they must engage in critical reflection on their experiences, which in turn leads to
a perspective transformation. He explains perspective transformation as “the
process of becoming critically aware of how and why our assumptions have
come to constrain the way we perceive, understand, and feel about our world;
changing these structures of habitual expectation to make possible a more
inclusive, discriminating, and integrating perspective; and, finally, making choices
or otherwise acting upon these new understandings" (ibid).

Frames of reference “are structures of assumptions through which we

understand our experience” (Mezirow, 1995:75) and are made up of two
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components, namely, habits of mind and points of view. Habits of mind are
constituted by socialisation processes that include cultural, social, educational,
economical and political influences and are incuicated within individuals from
very early on in life. As such, they are very difficult to change. However, the other
type of frame, namely points of view, is subject to continuous change. Mezirow
(1995) states that if this process leads to the individual confronting the premises
or framaes of references (deep-seated beliefs and assumptions) that have
informed his/her thinking and behaviour, including problem-solving skills, then
critical reflection results. Transformative learning therefore is “a process of

effecting change in a frame of reference” (Mezirow, 1991, 1895,1996).

According to Houghton and Tromp (2000) and a past evaluation of the CE (PD)
programme (CAE, 2002) the learners come into the CE (PD) programme
“lacking confidence, confused and uncertain”. This could indicate that the CE
(PD) learners’ frames of reference of themselves as learners are generally
negative. Given the early negative socialisation of these learners through
apartheid education and oppression, we can expect that such frames of
reference are of the habit of mind type and therefore unlikely to change easily.
Within a curriculum designed in terms of emancipatory praxis it would be
important to stimulate learners’ confrontation of their habits of mind. It would be
interesting to explore, in this case study, the extent to which the CE (PD)
curriculum is able to do this. Likewise, the role of a facilitator in the process of
such learning is critical. This role would include amongst other things, the
selection of appropriate experiences that could facilitate transformative learning
and careful and appropriate interventions by an experienced and sympathetic
facilitator to allow for transformative learning to occur. Loughlin (1993: 320-321)
expands on the role of the facilitator in suggesting that this role includes the
creation of a "community of knowers". This community are “united in a shared
experience of trying to make meaning of their life experience”. The facilitator is

an important member of this community and in the DIP module, a range of
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people in the host organisation, could also be seen co-facilitators and member of
such a community of knowers. They are create an environment where
transformative learning could take place by serving as a role models and by
tacilitating deeper understandings of perspectives about social change,

development work and development education.

The successtul process of meaning-making or knowing relies in part on learners
understanding of themselves as having both capacity to succeed or fail.
However, the ability to succeed is dependent on the learner making conscious
and concrete plans to succeed (Wortham, 2001). For learning therefore to take
place, learners need to acquire skills in critical reflection. This is a conscious
process that curricutum developers, facilitators and learners should give attention
to and continuously expand in order to allow for transformative learning to be

possible.

Reflecting on new experiences or problems may help bring about transformative
learning. Mezirow (1991:6) notes that “Reflective learning involves assessment
or reassessment of assumptions and reflective learning becomes transformative
whenever assumptions or premises are found to be distorting, inauthentic, or

otherwise invalid”.

To facilitate transformative learning educators, facilitators ought to help learners
to be aware and to be critical of their frames of references. This process does
not onlty maximise chances of transformative learning, it can also facilitate a
social process of learning as suggested by the theory of communities of practice.
The process of reflecting on real experiences and problems is closely related to
the notion of fearning in a real context as discussed under situation cognition.
Mezirow (1991) advises that transformative Iearning can be best facilitated in a
discourse that is learner-centred, participatory and interactive. Such a discourse
is generated within the CE (PD) through experiential learning exercises and

50



projects in the first three semesters and through the service-learning (DIP} in the
final semester. However, implementing or engaging in an expetiential learning

activity or service-learning does not guarantee transformative learning.

The DIP experience could be an ideal opportunity for transformative learmning to
occur. However, this would require a close engagement between facilitators and
learners while learners are busy with their service learning. Some oppontunity for
facilitators to be present on site with the learners would aiso aid this process as
learning opportunities could easily be missed. it is also possible that the
assessment regimes in outcomes-based education, could focus learners to
narrowly on trying to demonstrate competence in terms of predetermined
outcomes and transformative learning opportunities could then become over
shadowed. With such issues in mind, the extent to which the DIP module and the
whole CE (PD) curriculum facifitates transformative learning will be examined in

Chapter Four.

2.19 Conclusion

This chapter has provided an understanding of praxis in general terms and in
terms of its use and usefulness in the CE (PD). The argument that this concept
has in recent times been through a process of “stripping” of its Freirian radical
underpinnings and discourse has been made. I believe that this “stripping” has
become invisible to curriculum developers today and that it is therefore
necessary to assert that praxis is most meaningfuli when located within an
emancipatory or radical approach to education and in a curricutum that employs
a participatory approach to learning that aims to empower iearners to be part of
social change and transformation of society. This chapter has explored the
literature on ideology, curriculum and service learning and connected this to a
case study of a curriculum development process of the CE (PD) and the concept
of praxis. A theoretical framework for this case study was presented by
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examining the theories of situated cognition, communities of practice and
transformative {earning and was further linked to the concept of praxis. For
praxis, the need to base leaming on real contexts was emphasised through
situated cognition. The idea that praxis is served by collaborative learning is
expressed through communities of practice. Transformative learning was used to
show the importance of also focussing on the learner and the individual's
assumptions and past experiences, and to demonstrate how each learner needs

to reflect on and challenge his/her assumptions and frames of reference.

The research methodology for this study will now be discussed in Chapter Three.
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CHAPTER THREE
RESEARCH METHODOLOGY

3.0 Introduction

Chapter One presented the background, purpose of the study as well as the
key questions to be investigated. Chapter Two provided a review of the
literature related to this study as well as the theoretical framework employed.
This chapter presents the research process followed in this study, together
with discussion and justification for the methodology used in collecting and
analysing of the data.

The purpose of this study is o examine the relationship between the first
three semesters of the Certificate in Education (Participatory Development) -
CE (PD) - with the final semester of the programme offered as service

learning module called Development in Practice (DIP).

The intention of this investigation is to better understand the theory-practice
links within the programme with the ultimate aim of improving training of

community development practitioners in South Africa.
This research attempts to answer the following key questions.

. What are the facilitator and learner’'s perspectives on and their
experience of the relationship between theory and practice within the
CE (PD)?

. What are the successes, failures and problems for educators and

learners in preparing learners for practice?
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. Why do educators and learners explain success, failures and problems
within the CE (PD) in the way that they do?

. How could the preparation of learners for practice be improve within
the CE (PD)?

3.1 The Research Approach And Methodology

Guba and Lincoln (1994:105) suggest that “Questions of method are
secondary to questions of paradigm”. Before discussing the methodology
adopted in this study, | will briefly discuss the paradigms related to this study.
Cohen, Manion and Morrison (2000) identify three paradigms in educational
research, namely, the scientific paradigm (also referred to as the positivist

paradigm), the interpretivist paradigm and the critical paradigm.

This study was initially conceptualised within the interpretivist paradigm. The
interpretivist paradigm generally leads to the use of qualitative research
methods that enable the researcher to gain a descriptive understanding of the
values, actions and concems of the subjects under study. Researchers
working within this paradigm seek to understand and interpret the world in
terms of its actors and the meaning that such actors attach to their experience
of the world. The approach emphasises validity, possibly at some cost in
terms of reliability and representativeness. 1 initialty saw my study as located
within the interpretivist paradigm, as | was interested in understanding the CE
(PD) in terms of its actors and their experience of the CE (PD). This is the

sense of the study that | conveyed in my research proposal.

However, once | began some of the document analysis and engaged with
discussions with my supervisor, | started to realise that working within the
interpretivist paradigm would limit the study. | started to see that the context

and history of the CE (PD) had a significant impact on the actors themselves.
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The documentary analysis alerted me to the strong role that ideology and
power had played in the development of the CE (PD). My reading of theorists
such as Paulo Freire also gave me new critical insights to concepts such as
“praxis” that did not feel comfortable within the interpretivist paradigm. [ then
realised that the critical paradigm would be more appropriate for some of my

interest in the study.

The critical paradigm focuses on a search for disguised contradictions hidden
by ideology as well as spaces for previously silenced voices. For the purposes
of this study, elements of the critical paradigm will be used to enhance the
research process. This will be done by focussing on issues of power,
focussing on the issues of concern by those who are disadvantaged and
giving them a voice through the selected method, that is the case study

method.

| believe that the two paradigms discussed above are not exclusive of each
other. The critical paradigm is relatively less-established and emerged in
response to the perceived failure of positivism and interpretivism to fully
account for the political and ideological embeddedness of reality. | wanted my
study to benefit from the strengths of both paradigms in that the study is
dependent on the subjective truth that the participants will share through the
different data collection techniques. The assumption here being that this
current reality is historically and politically constituted and is produced and

reproduced by people.

The case study method is appropriate for the interpretivist paradigm in that it
affords the study the opportunity to access information from different
respondents who shared the same experience and to examine this against
other documentary sources that shed light on the history and context of the
object under study. From a critical perspective it affords the study an
opportunity to contrast the past and present within a retrospective case study.

Retrospective case studies look back as well as into the future (Bailey,
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Bemrose, Goddard, Impey, Joslyn and Mackness, 1995). Cohen, Manion and
Morrison (2000:82) believe that the interpretivist paradigm is most naturally
suited to case study research. They state that “the use of critical theory in
case study research is at a comparatively embryonic stage but offers rich

potential”.

This journey that | presented above in terms of choices about paradigms was

one of the important research lessons for me.

3.2 Case Study Methodology

A wide range of descriptions and definitions of case study appear in the

literature.

Cohen and Manion (2000:185) describe the purpose case study as “The
purpose of such observation is to probe deeply and to analyse intensively the

multifarious phenomena that constitute the life cycle of the unit”.

The key points in this definition are contained in the references to the “depth”
of the study, its focus on “multifarious phenomena” and the idea of studying
the “life cycle of a unit”. In my study, the unit is the CE (PD) programme,
which | wish to study deeply and intensively by drawing on a range of
perspectives and sources to arrive at a holistic understanding of the CE (PD).
| will draw heavily on the history of the programme and present its current
features as pan of its life cycle. This will be done through a presentation of a
detailed description.

The purpose of a thick description is to provide a description of a detailed
sequence of events as they are derived from other sources such as
documentation, evaluation reports. These are referred to as secondary

sources. The thick description assist the reader in making certain conclusions

56



in the process making it possible for transferability of the findings as the

reader is able to relate the thick description to his/her situation.
Yin provides the following definition:

A case study is an empirical inquiry that investigates a
contemporary phenomenon within its real-life context, especially
when the boundaries between phenomenon and context are not
clearly evident. (Yin, 2003.)

Despite Yin's strong positivist leanings, his definition is useful for my study
that attempts to understand the CE (PD) within its real-life context and for
which the boundaries between the CE (PD) and its context are not always
clear. The emphasis placed on understanding a phenomenon within its
context is a core feature of the case study methodology and was a key

reason why it was selected for this research.

Bassey (1999:23) cites Adelman who listed several advantages of case study.

Within this list the following strengths of case studies seem to be relevant to

my study:

. Case study data is strong in reality but difficult to organise.

. Case study recognises the complexity and embeddedness of social
truths.

o Case study is a step to action.

. They begin in a world of action and contribute to it.

. Their insights may be directly interpreted and put to use.

o Case study presents research or evaluation data in a more publicly

accessible forrn than other kinds of research report.

The case study of the CE (PD) draws on a large and rich dataset. It is
certainly strong in reality, particularly in terms of a range of voices and a

challenge to organise. This study views the CE (PD) as a complex
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phenomenon that can only be understood within the context in which it is
embedded. Most importantly, as reflected in the final key question (discussed
above), this case study seeks an understanding that will improve practice
within the CE (PD) in relation to the training of community educators and
development facilitators. In this regard, Adelman’s comment about a “step to

action” is most appropriate in this case study.

With regard to Adelman’s fourth strength, it is my intention to produce a study
that is publicly accessible and thus more likely to contribute to changed

practice.

{n addition, the choice of a case study and its suitability for my research was

further guided by O’lLLeary (2004) who noted the foliowing:

. Case study will allow in-depth exploration and a multi-methods studies
. Case study as an approach tends to be holistic
) Case study investigates the context and setting of a situation

These are now further discussed.

3.3 Case Study Will Allow In-Depth Exploration And
Are Multi-Method Studies

As discussed below, data collection in this study employed semi-structured
interviews, document analysis and observations as methods for data
coliection. While the use of these methods provided an opportunity for in-
depth exploration, different methods also helped with triangutation, which
Cohen (2000) describes as the use of two or more methods of data collection
to improve the validity of the findings. The multi-method approach aiso meant

that a holistic understanding of the phenomenon could be achieved.
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3.4 Case Study As An Approach Tends To Be Holistic

Based on the key questions of the study, it was apparent from the star that
the need to look at the conceptualisation stage of the programme was going
to be necessary if appropriate answers were to be arrived at. The multi-
method approach of the cases study was seen as able to provide a holistic
approach in answering the questions. This is mainly because it explores
processes as well as outcomes. Case studies make it possible to contrast the

past and present and be in a position to predict the future.

3.5 Case Study Investigates The Context And Setting
Of A Situation

This is most relevant in the case study of the CE (PD) that needs to be
understood in terms of the context of the university, the province of KwaZulu-

Natal and development setting of South Africa.
3.6 The Challenges Of The Case Study Methodology

It has taken some time for case study to gain respectability as a research
methodology. A number of authors (Mouton, 1998; O’Leary, 2004;
Huysamen, 1994) have commented on the challenges that a case study has

to contend with. For the purposes of my study, the challenges relate to:

. Potential bias of researcher
. Lack of rigour in analysis
. tssues that relate to the generalisibility of the study

| dealt with these three major challenges in the following manner.
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3.6.1 Bias Of Researcher

As the researcher in this study, | am aware of my deep involvement and
interest in the object (the CE (PD) programme) under study. | have played a
number of roles in the CE (PD), including facilitator of several modules, co-
ordinator of the Development in Practice (DIP) module, as well as the overall
programme director for the CE (PD). These roles have allowed for easy
access to sources of data. My own experience of the CE (PD) and
involvement in various aspects of its work has provided me with the real first-
hand experience and a good sense of its history and events. In this way | too
am a source of data on the CE (PD). This deep involvement can however be
a source of bias. My approach to this chaltenge is to acknowledge my position
and interest in the research and not to make any pretence about being a
heutral, value-free observer. | have also tried to allow my view and voice to
emerge as one of several others in the study. Given my various roles and the
power associated with these roles, | have been careful to avoid the abuse of
such power. Some of these issues are discussed further in the section on
Ethics.

| also believe that allowing for multiple perspectives and using multiple
sources of evidence has also minimized the influence of any bias. The semi-
structured interviews (discussed below) were very important in the collection
of data but the study did not rely solely on them. Document analysis was a
very important method for collecting data as well. This latter method included
evaluation reports reflecting learners as well as the facilitators’ reactions to
the programme as they were experiencing it. This source was useful in
countering two possible sources of bias, namely, the possibility of
respondents forgetting information during interviews or presenting information

that they thought would please the researcher.
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3.6.2 Rigour In Analysis

Given the challenges faced by case studies as a respectable method, the
analysis process becomes particularly critical in addressing some of these
challenges. Yin (2003) states that for analysis to be of high quality four

principles underlying good social research must be followed. These are:

. All the evidence must be attended to.

. All major rival interpretations must be addressed.

. The analysis should address the most significant aspect of the study.

. Prior, expert knowledge of the researcher must be used in the case
study.

(Yin, 2003:109).

These four principles are further discussed in the section on Data Analysis

below.

During analysis the data collected through interviews, document analysis,
personal observations and personal experiences was categorised into
different themes informed by the data itself. Data that seemed to be in
disagreement within each theme was further analysed in relation to the other
data collected. The focus of the analysis was guided by the four key

questions in this study.

3.6.3 Generalibility

Many researchers (see Cohen, et al. 2000) and Yin {2003) have argued that
case study research is limited in that one cannot apply the findings to other
cases. This suggested limitation relates to the question of generalisibility. Yin

(2003:34), defines extenal validity as “establishing the domain to which a
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study’s findings can be generalized”. Yin (2003) however argues that case
studies are generalisable in so far as theoretical propositions are concerned
but not generalisable as far as populations are concerned. What this means
in my study is that any theoretical propositions emerging from the case of the
CE (PD) could be generalisable rather than the specific findings or results
being generalisable to other similar programmes. This means that the case
study of the CE (PD) at a theoretical level could have value beyond the
programme itself and could contribute to knowledge about similar
programmes in other contexts. In the light of Yin’s claim, I hope that this study
would make a contribution to the important work identified by President Mbeki
in terms of the training of practitioners for community education and

development and the associated curriculum development needed for this.

3.7 Research Design

3.7.1 Boundaries Of The Study

The principal research site for this study is the Centre for Adult Education at
the University of KwaZulu-Natal, Pietermaritzburg. The CAE currently offers
this programme and intends to continue doing so. The key informants in this
study are CE (PD) learners, facilitators and employers of learners. The study
is a retrospective case study in that it looks at what has already happened
within the CE (PD) in terms of its history of curriculum development and early

experiences in terms of praxis.
3.7.2 Research Participants
3.7.2.1 Learners

Information was sought from past CE (PD) leamers, curriculum developers
and facilitators of the programme during its first three years and employers of
learners. | only included past learners who had registered for the whole

duration of the programme and had therefore undertaken all the modules
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offered by the programme. Leamers who were registered from 2001 to 2002
as well as those registered from 2002 to 2003 became two cohorts of learners

who participated in this study.

Across both cohorts there were a total of twenty-five learners who had gone
through the CE (PD) programme between 2001 and 2003. Nine of these
learners completed the CE (PD) in 2002 and sixteen completed in 2003. This
meant that the research population of past learners was small. [ chose to
select a sample of nine learners representing just more that 50% of the total
population. The selection of the sample from this population was initially
intended to be purposive, to include past learners from both cohorts and to
ensure that both male and female learners were inciuded. In the end a
convenience sample became the reality of the study as | experienced
considerable difficulty in tracing past learmers. While contact details of all our
past learners are readily available, I discovered that most of [eamers contact
details were dated. In particular, many leamers had changed their cellular

phone numbers.

Of the nine learners eventually included in this study, three learners were
from the 2002 cohort and six were from the 2003 cohort. | believe that the
eventual sample provided a reasonable spread in terms of cohort and gender
(Included discussion on rural versus urban spread). Sampling over both
cohorts was particularly important in gaining a broader perspective of the CE
(PD) programme. This has hopefully improved the validity of the study.

3.7.2.2 Facilitators And Curriculum Developers
Across both offerings, a total of nine facilitators had been involved in teaching
the CE (PD) programme. | chose to interview four facilitators for this study.

Selection of these four was guided by the following criteria: all four teachers

had to have had involvement in the initial conceptualisation and development
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of the curriculum programme, involvement in materials development for the

new curriculum and to have taught within the programme.

3.7.3 Data Collection Techniques

As already mentioned case studies are often multi-method and rely on a
number of data collection technigques in a bid to obtaining rich qualitative data.
This helps to improve the reliability and validity of the study. O’Reat (2004)
notes that case studies often rely on interviews, observations and document
analysis. Yin (1994) identified at least six sources of evidence used in case
studies. These are documents, archival records, interviews, direct
observation, participant-observation and physical artefacts. In this study |
used three methods for data collection. These are interviews, documents

analysis and participant observation.

3.7.4 Methods Used

3.7.4.1 Semi-Structured Interviews

It seemed appropriate to use semi-structured interviews as a way of getting to
the subjective experiences of participants. Scott (cited by McKenzie, Powell
and Usher, 1997) recommends interviews because they can allow the
researcher access to the past events and allow access to situations at which
the researcher is not able to be present. Benney and Hughes (cited by
Cohen, Manion and Morrison, 1987) believe that without interviews research
would not be complete. They further argue that the main business of
sociology is to gain systematic knowledge of social rhetoric and to gain the
knowledge we must become skilled in the rhetoric itself. In education, such
rhetoric allows access to the ideology of the interviewee. As ideology is an
important element in the case study of the CE (PD), the interview method was

seen as useful for tapping into such subjective positions. In this study, semi-
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structured interviews were conducted with past learners, CE (PD) facilitators

and the employers of leamers.

3.7.4.2 Arranging Interviews

Most of the potential respondents were initially contacted telephonically, but a
few were approached through e-mait or in person. The telephone contact and
personal contact proved to be more useful than e-mail contact. However, e-
mail was useful in maintaining contact with respondents after the initial
contact was made. Once contact was made, the purpose of the study and
their possible role in the study was explained. After this permission for
participation was sought. This invitation and seeking of informed consent
included among others issues, confidentiality, permission for recording
interviews and practical details like setting the date, time and the place for the
interview. These verbal negotiations were followed up by giving each
participant an Information and Consent sheet to read and sign (See Appendix
A).

A lot of energy was spent on negotiating dates, times and venues after the
initial contact with each respondent. There were many other telephone calis
that were made before the interview to ensure that the respondents
remembered the appointment and to minimize “drop-ocuts”. These measures
helped to secure the interviews taking place within the time constraints of this

study.

While most of the interviews were either held in an office environment or in
the respondent’s house, some were held in the car in a parking lot. On
reflection, those interviews held in an office environment were more
preferable as there was less chance of interruptions and a stronger sense of
comimitting to the process. The respondent tended to devote that particular
time solely to the interview. These interviews also tended to be longer than

the others. The other interviews tended to have some disruptions that were
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beyond the researcher and the respondent’s control. For example, a
respondent arrived late for the interview. The interview started but the
respondent’s body language suggested that the respondent was not
comfortable. This was discussed and it transpired that the respondent had a
personal matter that she had to attend to but she still insisted that the

interview continue.

The researcher conducted all the interviews personally. This was done to
ensure that all interviews focused on the same issues, and therefore
consistent data coliection was achieved. All the interviews were recorded after
permission for recordings was negotiated with the respondents who were
comfortable with the process. In a couple of instances the respondents
initially seemed overly conscious of the tape recorder. However this was dealt
with by making a joke about it and letting the respondents listen to their
recorded voices. This appears to have broken the ice and respondents later

appeared to be less aware of the recording.

3.7.4.3 Document Analysis

The CE (PD) programme has been well documented from its
conceptualisation stage to implementation stage and beyond. This
documentation provided broad coverage of the purpose, history, people,
processes and challenges involved in the programme over a period of 1995-
2003. All of these documents were readily available and provided a rich and

detailed source of data.

The documents included proposals, business plans, budgets and progress
reports to the main funder of the CE (PD) curriculum development process.
Proposals and reports to a secondary funder who supported the
implementation phase of the programme. In addition the document database
included numerous evaluation reports on individual modules and on the

overall programme. Key documents relating to learners were learners’
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application forms, placement tests and learning portfolios. The purpose of
consulting all these documents was two-fold. Firstly, together they provided a
detailed history of the curriculum development process and a basis for
comparing intentions or goals in the development process with what was
eventually implemented. Secondly, the documents reflected the responses of
learners and facilitators to the curriculum that was offered, particularly in
relation to the DIP module. In addition to conveying the subjective
experiences of the DIP module in relation to the earlier modules in the first
three semesters, these documents revealed learners' and facilitators’
perspectives on the problems and challenges in implementing the DIP

module and broader CE (PD) curriculum.

Documents of the programme proved to be invaluable in the development of
the case itself, in particular with tracking the dates of different events. During
interviews, respondents were sometimes unclear on specific dates.
Documents thus played a very important role in cross checking information
and facts gathered using the other methods. For triangulation purposes

documents were of key importance.
3.7.4.4 Participant Observation

Participant observation is occurs when the researcher takes part in the
activities of those who are being observed and reports on the experiences of
the members of a group (Muysamen, 1994; Haralambos, 1984). In this
method, the involvement of the researcher is direct and not that of an
outsider. My involvement as a facilitator, module co-ordinator of DIP module
and Programme Director for four years of the programme has provided me
with substantial opportunity for participant observation. The observations took
place during a range of activities within the programme, including programme
evaluations, teaching, assessment of learner portfolios, visits to leamers
engaged in service learning and informal discussions with employers and

hosts of service learning. Most of these observations occurred while | was not
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in a “researcher’ mode but involved in the normal action-reflection mode that

is routine practice within the CE (PD) work.

Key moments of observation during the DIP module, included curriculum
design for the DIP module, organising learner placements for DIP, facilitating
and supporting the development of action plans by learners, supporting and
supervising the implementation of such action plans, monitoring journal
records, site visits during DIP, guiding the development of learner portfolios,

and assessing learner presentations.

My personal observations and reflections as a tool in this study was useful as
it gave voice to the ‘researchers views and understanding’ of the situation.
This understanding was particularly useful in situations where information was
not recorded or was not seen as important at the time. An example of this
would be the visits to the leamers’ service learning/internship sites in
preparation for the DIP module. While reports were prepared after each visit,
the organizational culture and dynamics in each environment was never

documented but could be accessed from my personal experience of this.

3.7.4.5 Data Management And Analysis

Yin (2003) has become an authority on case study. His approach, however,
reflects a positivist orientation with deep concems about scientific
respectability, reliability, validity and theoretical generalization. Whiie these
concems are less of an issue within the critical paradigm that | employ, |
found Yin's advice on data management and analysis very useful. The
principles of muitiple use of evidence, creating a case study database and
maintaining a chain of evidence, as discussed by Yin (2003) thus guided the

process of managing and analysing what turned out to be a huge database.
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3.7.4.5.1 Creating A Case Study Database

The data gathered for this study was enormous and intimidating. Creating
some order was an important first step. The database, that is interview
transcripts, documentation reports, conference papers, Programme
communications, was firstly organised according to the source of the
information. However, once the initial reading and re-reading of the data took
place, the database was reorganised according to emerging themes. This
process made the data more manageable. This process of categorisation was
part of what Yin refers the process of data reduction. The process of data
reduction made it possible to maintaining the chain of evidence (see below),

as shown in the above diagram.

3.7.4.5.2 Multiple Use Of Evidence

Documents read were summarized and categorized according to emerging
themes and in terms of the key questions of this study. Themes and concepts
identified within the theoretical framework of this study were also use in this
categorisation.

Interview transcripts and observation notes were likewise summarised. Key
themes that emerged were explored from different data sources.
Convergences and divergences across the sources pointed to further
explorations of the data to try to unpack these relationships in terms of
source, contextual factors and ideological

influences.

3.7.4.5.3 Maintaining A Chain Of Evidence

As illustrated in the next chapter, the historical perspective and chronology of
events in the life of the CE (PD) were indicative of various forces that shaped
the programme. Maintaining a chain of evidence was important in tracking the

changes and shifts in the programme developments. For exampie, when a
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respondent indicated a particular shift or change and accounted for it in a
particular way, | was able to follow a chain of evidence stemming from this

perspective in other documents and sources.

As stated earlier Yin (2003) asserts that for analysis to be of high quality four

principles underlying good social research must be followed. These are.

. All the evidence must be attended to.

. All major rival interpretations must be addressed.

. The analysis should address the most significant aspect of the study.

. Prior, expert knowiedge of the researcher must be used in the case
study.

(Yin, 2003:109).

The greatest challenge that this study faced was that too much data was
available. The danger of being overwhelmed by the data was very real. The
process of reducing the data was critical and done by focusing on the four key
questions that informs the study. A |ot was learnt about qualitative research

and working with case study data from this experience.

| believe that the three methods used in the collection of data provided
sufficient data and evidence to make sound and useful conclusions as well as
recommendations. Holistic analysis was used by drawing conclusions based
on the emerging themes across the data. The intention was to look for
patterns among the data and to look for patterns that give meaning to the
case study (Flower and Hayes, 1981).

The following diagram provides a useful illustration of the complexity of data
analysis process in case study research. The diagram is also relevant in
terms of my experience of this process in portraying that data analysis was
not a linear process. | was constantly working in cycles of data collection, data

reduction, making provisional conclusions, writing these up (presentation) and
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verifying these against other data. As { indicated eadlier, | found this to be a
complex and sometimes confusing process, but also a rewarding process,
especially when new insights emerged. | believe that this analysis process
has allowed for new understandings of the CE (PD) and has given me an
opportunity to challenge existing understandings, my own and those of other
respondents.
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of the developers to develop an innovative curriculum and to different pulls
and pushes on the conceptualisation, development and piloting of the new
programme. For this reason, a narrative of the historical background and

devetopment of the CE (PD) programme is crucial.

As refiected in the title of this study, “Towards improved praxis”: a case study
of the Certificate in Education (Participatory Development), the concept of
praxis is central and receives substantial attention in this chapter. The DIP
module of the CE (PD) as discussed in Chapter One is a service-leaming
module of the programme and provides an ideal opportunity for praxis. As
discussed in Chapter Three, the conception of praxis employed in this study is
that espoused by Freire (1970).

4.1 The Findings

4.1.1 Introduction

It should be recalled that this study was guided by a concern that after three
semesters of learning in class using participatory methodologies and using
experiential iearning approach learners seemed unable to apply what was
learnt in class in real contexts during DIP. The second concem was the fact
that leamers appeared to be unable to reflect on the DIP experience even
though learmers were guided in developing their own outcomes as well as
action plans for DIP. The action plans (refer Appendix E) are designed such
that they facilitate reflection on the part of the learner. The inability to produce
and use action plans seem to result in fearners being unable to reflect on their

DIP experience.
4.1.2 Who Are The Learners?

Apple (1981) argues that to develop curriculum as praxis, an understanding of
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learners is imperative. Apple, further argues that knowing one’s learners
means understanding the live culture of the leamers and warns that failure to
do so may lead to recreating what leamers are attempting to reject. A profile
of the first two cohorts of learners in the CE (PD) programme is provided
below. Discussions of the curriculum which follow later needs to be read with

these learners in mind.

Table 4.1: Sex of learners

Year Male Female Total
2001/2 5 (33%) 10 (66%) 15
2002/3 13 (48%) 14 (52%) 27

On the whole the programme attracts a larger number of female learners. The
second cohort was able to achieve a more even split between male and

female learners.

Table 4.2: Age
Age >20 20s 30s 40s 50s Unknown
2001/2 1 7 (47%) | 5(33%) 0 0 2
2002/3 0 5(19%) | 11 (41%) 0 1 (4%) 10

Most of the learners were in their 30s and therefore would have completed
their schooling under the ‘Bantu education’ system. In most cases, these
learners would have emerged from a learning environment where the teacher
was seen as “expert and holder of all authority”. In this environment, the
dominant teaching method would have been “talk and chalk” with the teacher
considered as someone who could not be challenged. Freire (1970) called this
“banking education” because of the passive involvement of learners. This prior
leaming experience means that learners have to make a huge adjustment

when entering the CE (PD) learning environment and is an important
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consideration in curriculum design.

Table 4.3: Home Language

Year IsiZulu Other Total
2001/2 12 (80%) 3 (20%) 15
2002/3 26 (96%) 1 (4%) 27

As indicated in Table 4.3 IsiZulu is the dominant home language of leamers in
the programme. For a small number of learners isiZulu is not their first
language. These learners are however comfortable conversing in isiZulu even
though it is not their first language. The issue of language is critical in this
case as the evaluation of a programme which precede the CE(PD) had found
that “the students appear to battle with English as the language of delivery
while staff struggled to integrate sessions into isiZulu”. (Tromp, 1999:105).

The issue of language is discussed more fully later in this chapter.

Table 4.4: Learners place of residence

Year Pmb Outside of Pmb Total
2001/2 8 7 15
2002/3 17 10 27

As indicated in Table 4.4 A substantial number of learners live outside of
Pietermaritzburg in areas such as New Hanover, Kloof, Mpophomeni,
Thomville, Umbumbulu, Isipingo, Richmond, Flagstaff, Winterton, Lion’s River,
Lion’s River, Crammond, Msinga, Pinetown, Kwa-Petts. All of these areas
except for Flagstaff are within the province of KwaZulu-Natal but are some
distance away from the Pietermaritzburg campus where the CE (PD) classes
are held. While all the learners are affected by high university fees, those
living outside of Pietermaritzburg are also affected by higher transport costs.
Furthermore, in South Africa it is a known fact that people living in rural areas

have less access to educational opportunities and exposure to a good
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education. A number of learners in the study indicated that they all had done

some kind of learning post their school education. This training was mainly

short course (six weeks) of computer training. The need to create access to

higher education programmes which lead to accredited qualifications for

learners from such areas is an important goal within the South African

context.
Table 4.5: Learner progress
Year Passed Failed Not Total
completed
2001/2 10 (67%) 0 5 (33%) 15
2002/3 13 (48%) 3 (11%) 11 (41%) 27

As indicated in table 4.5 there have been a total of 42 learners who have
registered for the CE (PD) programme during the period 2001 to 2003. Of the
42 learners who registered, 16 learmers dropped out, 3 failed and 23 passed.
Of the 23 leamers who successfully completed the programme, 10 of these
completed the programme in 2002 while 13 completed in 2003.

The high dropout rate has been a concern in the programme. There are a
number of reasons that could account for the high dropout rate. Some of the
reasons put forward in evaluation reports and discussions within the

programme include:
High university fees.
. Long travelling distances to campus which meant high transport fares.

. Other competing responsibilities of these adult leamers.

1.
2
3
4. New learmning and teaching methods and approaches.
5. English as the medium of instruction.

6

. Changes in the perception of the status and currency of the qualification

when the qualification’s name changed from a diploma to a certificate

76



under the new qualifications framework. This is discussed more fully later.

Having provided a brief profile of the learners, the discussion will now

focus on learners and facilitators’ perspectives and experiences on DIP.

4.1.3 What Are The Facilitators’ And Learners’
Perspectives and their experience of DIP?

4.1.3.1 Learners’ View Of DIP

Learners’ views on DIP at the time of their study were largely negative as

reflected in the comments below:

“Very difficult - you are always jumpy and rushed. There were many things

that we did not know how to do, e.g. journal entries, planning.”

“l was afraid not sure of what to expect. The outcomes | had developed

gave me direction. Provided a sense of security.”

“It was difficult. Time was too short. Just when | was getting the idea, the

time was finished.”

“There were difficulties... It was not difficult that much. | was not

frustrated. There were things | was not able to do on time.”

“You are lost at first, confused. It is once you have started that things

beginning to fall into place.”
“It was nice but difficult.”

“There was a time when [ thought | should stop because | felt inadequate.
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The pressure on us exerted by yourself on us was too much...It must have

been frustrating for you facilitators as well.”

“I was excited about it before the actual experience. The actual

experience was a challenge.”

The views presented above reflect fear, confusion -and frustration. During
the course of DIP, learners chose some interesting terms to refer to DIP,
they were calling the module the “deep-end”, “dip-stick” and the “dip tank”.
These descriptions reflect the struggles that the leamers experienced
through during the module and the pressurizing process of introducing a

new concept, a new mode of learning and a set of new planning tools.

While learners knew about their struggles during DIP, they were not able
to state what skills they thought they lacked for them to be better
prepared. The general reaction was seff-blame relating it to laziness. It is
important to note that critical reflection or learning from experience was a
new mode of leaming for ail the leamers involved in the programme. Rote
learning would have been the dominant mode of leaming acquired by
leamers in school. Supporting learners to reflect critically in order that they
get to challenge existing frames of reference (see transformative learning
in Chapter Two) should be part of curriculum planning for programme
such as the CE (PD). Learners appeared to be ill-prepared
psychologically as well as intellectually for DIP. As discussed later, this
could be related to the fact that DIP was never part of the initial

conceptualization process.

The supposed failure to be reflective during the DIP period is perceived by
learners to be their own fault. Learners seem 1o see themselves as “lazy”
and “not organized” and engage in self-blame. Facilitators tended to
concur with this view It is noteworthy that, learners did not attribute any
responsibility for their lack of preparation to the facilitators or the module
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design for the shortcomings experienced. This could be because of their
sense of a lack of expertise in curriculum matters and their lack of power
in the learning environment. Such a fearning environment situation would
be seen by Freire (1970) as not being conducive for a true dialogue to

occaur.

During interviews a year or two after learners had completed DIP,
learners were asked to rate the different modules within the CE (PD)
programme from the most useful to the least useful. All leamers rated the
DIP module as the most useful module. A typical response from learners
was, “All of them were useful but for me DIP was the most useful.” Whiie
learmers experienced problems and challenges relating to the planning
tools for DIP and during the actual experience, learners emphasized that
DIP provided them with an opportunity to iearn more in a real authentic
development context. They saw this learning as real and as a part of their
world. This perspective on DIP provides some support to proponents of
situated learning such as Collins (1988), who argue for leaming in a
context that reflects the way that leaming aught to be used in real life. On
a further positive note, learners had realized that DIP was an opportunity
for them to take charge of their own learning. Opportunities for self-

directed leamning build the skills and attitudes for life-long learming.

This shift in perspective on DIP which appears o have occurred over time
is interesting and can initially be perceived as a contradiction. Leamers
shifts in perspective to seeing DIP in more positive terms could be

explained in the foliowing ways:

¢ The benefits of DIP could not be appreciated during the course but its
relevance and value became apparent once learners went back to their
development contexts.

* The manner in which leamers were asked to demonstrate their learning

during the course, largely via assessments influenced the perspective
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only a ‘pilot’, meaning that confusion and mistakes were expected to
happen. This poor planning and haphazard implementation must have
had a negative impact on both facilitators, learners and the host
organization or communities. For the leamers this must have been very
difficult. Looking back at the profile of the learners in the CE (PD)

programme, the process must have been a disempowering process.

Facilitator perspective are conveyed in the quotes below:

“lt is not unusual for a student to fall down terribly on the critical
reflection required for portfolio and final report whereas he or she has
actually reflected quite regularly and extensively on the experience
elsewhere, under a different heading. There seems to be a problem
understanding just what refltection is and how it differs from, say a
description of events. Students definitely struggled, generally, to
separate these two”. (Facilitator B, 2003).

“| think many of the students achieved a iot during the process
of DIP. | think they struggled and were very challenged by the
module. Although final portfolios did not achieve everything we
hoped for, | think many showed significant progress when
compared to the beginning of the course, in terms of computer
skills, clarity of thinking and being able to develop a pfanning
process.” (Facilitator A, 2003).

“1 think they struggled and were very challenged by the course.
Although final portfolios did not achieve everything we hoped for, | think
many showed significant progress when compared to the beginning of
the course, in terms of computer skills and clarity of thinking and being
able to develop a planning process.” (Facilitator B, 2003)

“1 was satisfied that students on the whole had worked hard during
DIP, had acquired a fair degree of valuable computer skills, planning
skills, reflective skills, facilitation and management skills as well as
practical skills like establishing a communily garden, propagation and
preservation of indigenous plants, publicity, negotiation, etc. | really
have a sense that much learning took place ocutside the boundaries of
the outcomes we tried to get students to aim for. The trick is in getting
them to recognize this other leaming, reflect on it how and why it
happened and relate it to the outcomes and action planning process
whether or not there was congruence.” (Facilitator A, 2003).

There are major indications that significant learning does take place
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during DIP. However, there appeared to be reluctance from the
supervisors to validate this learning when it did not correspond to stated
outcomes. Such assessment practices are criticised by Hoadley and
Jansen (2002) who see this as the adoption of the technological approach
or product-based curriculum design where learning is understood and

limited within the confines of stated outcomes.

The evaluation reports of the CE (PD) programme indicate that facilitators
tended to apportion blame to learners labeling them as “lazy”, “non-
reflective” and “not organized”. Data presented in the next section of in
this chapter will show that the inability of leamers to deal with DIP include

factors outside of the learners control.
4.1.4 The story of the CE (PD) programme

The CE (PD) programme emerged from a merger of two existing
programmes at the what is now the University of KwaZulu-Natal. This
section provides a detailed historical background of the two merged
qualifications, namely the Undergraduate Diploma in Adult Education
(UDAE) and the Certificate in Rural Resource Management (CRRM)
which eventually gave rise to the CE (PD) programme. Both these former
qualifications were located in different disciplines facuities of the
University of KwaZulu-Natal in Pietermaritzburg, humanities and
agriculture respectively. The aim of this thick description is to present a
historical background and context which is necessary to explain the
process of conceptualization, planning and implementation of the CE (PD)
curriculum. The extent to which praxis featured was considered in these

processes will be of particular interest in this examination.
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4.1.4.1 Undergraduate Diploma in Adult Education (UDAE)

The UDAE was a programme of the Centre for Adult Education (CAE).
The Centre for Adult Education was established in 1979. The current CAE
vision of CAE still reflects the role that CAE played from its early years.

CAE has been an active and committed participant in the struggle for a
non-racial democratic South Africa. In the past during the periods of great
repression under apartheid, CAE was able do what most universities
could not. It could act as a resource for the broad democratic movement.
At present seeks to make a contribution through its irreverence, its
scepticism and its ongoing commitment to those who have not yet seen
the benefits of the new "rainbow nation".

(Centre for Adult Education,2004:3)

CAE has been involved in adult education for nearly 30 years. Much of
this work has been aimed at empowering local communities in their
struggle for development by offering organizational skills workshops and
courses. Many of these workshops and courses are situated within the
Community Education Programme (CEP) (discussed in chapter one) of
the Centre. CEP provides a varisty of community education and
organizational development courses, and works interactively with NGOs,

CBOs and the democratic government.

Formal programmes: The specific aims of CAE have always been to
empower Jocal communities. This was and continues to be done through
formal and non-formal provision. Through non-formal programmes CAE,
m earlier years, initiated short courses aimed at providing the leadership
in the Midlands of KwaZulu-Natal. This took place in a context where
leaders were being detained, harassed and killed. The short courses were

aimed at providing specific skills based on what was needed at the time.
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Political orientation: The short courses led to the development of a non-
formal programme which was called the ‘comrades course’. The
‘comrades course’ eventually became a formal one-year certificate
programme but still maintained its strong connection with communities,
community-based organizations and non-governmental organizations in
the region. It was together with these structures and organizations that the
curriculum was developed and kept relevant to the needs of communities.
The programme retained its political orientation and was firmly located
within the radical tradition of adult education as informed by writers such
as Freire (1970, 1972), Hope, Timme! and Hodzi (1984) and Kolb (1984).
A key goal of the programme was always that learners would return their
own communities and or organizations to implement what they had learnt.
The focus of the programme was on social change, empowerment
broad-based transformation of society. The programme also developed
systems to provide informal support of its past learners. Facilitation in all
the formal programmes was conducted by full-time staff members of CAE.
Facilitators in the programme were also expected to spend a certain
percentage of their time working closely with communities and

organizations so that such experience could enrich curricutum.

Accreditation pressure: The Certificate programme which emerged from
earlier short courses was later developed into a diploma, the
Undergraduate Diploma in Adult Education (UDAE). This development
arose largely because of pressure from learners for a higher qualification.
The delivery format of the programme remained unchanged and invoived

attendance of day-fong workshops once-a-week.

Practical work: The curriculum of the UDAE did not include a service-
tearning component. It did however have a module called Special Projects
which required that learners would work in their communities as part of

their study. This module was an elective and had not been implemented.
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4.1.4.2 The Certificate in Rural Resource Management
(CRRM)

The School for Rural Community Development (SRCD), because of
needs and poverty in the region, initiated the CRRM. One of the purposes
of the school was to provide education and ‘extension/development
activities’ (Luckett and Luckett, 1999:83). Through this formal programme
the SRCD sought to train rural students to be competent development
practitioners. The programmes curriculum involved a mixture of courses in
agriculture, sociology, organizational management, education and
‘extension’ methods. The Certificate programme targeted rural students of
varying from all over South Africa. The entry requirement for the certificate
programme was completion of Standard Nine or Grade 11. Students in
the programme had the option of proceeding to a diploma and then to a
degree if they performed well in the certificate programme. The

programme was well-funded.

Practical work: The Cettificate programme had a service-learning
component that was pan of the curriculum and was credit-bearing. The
purpose of this module was to encourage the development of a reflective

learner and in the process to benefit the host community.

To prepare learners for the service learning component, the following

concepts and theories were introduced during the programme:

Experiential tearning

Kolb's leaming cycle
Participatory methodologies
Soft systems methodology

Project planning and development
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The programme was offered in block sessions over school hofidays. The
teaching was outsourced to a range of lecturers from ditferent
departments and organisations. Many lecturers had agricultural
backgrounds. According to one of the lecturers, the dominant
methodology of the programme was ‘chalk and talk’. It was also found
that due to block week format, students were often tired and unable to
participate fully. These and other factors resulted in a high failure rate
and with a number of students dropping out after registering. Many of the
probiems reported by staff in the programme was substantiated by an
external evaluation of the programme (discussed below). The uitimate
consequence was that the programme started to struggle to attract
students as well as funding.

4.1.4.3 The evaluation of the CRRM programme

In 1998 the Centre for Adult Education was commissioned to undertake
evaluation of the CRRM programme. The evaluation was a response to
the emerging tensions and challenges discussed above. CAE deployed a
new staff member (a former post-graduate student of CAE) to conduct
the evaluation. A reference group comprising of staff from CAE and the
SRCD, together with a representative from the university executive and

the university's open learning office guided the work of the evaluation.

The key findings of the evaluation were;

e Of the 84 students who had aftended the course in three years from
19896 to 1998, only 15 (18%) had passed eight or more modules, the
requirement for being awarded the Certificate in Rural Resource

Management.
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» The course cost R10 000 per student, only 25% of which was
recovered from student fees.

« The content had emerged as a uneasy and incoherent mix (not suited
to adult leamers) offered via a correspondence-type course (not suited

to students with low levels of English literacy).

e The materials were developed independently by teaching staff, many of
whom were either unclear about the coniext of use for the materials
and inexperienced in the production of distance education materials.
This resulted in the production of iecture notes.

= Delivery of the programme had, through expediency and a lack of
familiarity with the original vision, strayed from a number of the planned

features of the original programme and its desired methodology.

» The course was originally set up to provide training to rural community
development practitioners active in the field. It emerged that an
increasing portion of the students did not fit this profile. Many of those
from the original target group struggled with English as the language of
instruction and materials. Later selection processes had begun to

favour students with higher English proficiency.

* While the students appeared to battle with English as the language of
deiivery while the staff struggled to integrate sessions conducted in
isiZulu.

« The appropriateness of the traditional examination and assignment
assessment procedures for this more practical type of course and this
group of low literacy students was called into question.

» A key aim of the Certificate course was to facilitate mutuallyl beneficial
relationship between the University and development organisations and
communities. Such relationship may have been a feature of the SRCD
and the Certificate programme at their inception, but had subsequently

failen away.

« Students completing the course were offered no in-field support and no

follow-up was undertaken. (Tromp, 1999:85).
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Based on these findings, two solutions were presented, labelled the ‘polly-
filler approach’ or ‘the radical approach’ (SRCD Evaluation Report,
1999:104). The polly-filler approach was a suggestion as to how the
programme in its current form could make adjustments in the light of above-
mentioned findings. The radical approach sought to use the findings as the
bases for developing a totally new programme which would see the findings
underpinning a curriculum development process. The radical approach

suggested new start and was adopted.

A reference group set up to oversee the evaluation process negotiated with a
funder for a major grant for the redevelopment process and decided that a
new academic home was needed for the new programme. Given the
experience and expertise in CAE it was decided that the new programme be
located at CAE. The new programme was to replace the existing Diploma

programme (UDAE) offered by CAE. In other words, new programme was to

emerge from was used to be offered by CAE and the SRCD.

4.1.4.4 The conceptualization and plans for the new

programme

The same funder who had funded the evaluation of the SRCD programme
provided a grant of R766 670 for the development of the new programme.
This budget was to cover conceptualization, planning, curriculum design and
materials development. The same reference group was retained to oversee
the curriculum development process. With CAE identified as the new home
for the new programme, it took firmer control of the development process and
deployed the same staff member who had conducted the evaluation of the
SRCD course, to lead the development process together with a team based
at CAE.
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The conditions of the funding, as stipulated in the Deed of Grant, included

amongst others that:

. Provision of detailed briefs for the marketing, development and
establishment of partnerships to support the project in Phase 1 and 2

activities.

. The formulation of partnership agreement with employment
organizations, organized labour, community organizations, government

bodies and other training providers.”

(Tromp: 1999: 23)

The formation of partnerships was to be a formalized via memoranda of
understanding. Securing such partherships resulted many consultative
meetings, workshops, trips and conferences. Conceptualization and
planning of the programme became an inclusive and participatory process.
This process for example, inciuded a workshop with the NGO sector in the
region. The workshop posed the question: What were the common skills,
knowledge and attitude needed by an ideal community development
practitioner? The response to this question in the workshop was the view
that all development practitioners needed the same core or generic skills,
which needed to be combined with specializations or tracks that focused on
the area of work or interest development practictioners. This workshop
outcome was to inform the curriculum design. The graphic representation of
the curriculum and the table of the initial curriculum presented below, both

reveal such an understanding of the curriculum structure.

The following milestones were achieved during this period:

* A graphic representations of draft curriculum framework (with Land Care,
Adult Education, Health and Welfare and Entrepreneurship as

specializations).
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A Business Plan (2000) on implementation of the programme.

A concept paper on Recognition of Prior Learning and an assessment

model.

The Development of a memorandum of understanding with different

partners.
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Figure 4.1 The graphic representation

eveoe ul'le
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During the development process of the new programme, the initial
conceptualization meetings were found to be stimulating and refreshing,
but partners soon became disillusioned with university’s insistence on
being the dominant partner, of demanding ownership of the processes
and products. Partners expressed their unhappiness with the process by
describing the university as being “stuck in old conservative mode of
knowing and doing” and of being “unable to accord academic status to the
experiential and on-the-ground knowledge of NGOs and individual
development practitioners” (Bruzas cited in Houghton and Hlela, 2003). A
key stakeholder from the university, described the process as a fraught
process dictated to by other bigger issues such as the drying-up of
funding for the NGOs, the role of the funder and the university’s position
with regards to partnerships (Facilitator C, 2004).

A further tension arose, which was to end pantnership relationships,
related to the inteilectual ownership of the materials that were to be
developed and offered by non-university partners. The university's
dominance in the process led to non-university partners re-evaluating their
benefits from the pannership. The university refused o sign the
memorandum of understanding (MOU) that sought to address this matter.
The partnership stage of the process came to an end. This coincided with
the funder pulling out of the programme development process.

4.1.4.5 The Innovative Curriculum Developed

The draft curriculum, called the Certificate in Education (Participatory
Development), was hailed as a great innovation for the academy. Some of
the innovations in the programme are reflected in this extract from a

funding proposal:

. The programme is being developed and will be delivered in
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partnership with a wide variety of highly experienced training and

development organisations.

The programme includes recognition of prior learning and experience

for access, integration of indigenous knowledge and accreditation.

Lifelong leaming skills are both explicitly taught and embedded into all

programme COourses.

The experience of the learners is valued and the programme is rooted
within an experiential leaming approach that facilitates discourse
between traditional academic knowledge and knowledge derived from

real-life experience.

The programme is being delivered in mixed-mode combining weekly
face-to-face participative workshops and interactive distance education

materials.

The programme is built around a core that recognizes and teaches the
knowledge, skills and attitudes common across all sectors of
panticipatory development, facilitating an holistic development approach

and development practitioner mobility.

The programme recognizes the attitudes and values of the
development practitioner as crucial to successful development
processes.

In addition to the weekly contact workshops, the programme provides
ongoing support to learners in the form of academic tutorials, off-
campus telephonic support by programme facilitators and partnerships
with a variety of organizations for in-situ support.

The programme provides access to University education for leamers
who have traditionally been excluded and University diploma and

degree options will be available to successful students.

(Center for Adult Education, 2000).
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Figure 4.2 The conceptualized curriculum

‘ g
Lifelong Leaming Course Level 4 {16 credits)
COMPULSORY
This course has ihree main focus areas: personal profiling, portiolio creation and lifelong learning skills
development. The course is aimed at:
«  {deniifying and acknowledging the knowledge, skills and experience you bring with you;
«  developing skills 1o present your competencies in portiolio form; and
. beginning the development of the learning skills you will need to cope with the programme and a wide
variety of other real-life and academic learning experiences.
Development Project Facilitalion Course Level 5 (24 credils)
COMPULSORY !
|
This course has three main focus areas consisting of introductions to participatory developmant, project planning, |
and project management and evatuation. The course aims al helping you to develop the basic skills and
alliludes needed fo invoive your 1argest graup in the research, development, implementalion and evaluation
of simple development psojects.
Development in Conlext Course Level 4 (24 credits)
ELECTIVES
You will choose one spacific area of development on which to focus. During 2001 you must choose betwesn:
LandCare and Adult Education.
LandCare Adult Education
The LandCare course is taught by the Famer Support The Adult Education course is taught by \he Centre for
Group, The Valley Trust, Silverglen Nature Adult Education.
Reserve, Gardens jor Africa and the Deparimant
of Range and Forage Resources (UNP).
tifelong Learning Suppon Gourse _—‘
SUPPORT
This course runs as a series of lutorials throughout both first and second year and will provide you with academic |
and leaming support and counseling.

m. e o e : j
Sacond year =
Development in Practice Course Level 5 (32 credits)
COMPULSORY

This course gives you the opporlunity 10 practice what you have learned during your first year. You will become
involved in the hands-on design, implementation and evalualion of a simple development project of your own
choosing. You may focus on a project you are already aclive in, siant a new project or enter into a ‘community-
based’ / ‘service-leaming’ activily with one of our partner organizations.

Special Studies Level 5§ (32 credits)
ELECTIVES

You will choose trom a wide variety of short courses about development and related issues. These courses will be
provided by the University and a wide range of othar educational providers in parinership with ihe programme,
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Observations on the conceptualized CE (PD) curriculum and its graphic

representation are :

A two-year programme involving compuisory and electives modules was
envisaged

There appears to be linkages (articulation) between first and second year
modules

Adult education was to be offered as one of the tracks or as a

specialization rather than a core compulsory module

A new module, Development in Practice, appears for the first time in the

conceptualized curriculum.

4.1.4.6 Implementation of the new CE (PD) curriculum

ft must be recalled that the developed curriculum was based on the
findings of the evaluation of the SRCD programme conducted in 1999 and
discussed earlier under the headihg “The evaluation of the CRRM
programme”. The planned curriculum was therefore meant to use the
evaluation findings as the bases for the conceptuaiization of the new
programme. At this point, it is also important to recall that this study
focused on the two initial cohorts of students accepted into the programme
in 2001 (to complete in 2002) and in 2002 (to complete in 2003). These
cohorts were seen as pilot groups for the new curricutum. Due to the
dissolution of the partnerships, the Centre for Aduit Education had taken
over sole responsibility for the development of materials as well as the

implementation of the curriculum.
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4.1.4.7 Implementation of the first year of the CE (PD) curriculum
during 2001and 2002

An evaluation of the CE (PD) programme at the end of 2001 exposed
many short comings in the curriculum design and offered a number of
suggestions for the improvement and redevelopment of the CE (PD)
programme. For example, the Life Long Learning (LLL) module, taught at
the beginning of the year was found to have a strong technical focus on
language development. As a resuit learners did not find this moduie useful

or enjoyable. In 2002, the LLL module was redeveloped as follows:

* The course was reduced from 16 contact sessions to 10 sessions.

* The module was divided into two sections of five sessions each and
spread over both semesters of the year.

* The previous technical focus on language development was replaced
with a broader focus on communication.

¢ New components included a section on computer skiils, group work
skills, information search skills and the creation of a lifelong learning

profile for self evaluation.

(CGentre fo Adult Education, 2000).

It is important to note that these changes to the module appeared not to
have resolved the concern that English as the language of instruction was
hindering the learning process, as found in the evaluation of the SRCD

programme.

Leamners views captured via an evaluation are reflected in an extract from

a report to a funder

“The positive things they said confirmed that on the whole our participatory

and holistic methodology is well received and successful. The negative
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things they said confirmed the problematic issues we have been grappling
with since the conception of the programme and contributed to possible
solutions as the courses are revised in 2002.” (Centre fo Adult Education,

2000).

While learners certainly enjoyed the leaming processes within the
programme as well as the trusting relationships developed with facilitators,

some of their criticism included :

» Failure to adequately familiarize students with the requirements for

portfolio development.
« Failure to provide students with course notes in advance of sessions.

« The presentation of too much content with too little time accorded to
revision and discussion of problem areas.

* Poor time management which results in the facilitator cutting short
debates on burning issues in order to get through the content and

activities planned for the day.
* Inadequate preparation and suppon for presentations.

* Too much information and guidance in course notes on preparation,
planning and facilitating education events.

» Strict adherence by facilitators to outcomes and assessment criteria with
inadeguate time given 1o ensuring that students understand these
concepts/tools and/or agree to these terms of reference in assessment.

* [n 2002, the learners who had completed year one were disappointed in
that the programme had changed without consuitation or involvement.
Learners had been recruited into a Diploma programme. However due
to SAQA requirements this was rename a Certificate and learners were

merely told about this.

» The curriculum that was to be implemented in year two (2002) had
totally changed from that which leamers were expecting. Learners were

merely informed about this change.
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Observations made about the implementation of Year One were:

The conceptualized curriculum was implemented for the first and last time
in 2001. The implication of this was that only the first year of the two year

conceptualized curriculum was actually implemented.

Given the findings of the research conducted Adult Education should have

been offered as a core module instead of offering it as an elective.

There was very little or nothing in the curriculum on the new legislation
framework which was shaping devetopment in the country. This therefore
meant that learners were not exposed to the new legislative framework nor

were they able to critique it.

The Life Long Learning module was seen and used as a vehicle to equip

leamers with the necessary English skills to cope with learning.

A huge drop-out rate was recorded during the first year of implementation.

The facilitators views were that this was as a resuit of high fees.

The curriculum implemented in 2001 seemed to have not used key findings
from the 1999 evaluation of the SRCD programme, particularly with regard
to problems identified in terms of the language of instruction and the high
student fees. It is some of these omissions on the part of the
developmentimplementation team which led to a major change of first year
curriculum being needed. Interestingly, the changes made to the first year
tended to adopt a curriculum design that was more similar to what had
been previously developed and used within the Centre for Adult Education
in the Undergraduate Diploma in Adult Education. (See Appendix F and G).
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4.1.4.8 Implementation of Year Two of the CE (PD) during 2002 and
2003: the electives

The two offerings of the second year of the curriculum in 2002 and 2003
will be discussed below separately due to the different processes that

informed implementation during these years.

The following quote sums up the position with regard to the second year

curriculum:

In 2001 too much energy was spent implementing, monitoring and
redeveloping year one that no time was given to thinking or planning for
year two. As one facilitator commented “I m not sure if we did think about
the second year at all. (Facilitator A, 2003).

It is impontant to recall is that in the conceptualized curriculum of the GE
(PD), electives were to be studied over a period of two years. However,
due to the time spent on piloting and evaluating of the first year in 2001,
changes seem to occurred without much thought been given to the
implications for the second year. By 2002, there were no materiels
developed for the second year. However, the initial process of partnership
has left one opportunity for a partnership with the Indlovu Partnership for
Life Long Learning. This partnership allowed for an Entrepreneurship
module to be developed. All second year learners were required to register
for the Entrepreneurship module in the first semester of their second year.
Most learners resented this as there were no choices offered as originally
ptanned. This forced choice is likely to have had negative effects on
leamers even though by the end of the Entrepreneurship module all of
them agreed that the module was useful and interesting (Centre fo Adult
Education, 2002).

In the second semester of their second year, learners were required to

register for the Development in Practice (DIP) module. The DIP module
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was co-ordinated by a new member of CAE staff. This person had not
been part of the whole conceptualization process. He had also not been
involved in the implementation of year one during 2001. His views on what
DIP was meant to involve and achieve were often not shared by the rest of
the CAE team. The next section indicates how learning was to take place

during the DIP module.

4.1.4.9 The first offering of DIP

The outcomes developed for the DIP module were:

» Value the importance of practical experience in a leamning situation.

e Begin to practically implement some development principles in a real

situation.

= lIdentify positive attitudes and behavior necessary within a development

context and begin to practice these in their own situations.

» Show a good understanding of the variety of methods taught within the
CE (PD) and the ability to use these in project implementation

processes.
= Design, plan and deliver presentations to an audience.
* Work on a computer to present their written work.

» Write short reports reflecting a development process that the leamer is

involved in.

* ldentify some of the common problems that development workers

experience in their daily work.

* Interact with people from different backgrounds in or outside of

community development projects.

It is noteworthy that the DIP outcomes were exactly the same as those
articuiated for the CE (PD) programme as a whole. Certain assumptions

reveal themselves at this point:
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The skills and knowledge required for DIP would need to have been

acquired in the first three semesters of the programme.

The DIP module focuses on theory and action. The theory is acquired in
the first three semester while action is provided during the service-leaming
modute DIP. This would mean that the DIP module should be more an
opportunity for action and reflection rather than for the teaching of new

concepts, skills or knowledge.

The implementation of DIP was funded by a separate university-wide grant
from the funder who had provided funding for the evaluation and curriculum
development process. This was possible because of an interest of the
funder in getting South African universities to adopt the service-learning
approach to learning. Funding was made available for site visits and any
necessary equipment for implementation of service fearning. In
Pietermaritzburg an Upper Edendale school (semi-rural school) was
identified as a site for the implementation of service learning. The intention
was for holistic development using the schootl as a site but including all
sectors of society who could contribute towards development. The DIP
learners were meant to work with adults in the area to introduce and teach
entrepreneurship skills. However due to logistical problems this did not to
happen. Seven learners ended up teaching entrepreneurship to the school
pupils in the area.

In 2002 DIP was implemented in three different sites, namely, Eastern
Cape (Flagstaff) in an Aduit Leaming Centre, KwaZulu-Natal (Albert Falls)
with an NGO focusing on Adult Basic Literacy and in KwaZulu-Natal (Upper
Edendale) in a government school. Out of a total of nine learners
registered for DIP, six learners ended up in the school, one in the Eastern
Cape facilitating development and two in the Midlands one focusing in
organizational development and the last one in a NGO facilitating

development.
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The sites at which learners ended up in would mean that opportunities for
praxis were compromised, particularly in the school context. DIP learners

had been trained to work with adults and not school pupils.

4.1.4.10 The second offering of DIP in 2003

The funding provided to the university for service learning came to a
sudden end in 2003 due to disagreements between the University and the
funder in terms of how service-learning was to be funded. The
consequence of this for DIP was that the university was not able to provide
funding for the site visits which allowed facilitators to engage with learners
at their service learning site. This led to a heavy reliance on tools
developed to monitor and assess learning. (See Appendix E). it is worth
recalling that the lack of on-site support had been highlighted in the 1999
evaluation of the SRCD programme as a shortcoming of that programme.
The new CE (PD) programme was now also unable to support such

leaming.

Preparing learners for DIP.

The preparation of the learners for the DIP experience required that the

learners had to:

» Complete a research task (a task given and explained in the first
semester so that they were able to identify an organisation they want to
work with).

« Develop their own outcomes (this was meant to be based on the
findings of the research task and what the learners wanted to learn

during the DIP period).

* Develop a five week action plan based on the individual outcomes

developed and the research task.
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« Make a report and a presentation on the organisation that they were

going to be working with as well as their five week action pian.

(For detailed planning tools see to Appendix E).

Contact sessions during DIP.

Learners had to attend compulsory contact sessions once a week at the
university. One-on-one supervision session were available but not
compulsory . Contact sessions were designed such that leamers got an
opportunity to share their individual DIP experiences with their peers. The
one-on-one sessions with supervisors at the university were based on the
journals that each learmner was expected to keep for reflection purposes.
These sessions were also meant to be sessions where learners were able
to demonstrate to the supervisor their awareness of the learning situation
and the learning that was taking place. These sessions were an
opportunity for the leamers to talk about their praxis.

By the end of 2003 the Quality Promotion Unit of the University was invited
to conduct an evaluation of the DIP module. The following were some the

learners responses offered in that evaluation.

» Learners were not enthusiastic about doing the DIP moduie.

* The module was not well organized.

* Leamers felt that DIP encouraged them to work independently.

* The workload of DIP was much more than any other module of the CE
(PD).

* Implementing a service-learning module such as DIP without site-visits
proved to be a barrier to effective learning.

¢ The assessment tools favoured those learners that were competent in

written and spoken English.

s Facilitators had no understanding of the dynamics and the context in
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which leaming was supposed to be taking place.
s Minimum support could be provided from a distance.

* Learning was defined and understood within the limitations of the

individually developed outcome.

As discussed in the first section of the findings which examined the
learners' and facilitators’ perspectives on DIP, the DIP module appeared
not to be meeting expectations of the curriculum planners. The evaluation
conducted by the Quality Promotion Unit confirmed earlier concerns about
the DIP module, As the main opportunity for praxis in the CE (PD), the

problems experienced in the DIP module were a serious concern.

4.1.5 Discussion Of The Findings

This section discusses the finding as presented through the leamers’ and

the facilitator's perspectives as well as the story of the CE (PD).

4.1.5.1 Constructivist orientation of the curriculum

The findings of this study would indicate that the curticulum development
team did not begin their task with any explicit model or theory
underpinning the curriculum conceptualisation and development process.
However, examination of other data in this study indicates that the
curriculum which eventually emerged shows a strong constructivist
orientation. This claim is supported by the four tenets suggested by Von
Glasefeld (cited in Doolittle,1999) and discussed in Chapter Two .
Evidence in this case study which lends support to the claim about an

implicit constructivist orientation are;

e The entry requirement for learners into the CE (PD) programme was
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experience in community development or adult education. The
assumption here is that leaners would use their past experience in the

construction of new knowledge.

« The graphic representation and the curriculum outline reveals clear
attempts in developing linkages or articulation between the different
modules, particularly in the first year. This design feature is referred to
as ‘scaffolding’ in constructivist terms. Learners also indicated that skills
and knowledge acquired in earlier modules where useful in the latter
part of their study.

» Teaching and learning in the CE (PD) placed great emphasis on
experiential leaming. The intention of this was to bring the past
experiences of the learners to the [eaming environment so that those

past experiences could be harnessed in new learning.

* The inclusion of DIP in the curriculum indicated an acknowledgement
that meaning-construction has its roots in biological/neurological
construction as well as social, cultural, and language based interactions.
Praxis could be best facilitated within this orientation.

This study therefore argues that had the conceptualisation feam been
conscious and explicit about the theoretical orientation influencing curriculum
development, the implementation of the curriculum could have been different.
For example, the evaluation of the first year (2001) and subsequent
redevelopment of this year in isolation of the second year would indicate that
the curriculum was not being considered in a holistic manner as would be in a
constructivist approach. If the team all consciously accepted that they were
employing a constructivist model, the purpose and the role of the DIP module
in facilitating reflection could have been approached differently. This argument
is further developed in the Learner preparedness part below.

4.1.5.2 Learner Preparedness

Learner preparedness in a constructivist oriented curriculum is understood in a
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holistic fashion. Constructivist's assume that leaming is constructed in a
“scaffolding” fashion. In curriculum implementation and design this means that
what was learnt before informs the learning that follows, that is, learning is
based on the previous schema of the learner. The team conceptualised the
whole programme without DIP being a key part of that thinking and planning
process. This disjuncture suggest that articulation must have been
compromised affecting learner preparedness.The exclusion of DIP in the
thinking processes lead to leamner preparedness for DIP being seen and
understood as being located within the DIP module itself not the whole
programme. This raises the question as to how reflection and praxis was
understood? DIP provided an opportunity for leamers to be in a real authentic
development context [t would seem DIP was seen or understood as an
opportunity to learn from experience without necessary reflecting on any
theoretical content of the programme.

New concepts, skills and attitudes were taught during the five weeks of DIP
resulting in a group of frustrated learners and facilitators. The Quality
Promotion Unit evaluation {2003) and this study found considerable evidence
of this frustration. This situation led to self-blame and a feeling of self-doubt on
the pant of the leamers. Such negative feslings coutd result in leamers being

disempowered, as discussed befow.
4.1.5.3 Learners Disempowered

The process of curriculum design and implementation shows moments when

learner disempowerment could occur, For example:

. In all the consultation processes, learners were never represented. The
leamer’s voice was lost. It could be that it was assumed that that the
learner’s voice was represented by the NGO sector representatives.

. The problem of the English as a language of instruction as raised in the

1999 evaluation of the SRCD certificate was totally ignored in the design
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of the new programme.

. The inclusion of the Life Long Learning module placed the new CE (PD)
programme within a deficit model. Learners were seen as inadequate
and ill- prepared for the programme even before they began
participation. The institutional arrangement of the programme was not
challenged to meet the learners needs. The assets that the learners had
were not given sufficient attention during the curriculum design process.
This leads to a situation of ‘blaming the victim® or a ‘reformist’ curriculum
as argued by Apple (1982).

. Changes brought about in the programme were merely imposed on the
learners. Better communication systems could have been sought to
effect the necessary changes. These include the change of qualification
name from Diploma to Certificate, changes in the curriculum between

2001 and 2002 and forced choice in electives.

Such leamer disempowerment very easily leads to passive leamers who are
always reluctant to making their voices heard. While learners did raise all the
above-stated issues, they never challenged the response from the institution.
Leamers were always happy to take any explanation given to them. While the
curriculum sought to develop “democratic” spaces it would seem that such
democracy was always governed by the ‘accepted’ norms and that lack of an
challenge by learners raises the issue of whether the programme created “false

democratic spaces”.

4154 Action and reflection as meaning Praxis

Praxis within the CE (PD) programme was understood to mean action and
reflfection. Action in this instance meant bringing the theory leamt in the first
three semesters of the programme together with the practical implementation
during DIP and reflecting on it. The opportunities to implement praxis in a more
Freirian sense (see Chapter Two), however, appears to have been limited by

the institutional location of the programme. As one facilitator commented.
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Our enquiry recognizes the constraints on the academy’s ability to
engage with a range of stakeholders in constructing a curriculum, which
at the same time empowers leamers and the communities, they serve,
and which challenges the way that universities construct knowledge.”
(Facilitator B, 2003).

DIP as a service-learning component of the programme gives an opportunity to
the learners to practicaily implement what was learnt in the programme and
thereby bring about change in society. Stanton (2000) argues that service-
learning helps learners see their role in a larger context, creating structured
opportunity for critical reflection and possibly social action. The institutional
focation of the CE (PD) programme seem to constrain the varied possibilities
as argued by service-leaming proponents. The constraints included the
modularasation, individualistic action plans, the limited number or lack of site
visits by facilitators, the DIP assessment regime based on outcomes, very

limited input from the host organisations on the learners outcomes.

The eventual reliance on one individual to develop the CE (PD) materials was
another constraint which limited the opportunities for praxis in the Freirian
sense. A consultative process of curriculum development was suddenly given
to one person to decide what was to be leamnt and how learning was to
happen. This lead to conscious or unconscious unilateral decision on the
ideological location of the whole programme. As discussed in Chapter Two,
Apple (1998) suggested four criteria to designing curriculum as praxis. The
curricutum developed for the CE (PD) did not meet any of the suggested
criteria. The relationships between learners and facilitators was clearly
influenced by their relative status and power therefore not conducive to praxis

as defined by Freire.

It is these constraints that seem to have relegated DIP to being an experiential
learning process instead of a true service-leaming opportunity or an
opportunity for curriculum as praxis. Experiential learning, Lazarus (2000)

argues emphasises leaming through action. This approach places at the centre
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of the learning process the experience. This is different to the emphasis placed

in service-learning or praxis.

4.1.5.5 Contact sessions as initiators of Communities of

Practice

Wenger (1999) argues that practice is a source of coherence in a community of
practice (CoP). Wenger (cited in John, 2006) states that the important
characteristics of a community of practice are mutual engagement, joint
enterprise and a shared repertoire. These three conditions seem to be initiated
during the DIP.

Contact sessions are a critical part of learner development during DIP. Contact
sessions are an opportunity for learners and facilitators to share their
experiences and frustrations. An opportunity is created whereby each learmers
is able to share with their peers their experiences week by week. Much of the
learning during this period is way beyond the boundaties of the outcomes and
action plans but is crucial learning for the learners. The sessions are

informal but learners work together in helping, supporting each other.

This study has found that communities of practice are only initiated during this

period but not sustained.

4.1.5.6 ‘Lack’ of critical reflection skill

Successful leamning in DIP is dependent on critical refiection skilis. These skills
are required for praxis. Facilitators continuously demonstrated their
unhappiness and frustration with the tearners’ inability to critically reflect on
their experiences. The inability to critically reflect is often understood to mean

non-attainment of praxis.
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Critical reflection skills are taught inductively in the programme. It is important
to remember that the leamers in the programme would have been exposed to
deductive leaming processes all their lives. This study showed that the learners
enjoyed the participatory methods used in the programme. However, this
cannot be assumed to mean that learners in the process acquired the
necessary language skills. Mezirow (1994) demonstrates that the critical

reflection process is a complex process.

The lack of reflective skills of leamers seems to be related to the education
practices that they were exposed to through their schooling. The assessment
of their reflective skills seems 1o be closely associated with their competence
in the English language. In the context of the CE (PD) a good level of English is
needed for a learner to be able go beyond the ‘practical world’ into the
‘theorising world’ and to be able to communicate this to tacilitators. It is
important to note that learners did believe that they were engaging in critical
reflection. In the learning context during DIP as well as during interactions
amongst peers, isiZulu is used frequently. A lot of learning is therefore shared
in isiZulu. Most facilitators in the programme are unable to tap into such

exchanges because of the do not speak isiZulu.

Programme conceptualisation, development and implemented was dominated
by English first-language speakers. All facilitators with the exception of one
were English first-language speakers during the period of this study. The
dominant language of learners (isiZulu) is not accessible to most facilitators in
the programme. The inability to provide the on-site support for the learners
means that the facilitators were not able to validate reflection. However, even if
site visits were possible the language problem would have meant that the
context as well as the lived culture of the learners would be inadequately
understood. This situation therefore casts doubt on the notion that learners lack
reflective skills or are unable to reflect during DIP. What is clear though is the
fact that learners have poor command of the English language and therefore

struggle to communicate their reflections in that language.
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4.1.5.7 Back to ‘polly-filler’ approach

The evaluation of the SRCD programme revealed major short comings of the
training that was being provided to community and rural development
practitioners. This was the catalyst to the consideration of a radical newly
developed programme. The new CE (PD) programme was said to adopt a
radical and innovative approach to address the key shortcomings of the SRCD
programme. This study indicates that the CE (PD) failed to address even basic

key shortcomings identified such as:

. High university fees that makes it impossible for the learners to access
education.
. The course was originally set up to provide training to rural community

development practitioners working in the field. A steady increasing
portion of the students do not fit this profile. Many of the original target
group struggled with English as the language of instruction and
materials and thus the selection has begun to favour students with
higher English proficiency.

. The students appear to battle with English as the language of delivery
while the staff struggle to integrate sessions conducted in isiZulu,

. The appropriateness of the traditional examination and assignment
assessment procedures for this more practical type of course and this

body of low literacy students has called into question.

. Students completing the course are offered no in-field support and no

follow-up is undertaken

(Tromp, 1999:85)

This failure of the CE (PD) programme to address the key shortcomings of its
predecessor suggests a case of “innovation imagined” in terms of the

celebrated curricuium design. The curriculum was shaped more by university
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system dictates in a neoliberal context rather than the instructive evaluation

findings.

Chapter Five will now address question four of the key questions.
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CHAPTER FIVE
RECOMMENDATIONS AND CONCLUSIONS

“Finally, we should try to ensure that theory and abstract quotation
are not privileged over practice and experience in our curriculum.”
Luckett and Luckett (1999)

5.0 Introduction

This study set out to provide an understanding of the CE (PD) in terms of various
stakeholder perspectives and its historical development. Case study
methodology served this research goal well as it allowed for the social,
ideological and historical reality of the CE (PD) to be viewed within a context of
its development and the broader contexts of the university and South Africa. In
particular, it is hoped that the detailed description of the CE (PD) process would
be useful to future curriculum development initiatives. The study focused on the
aspect of praxis within the CE (PD) with the intention of contribution fo the
improvement of praxis in training for community development practitioners. As
such, this study looked at how one could ensure that theory, abstract knowledge
and practice are combined for the purpose of improving community development
practice. In the guest to bring theory and practice together within a university
context, Luckett and Luckett (1999) in the opening guotation above caution
against a situation where one is put ahead of the other, in this instance theory
being privileged.

In chapter four the following key factors were presented as having limited the

attainment of praxis in a truly Freirian sense (as discussed in Chapter Two)
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within the CE (PD) programme. These were:

» The CE (PD) programmes unacknowledged and implicit constructivist
approach

s Praxis seen as just action and reflection without emancipatory and social
justice goals

» Inadequate learner preparedness for DIP

o Insufficient development of iearners’ reflective skills

s Learner disempowerment

Conceptualisation and pilanning for the CE (PD) appeared not to have employed
an explicit and consistent curriculum model or theory. Elements in the design of
the programme show signs of a constructivist approach but this was not
acknowledged and universally adopted by the development team. To effect
praxis, the curriculum planning could have been better served by the up-front
adoption of the constructivist approach. (See Chapter Two.) The use and
understanding of the term praxis within the programme was limited to just action
and reflections, without consideration of what types of action are important for
development in South African. A Freirian sense of praxis emphases panicular
types of action, namely, those serving emancipatory, empowerment and social
justice goals. These two key factors seem to have limited the attainment of
praxis in the CE (PD) programme offered from 2001 to 2003. Curriculum design
did not prepare learners adequately for the authentic development experience of
DIP. The reflective skilis were found to have been taught inductively through
participatory methods. This approach was shown to be insufficient in teaching
reflective skills. The implementation of the curriculum was shown in critical
moments to have disempowered learners thereby reinforcing the negative views

that the learners had of themselves
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This chapter makes recommendations based on these key fimitations as
revealed through this case study. The initial recommendation made is based on
the need for community development practitioner training that focuses on
consciousness raising as opposed to just skills training. Based on this
understanding | have developed an interactive model of curriculum development
and present it here as a key contribution of this study to development practitioner

training in South Africa.

5.1 The Recommendations

5.1.1 Curriculum As Praxis

Curriculum development for programmes like the CE (PD) could take emphasise
different aspects. Emphasis could be placed on skills training (an outcomes
approach) or on consciousness raising (within a critical paradigm). There clearly
is a need to produce more community development practitioners who can work
to address dire and urgent needs of our society at the local level. Curriculum
developers face a difficult choice. Should the curriculum be designed to instruct
community development practitioners in step- by-step implementation of
government-set policies and processes so that development can reach the most
people in the shortest time, given the desperate situation in our country? Or
should the curriculum be designed to develop practitioners who have a broader
understanding of issues, and the kind of attitudes and skills that enable them to
be imaginative and responsive to changing contexts and needs? The latter

emphasis requires COnsciousness raising.

The urgent need for rapid development could justify limiting training to only

knowledge of implementation of development policies and processes. Implicit in
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this option would be short-course training and quick impact solutions, especially
when development is simply perceived to be just the provision of housing, roads,
electricity, which require community development practitioners to have at their
disposal a limited number of set patterns of intervention. However, practitioners
trained in such an approach could operate only within familiar policy frameworks
and would not be in a position to critique their practice, or respond imaginatively
to changing circumstances. In short, with such an approach there is likely to be

more practice rather than praxis.

In the second approach, that involving consciousness raising, curriculum is
located within a critical pedagogy so that training community development
practitioners would incorporate government's policy and processes as well as
consciousness raising. In this way the two key components of praxis that is,
theory and practice are brought closer together. In this approach, the aim should
be to produce committed, critical and imaginative practitioners. Clearly, training
of this kind is more difficult, more time consuming and more expensive than the
first approach. Its advantage however, is that trainees would (or should) be
independent thinkers, able to discriminate among community needs, and devise
creative development strategies in response to unique situations. The second
option is in line with the abandoned Reconstruction and Development Plan. The
main objective of the RDP was to:

improve the quality of life of all South Africans, in particular the
most poor and marginalized sections of our communities. This
objective should be realised through a process of empowerment
that gives the poor control over their lives and increases their
ability to mobilise sufficient development resources ... The RDP
reflects a commitment to grassroots, bottom-up development that
is owned and driven by communities and their representative
organisations. (ANC, 1994.)

Without real praxis located within the radical tradition, which is with an
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emancipatory agenda, community development practitioner training in South
Africa would to be less likely to bring about sustainable and meaningful change

in the lives of the poor. This study therefore suggests the following:

s Curricutum development for programmes such, as the CE (PD) shouid at the
outset be located within the emancipatory tradition and seek to bring
together theory and practice for social change (praxis).

¢ Implementers of curriculum should continuously seek to better the
positioning of praxis within the curriculum by ensuring the inclusion of a
service-learning component. Service-learning must be properly implemented

and supported.
5.1.2 Curriculum Development

Curriculum development is a contested space that has many different pulis and
pushes influencing it. The different ideological currents in the process also need
to be identified and responded to. The roles and interests of funders in this
process require close scrutiny and careful negotiation. Freire (1972) argues that
no education can ever be neutral. If Freire's argument js accepted then future
curriculum developers ought to be up-front or at least be aware that certain
ideological orientations will be adopted in the process of curriculum

development.

Curriculum development for community development practitioner training
therefore must challenge how programmes are planned and implemented,
particularly in the South African context where underdevelopment, poverty,
itliteracy, inequalities stilt exist. This study found the programme planning stage
to have played a major role in shaping what finally emerged as the CE (PD)
programme. For this reason and in the light of the suggestions made eariier
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under “Curricutum as Praxis” a model for future programme planning is
recommended below. The model developed on the basis of findings of this study
has been called the “interactive model for curriculum development”. The term
“interactive model” is borrowed from Caffarella (1994) to indicate a curriculum-
planning model that is not linear nor a step-by-step process. This interactive
mode! presented below is an attempt to present future programme planners with
a guide to curriculum that maximizes opportunities for the attainment of praxis as

earlier.

Figure 5.1 The interactive model for curriculum development

e Research

What are the current national and local needs?
What other relevant programmes already exist?
Is @ new programme needed?

Who are the target learners?

¢ Develop Clear Goals

What are the goals of the programme?

Do the programme goals respond to emancipatory and transformatory
agendas?

How will the goal assist learners?

How will the community/organizational needs be met?

e Collaborations and Partnerships

Why do you need partnerships?

How do you identify a partner?

What value does each partnership add to the process?

How do you maintain the partnership for the desired duration?
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¢ Linkages and articulation

What are the key concepts for the programme?

How do these key concepts link with the goals of the programme?

How do the key concepts shape and inform each module in the programme?

What are the linkages?

s Learning and Teaching

What will be defined as learning?

What would be the most appropriate language of instruction?
How is praxis defined?

How is leaming to take place?

Who is going to teach?

» Assessments, monitoring and evaluation
How will the learners be assessed?

How will the programme be monitored and evaiuated?

» Materials Development

Why do you need materials?

How do you make them flexible and adaptable”?

Do materials reflect the learners’ context and the desired future?

» The Pilot Phase
How is the programme to be piloted and why shouid this happen?

119




5.1.2.1 Research

Research in programme planning is very important and has many aspects to it.

The research should include among other things a clear understanding of:

e  Whatis of national and local importance at any given time?

. The need for such a programme and what it shouid strive to achieve.

. Potential partners and allies in the conceptualisation and implementation
stages of the programme.

° The leamers and the learners’ context.

The research stage should begin to include issues such as assessments,
monitoring and evaluation of the programmes within the radical tradition as well

as outside this tradition.

5.1.2.2 Develop Clear Goals

The goals of a programme are by definition broad and often general in nature.
The objectives or outcomes of the programme ought to be in line with
programme goals. The goals of the programme must reflect an understanding of
the international, national and local issues. The goals must reftect intentions of
emancipation. This understanding should facilitate partnerships and
establishment of communities of practice in the attainment of the prescribed

goals.

5.1.2.3 Collaborations And Partnerships

Collaboration and pannerships must be fundamental in the programme planring
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processes. Collaborators and partners need to be carefully chosen and
relationships need ongoing negotiation and management. Partners could include
local communities and structures, NGOs, CBOs, Social Movements and subject

experts.

The purpose of partnerships and collaborations is multi-faceted. It includes

among other things an understanding that:

e If the goals of the programme are to be achieved, this can best be done in a
holistic fashion and participatory fashion.

s For any change to be sustainable, support for the learners is important
before, during the implementation and after the programme is completed.

¢ Partnerships help facilitate and sustain Communities of Practice that further

and enrich fearning begun in the programme.

This process of partnerships and collaborations does not necessarily have to be
expensive. It must however be based on true and honest dialogue with clear

reasons for participation and declared expectations of that participation.

The ideological orientation of potential partners is important but should never be
the only factor determining parinerships. Partnerships and collaborations ought
to be strategically decided. The goals of the programme should to a large extent
determine who and when we collaborate. Different stages in the process would

require different partners.

5.1.2.4 Linkages and articulation

Education in the context of a university in South Africa is now packaged and
‘sold’ as separate modules. This modularisation process aliows for efficient
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marketing but often lead to disjointed programmes. Modularisation can easily
compromise the process of learner preparedness. However a programme with
modules that articutates well with each other will produce better prepared
learners for purposes of praxis. The diagram below developed by a CE (PD)
facilitator (Rule, 2005) is a useful response to the lack of articulation in the CE
(PD) programme. A discussion of the diagram and its limitation follows the

diagram.
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Figure 5.2 A Reconceptualization of DIP

Module 1: Lifelong learning Module 2: Introduction to Aduit
Eduocation
Key Concepts
Key Concepts
Development
Education and
- Personal development ::> development
- Academic development Adult education
- Community development Adult Jearnmg
Facilitation of
LifeJong learning J.eaming events
Experimental learning
Action and reflection
Development in
Practice Module
Placement at local H
organization
Implementation of
learning in local
context
Module 4: Module 3:
Introduction to Project Intreduction to Development
Facilitation
Key Concepts Key Concepts
Project management Development
Project cycle
Action plan

Facilitation of projects

]

N - Community development
< - Participation

- Models of development:
Modemization
Underdevelopment
Neo-liberalism

- Politics of development

- Education and development
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The diagram presents DIP at the centre of the curriculum. The location of DIP in
this position allows every module in the programme to make a contribution
towards DIP. This means that each module content covers some key concepts
required by the learner to be better prepared for the DIP experience. However
these key concepts that ought serve as linkages are not clearly defined at this
stage. Linkages must be explicitly stated and the knowledge and skills required
for the DIP module should define these linkages. Furthermore, reflection skills
should be taught in all the modules both inductively and deductively.

5.1.2.5 Learning and Teaching

Learning and teaching as discussed by Postma (2002) involves three key
concepts, namely, the learning space, the facilitator and the learners. Based on

the findings of this study, recommendations are in terms of these three concepts:

5.1.2.5.1 The Learning Space

The learning space should be developed such that it maximises opportunities for
praxis to occur. However the goal of learning is not limited to praxis but is
actualised in the doing. This is when teachers and learners bring about change
in their own lives as well as in other people's lives. The learning space should be
characterized by power sharing and democratic processes indicative of what that
learning is aspiring for. This space is however often under the control of the
facilitator (leacher). The role of the facilitator therefore becomes important in
learning.
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5.1.2.5.2 The Facilitator (Teacher)

In teaching, the teacher re-cognizes the object already cognized,
already known. In other words, she ot he remakes her or his
cognizance in the cognizance of the educants {students]. Thus,
teaching is the form taken by the act of cognition that the teacher
necessarily performs in the quest to know what he or she is
teaching in order to call forth in the students their act of cognition
as well. Therefore teaching is a creative act, a critical act, and
not a mechanical one. The curiosity of the teacher and the
students, in action, meet on the basic of teaching-learning.
(Freire, 1995:46.)

While the facilitator is often more knowledgeable and skilled than learners he or
she is nevertheless also a learner in the discussions and debates during the
learning process. The learning process can never be fully predetermined. The
role of the facilitator should be to stimulate, provoke, facilitate discussions and to
make availabie a reservoir of methods, games and tools that facilitate action and

reflection for all invoived.

The facilitator has theoretical understanding of issues, an understanding of the
learners and the context from which they come from. A goal should be to link the
learning programme with the learners’ context so that change can be initiated
and achieved. The common desire between the facilitator and the learners
should be to bring about personal and societal change. The faciiitator, depending
on the level of the learner, should ideally have access to the learners’ mother
tongue. This facilitates free sharing during learning and allows more freedom to

express learning.

5.1.2.5.3 The Learners

The learner is the most critical element in the learning situation. The learners as
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a collective are being prepared to initiate change in society. Their experience

should be harnessed in the learning to facilitate practical change in their lives.

5.1.2.6 Assessment, Monitoring And Evaluation

5.1.2.6.1 Assessment

Learner assessment is a critical area in learning as it is closely associated with
power, Assessment procedures should be empowering systems for both the
learner and the facilitators. Assessment procedures should directly assist in the

attainment of the goals of the programme.

5.1.2.6.2 Monitoring And Evaluation

The CE (PD) programme monitoring and evaluation systems were found to have
been good. Programmes should have monitoring and evaluation systems that
should help improve, change or affirm programmes. Such systems and their

implementation require caretul planning.

5.1.2.7 Materials Development

Material development is an important stage in the curriculum process. The role of
the materials in the learning context and how they are to assist learning and
teaching are important considerations. Interactive materials are desirable and
usetul and can also serve as resources for learners after the programme.
Materials should not however stifle the creativity of the facilitator or the learner
and should keep a balance between theoretical and practical components of the

programme.
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5.1.2.8 The Pilot Phase

Huge resources were used to conceptualise a curriculum for the CE (PD)
programme. However, the conceptualised curriculum was never implemented as
a whole. Only the first year of a two-year programme was ever piloted.
Curriculum development is a proactive process. This means that one must be
thinking ahead and countering any potential problem that can be anticipated. The
pilot stage therefore becomes critical in responding to the challenges and
problems that might have been missed during the conceptualisation stage. The
pilot phase is about putting processes in place to ensure that the implementation
phase is well documented and that documentation is used for the purposes of

improving that curriculum.
5.1.2,9 Preparation for DIP
As has been suggested, preparation for DIP should take place within the three

semesters of the programme before the DIP experience. Preparation for DIP

therefore should focus on:

s Sorting out DIP placements

e Learning more about service-learning as praxis

s Bringing in past learners to share their DIP experience

¢ Bringing in some communities or host organisations to share their experiences

e More research on the host organisation by the fearner

o Consciousness raising

o Development of action plans outside of the outcomes-based approach. This
process should include the host organisation.
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5.1.2.10 During DIP

Learning during DIP should be understood in terms of Situated Cognition theory
that values learning in context. The adoption of this approach would go a long
way in ensuring that second language speakers are in a better position to do well
in the module as it could allow for less dependence on written language and out-
of-context presentations. The focus should be less on cutcomes and more on

the actual learning that occurred. The following is recommended in this regard:

¢ More on site support for the learners including more site visits
¢ More focus on the actual experience rather than action plans
e More affirmation of the learners

o Better journal keeping

s Consciousness raising

» More one-on-one supervision

o Retention of once- a- week contact sessions

« Introducing learners to the understanding of communities of practice

5.1.2.11 Atter DIP

fmmediately after DIP learners spent ali their time preparing their reports and
presentations in line with their outcomes. Often these reports and presentations
missed out on the real learning that took place. These outcomes and action
plans have been shown to be limiting. The period after DIP should therefore

focus on:
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On change brought about by the learners intervention. Change should be
considered at two levels, with the host community/organisation and with the
learner him/herself.

Theorising about change.

Deriving strategies on how such change can be sustained and reporting such
to the host community/organisation.

Deriving strategies on how to sustain communities of practice initiated within

the DIP experience.

5.2 Themes For Further Research

While this study has helped to provide more understanding and a different

perspective to my work, it has also highlighted areas of potential research.

Focusing on the CE (PD) | believe that the following areas need research

attention.

There is a need for research into “praxis in a globalising world”. In this study |
have suggested that there is little room for engaging in praxis within
institutions of higher tearning. A study looking at how praxis could be located

at the centre of learning could benefit institutions and society at large.

Service-learning challenges the traditional way viewing learning within higher
education institutions. | believe that a study on the potential practical benefits

in terms of praxis could help give status and respect to service-learning.

The impact of the African culture on programme evaluation. The AmaZulu
culture that says isihlahla asinyelwa. Directly translated: “You do not
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defecate under a tree as you might need the shade later on”. There seems
to be an innate need amongst the AmaZulu learners to give positive
responses all the time during evaluations. Such forced positive responses
could give incorrect feedback and could possibly lead to wrong decisions
being taken in terms of programme planning. Research into this situation

would benefit the CE (PD) and the field of evaluation research.
5.3 Concluding Remarks

| conclude the study with the wise word of Lin Yun:

There are many ways to understanding life and the universe
through superstition, religion, philosophy, science, and so forth.
While each approach has its own experts - scientists, priests,
philosophers, doctors, poets - all are merely blind men receiving
different impressions from touching the same elephant.... From
his own perspective, each expert=s conclusion is knowledgeable
and makes sense. Their theories, however, are merely parts of
the whole picture. | too, am one of the blind. And because | touch
a different part of the elephant, | have developed my own theory...
(Lin Yun cited by Weisbord and Janoff, 2002:63).

As suggested by Lin Yun, | feel that | have touched the elephant and from where
I am positioned | have made my own conclusions. It should be noted that
because this study focussed on the implementation of the CE (PD) programme
between 2001 and 2003, some of the recommendations made in this study have
already been successfully impiemented. It is hoped that other recommendations
made will be considered in the ongoing development of the programme. It is
further hoped that this study will be of benefit more broadiy in terms of
community development practitioner training in South Africa.

It is important to acknowledge that the CE (PD) programme has made a
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significant contribution to the lives of learners and to the different communities
where the learners come from. The contribution made to practitioner training lies
in the inclusion of service-tearning as an important mode of learning at the
university. Service-learning exposed (earners and facilitators to the harsh
realities faced by many communities in their everyday lives. This exposure
required the practical involvement of both the learners and the facilitators in
considering possible solutions. For the facilitators this exposure continuously
informs the content of the different modules as well as redevelopment of the

programme.

While no studies have been conducted to check the involvement and the
contribution made by the CE (PD) learners, some evidence shows that since the
involvement in the DIP module learners have continued and are making
significant contribution in communities. There is however, stilf a big challenge
with regard to achieving action and reflection in terms of Freirian-styte praxis and
in terms of engaging communities in ways that better inform the learning and
teaching processes. | would like to believe that with more learners successfully
completing programmes such as the CE (PD) and developing communities of

practice, such involvement would be possible.

Despite its institutional location, CE (PD) case has shown that there is potential
to offer programmes which create space for genuine praxis and which make a
contribution to emancipation and transformation of society. We need to
constantly seek to increase this space in order to meet the growing development

needs in our young democracy.
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APPENDIX A

INFORMATION & CONSENT SHEET FOR RESEARCH SUBJECTS

A request that you participate in a research study. Below are questions and
answers that should give you the answers you need.

A. What is the Proposed area of study?
A case study of the Participatory Development Certificate in Education:
“Towards improved praxis.”

Semi Structured interview with past CE (PD) learners, Facilitators,
employerof our learners & ....

B. Why am | doing this study?

We want to find out how we can improve the CE (PD) course. This we believe
will help leamers be able to better cope with different situations they might
find themselves in. This should improve practice for us CAE as were as
learners out there.

C. What will happen to you?

Only if you want to, you will meet with Zamo Hiela He will ask you some
questions about yourself, the work you do and the relationship between the
work you do and the CE (PD). Your suggestions and views will be solicitted.
This will last for about 45 minutes.

D. What are your choices?
You can be in this study if you want to, but you don’t have to be in it if you
don’t want to.

F. What will happen to the information you give?

The information gathered will be kept by the researcher (Zamo) It will not be
given to anyone else. He will only share this information with his supervisor
(Vaughn). Once all the information gathered has been analysed and a report
written the information will be destroyed.

G. How will | be protected in terms of the information given?

The information gathered will not have your name in it. Codes will be
developed that only Zamo and, to a certain extent, Vaughn will know. Names
will not be used in the final report. The information that you give while it might
be shared with other people your name wili always protected.
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H. How will | benetit?
There is no direct benefit for you. However, the benefit will be felt and
experienced by those how will register onto the course. The benefits are

therefore for the good of the society.
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APPENDIX B

THE SCHEDULE FOR THE CE (PD) LEARNERS

Name (Optional)

Contact details:

Date:

About the student:

. What other qualifications do you have except the CE (PD)?

. Were you employed when you were doing the CE (PD) programme?
What kind of work were you doing?

. If you were not employed what kind of community work were you
involved in?

. What do you remember the most about the CE (PD) programme?
Explain.

. Did you register with any of the university structures
Library Sports union Student organisation  Other

* As a learner did you encounter any problems with the following

university structures

Lecturers  CAE Admin Faculty office Finance

About the CE (PD)
What was your impression of:
. the knowledge gained by yourself in the CE (PD)
High Medium Low
Explain:

...........................................................................................................................

...........................................................................................................................



. the skills gained by yourself during the CE (PD)
High Medium Low
Explain:

...........................................................................................................................

...........................................................................................................................

. did you notice any change of attitudes by yourself during the CE (PD)

High Medium Low
Explain:
. Have you encouraged anyone to be par of the CE (PD) course?
Explain.

About the different modules in the CE (PD)

. What module was the most useful module for you and why?
. What module was the least useful for you and why?
. Did you feel that the knowledge gained in one module was useful in

the next module? If yes, please give an example.
About Development in Practice module (DIP):

. When you were still doing the course how did you feel about the
Development in Practice module?

. Have your feelings about the Development in Practice module changed
since? Why?

. What skills and knowledge do you feel you needed to be better
prepared for DIP?

. Do you feel that the other modules helped you to be better prepared
for DIP?

If yes, please give example.
If no, please suggest how this could have been done.

. What did you think about the facilitators and supervisors? Did you like

145



the way you were taught or guided? Explain.

Were there any things that you really liked about the DIP?
Were there any things you really did not like about the DIP?
Did you find the materials useful?

Was it easy to use?

Was there anything you did not like about the matenals?

If you are working: Have you found that Development in Practice
module prepared you for your work experience. Explain,

If you were working: Did you find any relationship between your work
and Development in Practice module? Explain.

If you are not working: Did you feel that Development in Practice
module prepared you for work or practical work in your community?
Explain.

Did you feel that you were better prepared for DIP? Explain.

If “yes”, what helped?

if “no” what was least hefpful?

If you were given a chance to do DIP again what will you do differently
and/or you will want done differently

About Development in Practice module and other modules

Did you feel that the other modules in the CE (PD) prepared you for
DIP?

Label the modules according to the most useful to the least useful in
preparing you for DIP

Life long learning, Intro to Adult Education, Development Project Facilitation,
Introduction to Development, Introduction to Project facilitation,
Entrepreneurship,

Land Care.

What could have prepared you better for DIP?

What do you think is the University’s role in community-based
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learning?

Any other comments/observations?
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APPENDIX C

THE SCHEDULE FOR THE CE (PD) FACILITATORS

Name:

Contact details:

Date:

About the facilitator:

. How long have you been doing teaching in the CE (PD)?

. What is your experience in teaching mainly second language and
under privileged Leamers?

. How many times have you taught the CE (PD)?

. What is your involvement in the DIP?

About the CE (PD)

What was your impression of:
. the knowledge gained by the learners in the CE (PD)

High Medium Low
Explain:

...........................................................................................................................

...........................................................................................................................

. the skills gained by the learners during the CE (PD)

High Medium Low
Explain:
. whether attitudes of the learners who attend the CE (PD) change as a

result of the programme.

If “yes”, what changes are there?

..........................................................................................................................

. Do learners seem to enjoy the course?
Explain:
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. Do the learners complain about anything to do with the course?
If so, what do they complain about?

About the DIP

. Do you fee! comfortable teaching/supervising the DIP?
If “yes” why do you feel comfortable?

If “no”, what makes you uncomfortable?

. Do you feel that you were given sufficient preparation and support from
CAE before teaching the DIP?

. Why do you think that the course is important?
. How could DIP be improved?

About you and your module

. What module/s do you teach in the CE (PD)?

. What was your impression of:

The knowledge gained by the learners in your module?

Explain:
. The skills gained by the learners during your module?
Explain:
. Whether attitudes of the learners who attend your module change as a

result your module.

if “yes”, what changes are there?

...........................................................................................................................

...........................................................................................................................

. What skills and knowledge do you teach to ensure that your learners
are able to cope during the DIP module?
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What linkages does exist between your module and the DIP?
Are learners able to transfer knowledge/skills gained in your module
into the DIP? Explain.

For the learners who are able to transfer skills and knowledge to DIP
what seemed to help them?

For the learmners who fail to transfer knowledge/skills into the DIP what
seemed to be their main difficulty?

What strategies do you suggest should be employed to help leamers
cope better with the DIP?

What do you think is the University's role in community-based
tearning?

Any other comments/observations?
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APPENDIX D

INTERVIEW INSTRUMENT: FOR ROLE PLAYERS DURING THE
CONCEPTUALIZATION STAGE

Name:
Contact details:
Date:

1. What role did you play in the conceptualisation and
development/implementation of the CE (PD)?

2. When were you actively involved? (For example Jan - Dec 2000.)
3. When did your involvement in CE (PD) stop and why?
4, What theoretical framework frames the CE (PD) course?

5. Can you give a diagrammatic representation of the curriculum design
as it was being conceptualized?

6. What are the weak and the strong areas of the CE (PD) curriculum
design process at the time?

7. How could these be “fixed” in future?

8. What was the role of the Development in Practice module in the
curiculum design?

9. During conceptualisation what were the linkages between the DIP and
the other modules?

10. What should be the aims and objectives of the DIP module (your
views)

11.  The donor sponsored conceptualized the project
(CONCEPTUALIZATION, development and implementation as a
pantnership between the University, the community of leamers, and
other service providers). What was your understanding of how the CE
(PD) was supposed to function as a partnership?

What worked well? Why?

What didn't work well? Why?

How could we have done it ditferently?

How did the balance of power as you perceived it, affect the process of
working in partnership?
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12.  What do you think is the University’s role in community-based
learning?

13.  Any other comments/observations?
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APPENDIX E

ACTION PLAN

This is based on the five weeks we have,

LLearnets will have to develop clear and simple outcomes using the SMART

principle.

Just a reminder:

S specific

M measurable
A achievable
R realistic

T time frame

Learners to develop three or four outcomes. These should be in line with the
DIP outcomes.

1. Qutcomes

By the end of five weeks | will have-

. Run five workshops on how to make plastic hats.

. At least made three contacts with people who will sell hats on our
behalf.

. Run four workshops on waste management.

2. Activities

To achieve your outcomes you will need to do certain activities. You will need
to first identify these activities and then put them in a centain order that will
ensure that your outcome is achieved effectively.

Example:
Outcome one: Run five workshops on how to make plastic hats.

Activities:

Collect material (plastic bags)
Inform people

Pianning meetings

organise venues

organise food and drinks

Get community “buy in”
Planning the workshops
Running a workshop

e L L L L J [ [ ] L
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. evaluating the workshop

The next task is to give the above list some kind of order and logic. This is
determined by many other factors. You will need to be clear as to why you are
doing an activity ahead of the other one.

This is my order:

Planning meetings

Get community “buy in”
Collect material (plastic bags)
Organise venues

Planning the workshops
Organise food and drinks
Inform people

Running a workshop
Evaluating the workshop

©ONO O~ WN

3: ACTION PLAN

Outcomes Wk 1 WKk 2 Wk 3 Wk 4 Wk 5
Run five workshops A&B C,D&E C.F&G C,H&I | C H&I
on how to make

plastic hats

At least made three

contacts with people
who will sell hats on

our behalf

Run four workshops
on waste
management.

The other outcomes will have they own activities that need to be plotted into
the table. Note that this planning is a weekly planning. How do you deal with
daily planning?
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4: Daily planning
Week one: The following activities will happen

Day Activity Achieved / not
achieved(how this
was achieved or not
achieve will be
explained in your
journal)

Mon. Setting up meetings with community leaders

and some influential people.

Tues. Meeting with community'leaders and influential

people.

Wed. Announcing a community meeting.

Thurs. Planning for the meeting.

Fri. A community meeting is held.

Note: For you it will not be as simple as this as other outcomes will come in.
You will need five plans like these where you will have to show what you
intend doing in each week, We are aware that this might change. Changes
will be recorded in reflection and you will tell us what brought about change.

5: Reflection

This section is beyond planning.
How do | learn from this experience?
Each daily activity will have to be reflected on daily on your journal. This is
where we shall see just how much leaming is happening. You were given a
format as to how to make a journal entry, please use it.

Some tips on how to make a journal entry:

. Start now!!! You do not have to write a lot - just a reminder to yourself
and an explanation of why it is important. (It must be understandable to
the reader - Us and the external examiner).

. Use the format below:

Explain WHAT you experienced (Description).
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APPENDIX F

Structure of the University Diploma

Courses

To gain the University Diploma you have to pass the following courses:

Compulsory courses

Three courses to gain a total of 180 credits:

1.
2.
3.

Adult leaming in context (60 credits)
Designing and facilitating learning (60 credits)
Adult education in community development (60 credits)

Elective courses

One or two courses to gain a total of 60 credits from:

4.

© 0N

Management and administration of programmes and projects (30
credits)

Adult Basic Education and Training (30 credits)

Peace studies (30 credits)

Leadership in the development context (30 credits)

Special community project (30 credits)

A course of equivalent standard from another university programme
(30 or 60 credits)

The University Diploma is offered on a part-time basis over two years. Each
course will include a number of three and a half hour classes. Some courses
may include a one- to two-day workshop.
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APPENDIX G

The CE (PD) Course structure and contents

The purpose of the University of KwaZulu-Natal's Participatory Development
Cettificate in Education is:

To produce qualified community development practitioners who
understand and are equipped to plan and implement basic
partici-patory, holistic and sustainable development projects at the
community level.

FIRST YEAR COURSES

Lifelong Learning (16 credits)
The three main focus areas of this course are Personal Profiling, Portfolio
Creation and Lifelong Leaming. This course aims to:

o Identity the knowledge, skilis and experience you bring with you;
. Develop the skills to present your competencies in portfolio form; and
. Develop the learning skills you will need far this programme and for

future tearning experiences.

Introduction to Adult Education (16)
This course is aimed at famitiarising you with the core concepts and practices
of aduit education

Introduction to Development (16)
This course aims at familiarising you with the core concepts and practices of
participatory development

Introduction to Project Facilitation (16)
Thecourse is aimed at familiarising you with the core concepts and practices
of project research, planning, implementation and evaluation

SECOND YEAR COURSES

Development in Practice (32)
The course involves you in the hands on design, imptementation and
evaluation of a simple development project of your choice.

Specialisations (32)

You will choose one specific area of development to focus on. During 2005,
you can choose to study Land Care or Entrepreneurship (both 32 credits) or
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the two courses on Transforming Conflict (16) and Management and
Leadership (16) or other specialisations on offer.

Land care (32)

The Landcare programme of the national Department of Agriculture aims to
increase the long term productivity and the ecological sustainability of natural
resources and addresses the needs of formerly disadvantaged communities.

The Land Care course aims to develop an understanding of ecological
sustainability, food gardening and medicinal plant cultivation. Students put
their learning into practice by designing and implementing a sustainable
garden in their in their own home or project.

Entrepreneurship(32)

Develop critical thinking skills in the context of entrepreneurship. You will
practice being an entrepreneur through researching, planning and setting up
their own small business, evaluating the experience of running their own
business.

Transforming conflict (16)
The course aims to explore issues of govemance and citizenship in the
context of peace, conflict and development.

Leadership and Management (16)

This course is aimed at familiarising you with key concepts and practices in
leadership and management within the context of non-governmental
organisations.
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