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OPSOMMING 


Die probleem wat die fokus van hierdie studie vorm, is die gebrek aan 'n 

opleidingsisteem in die industrie van Suid-Afrika, wat: 

• 	 die groot hoeveelheid ongeskoolde arbeid aanspreek; en 

• 	 'n toepaslike metodologie daarstel om sodanige opleiding op 'n massaskaal 

aan te bied. 

Die doel van die studie is om die moontlikhede van 'n nuwe paradigma van leer 

binne die konteks van die werksomgewing te ondersoek, wat gebaseer is op die 

beginsels van 'Open Learning'. Daar word gepoog om vas te stel hoe prakties 

uitvoerbaar so 'n model sou wees teenoor die tradisionele opleiding en 

ontwikkelingsisteem van Suid-Afrika. 

Om die doel te verwesenlik, het die navorser 'n intensiewe literatuurstudie 

onderneem. 'n Internasionale perspektief is verkry deur onder andere 'n besoek 

deur die navorser na die Open University in Milton Keynes in die Vereenigde 

Koninkryk. Dit is gevolg deur 'n empiriese studie plaaslik in die volgende sektore: 

• 	 Vervaardiging 

• 	 Mynbou 

• 	 Finansiele Dienste en 

• 	 Swaar Industrie 

Die uitslae van die empiriese studie het die uitgangspunte van die literatuurstudie 

bevestig en het onder andere getoon dat 'n nuwe paradigma vir leer, gegrond op 

'Open Learning' metodologie 'n bruikbare en toepaslike oplossing is vir die 

opvoeding, opleiding en ontwikkeling van werknemers binne die konteks van die 

werkomgewing van Suid-Afrika. 
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Die bydrae van die studie Ie in die daarstel van 'n unieke, pro-aktiewe model vir 

Opvoeding, Opleiding en Ontwikkeling vir werkers binne die industrie wat 

konsekwent is met die bree beginsels van die Nasionale Kwalifikasie Raamwerk, 

asook gepaardgaande wetgewing. 

---000--

j 
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CHAPTER 1 


PROBLEM STATEMENT AND ORIENTATION 


1.1 INTRODUCTION 

"You all know about population growth. When Oxford University was founded in 

the 13th Century there were about 500 million, people in the world. When the 

Open University was set up there were 3 billion and when we celebrate our 

thirtieth anniversary at the end of this century there are likely to be 6 billion. To 

situate the same phenomenon ... in Africa you only have to note that in 1960 there 

were only three African cities with populations of over half a million. Now there are 

28. In many countries population is increasing faster than gross national product. 

The conclusion is simple. By the next century the world will not possibly be able to 

train and educate its people by conventional means. We shall face the challenge 

of mega-education and mega-training. By the year 2000 half of the world's 

population will be less than 25 years old and half will live in the cities. In the 

developing world one third of the population will be under 14. The response to this 

challenge will determine the future of the world and we, as distance educators, 

have the nearest thing to a solution for educating and training the people of the 

21 st century" (Daniel, 1992: 4 ). 

Seligman (1992: 13) continues the above line of thp'ught when he states: "We 

need a class of modern educators who are Ghandian in their commitments and 

concerns but who are at the same time highly modern in their technological 

competence and sophistication in the field of communication. This means they 

combine social sensitiveness with the technical capability to bend modern 

technology for a mass orientated education". 

The researcher in this study is therefore of the opinion that within the context of 

South African education, training and development of the workforce conventional 

training methodology as well as conventional delivery of programmes would 
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futuristically not be appropriate if we consider the changing nature of local and 

global economies. 

1.2 BACKGROUND TO THE PROBLEM 

For many years South Africa's growth potential was inhibited by, amongst other 

factors, a shortage of skills. The country has simultaneously experienced an over

supply of uneducated and semi-educated people. The demand for unskilled and 

semi-skilled people in the formal sector of the economy is decreasing rapidly. 

There is also the view that the school and university system is not adequate and 

relevant to the changing needs of commerce and industry. With sanctions being 

lifted and South Africa slowly re-entering the world economy, commerce and 

industry will be exposed to international competition. Being part of the global 

economy will mean increased competition (IPM, 1992:1). 

In 1994, under the auspices of the National Economic Forum, the Monitor 

Company undertook a study in respect of global competitiveness of South African 

industries. The Monitor Company (which was founded by Professor Michael 

Porter of the Harvard Business School, author of the Competitive Advantage of 

Nations) over a period of a year examined a number of industrial sectors or 

clusters. What emerged from the study was that many manufacturing sectors in 

South Africa suffered from basically the same shortcomings, which are: 

• lack of access to raw material at world related prices; 

• low levels of Research and Development; 

• low levels of technological innovation; 

• relatively high transport costs; and 

• a lack of sufficient and efficient skills training. 

Since then a number of cluster studies in different sectors have been undertaken. 

All have identified the skill shortage (McDonald, 1997: 10). 
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McDonald (1997:10) says: "What is becoming clear is that the hoped for six 

percent GDP growth that the government's macro-economic policy is looking for, 

will not be possible without major improvement in training in all industries". 

Currently, about 400 000 people are entering the labour market every year, of 

which more than 80% are blacks. It is expected that this will rise to 510 000 new 

entrants per annum by the year 2005, contrasting sharply with an average annual 

increase of 31 000 jobs in the formal sector during 1985 - 89, of which 95% were 

provided in the public sector. By the year 2005, the shortage of executive and 

skilled workers is expected to be around 920 000, while the surplus of semi-skilled 

and unskilled workers is expected to be around 11,5 million. This means that 

about 57% of the labour force will have to earn a living in the informal sector or be 

unemployed (ABSA Economic Research Department, 1993: 16). 

Jerling (1996:6) says: "It is a generally known fact that the demand for human 

resources is influenced by economic growth, structural economic changes, 

technological changes and the cost factors of production. Most important, 

however, is that there is a critical link between economic growth and human 

resource demand". 

According to Van Dyk, et al. (1992:28) there are four special skill levels: 

Level 1: People with a university education or an equivalent qualification, or 

alternatively people who are in executive management positions. 

Level 2: People with Grade 12 plus further formal training at technical institutes or 

colleges. 

Level 3: People with Grade 10 - 12. 

Level 4: Semi-skilled and unskilled workers, and those in temporary employment. 

There is however a clear tendency to employ highly skilled, rather than lower

skilled people in the South African labour market. This tendency, together with the 
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fact that the economy is becoming less labour-intensive, suggests that the South 

African economy will experience a growing surplus or oversupply of low-skilled 

labour. Furthermore there will be an increase in the demand for highly skilled 

people (Van Dyk, et aI., 1992:28-29). 

Table 1.1 gives a summary of these changes and a comparison with the likely 

situation in South Africa by the year 2000. 

Table 1.1: 


A comparison of the supply and demand for labour in South Africa, 


1980 and 2000 


Levels Supply 1980 

('000) 

Demand 1980 

('000) 

Supply 2000 

('000) 

Demand 2000 

('000) 

1 179 242 389 579 

2 425 642 868 1 690 

3 1 964 1 674 6130 4127 

4 8225 4994 11 268 8832 

Total 10793 7552 18655 15228 

(Adapted from Van Dyk, et aI., 1992:29) 

Van Dyk, et al. (1992: 13) says: "From this we can see that education takes priority 

if a country wishes to become a winning nation. This shows clearly that there is a 

critical relation between the prosperity of a country and a sound ETD basIs. For 

South Africa, this is of utmost importance". 

In terms of global competitiveness, South Africa has slipped five places to 47 out 

of 59 countries in the World Economic Forum's (WEF) latest global 

competitiveness report. The WEF reports South Africa being amongst the worst 

performers on most issues related to labour/employer relations, work ethics and 

hiring and firing practices. Its labour force was among the least skilled, coming in 

second last on average years of schooling. Crime, education and social stability 

were among the challenges facing the government. Figure 1.1 illustrates the 

competitiveness rankings for the period 1998-1999. 
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• 

1999 WORLD COMPETITIVENESS RANKINGS 
Rank Country • 

1999 (1998) 
1 1 Singapore 
2 3 United States 
3 2 Hong Kong 
4 6 Taiwan 
5 5 Canada 
6 8 Switzerland 
7 10 Luxembourg 
8 4 United Kingdom 
9 7 Netherlands . 

10 11 Ireland 
11 15 Finland J 
12 14 Australia ! 

13 13 New Zealand 

47 42 South Africa 
48 39 Vietnam 
49 38 Egypt 
50 45 Venezuela 
51 46 Brazil 
52 50 India 
53 Ecuador 
54 47 Columbia 
55 Bolivia 
56 Bulgaria 
57 51 Zimbabwe 
58 53 Ukraine 
59 52 Russia ..

(Source: World Competitiveness Report IMD, Lusanne) 

Figure 1-.1: 1999 World Competitivel'\ess Rankings 

The World Competitiveness Yearbook ranks and assesses how a nation's 

environment sustains value-added creation. Analysis in the 1997 edition is based 

on 244 criteria grouped into 8 factors: domestic economy, internationalisation, 

government, finance, infrastructure management, science and technology and 

people. Two types of criteria are used - international statistics collected with the 

assistance of 27 partner institutes around the world and survey data drawn from a 

comprehensive questionnaire sent to executives world-wide (Productivity SA, 

1997:12-13). 
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Figure 1.2 illustrates South Africa's ranking for the period 1993 to 1997. 

WORLD COMPETITIVENESS PROFILE 

SOUTH AFRICA 


1993 

41 

1993 

43 

1993 

32 

29 

Government 

RANKING EVOLUTION 
1993 1994 1995 1996 1997 

43 42 43 44 44 

32 

1997 

34 

1997 1993 

Management 

33 

People 

46 

(Source: World Competitiveness Report IMD, Lusanne) 

1997 

46 

1997 

37 

46 

1993 

23 

Figure 1.2: World Competitiveness Profile 

In order to understand the education and training problem over the past years in 

its totality, it is important to get a balanced view of the underlying reasons for the 

problem areas. 

We therefore take note of the views of one of the major trade union federations 

COSATU, the Director of Manpower Training: Dr. Deon Haasbroek of the then 



7 


Department of Manpower Training and the Education Department of the African 

National Congress. 

Bird (1991) cited in IPM (1992:149-150) sums up the weaknesses identified by 

COSATU, in the traditional training system in South Africa: 

• 	 Not enough training - most workers are stuck in dead-end jobs forever. 

Artisan-type training is the preserve of the few. 

• 	 Job training tends to be task specific and is not portable. Workers who leave 

a particular workplace leave without recognised skills. 

• 	 Training is given in discrete courses that do not generally relate to one another 

coherently. There are no clear career paths. 

• 	 Workers acquire skills through experience for which they are neither 

recognised nor paid. 

• 	 The training of the unemployed (including the recently retrenched) is generally 

not useful. There is no systematic attempt to link training to economic growth 

and development. 

• 	 Many workers are denied access to training because they are illiterate and 

enumerate. The enormity of this problem consti~tJtes a national crisis and an 

effective drag on any policy of economic and political transformation. 

Haasbroek (1991) cited in IPM (1992: 152) proposed the following vocational 

training system for South Africa: 

"It is not affordable for the RSA, just as for any other country in the 

world to allow all its young people to stay in academic education 

up to the age of 18 years. The economy on the other hand also 

requires a balance between academic and vocational educated 
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and trained young people that enter the labour market ... It is not 

to say that there does not exist a vocational training system in the 

RSA. The fact is that it is not structured, in the sense that it covers 

the whole spectrum of the economy and it is also not based on 

national standards of competence. The result is firm-specific 

standards, which make it difficult to compare the various 

qualifications with each other and to judge the status of a 

qualification. This situation has a detrimental effect on the mobility 

of the workforce." 

The views from the Education Department - ANC (1994:348) are the following: 

• 	 While on the one hand our country has the most advanced technological 

infrastructure on the African continent, on the other, our people suffer from 

acute employment, education, health, shelter and environmental problems. 

Moreover, participation in science and technology careers is restricted to a 

minority, few are able to engage with decisions concerning the way technology 

shapes their lives and productivity remains low. 

• 	 The inadequate education and training system with its numerous gateposts 

severely restricts the career paths open to workers, especially in its 

unwillingness to recognise prior learning and experience. 

• 	 Success in the Reconstruction and Developm~nt Programme with its twin. 

goals of growth and development is acknowledged to depend upon developing 

our human resources, especially in the fields of science and technology. Yet 

our schools produce pitifully low numbers of students able to proceed to further 

education and training; industry training is narrowly craft-based; the technical 

college sector is poorly linked with industrial development; and the Technikons 

and Universities have drifted to become liberal arts institutions. 

• 	 Taken as a whole we have grave shortages of engineers and technicians, 

within a low growth, low skill equilibrium. The workforce, both managerial and 

production, has poor qualifications and limited opportunities for development. 



9 


Global changes in the industrial and service sectors of the economy require an 

increase in the general education component of vocational training, and a 

concomitant increase in the ability of those in full-time education to develop 

application and problem solving skills. 

1.3 FORMULATION OF THE PROBLEM 

The South African population (including the former TSVC states) was estimated at 

38,445 million in 1991. It is estimated that this figure will increase by a million 

people per annum to reach a total of 47,69 million by the year 2000 (Race 

Relations Survey, 1991-1992:2-3). 

With regard to the Economically Active Population (EAP) it was estimated at 

14,426 million in 1990 and an annual growth rate of 2,6% was projected between 

1990 and 2000. This represents an increase of 4,299 million people. The EAP is 

therefore estimated to grow to 18 655 million people by the year 2000 (IPM, 

1992:53-56). 

The Central Statistical Service (CSS) defines the Economically Active Population 

(EAP) as all people aged 15 and older who are working or who are available for 

work (S.A.I.R.R. Survey, 1997:346). 

Regarding the educational level of the EAP the fo!lbwing statistics need to be 

highlighted: 

• 	 22,8% of the EAP has no education or an education level below Grade 4. 

• 	 49,4% of the EAP has an educational level of Grade 7 or lower. 

• 	 Only 7,4% of the EAP have an education level of higher than Grade 12 (NMC, 

1991 :62). 

Education has long been a contested area in South African history, and many 

deficiencies of the South African education system are now widely understood. 

Training, specifically industrial training, on the other hand has been somewhat of a 
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"Cinderella" activity and insufficient attention has been paid to analysing it, 

contesting it or planning its future. Education and training developed along very 

different paths, with few linkages or connections between them (National Training 

Board, 1994: 1). 

The core problem, therefore as identified by the researcher lies in the inadequate 

and problematic provision of traditional vocational education, to the millions of 

people who represent the Economically Active Population (EAP). The effects and 

repercussions of this situation have been mammoth. They have, among other, 

had a serious effect on the South African economy in a global perspective. 

Furthermore the neglect of appropriate and proactive vocational education and 

training of the workforce has created a dilemma resulting in millions of the EAP 

with an extremely low level of formal and vocational education. This situation 

impacts presently on the capacity to deliver appropriate vocational education on a 

mass scale. Current providers of education - in general - the State NGO's and the 

Corporate Sector do not currently have the necessary infrastructure to deliver 

mass scale vocational education and training. 

In view of this situation the researcher proposes a solution to the problem in line 

with the visions of: 

The National Task Team 

"A human resources development system in which there is an integrated approach 

to education and training which meets the economic and social needs of the 

country and the development needs of the individual" (National Training Board, 

1994:2); and, 

The South African Institute of Distance Education 

"SAIDE believes that the concept of open learning is essential to the 

reconstruction of education in a democratic South Africa. Only through an open 

learning approach can we address the legacy of decades of systematic deprivation 

of education opportunity and face up to the challenges of the 21 st century. We 

need a multi-skilled community and workforce, with the capacity to change as 

society, markets, industry and technology change (SAIDE Annual Report, 1993:2). 
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We see open learning as an approach to education which seeks to transform the 

nature of educational opportunity and to remove all unnecessary barriers to 

learning, so that as many people as possible are able to take advantage of 

meaningful learning opportunities throughout their lives. Education should 

therefore cease to be something that only occurs within the walls of a school, 

conducted by the talking teacher and aimed principally at young people. The 

focus should move instead to the learner and the outcomes of learning. Learning 

should take place in a number of contexts, in a multiplicity of sites, through a 

variety of mechanisms, and for people of all ages" (SAIDE Annual Report, 1993: 1). 

In view of the above the researcher proposes that, in order for the objectives of the 

research to be achieved, there needs to be a major paradigm shift from traditional 

Distance Teaching and Learning towards Open Learning. The following statement 

illuminates this view: 

in moving beyond distance teaching towards open learning we are moving 

beyond an educational approach with roots in the transmission and regularisation 

of knowledge towards one with roots in the individual's creation of his or her own 

meaning and understanding. The former approach tends to reflect a hierarchical 

image of SOCiety in which authority and power resides with those who are the 

holders and regulators of expert knowledge. The latter approach reflects a more 

open image in which everybody has both the ability and the right to create 

meaning and hold knowledge ..." (Hodgson, Mann & Snell, eds., 1987:169). 

1.4 RELEVANCE OF THE RESEARCH 

The relevance of the research should not only be seen within the context of 

educational change, but rather within the broader context of socia-economic and 

political transformation. 

Foks (1992:i) says that many groups in South Africa will see vocational education 

as a mechanism to help meet the social, economic, industrial and political 

challenges of the country. These groups will be expecting services, which are 



12 


flexible, client oriented, timely and responsive. A lot of South Africa's challenges 

are one, which are in recession and attempting to cope with tough international 

competition. One burst of basic training, based on traditional curricula and 

teaching strategies, and provided at the start of an individual's career, will often 

not be appropriate as the pressures to maintain a competitive edge increase. A 

multi-skilled workforce with the capacity to change as the market, industry and 

technology change will require lifelong vocational education provided in many 

ways at different stages of individual's working lives. South Africa's particular 

vocational education needs are all affected by its recent history of discriminatory 

economic, employment and educational policies and practices. Traditional 

vocational education programmes, traditional means of access to them and 

traditional strategies to deliver them would therefore not suffice given the changing 

local and international environment. What is therefore needed is a whole new 

culture of vocational education. 

"The 'open' approach which is being proposed must affect the whole of vocational 

education. It must be brought into the mainstream, not sit on the margin. Given 

this, it will have Significant ramifications for curriculum development, accreditation, 

the nature of students' individual programmes, entry requirements, recognition of 

prior learning and experience, assessment certification, course delivery and 

educational administration" (Foks, 1992:i). 

In line with the above statement, we can start to conceptualise a new system of 

education, training and development for the workpla,ee in South Africa, based on 

the following criteria, which: 

• 	 is consistent with national human resources development strategies; 

• 	 prepares members of all sections of the community to meet the requirements 

of the world of work; 

• 	 develops a multi-skilled workforce which is capable of adapting and 

contributing to change; 
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• 	 provides opportunities for lifelong vocational and further education as well as 

basic training; 

• 	 provides programmes which will enhance prospects of employment for the 

unemployed or develop the capacity to cope with unemployment; 

• 	 employs strategies which provide access to appropriate vocational education 

for the significant numbers of socially, economically and educationally 

disadvantaged groups in South African society; 

• 	 recognises skills and knowledge acquired by informal means; 

• 	 provides vocational education in ways, which are appropriate to the needs and 

circumstances of students, corporate clients and providers of vocational 

education. 

(Vocational Education Working Group Report, 1992: 1 ). 

Foks (1992:i-ii) raises certain pertinent questions, which flow from the above

proposed strategy, and which needs to be taken into account by the researcher: 

• 	 What are the options for delivering vocational education in more flexible and 

client oriented ways, and on what basis do we choose them? Which of these 

are meaningful for the South African situation, or parts of it? What part can 

distance education strategies, expertise and courseware play? 

• 	 Should there be greater competition or collaboration between public providers, 

between public and private providers and industry? On what terms? 

• 	 What approaches should be taken to the development, production, distribution, 

ownership, sharing and acquisition of courseware? 

• 	 Will infrastructure need to change, in particular to provide access to information 

expertise, technologies, communications, facilities and resources? 
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• 	 Will infrastructure need to change, in particular to provide access to information 

expertise, technologies, communications, facilities and resources? 

• 	 As it moves towards being more flexible and client oriented what aspects of 

vocational education will require initiatives and ongoing programmes which are 

national, rather than institutional or regional? 

Sunter (1987:41) in conclusion identifies education as the key to the success of 

the country. He arranges the attributes or characteristics of what he terms a 

"winning nation" (Le. a successful one) as follows in order of importance: 

• 	 A high level of education. 

• 	 A sound work ethic. 

• 	 Maximisation (increase) of capital. 

• 	 A "Dual logic" economy, which involves the interrelationship between both 

large and small businesses. 

• 	 Social harmony. 

• 	 The ability to be a global player. 

1.5 OBJECTIVES OF THE RESEARCH 

The objectives of the research are: 

• 	 To highlight, distinguish and compare related terrr;inology and concepts linked 

to the central theme of the research viz., open learning within a workplace 

education, training and development function. 

• 	 To explain the main elements of relevant Government initiatives, policy and 

legislation related to workplace Education, Training and Development. 

• 	 To provide a historical perspective of learning in society, as well as traditional 

and contemporary trends in learning theory. 
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• To examine the historical origins of the concept open learning as well as the 

conceptualisation of the term. 

• 	 To provide a comparative international overview of emerging trends in open 

and distance learning. 

• 	 To compare traditional and changing attitudes to training, using a dominant first 

world country and South Africa in a comparative analysis. 

• 	 To examine the socio-historical backdrop to vocational training in South Africa 

as well as the presentation of an overview of current developments, e.g. NQF, 

SAQA 

• 	 To explore perspectives on learning in the workplace, including learning styles 

and andragogy as well as its relevance and implications for ETD. 

• 	 To highlight the emergence and development of open learning within a 

workplace context, as well as the impact of technology on these developments. 

• 	 To explore the possibility of a new learning paradigm for the workplace, 

based on open learning principles, as an alternative to traditional workplace 

training. 

• 	 To tast the viability of such a new learning paradigm through a multisectoral 

empirical survey within the workplace. 

1.6 RESEARCH METHODOLOGY 

1.6.1 Theoretical framework 

The focus of the research, as posed by the researcher, flows from the research 

question that states: 
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• 	 Research Question 

What generic options could be regarded as viable Education, Training 

and Development (ETD) systems, as alternatives to Traditional Training 

systems within the context of a changing South African workplace? 

1.6.2 Sources of evidence and authority 

The approach here will be twofold. 

• 	 Firstly a literature study will be conducted. Primary and secondary literature 

sources will be consulted. 

• 	 Secondly an empirical study will be conducted. Qualitative research methods 

will be used. Instruments will include structured questionnaires. The target 

population would be economically active members of the following sectors: 

manufacturing, mining, financial services and engineering. 

1.7 SCOPE AND PARAMETERS OF THE RESEARCH 

The research will consist of three sections that are subdivided into seven chapters. 

The following procedural steps provide a brief synopsis of the research: 

1.7.1 Section 1 

Contains the orientation chapters, viz., Chapters 1 and 2. 

1.7.1.1 Chapter 1 

Serves as a general introduction to the total research. It identifies the problem; it 

outlines the objectives of the research and specifies which research methodology 

will apply. It also outlines the flow of chapters and structure of the research. 
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1.7.1.2 Chapter 2 

This chapter would serve to highlight, distinguish and compare related terminology 

and concepts connected to the central theme 07 the research, viz. open learning 

within a workplace Education, Training and Development (ETD) function. 

1.7.2 Section 2 

Contains the literature survey consisting of Chapter 3 and Chapter 4. 

1.7.2.1 Chapter 3 

Is dedicated to a historical perspective of learning in society as well as a historical 

and comparative overview of the development of distance learning and open 

learning internationally. It furthermore includes a section on the conceptualisation 

of the term Open Learning. 

1.7.2.2 Chapter 4 

This chapter contextualises Open Learning within a South African Education, 

Training and Development (ETD) function. The traditional training paradigm is 

analysed and a new learning paradigm for workplace training/learning is 

presented. 

1.7.3 Section 3 

Contains the empirical, analysis and synthesis phases, viz., Chapters 5, 6 and 7. 

1.7.3.1 Chapter 5 

Outlines the empirical survey, and focuses on methodological perspectives, 

research strategy and rationale, as well as the procedural design of the research, 

including the data collection method. 
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1.7.3.2 Chapter 6 

Contains an analysis of the data collected during the empirical survey and 

presents its results. 

1.7.3.3 Chapter 7 

Chapter 7 is the concluding chapter. It serves to consolidate the research in the 

form of a synopsis, findings, recommendations and possibilities for further 

research. 

---000-
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CHAPTER 2 


CRITICAL ANALYSIS OF TERMINOLOGY 


2.1 INTRODUCTION 

The purpose of this chapter is to highlight, distinguish and compare related 

terminology and concepts linked to the central theme of the research, viz., Open 

Learning within a workplace Education, Training and Development (ETD) 

function. It furthermore serves to briefly explain the main tenets of relevant 

Government initiatives and policy, as well as recent legislation. Finally, the 

exposition of the above in this chapter serves to provide the necessary 

background, facilitate and illuminate the arguments presented in Section 2, which 

contains the literature survey (Chapters 3 and 4). 

2.2 ADULT LEARNING 

Pedagogy is derived from the Greek stem pais (meaning 'child') and agogus 

(meaning 'leading'). Pedagogy therefore literally means the art and science of 

teaching children. For centuries educators had only one model - the pedagogical 

model. As a result, adults have generally been taught as if they were children 

(Knowles, 1990:54). 

Andragogy on the other hand is derived from the Greek word aner (with the stem 

andr-), which means, 'man' and ago, meaning to 'train' or 'educate', Andragogy 

therefore refers to the art and science of helping adults to learn (Knowles, 

1990:34). 

Knowles (1990:84-63) further states that Andragogy is premised on at least four 

assumptions about the characteristics of adult learners that are different from the 
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assumptions about child learners, on which traditional pedagogy is premised. 

These assumptions are that, as a person matures, 

• 	 his self-concept moves from one of being a dependant personality toward one 

of being a self-directing human being; 

• 	 he accumulates a growing reservoir of experience that becomes an increasing 

resource for learning; 

• 	 his readiness to learn becomes orientated increasingly to the developmental 

tasks of his social roles and real life situations, and 

• 	 his time perspective changes from one of postponed application of knowledge 

to immediacy, and accordingly his orientation towards learning shifts from one 

of subject centred to one of life-centredness (or task/problem centredness). 

Until not so long ago, it was felt that an adult's ability to learn declined with age 

and that learning was something that primarily happened in childhood. Education 

systems around the world believe that childhood is the best time to learn. There 

exists an assumption that an initial burst of education can equip a person for life; 

that compulsory education between the ages of 5 and 16 is all that is required 

maintaining a literate and otherwise educated population (Jones, 1988:151). 

Jones (1988:151-152) however, argues, that the above view of learning is 

currently being seriously challenged and that it is becoming an accepted fact that 

learning goes on throughout life and that education can be a lifelong process. 

The increase in knowledge about the learning potential of the adult and the 

increased pace of change in society are but two factors which have highlighted 

the desirability of accepting education as a 'cradle to grave undertaking'. 

Jones (1988:153) supports the above view, when he argues that because the 

process of learning is so complex, it may not be to easy to devise a simple 

taxonomy of educational objectives which can accommodate all forms of learning. 
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Furthermore, the ways in which adults learn are so varied, culturally determined 

and often constrained by very individualised emotional blockages that it becomes 

impossible to make any general statements about the nature of adult learning 

activity. 

However, a more positive view emerged with the conceptualisation of the term 

Andragogy. 

Garrison (1991:104-105) on the other hand views adult learning from a 

sociological perspective and highlights two factors: 

• 	 Firstly, to describe an adult in a sociological manner is recognition of the roles 

and responsibilities that an adult has assumed for him and others. Because of 

the primacy of these roles and responsibilities in adult life, participation in 

adult education activities is regarded as secondary to this productive role. It is 

therefore not that adults learn differently from children, but the sociology of the 

adult's life is unique and therefore the organisation and structure of their 

learning should accommodate this uniqueness. 

• 	 Secondly participation of adults in adult education is voluntary. This therefore 

demands collaboration with, and respect for, the participants. More 

specifically, if the needs and circumstances of the adult learner are not met, 

they will not participate in formal programmes. 

2.3 LIFELONG EDUCATION AND LIFELONG LEARNING 

2.3.1 Lifelong Education 

One idea that has received considerable attention in the last twenty years is that 

of Lifelong Education. This approach should ideally be adopted as the guiding 

principle for reforming education at all levels and in all countries. The notion of 
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lifelong education has since been the subject of considerable discussion, and has 

been spelled out in terms of its implications for schooling, teacher training and 

adult education (Knapper & Cropley, 1991:15). 

Knapper and Cropley (1991:16) suggest that one way of looking at Lifelong 

Education is to regard it as a rationalisation of a number of existing trends in 

contemporary educational theory and practice. These emerged in a variety of 

settings without necessarily any reference to Lifelong Education. They include: 

• 	 expansion of educational services outside the conventional school age (i.e. for 

adults and for pre-school children); 

• 	 greater interest in education as an instrument for improving the quality of life; 

• 	 concern for the development of forms of education that are more closely linked 

with the needs of everyday life; 

• 	 participation in decisions about education by workers, parents and members of 

the public; 

• 	 greater openness in goal setting, planning and administration. 

2.3.2 Lifelong Learning 

Lifelong Learning can be thought of as a set of organisational and procedural 

guidelines for educational practice aimed at fostering learning throughout life. It is 

important to make clear at once that what 'learning' means here, is not the 

spontaneous day-to-day learning of everyday life. It is therefore perfectly clear 

that such learning is lifelong regardless of the pronouncements of educational 

theorists. The kind of Lifelong Learning that is the object of lifelong education is 

also referred to as 'deliberate' learning. Such learning has the following definitive 

characteristics: 
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• 	 It is intentional - learners are aware that they are learning; 

• 	 It has a definite, specific goal and is not aimed at vague generalisations such 

as 'developing' the mind; 

• 	 This goal is the reason why the learning is undertaken; 

• 	 The learner intends to retain what has been learned for a considerable period 

of time (Knapper & Cropley, 1991 :20). 

Knapper and Cropley (1991 :21) suggest that the reasons that led to this 

increased interest in the promotion of Lifelong Learning, and that give it urgency 

and relevance that were lacking in earlier times are social, economic and cultural 

in nature. They arise from the phenomenon of change that is a major element in 

contemporary life. Important also is that Lifelong Learning is not confined to 

adulthood - otherwise it would not be lifelong. Nonetheless, most people spend 

far more of their lives as adults than as children, while most societies already 

make extensive provision for intensive learning experiences for children, to the 

maximum extent permitted by factors such as availability of financial resources. 

These adults constitute the major group of learners whose work would be 

facilitated by a system of lifelong education. 

2.4 DISTANCE EDUCATION 

The term 'Distance Education' (DE) denotes a learner getting education remaining 

at a distance from the teacher or teaching institution. This means that 

instructional activities are carried out by an educational institution at a distance 

from the student, implying that the learner need not come to the educational 

institution for studies. The learners' educational activities are organised with the 

support of a Distance Education institution through different means including 
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printed self-study material, electronic media and occasional face to face contacts 

between tutor and students, and students and students (Sahoo, 1994:20). 

Keegan (1990:3) argues that Distance Education prior to the 1970's was generally 

regarded as a Cinderella of the education spectrum. Between the 1970's and 

1980's Distance Education improved both qualitatively and quantitatively. This, 

he says could be attributed to: 

* 	 the development of new communications technology; 

* 	 a growing sophistication in the use of printed materials; 

* 	 improved design of instructional materials; 

* 	 improved provision of support services for students studying at a distance; 

* 	 the foundation in 1969 of the Open University (UK) at Milton Keynes and the 

subsequent foundation of a series of similar structures in both developed and 

developing countries. 

Sahoo (1994:32-35) distinguishes between the following terms relating to 

Distance Education: 

* 	 Distance Education and Correspondence Courses 

The term Distance Education is used interchangeably with other forms like 

correspondence study/education, home study, independent study, external 

studies, distance teaching and Distance Learning. Correspondence study/ 

education is part of Distance Education where only print-based material is 

supplied to the student. Traditional correspondence education institutions 

make the presumption that students, who enrol for correspondence courses, 

want to work independently. However print-based courses can be encouraged 

with different types of student support services. In these cases print-based 

courses do not belong to the circle of traditional correspondence courses, but 

rather to the area of Distance Education, which also includes different types of 

stUdent support services like assignments and personal contact programmes. 
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* Distance Education, Home study and Independent study 

'Home Study' and 'Independent Study' programmes of American universities 

are very much similar to correspondence study programmes occasionally 

supported by some kinds of student support services. The term independent 

study cannot be used interchangeably with Distance Education since the ideal 

in Distance Education is not necessarily absolute independence but a mixture 

of interaction and independence. 

* Distance Education and External Studies 

The term external studies is used most widely in Australia. Australian 

universities follow the integrated model of Distance Education where the 

students of regular courses occasionally attend the campus studies but carry 

out a major share of learning activities with the help of systematised distance 

media based programmes. 

* Distance Education, Distance Teaching and Distance Learning 

'Distance Teaching' or 'Teaching at a Distance' cannot be used inter

changeably with Distance Education. Distance teaching is only half the 

process of Distance Learning education. Distance teaching being integrated 

with Distance Learning constitutes the concept 'Distance Education'. 

* Distance Media and Distance Education 

Several methods and media like audio-visual aids, printed materials, radio 

and television, programmed learning materials, computer aided learning 

packages, tele-text, video text, computer-networking, etc., can be used in the 

case of both classroom based teaching as well as distance teaching. These 

methods and media cannot be used as synonymous to Distance Education. 
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On the other hand all teachingllearning arrangements, which are not face-to

face, cannot be synonymous with the term Distance Education. 

In moving towards a synthesis of the term Distance Education we consider the 

following definitions: 

The following description of Distance Education provides a workable synthesis of 

the term Distance Education against the background of the various statements 

above. 

"Distance Education has particular significance for Open Learning 

approaches because it has demonstrated great potential for increasing 

openness in learning. In brief, Distance Education describes a collection of 

methods for provision of structured learning. Its object is to avoid the 

necessity for learners to discover the curriculum by attending classes 

frequently and for long periods in order to listen to the syllabus being 

spoken out. It creates a quality learning environment using an appropriate 

combination of different media, tutorial support, peer group support and 

practical sessions. Distance Education has also been shown to be a cost

effective method of educational provision, particularly when used in mass 

educational programmes involving large numbers of learners" (SAIDE 

Annual Report, 1993:2). 

2.5 OPEN EDUCATION 

Keegan (1990:23) points out that there exists an extensive overlap between the 

use of the term 'Open Education' and Distance Education. The decision of the 

United Kingdom Government in the mid-1960's to rename the 'University of the 

Air' the 'Open University' popularised the term 'open'. It is found in the titles of the 

distance teaching universities in Pakistan, Sri Lanka, Thailand and Venezuela, 

and in the titles of the multi-level distance colleges such as the Open Learning 

Institute of British Columbia, and the Open College of Further Education of South 

= 




27 


Australia, both restructured in the 1980's. He argues however, that the terms 

Open Education and Distance Education are not synonymous. 

Escotet (1980:144) cited in Keegan (1990:23) supports the above mentioned 

views when he distinguishes these terms: 

"Open education is particularly characterised by the removal 

of restrictions, exclusions and privileges; by the 

accreditation of students' previous experiences; by the 

flexibility of the management of the time variable; and by 

substantial changes in the traditional relationship between 

professors and students. On the other hand, distance 

education is a modality which permits the delivery of a group 

of didactic media without the necessity of regular class 

participation where the individual is responsible for his own 

learning". 

2.6 OPEN LEARNING 

Open Learning and Distance Learning are also not synonymous. Race (1989: 14) 

clarifies the difference between these two terms by making two points: 

* 	 Firstly. Open Learning can be done at a distance, for example, thousands of 

Open University students work on their own for most of the time they study, 

rarely attending any sort of live session. 

* 	 Secondly, however, Open Learning can also happen in a crowded lecture 

room. Suppose the lecturer asks the class to spend a few minutes digging in 

some handout materials for the answers to some questions posed to the class; 

the class members work on their own for a while - Open Learning. 
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Foks, in Smith and Kelly (eds.) (1987:74) says that before we examine the 

characteristics of Open Learning we should state clearly what Open Learning is 

not: 

>I< It is not synonymous with electronically based communication technologies or, 

for that matter, other media such as human beings, printed materials, 

whiteboards and audio-visual resources. Certainly these have an important 

part to play in Open Learning, but they are simply a means of pursuing 

identified educational goals, not ends in themselves. 

>I< It is not synonymous with Distance Education; nor is Distance Education a 

sub-set of Open Learning. Distance Education is a mode of learning with 

certain characteristics, which distinguish it from the campus-based mode of 

learning. 

The concept of Open Learning seems to have recent origin. There exists 

however, a long trend of thinking about the emergence of such a concept. 

Philosophical and psychological bases of Open Learning have further been 

strengthened because of technological advancements, especially in the context of 

post-industrial society. Sociological factors, particularly the upsurge for 

democratisation of every aspect of human and social life, have further opened 

new avenues for the popularisation of Open Learning in a global context (Sahoo, 

1994:1 ). 

Sahoo (1994:5-16) argues that a conceptual framework of Open Learning could 

begin to clarify the complicacies surrounding the term. He highlights in this 

regard the following: 

* Open Learning as a Methodological Approach 

Open Learning is understood as a broad term, wl,ich covers several 

alternative ways of delivering learning. A delivery system having various 
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alternative mechanisms of providing learning opportunities to an individual 

learner may mean Open Learning. This can be further expanded that in Open 

Learning the learner has free access to alternative learning resources, i.e., 

materials, methods, media, equipment, activities, resource persons and place 

of learning. The learner in Open Learning makes free choice of these 

mechanisms for self-learning and development. 

* Open Learning and Autonomous Learning 

As mentioned above the learner, in an Open Learning situation is an 

independent personality. The decision-making powers in Open Learning are 

vested with the learner, rather than in the hands of a teacher or an educational 

administrator. 

* Open Learning and Distance Education 

There exists a lot of confusion regarding the synonymous use of the terms 

'Open Learning' and 'Distance Education'. Distance Education institutions 

may share a lot of characteristics of Open Learning, but they may not 

represent the Open Learning system in totality. Furthermore there are several 

ways in which Open Learning can be delivered. In other words, Distance 

Education modes, could be regarded as one of the kinds of delivery of an 

Open Learning system. Open Learning is encouraged through Distance 

Education for a learner who is geographically distant from the tutor/DE 

institution and has to work independently. Open Learning does not neglect 

human responsibilities in DE situations. The 'facilitators' in Open Learning 

replace the traditional 'teacher'. They are treated as 'resources' rather than 

'transmitters' of information. 

Foks, in Smith and Kelly (eds.) (1987:76) poses the question: "What, then, are 

the characteristics of Open Learning?" He responds with the following crisp 

statement: "Open Learning is a state of mind. It is an approach taken to the 

planning, design, preparation and presentation of courses by educators, and an 
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approach taken to the selection and use of learning strategies and associated 

resources by students. This approach seeks to provide students with as much 

choice and control as possible over content and learning strategies". 

In moving towards a vision for Open Learning in South Africa we look at the 

following statement by the South African Institute of Distance Education: 

"We see Open Learning as an approach to education which 

seeks to transform the nature of educational opportunity and 

to remove all unnecessary barriers to learning, so that as 

many people as possible are able to take advantage of 

meaningful learning opportunities throughout their lives. 

Education should therefore cease to be something that only 

occurs within the walls of a school, conducted by the talking 

teacher and aimed primarily at young people. The focus 

should move instead to the learner and the outcomes of 

learning. Learning should take place in a number of 

contexts, in a multiplicity of sites, through a variety of 

mechanisms, and for people of all ages" (SAIDE-Annual 

Report, 1993: 1 ). 

The report states further the key principles around which the concept of Open 

Learning is built: 

* 	 learning opportunity should be lifelong and should encompass both education 

and training; 

* 	 the learning process should centre on the learners, build on their experience 

and encourage independent and critical thinking; 

* 	 learning provision should be flexible, so that learners can increasingly choose 

where, when, what and how they learn as well as the pace at which they will 

learn; 
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* 	 prior learning, prior experience and demonstrated competencies should be 

recognised so that learners are not unnecessarily barred from educational 

opportunities by lack of appropriate qualifications; 

* 	 learners should be able to accumulate credits from different learning contexts; 

* 	 providers should create the conditions for a fair chance of learner success 

(SAIDE-Annual Report, 1993: 1-2). 

2.7 OPEN LEARNING IN INDUSTRY 

Open Learning is currently being used by a large number of organisations, 

especially in the United Kingdom. Industrial users of Open Learning are 

pragmatic about the name - some may introduce 'own brand' titles such as self

managed learning, which encapsulate what they regard as being a distinctive 

feature of the process, while several continue to use the generic title of Distance 

Learning, on the grounds that the user is remote from the originator rather than 

because they are geographically isolated or undertaking their study by 

correspondence. In general, however corporate users are content to accept the 

term as being reasonably well established and broadly understood as offering 

self-pacing and learner-centredness as well as accessibility. In many 

organisations it is becoming equated with individually negotiated programmes of 

training or even effective learning. Open Learning does what people want it to do 

(Temple, 1991:171). 

Temple (1991: 172-178) highlights the following features of Open Learning in 

industry: 
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* Powering learning by empowering ~earners 

Open Learning is essentially about choice at the level of the individual learner. 

Companies have always had something of a choice about training: whether or 

not to do it, for which grabs, through which provider, at what price. To the 

corporate purchaser Open Learning offers improved choice in the way training 

programmes are put together, in timing to fit in with operational requirements 

and in visibility of the products and service. The choices, which are offered to 

the learners by Open Learning, are more significant. It is difficult for those 

who do not work with adult learners to comprehend the extent and severity of 

the revulsion, which they can feel about returning to learning - even young 

workers regard this as a blow to their pride in being adults. Thus any system, 

which removes the more obvious barriers and embarrassments associated 

with a formal learning experience, is bound to be seen as meritorious, almost 

irrespective of its features. Open Learning offers opportunities, which many 

employees who were previously without access to training find revolutionary. 

* Open Learning as a change-agent 

Open Learning has the capacity to contribute to major change in the culture of 

organisations, which, for example the lecture method of training does not 

have. 

* Opening up a learning environment 

Once the purely mechanical 'open' features of Open Learning are taken for 

granted the strategic importance of the approach becomes clearer. Most 

organisations comment on the extent to which relationships at work are 

changed. The learner's line manager becomes a fa'cilitator of learning as well 

as a boss; the learner's workmates become supporters of learning, not just 

fellow-sufferers. 
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* Patterns of approach to Open Learning 

Even the most idiosyncratic companies do not go it alone into Open Learning. 

The vast majority gets their advice and information 'from private Open Learning 

consultants, colleges of further education. individual materials providers. 

higher education institutions and trade unions. 

* Moving towards strategy 

Few organisations have been in a position to move directly to a strategic 

approach to Open Learning. The move to a strategic place can be more easily 

seen if the Open Learning itself contributes visibly to strategy. lei (which 

exactly fits this category, having gone into Open Learning as a 'flagship' 

project under Open Tech) rapidly used up an edition of 180 000 copies of an 

Open Learning pack on the company's value system, which also went to 

overseas plants in countries such as Japan and Brazil. Often the incremental 

growth accompanying the initial use of Open Learning is simply accelerated. 

and Open Learning, from being a minority sub culture becomes mainstream 

and even the preferred option. Open Learning now has enough of a track 

record and range of products to make this mainstream approach possible in 

larger companies with enough training professionals to organise the necessary 

infrastructure. 

2.8 VOCATIONAL DISTANCE EDUCATION 

Rumble and Oliveira (eds.) (1992: 3-4) argue that Distance Education has existed 

since at least the 1830's, and that it has over the years been widely used for 

vocational. professional and technical education. The twentieth century has seen 

a further growth in jOb-related correspondence and Distance Education. For 

example. in the former German Democratic Republic, Distance Education at the 

higher education level. has from the beginning of the 1970's emphasised those 
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basic fields (technical, agricultural, economic sciences and sciences) where the 

production of graduates is felt to be important for improving the performance of 

the economy. In many Third World and developing countries, Distance Education 

is seen as a way of developing the trained work force needed to meet the needs 

of a modernising economy and other changes affecting their work. In China, the 

impetus for the development of Distance Education came from the need to train 

'millions of junior and senior technicians, managers, directors, engineers'. 

Current policy is based on the principle that the primary goal of higher 

correspondence education is to serve economic reconstruction. 

It is clear therefore, that Distance Education offers a means of delivering 

vocational, job-related training to employees within a single enterprise or sector, 

or more generally in industry, business, commerce and the public services in 

general. It is equally clear that there are widespread vocational needs for 

education and training - individual, organisational and societal, which could be 

satisfied by Distance Education means. One of the major preoccupations is how 

to do this. This is not a question of technical means, although there are 

technological issues, which need to be addressed. It is more a question about 

expansion and provision and opportunity for access. There are therefore certain 

needs-market, cost, prices and expansion. Solutions need to be found if we are 

to expand vocational education at a distance to satisfy the needs of individuals, 

enterprises and society, for a weI/-trained, well-educated work-force (Rumble & 

Oliveira (eds.), 1992:8). 

2.9 RELATED TERMS 

2.9.1 Educational Technology 

Educational Technology plays an essential role in Distance Education. The term 

'Distance Education', however, is meaningless if it were forced to include all forms 
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of Educational Technology or of education at a distance. The distinction between 

the field of Educational Technology and Distance Education is an important one. 

• 	 In Educational Technology the technology is usually a supplement to the 

teacher; in Distance Education it is usually a substitute for the teacher; 

• 	 Technology as a supplement to the teacher always makes the teaching more 

costly, in theory, than a teacher without technology; 

• 	 Educational Technology in conventional education is normally used in 

classrooms or lecture theatres or specially constructed resource centres; 

• 	 In Distance Education the technology may make the teaching either less costly 

or more costly and may obviate the need for the provision of educational 

buildings and classrooms (Keegan, 1990:25). 

Boyd (1988:114) defines Educational Technology as follows: 

"Educational Technology is engaged in the task of choosing 

and deploying various forms of strategies, systems, 

programmes and machines to meet the educational needs 

and aspirations of our clients". 

2.9.2 Instructional Design and Instructional Systems Design 

2.9.2.1 Instructional Design 

Keegan (1994:237) argues that the concept of 'Educational Technology', which is 

widely used in a number of countries, will no longer be sufficient in a post

industrial era. This presupposes that instruction can be planned, evaluated and 

improved considerably in a similar way as the production of goods. Therefore 

other theoretical explanations and modes of teaching and learning are considered 
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in line with new phenomena of post-industrial society. This, he calls 'Instructional 

Design'. This is a model, which revolves around a concept that teaching is more 

than a handicraft and technique, it is an art as well. The term 'design' is partly 

used because of its origin in the fine arts. It suggests that persons who design 

instruction are fully aware of unpredictable factors of the learning situation, 

factors, which are new and cannot be standardised. This refers to the more 

pragmatic, but also to the aesthetic, ethical and moral dimensions of instruction. 

The features of this concept are: 

• 	 Students and their learning take precedence over teachers and their 

instruction. 

• 	 Teaching does not primarily mean the direct intervention of a teacher but 

rather the development of favourable learning environments. 

• 	 The educational quality of a learning environment is not only measured with 

regard to professional norms or pre-determined teaching objectives, but also 

with regard to its functionality, its meaningfulness and the quality of life it 

brings. 

The concept of Instructional Design is a typical product of our time indicating the 

transition from the modern to the post-modern society. Therefore if developers of 

Distance Education want to utilise this concept, certain fundamental changes 

need to be considered. Ways will have to be found where the learner takes the 

initiative in most phases of the teaching-learning process. The planners of 

Distance Education will also have to concentrate on the task of dealing with the 

students indirectly - that is, by developing learning environments which are 

conducive to Open Learning situations in which the students are encouraged to 

become active in organising and managing their learning processes themselves 

(Keegan, 1994:237). 
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2.9.2.2 Instructional Systems Design 

Garrison (1991 :96) says there are two relatively distinct phases to the educational 

transaction. The first phase is concerned with planning instruction and 

developing instructional materials. The emphasis in Distance Education has 

traditionally been on this phase, with little or no student input. The second phase 

relates to the management of learning and the instructional process. When it 

comes to Instructional Technology in Distance Education there must be synergy 

between the phases and other elements within the process. Instructional Systems 

Design (ISO) is therefore an attempt to integrate all these phases and elements of 

the planning and delivery process. 

The ISO model is a series of steps aimed to solve Instructional Design problems. 

A basic ISO model is described as consisting of five phases and a continuous 

evaluation or quality control function throughout. The phases are 

• 	 analysis 

• 	 instructional design 

• 	 instructional development 

• 	 course del ivery 

• 	 evaluation and revision 

* 	 The analysis phase includes inter alia consideration of the studentsllearners 

abilities and needs, available instructional materials, instructional environment, 

learning outcomes and instructor's attributes. 

* 	 The design phase is a blueprint specifying the details of the course, the 

content, delivery, mode, course management and evaluation method. 

* 	 Instructional development can be relatively efficient if the development of 

original material is not required. On the other hand it can be relatively 

complex and time consuming if materials have to be developed from scratch. 
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* 	 Course delivery is usually worked out during the previous phases and the 

role of the instructor may include presentation and organisation of materials. 

Instructors should however be available to facilitate the learning process and 

provide help where needed. 

* 	 Formative Evaluation is ongoing; Summative Evaluation is conducted in 

the last phase to assess the effectiveness of the complete ISO process, with 

revisions following. 

Instructional Systems Design (ISO) is applicable to Distance Education, traditional 

education as well as Adult Education (Garrison, 1991 :97). 

2.9.3 Technology-Based Training (TBT) 

2.9.3.1 What are TBT and 'Interactive media'? 

The term TBT (Technology Based Training) refers to a number of applications of 

technology to training such as Computer-Based Training (CBT), Compact Disk 

Read Only Memory (CD-ROM), Compact Disk Interactive (COl), Interactive Video 

(IV), the Internet and video-conferencing. Interactive multimedia refers to 

combinations of different media along with the opportunity of learners to interact 

with them. To make the information both interesti'lg and accessible to a wide 

audience, most multimedia programmes use interactivity which allows learners to 

review and study the data, ask and answer questions, make choices and 

decisions, experiment with a range of options, and carry out a variety of activities 

and tests to check their understanding. By building an element of 'doing' 

interactivity - into a learning programme, it is possible to raise retention levels to 

about 70 per cent of the material more than twice the retention rate of those who 

simply see and hear what they need to learn. Interaction is crucial to effective 

learning and communications applications (Gough, 1996:76-77). 

-
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2.9.3.2 TBT formats 

There are a growing number of TBT formats now available. Some of the most 

commonly used are CBT, CD-ROM, CD-I and IV. However, as technoiogy 

improves and costs come down, interest is growing in using the Internet, satellite, 

and video-conferencing for training delivery . 

• CBT 

CBT is the traditional way of developing interactive training. It is largely a 

technology-driven medium, which is limited by what the technology allows you 

to do. Expert systems (knowledge-based systems) and artificial intelligence (a 

series of techniques that allow you to use the computer in a more flexible and 

versatile way) are being used in CBT and multimedia generally to simulate 

how a tutor would respond to a learner face-to-face. The role of CBT is to use 

a tutorial style approach to solve training problems. With the rapid growth of 

computers, CBT is probably one of the most widely used TBT formats. 

• CD-ROM and CD-I 

There are a growing number of high-quality generic packages now available 

on CD-ROM and CD-I, covering such areas as management skills, 

communications, finance, induction, health and safety and personal computer 

training. CD-ROM is delivered on a personal computer in the form of a CD 

disk or on the hard disk. CD-I is delivered through a CD-I player (similar to a 

video player) linked to a TV monitor. 

• Video CD 

Video CD is becoming more accessible and is a good format for showing full 

screen 'real' video requiring little interactivity, such as lecturers. The main 

strengths of Video CD are that high-quality sound and video can be stored on 

it. 

= 
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• 	 The Internet 

The Internet is a network of computers that enables users to communicate 

world-wide through phone lines. As long as the computers are linked to the 

Internet, they can receive and transmit any programmed information, be it text 

graphics or sound. As part of the constant search for more innovative and 

creative ways of delivering training, the Internet is offering new opportunities. 

Support for self-paced courses can now be delivered on it. On-line support 

allows communication between tutor and learner, or between students by 

using the conventional e-mail facilities. 

• 	 Satellite Training 

Long-distance interactive training by satellite allows direct access to a tutor 

during the broadcast via a phone link, direct to the studio. The training is 'live' 

and people interested can subscribe and join in various programmes. The 

main benefits of satellite training are that: 

* 	 it can reach many people simultaneously across a large area; 

* 	 it allows a subject expert to reach many people at one time; 

* 	 the interactive element of the telephone means that learners on the 

system can exchange views with one another, contribute to the 

programme itself and influence how the programme is developed. 

• 	 Video-Conferenchlg 

Video-conferencing initially has been seen to be expensive. Now cheaper 

alternatives are beginning to appear and video-conferencing equipment can 

now range from a fixed conference facility, with a standard PC plus built-in 

camera, and a video to a portable system, all linked to a phone. With growing 

numbers of staff no longer based at one specific location, the Internet and 

video-conferencing can provide such facilities such as e-mail, voicemail and 

faxback. Not only will these facilities help individuals keep in touch with their 

company, they will also provide opportunities for the delivery of training (with 

on line support) to staff in remote locations (Gough, 1996:79-87). 
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2.9.4 Education, Training and Development (ETD) 

2.9.4.1 Education 

"Education has become increasingly important in all spheres or aspects of South 

African life. Many organisations recognise that something must be done about 

the education crisis in the country and are prepared to make a contribution in this 

respect. Educating South Africa's youth and adults provide building material for 

the future" (Jerling, 1996:3). 

According to Harrison (1989: 12) education directly and indirectly affects the 

development not only of knowledge and skills but also of character and culture, 

aspirations and achievements. Van Dyk, Nel and Loedolff (1992:147) define 

education as activities aimed at developing the knowledge, moral values and 

understanding required in all aspects of life rather than knowledge and skills 

related to only a limited field of activity. Buckley and Caple (1995:14) share the 

above views when they state that education is a process and a series of activities 

which aim at enabling an individual to assimilate and develop knowledge, skills, 

values and understanding that are not simply related to a narrow field of activity, 

but allow a broad range of problems to be defined, analysed and solved. 

2.9.4.2 Training 

Without denying the point about integration, Buckley and Caple (1995:14) 

distinguish between training and education. Training usually involves the 

acquisition of behaviours, facts, ideas that are more easily defined in a specific 

job context. Training is more job-orientated than person-orientated. Education, 

on the other hand, being more person-orientated, is a broader process of change 

and its objectives are less assessable to precise definition. 

Other authors hold a similar view regarding the concept training. De Cenzo and 

Robbins (1994:255) say: "Training is a learning experience in that it seeks a 
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relatively permanent change in an individual that will improve his or her ability to 

perform on the job". Rothwell and Kazanas (1994:297) speak also of training as 

learning related to a present job situation. It narrows therefore the gaps between 

what individuals know or can do and what they should know or do. Training 

relates to performance, which is the result of a pattern of actions carried out to 

satisfy an objective according to some standard. It is not the same as behaviour 

which is observable action. Performance is equated with results; behaviour is 

only equated with actions taken if this relates to managerial behaviour. 

Van Dyk, et al. (1992:148) however take the definition further to include the 

human resource element. They define training as the systematic process of 

changing the behaviour and/or attitudes of people in a certain direction to 

increase goal achievement within the organisation. It is seen as an essential 

component of the organisation and is considered an important management tool 

used to develop the full effectiveness of the organisation's most vital resource: its 

people. 

2.9.4.3 Development 

According to Harrison (1989: 12) development is the primary process through 

which individuals and organisations can achieve their fullest potential over time. 

Bernardin and Russel (1993:297) hold a similar view when they state that 

development refers to learning opportunities design~d to help individuals grow. 

These opportunities are not limited purely to improving employees' performance in 

their current jobs. All education and training therefore includes development. 

Buckley and Caple (1995:14) describe development as the general enhancement 

and growth of an individual's skills and abilities through conscious and 

unconscious learning. Another view is that of De Cenzo and Robbins (1994:255) 

who suggests that development focuses on future jobs in the organisation. As the 

individual's career progresses, new skills and abilities are required, e.g. for 

management positions. "Development refers to development possibilities within a 
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job/position for a specific employee, with reference to the employee's personal 

growth and personal goals" (Gerber, Nel & Van Dyk, 1993:49). 

Van Dyk, et al. (1997:227) however confine the concept development to 

management when they state that development is aimed at employees serving in 

a managerial capacity or preparing for managerial posts within the organisation. 

It is essentially directed towards preparing supervisory and managerial personnel 

for subsequent levels of management. It can be seen as a process by which 

managers obtain the necessary experience, skills and attitudes to become or 

remain successful leaders in their organisation. 

Jerling (1996:3) concludes that although we can separate education, training and 

development in theory, in practice all three have often been used interchangeably 

and argues for an integrated, inclusive approach, meaning that the concepts 

education, training and development should be seen in relation to one another if 

both the organisation and employees are to benefit from training. Education is 

essential for every individual both for life in general and the workplace in 

particular. Training and development will only succeed if an individual has 

received an adequate standard of education. Development, on the other hand, 

should enrich not only the individual, but also the group, the organisation and the 

community. The three concepts are therefore inextricably interrelated. 

2.9.5 Management Education and Management Deyelopment , 

2.9.5.1 Management Education 

Beardwell and Holden (1994:375) state unequivocally that management training 

and education are not management development. They say: "Management 

education and training are important components in a developed programme but 

they do not by themselves constitute management development. When we 

educate managers, we seek to introduce, extend or improve their learning and 

understanding about the managerial world they occupy. Management training 

-
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tends to be more specific and short term. It is primarily concerned with teaching 

managers the skills to perform their jobs more effectively. For example, managers 

will attend short courses during their careers on a whole range of business topics 

such as financial planning, improving communication skills, etc." 

Skinner and Ivancevich (1992:381) state that training and development include 

activities that inform employees of policies and procedures, educate them in job 

skills and develop them for future advancement. 

2.9.5.2 Management Development 

Mullins (1994:682) holds the view that there is no single, agreed definition of 

management development. A common view is that whereas training is concerned 

with the achievement of effective performance in the manager's present job, 

development is concerned with preparing the manager for expected changes in 

the job, or for an anticipated future job or role. Skinner and Ivancevich (1992:383) 

say that management development is a process of developing and educating 

selected personnel in the knowledge, skills and attitudes needed to manage in 

future positions. 

Beardwell and Holden (1994:381) conclude with the following propositions: 

• 	 Management development can be viewed a~ a source of competitive 

advantage and a strategic tool for developing organisational effectiveness. 

• 	 Management development is a function of business strategy and achieving 

congruence between strategic goals and management development is vital. 

-
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2.10 OTHER RELATED TERMS AND INITIATIVES 

2.10.1 National Training Strategy Initiative (NTSI) 

2.10.1.1 Introduction 

During the period 1989 - 1994, there were a number of groupings that began 

exploring ways in which the South African education and training system could be 

transformed. They include the work done by NUMSA and COSATU in 1989; the 

National Educational Policy Investigation (NEPI) in 1992; the work conducted 

under the auspices of the National Training Board (from 1993); the PRISEC work 

(1993); the ANC Draft Policy for Education and Training (1994); and the 

subsequent reports produced by the Implementation Plan for Education and 

Training (IPET) working groups under the auspices of the Centre for Education 

Policy Development (1994). There was also a range of policy proposals put 

forward by various national and regional sector groupings. 

Four stakeholder groupings had entered the National Training Board process with 

concerns closely related to the needs and conditions of their constituencies. Two 

of the four, employers and labour, were used for bargaining against each other in 

an industrial relations framework. The other two were new to this type of 

engagement. 

* 	 Given the particular moment in the history of our country, the state grouping 

had a rather complex configuration. The official state representatives 

represented two departments from the "old" state-Education and Labour 

(called the Department of 'Manpower' at the time). The "new" or "shadow" 

state representatives came in under the ANC-COSATU alliance. The latter 

grouping therefore did not officially represent the state, yet their concerns 

(many of which were shared by the official state representatives) dominated 

the agenda. In a nutshell, their views were that any new education and 

-
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training strategy should address the concerns of economic reconstruction and 

growth and should lead to active labour market policies. 

* 	 Employers shared the concern about economic growth and highlighted the 

issue of global competitiveness. They placed particular emphasis on the need 

to improve productivity through worker training. 

* 	 Labour concerns (driven by COSATU representatives) revolved around the 

need for employment security and employment growth for their members, as 

well as the need for progression or career paths that would be opened up by 

access to education, training and development opportunities. They strongly 

articulated a need for the provision of Adult Basic Education as an integral part 

of formal or accredited learning. 

* 	 Providers were concerned about the fragmented systems of learning that 

prevented the possibility of continuous learning pathways; the curriculum 

shifts that would be required and the competence of the people currently 

teaching or instructing learners (Human Sciences Research Council, 1995:36

37). 

2.10.1.2 Core National Training Strategy 

The Task Team (representing the four-mentioned sta,keholder groupings) defined 

a core strategy for South Africa in the following terms: 

"Education and training must empower the individual, 

improve quality of life and contribute towards development 

targets in the national economic plan through a national 

qualifications framework". 

The essential elements emanating from the core strategy are: 
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f" 	 The nucleus of the strategy is a National Qualifications Framework specifying 

learning in terms of national and international outcomes. 

* 	 In a country such as South Africa it is accepted that a formal qualification 

provides a better opportunity for employment in both the formal and micro

enterprise sectors, and leads in its turn to an improved quality of life. A 

nationally recognised qualification obtainable via a multiplicity of acceptable 

education and training sources should satisfy that need and concurrently 

encourage the development of a culture of learning. 

The National Qualifications Framework provides a means to meet the needs of 

the key stakeholders who are: 

* 	 The State 

* 	 The community whose needs for development are underwritten by the access 

to adult basic education linked to the appropriate national education and 

training qualifications. 

* 	 The business sector whose support of educating and training the workforce 

is linked to the realisation that it can enhance productivity, business growth 

and profit, while providing the opportunity to make a contribution to the 

community in general and specifically that from which their workforce is drawn. 

Their investment in education and training is enhanced by the assured 

standards of performance within the National Qualifications Framework. 

* 	 The labour organisations whose essential goal of ensuring the well being of 

the workforce is supported by the ability to develop and reward them on the 

basis of a National Qualifications Framework, and 

* 	 The providers whose ideal of developing people is facilitated by the existence 

of a National Qualifications Framework (National Training Board, 1994:10-11). 
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2.10.2 National Qualifications Framework (NQF) 

The starting point of the national training strategy is the development of a National 

Qualification Framework (NQF). A National Qualification Framework is based on 

a system of credits for learning outcomes aCl"lieved. A learning outcome is 

essentially a capability developed in the learner reflecting an integration of 

knowledge and skill, wl"lich can be understood, applied and transferred to different 

contexts. Full-time, part-time or distance learning might achieve qualifications, by 

work based learning or by a combination of these together with the assessment of 

prior learning and experience. 

The framework incorporates education and training in the same framework. 

The NQF is intended to: 

* 	 introduce a fair assessment system which measures achievement against 

clearly stated standards; 

* 	 establish a dynamic and flexible system which measures achievement against 

clearly stated standards; 

* 	 encourage more people to participate in further edJ.lcation and training; 

* 	 develop learning which is relevant and responsive to the needs of the 

individual, the economy and SOCiety; 

* 	 promote access to learning; 

* 	 provide a variety of routes to qualifications; 

* 	 simplify the structure of qualifications; and, 

-
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* 	 provide national quality assurance. 

The National Qualifications Framework: 

* 	 applies to all qualifications; 

* 	 is based on accredited Units of Learning in agreed clusters of learning 

outcomes defined according to national criteria established for the different 

levels; 

* 	 recognise through assessment against national standards, on the job learning 

and prior learning on an equal basis to skills and knowledge acquired in formal 

courses through national certification; 

* 	 have tailored packages of modules developed by 

• 	 public and private providers 

• 	 professional groups 

• 	 industry groups 

• 	 individual groups 

• 	 individual enterprises 

• 	 community-based groups 

* 	 establish a logical and consistent sequence of names for South African 

qualifications and their certificates, and, 

* 	 have all national certificates issued, regardless of level, endorsed by a South 

African Qualifications Authority 

(National Training Board, 1994:14-16). 

aJ' 
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2.10.3 South African Qualifications Authority (SAQA) 

According to the Draft National Qualifications Framework Bill (1995:5) the South 

African Qualifications Authority (SAQA) is the legal structure that enables the 

NQF to exercise its functions. SAQA is furthermore a national accreditation and 

certification authority, a statutory body with jurisdiction over the four sectors of 

education and training to enable them to set up a coherent, integrated system of 

assessment accreditation and registration for all national qualifications offered in 

South Africa (National Training Board, 1994:22). 

Notwithstanding anything to the contrary contained in any other law, the functions 

of SAQA are to: 

• 	 oversee the development of the NQF, and formulate and publish pOlicies and 

criteria for 

=> the registration of bodies responsible for establishing education and 

training standards and/or qualifications; 

=> the accreditation of bodies responsible for monitoring and auditing 

achievements in terms of such standards and/or qualifications; 

• 	 oversee the implementation of the NQF, including 

=> the registration of national standards and qualifications; 


=> ensuring compliance with provisions for accreditation; 


=> ensuring that standards and registered qualifications are internationally 


comparable; and, 

=> the registration or accreditation of bodies, e.g. National Standards 

Generating Body; 

• 	 advise the Minister on matters affecting the registration of standards and 

qualifications; 
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• be responsible for the control of the finances of SAQA 

{Draft National Qualifications Framework Bill, 1995:5-6}. 

2.10.4 Adult Basic Education (ABE) 

Adult Basic Education is the basic phase in the provision of lifelong learning, 

consisting of levels along a continuum of learning aimed at adults with very little 

or no formal schooling, not having the equivalent of a compulsory school-leaving 

certificate. 

The final exit point from Adult Basic Education should be equivalent to the exit 

point from compulsory education. Adult Basic Education has the potential to 

embrace all aspects of training which enable learners to demonstrate technical 

and practical competencies (National Training Board, 1994:29). 

Adult Basic Education should enable individuals to: 

* 	 develop their full potential; 

* 	 participate actively in society as a whole; 

* 	 develop communication skills in their mother tongue and in English; 

* 	 develop skills in Mathematics; 

* 	 shape and develop economic policies to build a democratic society and 

enhance job creation schemes; 

* 	 develop a critical understanding of their society; and, 

* 	 take development initiatives and understand the world of science and 

technology 

(National Training Board, 1994:29-30). 
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2.10.5 Education Training and Development Practitioner (ETDP) 

The term "trainer" is usually associated with training offered by industry and 

commerce. The inclusion of Adult Basic Education (ABE) and community 

development into the training function makes it necessary to develop a new kind 

of trainer to meet the specific demands in South Africa. In addition, the inclusion 

of teachers in technical schools, technical colleges and technikons joins three 

traditionally separate sites of training and begins to dissolve the distinctions 

between the provisioning of formal and non formal training. An inclusive term 

namely "Education Training and Development Practitioner" (ETD Practitioner), 

was adopted in lieu of "trainer" to depict the notion of integration, while at the 

same time recognising the differences, which still exist (National Training Board, 

1994:25). 

2.10.6 Competency-Based Training (CBT) 

Competency Based Training (CBT) can best be explained through a comparison 

with the more traditional training programmes. Perhaps the most fundamental 

difference between these two approaches is that the competency-based approach 

is a very systematic approach to training while the more traditional approach is 

not. Each component of a competency-based training programme is designed, 

monitored, and adjusted with one thing in mind - results (Blank, 1982:4), 

Blank (1982:4) highlights the following four major elements of Competency-Based 

Training: 

Competency-based programmes: 

• 	 Are based solely on specific, precisely stated student outcomes (usually called 

competencies or tasks) that have been recently verified as being essential for 

successful employment in the occupation for which the student is being 

trained. These competencies are made available to all concerned and 

On '__ 



53 


describe exactly what the student will be able to do on completion of the 

training programme: 

• 	 Provide trainees with high quality, carefully designed, student-centred learning 

activities, media and materials designed to help them master each task. 

• 	 Provide each trainee with enough time (within reason) to fully master one task 

before being allowed or forced to move on to the next. 

• 	 Require each individual trainee to perform each task to a high level of 

proficiency in a joblike setting before receiving credit for attaining each task. 

Performance is compared to a pre-set, fixed standard. 

2.11 CONCLUSION 

Chapter 2 provided a conceptual framework in terms of terminology and concepts. 

This detailed exposition serves to provide clarity and clear delineation, as these 

terms and concepts recur throughout the literature review (Chapter 3 and 4). 

---000--
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CHAPTER 3 


OPEN LEARNING: MACROPERSPECTIVE 


3.1 GENERAL INTRODUCTION AND BACKGROUND 

Every community takes measures to see that its members acquire the different 

kinds of knowledge considered necessary for life. Societies, however differ 

considerably with regard to the importance given to learning, the specific aims they 

try to satisfy through learning, and the way in which they attempt to support and 

reinforce learning (Van der Zee, 1996:162). 

Abram (1984:64) states that Maimonides, in the twelfth century wrote the 

following: "Every Jew, whether rich or poor, healthy or sick, at the height of his 

powers or old and infirm, has the duty to study. Woodcutters and water-bearers 

figured among their great scholars, even blind men. They studied day and night. 

Until when should a person continue to learn? Until the day of his death. Learning 

is the most important thing of all the rules given in the Torah. Even stronger: 

learning is more important than all the rules of behaviour together. Make learning 

a regular habit. Do not say: 'I'll learn if I have the time. You may never have 

time'," 

These words should be taken into account in the light of the contemporary world

wide debate on educational standards. The pedagogical assumptions, on which 

present-day curricula are based, are increasingly coming under attack (Van der 

Zee, 1996:162). 

This however, is not a new phenomenon. Nietzsche (1872) cited in Van der Zee 

(1996:162) in the last century complained that educational institutions, far from 

seeking to civilise men and society, teach people to be functionaries and make 

them marketable, 
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Van der Zee (1996:162-163) argues that criticism of our educational system 

should be seen in the context of societal forces that affect learning needs. These 

forces include: 

* 	 the explosion of knowledge and technology; 

* 	 automation in companies and institutions; 

* 	 attempts to make labour and labour organisations more flexible; 

* 	 the economic and political unification of Europe; 

* 	 the innumerable people who have to scrape an existence on the edges of the 

labour market; 

* 	 the tendency toward individualisation; 

* 	 the ageing of the population; 

* 	 changes in the relationship between men and women and parents and 

children. 

Van der Zee (1996: 163-164) in view of the above highlights certain strategies to 

address the diverse and shifting learning needs, which are emerging as a 

response to the combined impact of these social and economic changes. 

* 	 Firstly, there is the more radical proposal for reform, coming from the 

proponents of the movement for the de-schooling of society. This movement 

prominent in the 1970's highlighted the side effects of attempts fixated on 

promoting the extension and perfection of educational facilities. The de

schoolers argue that, little by little a colossal learr:iing factory has been erected 

from which everything resembling education in the original meaning of the word 

has disappeared. Schools have become instruments of repression: reinforcing 

social inequality, keeping people dependent, stubbing out initiative and 

creativity and impeccable common action. 

* 	 Secondly, there is the proposed solution primarily in a new approach to training 

and education. Two different points of emphasis emerge from this approach. 
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1. 	 The introduction of a new or revised educational concept is stressed 

(self-directed learning, problem oriented instruction, learning from 

experience, andragogy). 

2. 	 On the other hand the emphasis is placed on methodology - in the 

design of instruction and for solving performance problems 

(instructional design, educational technology, course planning). 

* 	 Thirdly, the concept of the effective school movement. This research driven 

movement focuses primarily on the organisation of education. Strong 

management, regular evaluation, getting back to basics and a secure and well

ordered school environment have a positive effect on the achievements of 

pupils. 

* 	 Fourthly, an innovation in educational thinking is the Open Learning 

movement. Learner orientation and the flexibility in the provision of learning 

opportunities are the central focus. In practical terms it means open access to 

educational facilities, the application of technology, television, video, telephone, 

computers, etc., the use of self-instructional material. 

3.2 LEARNING IN SOCIETY: THEORETICAL OVERVIEW 

3.2.1 Introduction 

Understanding learning and the underlying theories of learning is essential to the 

development of both the individual and society. Gredler (1997:3) says: "The 

human capacity for learning is an important characteristic that sets the species 

apart from all the others. It provides benefit for both the individual and society." 

Gredler (1997:4) continues this argument by distinguishing between the benefits of 

learning to the individual and society. In an information age the capacity for 

continued learning is particularly important for the individual. New developments 

in technology are both increasing the store of knowledge and the ways that 



57 


information and knowledge are transmitted. Individuals are therefore facing the 

need for continued learning both for the changing job markets as well as taking 

advantage of new opportunities to access information. For society, on the other 

hand, learning is essential in producing group members that can continue to 

promote the customs, values and language of a particular culture. Learning also 

makes possible new discoveries and inventions by subsequent generations that 

build on past developments. 

Both the individual and society have a vested interest in the successful 

management of learning. Individuals who have become skilled at self-directed 

learning are able to acquire a variety of new leisure time and job skills. They also 

have developed the capacity to endow their lives with lifelong creativity. Society 

on the other hand, cannot risk leaving the acquisition of learning to chance. Some 

system is needed to teach the cultural heritage to the young and to train them to 

take on productive adult roles in the society. In primitive societies each member 

acquired the collective wisdom and folklore usually by word of mouth. In 

technological societies, the available knowledge and information are so vast that 

no one can begin to learn all of them. Instead, formal education systems address 

both broad areas of knowledge and areas of particular expertise that individuals 

elect for further study (Gredler, 1997:4). 

3.2.2 Sources of knowledge about learning: Historical overview 

3.2.2.1 Folklore and traditional wisdom 

Gredler (1997:5) says folklore consists of traditional customs, tales or sayings that 

are preserved orally among people. Traditional wisdom, a sub-set of folklore, 

consists of proverbs and maxims that often are derived from experience. An 

example is: "Spare the rod and spoil the child". One problem however, with such 

sayings is their generality. Maxims may be interpreted in a variety of ways and 

therefore are inadequate as guidelines for educational practise. However, there is 

the view, that good teaching practice constitutes a "traditional" wisdom that can 

inform others about learning and instruction. In other words, more can be learned 

from good teachers than from either research or psychology. 

em: .~ 
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3.2.2.2 Organised belief systems 

Early societies lacked systematic means for analysing events. Instead they 

developed some type of organised belief system to explain the world (Gredler, 

1997:5). Two examples are organised myths and philosophy. 

* Organised myths 

The early Egyptians, Greeks and Romans created myths in which different 

gods and goddesses were responsible for particular events in both the natural 

world and human affairs. The early Greeks, for example, believed that 

Poseidon, the sea god caused ocean storms, and lightning bolts were Zeus' 

arrows unleashed in punishment. In human affairs, the goddess Aphrodite was 

believed to influence love relationships, and wisdom was the gift of Athena. 

However these myths did not advance society's knowledge about the actual 

workings of the physical or social environment. 

* Philosophy 

The early myths were gradually replaced by logically consistent belief systems 

known as philosophies. Each philosopher first defined the nature of reality. He 

then proceeded to answer questions such as: What is truth? What is 

knowledge? What does it mean, "to know"? cOr)sistent with his assumptions 

about the nature of reality. The result was a logical unified view of the external 

world and the inner world of the individual. The philosopher Plato, (327-417 

Be), for example, defined reality as the pure ideas of the mind. He believed 

that ideas and concepts are innate or inherited in a form not unlike shadowy 

images. Learning therefore is the process of developing those innate or inborn 

ideas into a knowledge system. In Plato's view, the mind was developed 

through the study of pure forms of mathematics, such as the circle and the 

square and the classics (Gredler, 1997:5-6). 
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3.2.2.3 Learning theory and philosophy 

From a philosophical perspective learning falls under the category epistemology, 

which refers to the study of the origin of nature, limits and methods of knowledge. 

How can we know? How can we learn something new? What is the source of 

knowledge? The complexity of how humans learn is illustrated in the following 

excerpt from Plato's Meno as cited in Shunk (1996:20): 

"I know Meno, what you mean ... You argue that a man cannot 

enquire either about that which he knows, or about that which he 

does not know; for if he knows, he has no need to enquire; and if 

not, he cannot; for he does not know the very subject about which 

he is to enquire." 

Shunk (1996:20-21) argues that there are two positions on the origin of knowledge 

namely, rationalism and empiricism, which in varying degrees are recognisable in 

current learning theories: 

* Rationalism 

Rationalism refers to the idea that knowledge derives from reason without the 

aid of the senses. The distinction between mind and matter which figures 

prominently in the rationalist views of human knowledge, can be traced to Plato 

who distinguished between knowledge acquired vi~·the senses from that gained 

by reason. He believed that material things - houses, trees and so forth - are 

revealed to people via the senses. People acquire ideas, on the other hand, by 

reason, or thinking about what they already know. People have ideas about the 

world and they learn (discover) these ideas by reflecting on them. 

The rationalist doctrine is also evident in the writings of Rene Descartes (1596

1650), a French philosopher and mathematician. Descartes employed doubt as 

a method of enquiry. By doubting, he arrived at conclusions that were absolute 

truths and not subject to doubt. The fact that he could doubt led him to believe 

that the mind (thought) exists, as reflected in his dictum. "I think, therefore I 

tit '$ :; 
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am". Through deductive reasoning from general premises to specific instances, 

he proved that God exists and concluded that ideas arrived at through reason 

must be true. 

* Empiricism 

Empiricism refers to the idea that experience is the only source of knowledge. 

This position derives from Aristotle (384 - 322 Be) who was Plato's student 

and successor. Aristotle drew no sharp distinction between mind and matter. 

His philosophy of learning stated that the external world is the basis for human 

sense impressions, which in turn are interpreted as lawful. The laws of nature 

cannot be discovered through the sensory perceptions. Rather, they are 

discovered through reason by the mind, which takes data in from the 

environment. 

Another influential figure was the British philosopher, John Locke (1632 - 1704), 

who contributed to the movement away from Plato's belief that ideas could be 

discovered through reason alone. Locke believed that there are no innate ideas 

but rather that all knowledge derives from experience. There are two types of 

experience: sensory impressions of the world and personal awareness. At 

birth the mind is a tabula rasa (blank table). Ideas are acquired from sensory 

impressions and personal reflection on these impressions. The mind is 

composed of ideas that have been combined in different ways. The mind can 

therefore only be u'nderstood by breaking down ideas into simple units. This 

atomistic notion of thought incorporates principles of association: complex 

ideas are collections of simple ones. In summary empiricism holds that 

experience is the only form of knowledge. Beginnings with Aristotle empiricists 

have contended that the external world serves as the basis for people's 

impressions. Philosophical positions and learning theory disciplines do not 

correspond exactly. However, behaviourist theories typically are empiricist in 

outlook, whereas cognitive theories incorporate more rationalistic views (Shunk, 

1996:22-23). 

4',.< 
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3.2.2.4 Learning theory and psychology 

* Empirical research 

Gredler (1997:6-7) pOints out that in the mid 16th century, experimentation with 

objects emerged as a new method of developing knowledge about the physical 

world. Introduced by Galileo in the 1500's, it is referred to as the scientific 

approach. One of Galileo's experiments for example, involved dropping 

several objects from the top of a tower and calculating the rate of descent. 

This experiment contradicted the philosophical belief that a pound of lead and 

a pound of feathers fall to the earth at different speeds. Conducting 

experiments greatly expounded knowledge about the physical environment. 

Reliable laws and principles gradually replaced mystical beliefs and contended 

maxims. The science of chemistry replaced the practice of alchemy, and the 

methods of astrology were replaced by the science of astronomy. 

The 19th century therefore set the stage for the emergence of scientific 

empiricism - meaning the accumUlation of facts through carefully designed 

experiments. An educational study conducted in the 1920's illustrates the 

contributions of empirical research to the development of knowledge and 

learning. The experiment, conducted by Edward L. Thorndike, tested the 

"mental discipline" concept that was derived from Plato's philosophy. The 

mental discipline perspective maintained that courses such as Mathematics, 

Chemistry and Latin improved thinking (Le., disc!plines the mind). Thorndike 

compared the achievement of high school students enrolled in classical 

curricula with those enrolled in vocational curricula. He found that the type of 

subject taken by the students did not influence their thinking skills (Gredler, 

1997:7-8). 
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3.3 THEORIES OF LEARNING AND THEORIES OF INSTRUCTION 

3.3.1 What is learning and instruction? Towards a definition 

Van Dyk, et al. (1992:128) state that learning refers to a relatively permanent or 

lasting change in a behavioural tendency, which is a result of specific experiences 

or repetitions of an experience. From this we can see that practice in the 

learning situation is considered the cause of learning, and that learning 

occurs at some point between the cause and the result. We therefore infer 

that learning has taken place when a person can do something later, which he/she 

could not do before. 

Crow and Crow in Knowles (1990:5) state that learning involves change. It is 

concerned with the acquisition of habits, knowledge and attitudes. It enables the 

individual to make both personal and social adjustments. Since the concept of 

change is inherent in (an essential part of) the concept of learning, any change in 

behaviour implies that learning is taking place or has taken place. Learning that 

occurs during the process of change can be referred to as the learning process. 

According to Burton in Knowles (1990:5) learning is a change in the individual, due 

to the interaction between that individual and his/her environment, which fulfils a 

need and makes him/her more capable of dealing adequately with that 

environment. 

From the above definitions we can deduce the following central aspects relating to 

learning: 

• 	 Learning s~ggests a relatively permanent change in behaviour. 

• 	 Learning is the result of experience or practice. 

• 	 Learning enables the individual to cope more effectively with his/her 

environment. 

• 	 Learning does not include the effect of maturation or inherited dispositions 

(tendencies) 

(Jerling, 1996:105). 
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Instruction on the other hand according to Rothwell and Sredi (1992:326) refers 

to the process of guiding the learner through the changes that are implied by 

learning. Instruction is what an instructor does to facilitate (bring about) learning. 

It may be planned or unplanned, and though it is intended to promote learning, it 

may in some cases also stifle it. 

3.3.2 Theories of learning 

According to Rothwell and Sredi (1992:326) writers on learning have proposed 

different approaches to classifying learning theories: 

• 	 Firstly, learning can be viewed as a process of giving information. It is 

sometimes called pedagogy. This theory focuses more on instruction than 

on learning. 

• 	 Secondly, learning can be viewed as an association of a series of stimuli 

and accompanying responses. This theory is called behaviourism. 

• 	 Thirdly, learning can be viewed as a serendipitous (accidental but fortunate) 

result of insight and perception, called cognitivism. 

• 	 Fourthly and finally, learning can be viewed as a means of meeting human 

needs, a theory called developmentalism. 

3.3.2.1 Pedagogy 

Pedagogy is not a formal theory of learning, but is rather an informal philosophy 

about teaching that can be traced to the instructional practices of medieval 

universities. However, it has profoundly influenced modern educational practice 

and is sufficiently pervasive to be considered a formal theory of learning. In 

pedagogy it is assumed that people learn by being exposed to subject matter. 

Pedagogical learning consists of mastering increasingly sophisticated knowledge 
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and the purpose of learning is to absorb information (Rothwell & Sredi, 1992:326

333). 

3.3.2.2 Behaviourism 

Behaviourism is a school of thought that emphasises the role of experience in 

governing behaviour. According to behaviourists, the important processes 

governing behaviour are learned. Both the drives that initiate behaviour and the 

specific behaviours motivated by these drives are learned through interaction with 

the environment. A major goal of behaviourists is to determine the laws governing 

learning (Klein, 1991 :22-23). 

Cotton (1995:42) argues that behaviourists regard learning as a matter of 

stimUlus-response called 'S-R Learning'. When the learner is conditioned to give 

the same response to a different stimulus, it is called 'classical conditioning'. If on 

the other hand the learner is conditioned to give a different response to the same 

stimulus, it is called 'operant conditioning'. 

Behaviourism stresses the importance of external environmental influences on 

specific, observable and measurable human behaviour. Although those who 

belong to the behaviourist school hold a number of differing views, they share 

three primary assumptions: 

• firstly, attention is focussed on present behaviour;.'

• secondly, only external and observable phenomena are important; 

• thirdly, the desired results of learning are specified in measurable terms before 

learning takes place 

(Rothwell & Sredi, 1992:326-333). 

3.3.2.3 Cognitivism 

In contrast to behaviourism, cognitive learning theories are less concerned with 

the outcomes of learning and more with the internal processes of thought that lead 

to performance (Van Oyk, et al. 1991 :204). 
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Rothwell and Sredi (1992:326-333) say cognitive learning theory is concerned with 

insight and understanding. It focuses on the internal and the personal, not the 

external and impersonal influences of stimuli and responses. For the most part, 

cognitivists firmly reject the behaviourist assumption that people are products of 

their environment. Rather they see people as major influences on the 

environment. Cognitive learning theorists see human nature as being more 

complex than behaviourists do. In their view human beings are easily able to 

adapt to their environment and are also capable of changing it. The learner plays 

an active role because all learning is personal and experiential. The facilitator's 

role is to create an environment that will lead to this kind of individualised learning. 

3.3.2.4 Developmentalism 

Developmental learning theory was influenced by cognitive theory and rejects the 

behaviourist assumptions about the nature of human beings. It emphasises 

human freedom, and shares a deep faith in the human capacity to act on the 

environment rather than merely to react to it. Developmental learning theorists 

believe that human beings have a drive to become more of what they are capable 

of becoming. Learning is strictly internal and influenced by human developmental 

stages. Facilitators only facilitate learning, because individuals are self-actualising 

learners (Rothwell & Sredi, 1992:326-333). 

3.3.3 Theories of instruction 

According to Rothwell and Kazanas (1992:333) there are also four general 

theories of instruction that match the four theories of learning, viz., Subject

Centred Instruction, Objectives-Centred Instruction, Experience-Centred 

Instruction and Opportunity-Centred Instruction. 

3.3.3.1 Subject-Centred Instruction 

This theory is based on pedagogical principles and focuses on what will be 

taught. 
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Facilitators who support this form of instruction tend to: 

• 	 plan instruction carefully and base the sequence of instruction on the logic of 

the material; 

• 	 ignore learners experiences; 

• 	 assume that learners will understand that what they learn will have future uses 

that they may not realise immediately; 

• 	 assume that the learner is dependant on the facilitator for guidance; 

• 	 use strong discipline to force learners to be motivated; 

• be experts more on the subject matter and less on the instructural design 

(Rothwell & Sredi, 1992:338). 

3.3.3.2 Objectives-Centred Instruction 

This theory is based on behaviourism and focuses on observable, measurable 

instructional outcomes. 

Facilitators who support objectives-centred instruction tend to: 

• 	 reward learners for correct performance and correct them promptly when 

performance is incorrect; 

• 	 encourage repetition of acts performed correctly; 

• 	 give frequent examinations to gather feedback on learning progress; 

• 	 emphasise ways to elicit numerous correct responses from learners; 

• 	 state objectives clearly in advance; 

• 	 provide many different variations of the same stimuli, because the bond 

between stimulus and response is unique; 

• 	 create an atmosphere of anxiety for learners in order to provide an incentive to 

learn; 

• 	 rely on secondary reinforcements (praise, marks) to encourage learning; 

• 	 establish clearly defined behavioural objectives; 
'I" • measure behavioural change 

(Rothwell & Sredi, 1992:338). 
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3.3.3.3 Experience-Centred Instruction 

This theory is based on cognitivism and focuses on what learners experience 

during instruction: 

In this case facilitators tend to: 

• 	 emphasise learner understanding more than behavioural change; 

• 	 present a step-by-step model of the entire process first and then relate parts to 

the whole; 

• 	 help learners solve problems; 

• 	 serve as consultants to learners engaged in problem-solving; 

• 	 expose learners to various interpretations and viewpoints; 

• 	 encourage unfreezing of learners' stereotypes; 

• 	 encourage restructuring of views so that learners are open to new experiences; 

• 	 encourage the human predisposition to learn; 

• provide reinforcement for student learning 

(Rothwell & Sredi, 1992:339). 

3.3.3.4 Opportunity-Centred Instruction 

This theory is based on developmentalism and focuses on matching individual 

needs to appropriate instructional experiences. 

In this case facilitators tend to: 

• 	 be aware of the learners' cultural background and stage of development; 

• 	 provide challenging learning experiences; 

• 	 individualise instruction; 

• 	 create a supportive climate for individuals and/or groups; 

• 	 help learners clarify their own needs; 
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• 	 encourage students to think for themselves through diligent reflective 

questioning; 

• 	 encourage learner self-direction and autonomy; 

• 	 provide groups of learners with every opportunity to pool individual experiences 

and insights; 

• 	 assess individual readiness to learn by analysing problems that the learners 

currently face in their careers or work; 

• offer instruction in the form of problems rather than facts 

(Rothwell & Sredi, 1992:339). 

3.3.4 Contributions of learning theory 

The early theories of learning were charting new unexplored territory, and in many 

ways seem quite primitive from the perspective of the late 20th century. 

Nevertheless, they provided experimental paradigms for research and introduced 

basic constructs that could be studied systematically in the laboratory or in the 

school setting. Moreover, they were appropriate for the learning needs of society 

at the beginning of the 20th century (Gredler, 1997:352). 

Gredler (1997:352) states that for most of the time, individuals were expected to 

acquire rudimentary skills in ciphering (arithmetic) and reading. Only a few 

became scholars or thinkers. Pavlov's classical conditioning and Thorndike's 

instrumental conditioning addressed these basic learning conditions, which involve 

the linking of a stimulus and a response. Classical GOnditioning demonstrated the 

association of a response to a stimulus through stimulus paring. Although Gestalt 

theory addressed the role of perception in problem solving, the problems were 

either of the puzzle type or relatively rote school problems. 

Classical conditioning failed to fulfil Watson's bold promise that it could explain all 

behaviour. Nevertheless, the paradigm addresses emotional responses to 

otherwise neutral stimuli, such as calendar dates and particular locations. Unable 

to explain the acquisition of complex skills, behaviourism was founded in the late 

1930's when B.F. Skinner introduced operant conditioning. Focussing on 
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response consequences as the key to behavioural change, operant conditioning 

led to programmes in behaviour modification, the teaching machine, and 

programmed learning materials in reading and other areas. The training needs of 

World War II and the later perceived threat of the USSR, however raised new 

questions about learning. Efforts to teach individuals to operate and repair 

complex equipment revealed that teaching the component skills of a complex task 

is essential. The role of component skills, a variable previously unaddressed, 

became the nucleus of Robert Gagne's conditions of learning. A further 

development was the communications research emerging after World War II, and 

the advent of the computer raised another issue in human learning. The argument 

raised was that if computers process information for a specific task, are humans 

engaged in a process not less complex? Those developments validated the 

concerns of theorists and researchers interested in the long-neglected issue of 

mental processes. What followed is referred to as the cognitive revolution 

because the focus on the internal cognitive operations in information processing 

and problem solving, was a major paradigm shift (Gredler, 1997:352). 

Pintrich (1994: 138) argues that the cognitive revolution of the 1960's and 1970's 

was a major discontinuity for psychology and especially educational psychology. 

The interest in cognitive development generated by Piagetian theory and the 

attention to cognitive processes initiated by information-processing theory had a 

profound effect on both theory development and recommendations for educational 

practice. In other words, the cognitive revolution changed the basic constructs 

addressed by psychology and educational psychol.ogy. Instead of observable 

events in the form of stimuli and responses, the basic constructs became the 

mental structures, activities, skills and processes that represent the inward life of 

the mind. 

Western society has become more complex in other ways as well. As computers 

became mainstays of business and industry, individuals in the work force are 

expected to become much more proficient at processing information and problem 

solving. Thus cognitive psychology has a major role to play in addressing learning 

essential for such tasks (Gredler, 1997:353). 
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3.4 CONTEMPORARY TRENDS IN LEARNING THEORY 

3.4.1 Introduction 

In recent years, theory and research have begun to address the many 

complexities inherent in the learning process. However, theory development and 

research face key issues in their efforts to contribute to our understanding of 

learning and instruction. One issue is to address conceptual ambiguities and 

misconceptions related to the theories. For example, the cognitive revolution and 

the theory development on motivation have introduced powerful concepts for our 

consideration. Among them are the concepts of novice and expert problem 

solvers, meta-cognition, self-efficiency, self-regulated learning and the zone of 

proximal development. These concepts however are as yet to be regarded as 

"warm fuzzy's" and ill defined. Further conceptual effort is needed on the 

parameters and components of these terms and their relationships to each other. 

Another important issue is that the introduction of Vygotsky's sociocultural theory 

represented discontinuity with prior theories. Specifically, instead of dealing with 

the individual learner in isolation, his theory places the learner in the larger cultural 

setting. Thus his theory breaks down the barrier between the individual learner 

and the context. Current theory and research therefore are expanding into the 

cultural and social setting. From these developments integrated models for the 

classroom that incorporate knowledge, cognitive strategies, and motivational 

volitional components are needed (Gredler, 1997:354.-355). 

Gordon (1991 :99) says the world at the end of the 20th century is experiencing 

rapid and major shifts in political relationships and world economies. The 

centuries old-shift from an agricultural/industrial basis of production to an 

industrial/cybernetic basis is dominated by electronically mediated political 

economies. 

One result is that education is likely to become critical to society's survival and to 

be appreciated as an increasingly complex process. Some of the new realities 

that theory development is facing are: 
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* 	A redefinition of culture to address the electronic dimensions of interpersonal 

interactions. 

* 	The complexities involved in learning to harness a changing technology to 

master one's thinking and learning. 

Ii< 	 The motivational elements of Lifelong Learning. 

* 	The role of human support in rapidly changing work and learning environment. 

3.4.2 The situated cognitivist 

Since the mid-1980's a somewhat heterogeneous movement, referred to as "the 

situated cognition" or the "situated action" movement, has gained strength. It 

emanates from studies of learning and thinking in everyday situations outside 

educational institutions, from computer scientists looking for alternative models for 

human-computer interaction, and from the socio-cultural or socio-historical school 

of psychology developed originally by Vygotsky and his followers. The term 

"social constructivism" will therefore be used as an umbrella term for a rather 

diverse set of research orientations that have in common an emphasis on what 

surrounds the individual, focusing on relations between individuals, groups, 

communities, situations, practices, language, culture and society. The main 

question that arises is: "How do the surrounding socjal or cultural forces ... make 

certain ways of acting and certain ways of thinking possible for the individual?" 

(Marton & Booth, 1997:11). 

Vygotskian psychology, however, which at least partially inspired the situated 

action view, does have an interest in the "inner" cognitivism puts emphasis on 

explaining "the outer" (acts, behaviour) in terms of "the inner" (mental 

representation). Vygotskian psychology, in contrast tries to explain the "inner" 

(consciousness) in terms of "the outer" (society). Thus the thrust of the 

explanations proposed by the cognitivist and Vygotskian psychologists are in 

opposite directions. In the Vygotskian explanation "the outer' and "the inner" are 
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linked by means of "internalisation". Bereiter (1985) in Marton and Booth 

(1997:12) quotes Curias (1979) and refers to the firsthand account of Vygotsky 

and his group who had "... recognised this as a problem yet to be solved before 

there could be an adequate social-cognitive theory". 

In order to answer the question: "How do we gain knowledge about the world?" 

according to Marton and Booth (1997: 12) one has to transcend the person - world 

dualism imposed by their respective focus on what is within the person and what 

surrounds him/her. One should not consider person and world as being separate. 

One should not, furthermore, resort to hypothetical mental structures divorced 

from the world. Nor should one resort to the social, cultural and world as seen by 

the researcher only. 

"People live in a world which they - and not only the researchers - experience. 

What affects them, and not by what affects the researchers affect them. What this 

boils down to - as far as learning ... is concerned - is taking the experiences of 

people seriously and exploring the physical, the social and the cultural world by 

experience. The world we deal with is the world as experienced by people, by 

learners - neither individual constructions nor independent realities. The people, 

the learners, we deal with are people experiencing aspects of that world - neither 

bearers of mental structures nor behaviourist actors" (Marton & Booth, 1997: 13). 

3.4.3 Socio-historical psychology: Vygotsky and learning potential 

"In the light of the unequal ... educational opportunities in South Africa, some of 

the assumptions underlying psychometric testing for industrial and educational 

selection become questionable. In particular the assumption that ability reaches a 

plateau in all individuals by young adulthood may be invalid. Learning potential 

seems to be a more useful concept than traditional ability ... " (Boeyens, 1989: 

Abstract). 

In modern Western educational settings, post-academic performance is a good 

predictor of future academic performance. Within relatively homogeneous First 

World societies all candidates have been exposed to more or less comparable 
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opportunities. In South Africa, on the other hand there is considerable variation in 

educational quality and in the availability of opportunities for cognitive enrichment. 

Consequently it cannot be assumed that all individuals have been exposed to 

comparable educational opportunities. Almost all students in industrialised 

societies have gone through an educational process designed to optimise their 

performance with the constraints of their potential. In contrast, the disadvantaged 

student in a new enriched educational setting, such as an academic support 

programme, has to adapt to a new set of educational demands. The development 

of more appropriate selection procedures for disadvantaged students requires a 

reconsideration of some of the fundamental assumptions underlying the concepts 

of ability, potential and mental development. Vygotsky was one of the first to 

embark on such an exercise (Boeyens, 1989:3-4). 

Vygotsky (1978:80) states that learning brings about mental development. He 

asserts that the child's intellectual growth is determined by the intellectual climate 

of his environment. He therefore negates the importance of biological motivation 

or readiness. Instead, he claims that the qualities of the learning opportunities 

afforded the child results in cognitive development. 

The popular assumption, that the level of complexity of useful instruction should 

never exceed the present capabilities of the learner, is thus turned on its head. 

Within this theoretical perspective the individual's potential to benefit from 

instruction is the most important variable, and the current intellectual abilit)1 of an 

individual assumes secondary importance (Boeyens, .1989:6). 

Earl Hunt (1980) in Boeyens (1989:6) suggests that intellectual differences 

between people can be explained largely in terms of the amount of knowledge 

available to them. He argues that the traditional psychological investigation into 

intelligence has tended to ignore the importance of individual differences in 

acquired knowledge. He further asserts that differences between people's ability 

test scores are merely manifestations of differences in their knowledge bases, and 

that this is evident in their choices of problem-solving strategies and the 

effectiveness with which they employ these. 
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3.4.3.1 Vygotsky's zone of proximal development 

Vygotsky (1978:86) argues that learning causes mental development. The theory 

of proximal development runs counter to the view that instruction should be 

adapted to accommodate the individual's current biological level of development or 

attained intellectual proficiency. Instead, it suggests that instruction can facilitate 

mental development. 

Vygotsky (1978:86) further states that any attempt to determine a child's learning 

potential should take cognisance of two distinct developmental levels. The first is 

the actual developmental level that the child has reached. Typical ability tests, 

.such as 10 tests, assess this level of current general ability, This "actual 

developmental level" measures represent the acquired problem solving skills and 

strategies that the individual has at his or her disposal at a given time. In 

traditional testing situations (where intelligence is viewed as a static fixed 

quantity), this measure alone is typically employed to predict future cognitive 

development. The second developmental level that Vygotsky distinguishes is the 

"potential developmental level". This is the level of problem solving proficiency 

that the child can reach when assisted by an adult or by capable peers. The 

difference between the actual developmental level and the potential 

developmental level is termed the "zone of proximal development" or ZPD. 

Vygotsky (1978:87) states: "What is in the zone of proximal development today 

will be the actual developmental level tomorrow", ~n other words the level of 

problem-solving proficiency that a child is able to reach with help, Le. the potential 

level of development, is indicative of the actual level of development that may be 

reached in the future (Boeyens, 1989:18). 

Boeyens (1989:18-19) argues therefore that according to Vygotskian terms, the 

learner who is functioning within his or her zone of proximal development (ZPD) is 

only able to do so because of the meta-cognitive load that the teacher temporarily 

takes over. There is therefore a strong similarity between this conception of the 

process of learning and Feuerstein's theory. Feuerstein stresses that by 

mediating the teacher enables the child to gain from direct environmental 
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exposure later. Similarly the child who is effectively supported whilst functioning in 

the ZPD will later be able to perform the meta-cognitive aspects of the cognitive 

task independently. 

The ZPD thus represents the individual's susceptibility to intervention or 

instruction. It is therefore not the ZPD alone that predicts the future performance 

of the individual, but rather the level to which the ZPD can potentially increase 

current ability. Therefore if a testee is tested on a psychometric ability test, then 

given a lesson to improve his performance on the test, and then again tested on a 

highly analogous test, the improvement in performance that the testee exhibits 

following the lesson is indicative of the improvement in academic performance that 

this individual may be able to achieve following exposure to an enriched academic 

environment. The extent therefore, to which a previously disadvantaged student! 

learner will benefit from an enriched educational environment is determined largely 

by his or her potential to benefit from instruction. It can therefore be postulated 

that if an individual is exposed to an enriched educational environment the extent 

to which he will be able to benefit from this exposure will be determined by the size 

of his ZPD (Boeyens, 1989:19-20). 

3.5 OPEN LEARNING: BRIEF HISTORICAL PERSPECTIVE 

3.5.1 Introduction 

The idea of an open university is commonly thought of, at least in Britain as being 

a modern invention, an idea which, until very recently has been of relatively 

marginal significance. Nothing could be further from the truth. A number of 

models of British 'open universities' have been extant during the last two centuries, 

and their provision has had enormous impact extending educational opportunities 

to hundreds of thousands of people who could not make use of more 

'conventional' courses. The most important British open university model during 

this period from its foundation in 1836 as a distance examining system up until the 

present day, has been the University of London. This is of course, not the only 

function that the University of London has pursued, but it has been a significant 
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one. Hundreds of colleges, polytechnics and schools, as well as thousands of 

private students and tutors, both in Britain and overseas, have been associated at 

various times with the University. Dozens of these institutions have subsequently 

become universities in their own right, while the London model has in addition 

served as a pattern for a series of new university foundations. Many other British 

higher education institutions have also functioned, at least in part, as open 

universities during the last two centuries. Both the Royal University of Ireland and 

the University of St. Andrews operated extensive distance examining systems. 

The university extension movement which galvanised English adult education in 

the late nineteenth century, and the more general openness of access practised 

by the mid-nineteenth century Scottish universities, offer two further models. 

Much more recently, the Open University and other providers of Open Learning 

have appeared on the scene. Viewed in their proper historical context, these 

latest examples can be seen as part of a continuing and developing pattern (Bell & 

Tight, 1993: 1). 

3.5.2 Alternative learning traditions: Open or closed? 

Observers of British higher education rightly see the 1980's and 1990's as a period 

of intense change. The number of institutions calling themselves universities has 

almost doubled. The enterprise culture has increasingly flourished in an academic 

context, encouraged by a government less willing than its immediate predecessors 

to pour money into higher education without asking questions about how it is 

spent. All kinds of new courses have been created especially for business people 

and managers, for new groups of professionals seeking training and for old groups 

of professionals needing updating. The whole organisation of research and the 

measurement of its worth has been renovated, while the ending of tenure has 

shaken the previous security of academics themselves. Not surprisingly, amid 

such turmoil the universities and their supporters have sought out and clung to 

what they see as the unchangeable and unchanging certainties of academic life. 

Many of these 'certainties' however can be all to easily challenged by the historian 

and form a very flimsy basis on which to defend current practice as a 

manifestation of traditions hallowed by the centuries. Many of them have been 
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'traditional' only in the twentieth century, even just the late twentieth century, and 

only in Britain (Bell & Tight, 1993:11). 

The late twentieth century introduction of an Open University with no entrance 

requirements has usually been seen as a remarkable, even astonishing 

innovation, but an innovation designed to meet the needs of a very special group 

of students. Its abandonment of selection procedures was not seen as providing a 

new basis for the general organisation of undergraduate studies. Rigorous 

selection procedures continue to be operated in the rest of the university world and 

are seen as an unchanging necessity. The fact that entrance requirements, even 

of a less strict kind, were usually unknown in the universities of earlier centuries is 

a circumstance largely unknown. Indeed 'tradition' is often invoked as a 

justification for the defence of entry standards (Bell & Tight, 1993:12). 

Bell and Tight (1993:12) continue this argument and states: "All too often the 

practice and conventions of our own day are influenced by a faulty view of the 

past. It is widely assumed, to give other examples, that universities have always 

been governed by an academic elite, maintaining and demanding universally high 

standards from both staff and students; that universities have always had serious, 

scientifically respectable research as the core of their activities; that entry to 

universities was until the mid-twentieth century largely reserved for a social elite, 

and that their doors were only finally opened to all the talents by a benevolent 

welfare state. Yet none of this is true." 

3.5.3 Models of Open Learning 

3.5.3.1 Traditional: The University of London 

* Introduction 

The University of London has, virtually throughout its history, provided 

opportunities for higher education to be pursued at a distance from its 

associated educational institutions. The provision of distance education has 

not been its only (or even necessarily its central) function, of course, and it has 



78 


been offered in a particular way - that is to say largely through its examination 

system - and in part indirectly. This function was however especially important 

and increasingly controversial during the second half of the nineteenth century. 

Once the University had been clearly established as an examining and 

accrediting system, few restrictions were then placed by it either on the 

location, time or pace at which its students might study, or on who may study, 

or on the subjects, which they could study. Indeed, towards the end of the 

century the institution opened itself up further by relaxing such restrictions as 

then existed, enabling women to enrol on an equal footing with men, permitting 

students to both study and sit examinations throughout the Empire (and 

beyond) and expanding the range of subjects, syllabuses and qualifications 

available. Seen in their context, the University of London represents a major 

and early example of a British open university, an example which was much 

copied and highly influential (Bell & Tight, 1993:28). 

* Historical Development 

Bell and Tight (1993:28) argue that the history of the University of London has, 

perhaps somewhat surprisingly been the subject of relatively little serious 

study. This could, in part, be ascribed to the relative complexity of the 

institution, but also probably has to do to a large extent with the lack of 

identification with the University felt by many of those that have worked for or 

studied with it. 

The so-called 'University of London' began its life in 1826 in the guise of a 

limited liability company with buildings in Gower Street, which was then on the 

outskirts of the city. This institution subsequently became known as University 

College. Other institutions, which later became part of the University proper, 

most notably many of the medical schools, had been established long before. 

King's College, chartered in 1829, was set up shortly afterwards as an Anglican 

rival to the original 'godless' foundation. Intervention by government, acting in 

a mixed spirit of compromise and innovation, soon regularised the situation, 

and the University of London received its first charter in 1836 as a state 

examining body. University College, King's College and other approved 
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institutions were permitted to prepare their students for its examinations (Bell & 

Tight, 1993:29). 

Hart (1986:25) in this regard argues that the Nineteenth-century University of 

London was, in modern terms, an amalgam of an Open University and a 

Council for National Academic Awards. It had neither the technology of the 

one, nor the system of inspection of the other, but its functions were perceived 

as a type of cross between the two. 

Kingdom (1991 :33-34) commenting on the development of current examination 

systems says the development of examinations for school students during 

most of the 19th century is inextricably linked with the spread of the University 

of London degree and pre-degree examinations throughout Britain and the 

developing British Empire. 

The University of London later pursued a more radical path. In 1854 the 

University Senate received two lengthy memorials from the subscribers to the 

journal, The Popular Educator, arguing: "That in consequence of the 

increasing demand for the diffusion of useful knowledge, the extension of the 

blessings of education and the equitable distribution of the honours and 

rewards of learning, among all classes of the community, it would seem to be 

both wise and politic, on the part of a liberal and paternal Government, to throw 

open the Royal Road to the valuable and permanent distinctions which the 

University of London confers upon its members ,to all the aspiring and self

taught students of the British Empire, irrespective of their various conditions in 

life, or of the different places and ways in which they have acquired their 

learning" (ULSM, 1854:3). 

The University's intention to do just that was signalled in a new draft charter 

prepared in 1857. A torrent of objections were soon received - from University 

College; King's College, 16 other affiliated institutions, professors, lecturers, 

graduates, undergraduates and other established interests who asked to 

restrict access to the University's examinations. However the Senate, (or 

rather key members of it) secure in its belief in the values of free trade, self 

1 
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help and examinations felt quite able to overrule these objections (Bell & Tight, 

1993:31). 

Bell and Tight (1993:31) conclude: "The 'Royal Road' was thrown open by the 

new Charter adopted in 1858. With hindsight, this action may be seen as one 

of the most significant developments in higher education policy in this century. 

From that date, the University's non-medical examinations, from matriculation 

level upwards, were open to all corners anywhere in the world '" The 

University was no longer concerned whether its students had pursued a course 

of study at a recognised institution, or studied with a recognised tutor, or had 

gained their knowledge purely by self-study. Henceforth, all were to be allowed 

to enter the examination system on equal terms." 

3.5.3.2 Contemporary: The Open University 

The current British understanding of distance education and Open Learning has 

been largely constrained by one prominent sample: that of the Open University. 

Its example has been regularly compared, especially by those working for the 

Open University, with older established forms of correspondence education, and 

has been argued to be both technologically and educationally superior. The 

British Open University has also served as an inspiration for educators and 

politicians in many other countries, where its example has been updated and 

modified to suit local circumstances. Indeed, in any estimation the Open 

UniverSity idea must rank as one of the major British intellectual exports of the last 

two decades; much as the University of London model was in the late nineteenth 

century and in the period immediately following the Second World War. Within the 

United Kingdom, the Open University has been one of the major stimuli to the 

recent development of Open Learning, and its application to all levels and types of 

education and training (Bell & Tight, 1993: 130). 

Bell and Tight (1993: 130) cite the following typology of contemporary models of 

distance education and Open Learning: 

.u 
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* 	 Independent correspondence colleges (for example, the National Extension 

College, the Rapid Results College) offering print-based courses through the 

post. 

* 	 Independent distance teaching institutions (for example, the Open University of 

the United Kingdom, Athabasca University in Canada) offering courses using a 

variety of media: print, audio and video topics, broadcasts, telephone and 

computer conferencing, etc. 

* 	 Dual mode institutions (for example, the Australian universities) offering both 

distance and face-to-face instruction in a range of subjects. 

* 	 Correspondence/external/independent study/Open Learning departments or 

units, within institutions focusing on face-to-face instruction (for example - the 

distance courses in business administration offered by the Warwick University, 

Cranfield Institute of Technology and others). 

* 	 Institutions, which offer distance education or Open Learning through consortia 

(for example the recently launched Commonwealth of Learning and Open 

Polytechnic, the former University of Mid America, the National Distance 

Centre in Ireland). 

* 	 Examining validating/accrediting bodies, which also offer some teaching 

support (for example the arrangements for indep.endent guided study recently 

introduced by the University of London external degree system). 

* 	 Distance/independentlopen/self-directed learning, with the individual student 

using such materials as are available or desired, whether these have been 

designed for learning or not, and without any support from an institution (that is 

private study). 
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THE OPEN UNIVERSITY 

"The Open University was, and in many respects remains, a child of the 1960's. It 

had its origins in the coming together at that time of related political and 

educational developments. On the one hand, there was the desire and the 

commitment of the then leader of the Labour Party, Harold Wilson, and one of his 

senior colleagues, Jenny Lee, to introduce a major egalitarian innovation into what 

had become a narrowly elitist educational system; and thereby provide a stimulus 

to economic and technological development. And, on the other hand, there was 

the impetus produced by the expansion of adult education, the desire to develop a 

system for supporting London external degree students and the excitement 

generated by a series of educational experiments using radio and television" (Bell 

& Tight, 1993: 133). 

Bell and Tight (1993: 134) state that after the Labour Party came to power in the 

1964 general election, a University of the Air Advisory Committee chaired by 

Jenny Lee, was duly established. This recommended the adoption of a teaching 

system which would make extensive use of prime time broadcast television, the 

provision of a general degree curriculum in arts, engineering, science and social 

sciences and a focus on home-based 'second chance' students with no formal 

entrance requirements to be imposed. As the ensuing White Paper in 1966 made 

clear, much stress was to be placed on the comparability and purity of esteem, 

which the new institution would enjoy with existing universities. 

The Secretary of State for Education and Science (1966:3, 5-6) stated the 

following: 

"In the educational world, as elsewhere, technological discoveries are making a 

profound impact. Television and radio, programmed learning and a wide range of 

audio-visual aids have already brought about considerable changes. The most 

important, undoubtedly, is that the best of our teachers can now be made available 

to vastly wider audiences. A distinguished lecture that at one time might have 

been heard only by a handful of students, or a few hundreds at most, can now be 

broadcast to millions of listeners. It has, therefore, become possible for the first 

time to think in terms of a University of the Air ... The government's new teaching 

,-1' 
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techniques and teacher/student relationships, an open university providing degree 

courses as rigorous and demanding as those in existing universities can be 

established ... The presentation of courses will variously involve a combination of 

television, radio, correspondence courses, programmed instruction, tutorials and 

practical, short residential courses, and study and discussions at community 

viewing or study centres." 

Regarding the objects of the proposed Open University the following statement is 

of particular significance: "In the past, limited opportunities for education, 

determined by social, economic and political factors have resulted in a low 

educational attainment on the part of a vast number of individuals. This low level 

of attainment has been taken as firm evidence of limited innate ability, which in 

turn was held to justify an absence of any increase in educational provision. It is 

both unjust and unwise to ascribe the adventitious hazards of nurture to alleged 

inherited defects - unjust to the individual, and unwise for society thus to deny the 

greatest number of citizens. For long regarded as a privilege of the few the 

opportunity to engage in higher education is at last becoming widely accepted as a 

basic individual right" (Open University Planning Committee Report, 1969:2). 

Despite widespread, if often narrow minded, opposition from educators, 

commentators and other political parties, a Planning Committee was set up in 

1967 for what had then become known as the Open University. The committee 

reported in 1969, recommending the establishment of an institution, which would 

be structured much on the lines of other recently c~eated universities, but which 

would differ from them in a number of ways. The Open University would focus its 

attention on students who had been 'precluded from achieving their aims through 

an existing institution of higher education'. It would use a fully integrated teaching 

system to deliver courses at a distance through print, broadcasting and part-time 

tuition. And it would provide 'a broadly-based higher education' rather than 

specialist degrees (Open University Planning Committee Report, 1969:5,7,16). 

"On this basis, and at breakneck speed, the Open University went ahead, 

receiving its Royal Charter in May 1969 and beginning to enrol students scarcely 

more than six months later for a January 1971 start. The whole gamble might 
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have been aborted almost immediately, however, when the Conservative Party, 

who had opposed the report of the Planning Committee, unexpectedly defeated 

the Labour Party in the 1970 general election. But the new Secretary of State for 

Education and Science, Margaret Thatcher, was persuaded to give the project her 

blessing, and from then on the Open University never looked back" (Bell & Tight, 

1993:135). 

3.6 CONCEPTUALISATION OF OPEN LEARNING 

3.6.1 Introduction 

The concept of Open Learning seems to have recent origin. However there exists 

a long trend of thinking about the emergence of such a concept. Philosophical 

and psychological bases of Open Learning have been further strengthened 

because of technological advancements, especially in the context of post-industrial 

society. Sociological factors, particularly the upsurge for democratisation of every 

aspect of human and social life have paved the ways for popularisation of Open 

Learning systems all over the world (Sahoo, 1994:1). 

Sahoo (1994: 1) points out that from a philosophical point of view one can witness 

the contribution of naturalists, existentialists as well as pragmatists towards Open 

Learning, expressed in different contexts. Naturalists perceive human learning as 

a natural process. The humanistic ideals as propounded by existentialists place 

much focus on self-study. 

A leading humanist Morris (1969) in Sahoo (1994: 1) highlights that: " the 

individual is his own best and only judge of what he should do; any defection from 

his freedom ... thereby subtracts from his intrinsic humanness. The only adequate 

socio-political order is one which recognises and values the absolute freedom of 

the human person." Basset (1978), another humanist, in Sahoo (1994:1-2), 

supports the above ideas of Morris that students do learning on their own: "As 

their teacher you cannot impose learning upon them; you can only trigger the 

impulse to learn, which must come from within the learner." 
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Sahoo (1994:2) says that developments in the field of learning psychology and its 

contributions to different models of human learning made significant contributions 

to individualised instruction as well as independent learning. Baath's (1979) in 

Sahoo (1994:2) analysis of different teaching models as propounded by different 

contemporary psychologists strengthens theoretical bases of Open Learning 

systems of today. 

Baath (1979) in Sahoo (1994:2-3) has placed such contributions on individualised 

learning as follows: 

• 	 B. F. Skinner's behaviour control model checking student's achievements: 

individualising functions, assess student's entry behaviour; consider special 

abilities; programmed learning material as initial material for individualised 

instruction. 

• 	 E.C. Rothkopfs model for written instruction: helping students get started. 

• 	 D.P. Ausubel's advance organiser's model determines each student's previous 

knowledge and cognitive structure; promote positive transfer to subsequent 

parts of course. 

• 	 K. Egan's model for structural communication individually devised discussion 

comments and 'reverse' assignments. 

• 	 J. Bruner's discovery learning model provides individually adopted help; 

stimulate student's discovery of knowledge. 

• 	 C. Roger's model for facilitation of learning; check 'open' assignments for 

submission; dialogue with each individual student. 

• 	 RM. Gagne's general teaching model - activating motivation, stimulating recall; 

providing learner guidance; providing feedback. 
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"The above contribution of psychologists was witnessed within a wide range of 

structured self-study material based learning to semi-structured and guided 

independenUindividualised instruction over a period of two and a half decades. 

They are very much inspiring from the point of view of moving towards Open 

Learning system" (Sahoo, 1994:3). 

Sahoo (1994:3) continues his argument, and says that besides theoretical 

contributions, a sequential analysis of development of technologies especially 

communication technologies would reveal a lot about the growth of Open Learning 

over a century. 

The post-war period has witnessed the upsurge of democratisation of social life all 

over the world. This has been rationalised that a democratic society stands on 

democratisation of the education system. Conscious efforts have been made on 

liberalisation of education not only from the point of equality of opportunities for 

accessibility but also in the direction of giving equality of opportunities for success 

in educational ventures. Moreover advancement of knowledge and technology 

has placed the formal system of education almost in a fix. There have been 

necessities for extending the scope of education with a lifelong perspective. There 

exists a paradox in the context of the existence of mass illiteracy on the one hand 

and advanced education manpower on the other. Provision of education to all at 

differential levels has been a felt-need of democratic countries especially moving 

towards post-industrial society. Transfer of technology in all walks of life is taking 

place at a fast speed. In this context while provisions are to be made for 

advanced level education for educated manpower all efforts are to be made for 

bringing illiterate masses into the fold of new technology and awareness oriented 

education. The significance of Open Learning on the above issues are very much 

paramount especially in the context of developing countries (Sahoo, 1994:4-5). 
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3.6.2 Towards a definition: From distance teaching to Open Learning 

3.6.2.1 Introduction 

An in-depth look into modern education takes us towards the popularity of Open 

Learning. There have been trends on naming an institution an open school or 

open university. Very often 'Distance Education' is treated synonymously with 

'Open Learning' or 'open university' or 'open school' to 'Open Learning' (Sahoo, 

1994:5). 

We therefore in the first instance, need to clarify current meanings attached to 

distance teaching and Open Learning both in theory and in practice in order to 

move 'beyond distance teaching to Open Learning'. We begin by examining 

distance teaching as it is most commonly conceived of and practised. We then 

describe and discuss different examples of Open Learning, and show how the 

traditional way of distance teaching is an example of one particular type of Open 

Learning that is associated with open access education. We then show that a 

move can be made beyond distance teaching towards a type of Open Learning 

associated with the empowerment of the individual as a learner by abandoning the 

form of education founded on the transmission and instruction and embracing that 

which is founded on each individual's right of access to the creating and 

questioning of their own and others' meanings (Hodgson, Mann & Snell, 

1987:162). 

3.6.2.2 Distance education 

"The term 'Distance Education' (DE) denotes a learner getting education 

remaining at a distance from the teacher or teaching institution. In other words 

Distance Education means instructional activities carried out by the educational 

institution at a distance from the student. A learner need not come to the 

educational institution for studies. He may remain at home or at his workplace and 

continue with studies. His educational activities are organised with the support of 

a DE institution through different means. The DE institution imports instruction 

through printed self-study materials, electronic media and occasional face-to-face 
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contacts between tutor and students, and students and students" (Sahoo, 

1994:20). 

Hodgson, et al. (1987:162-163) spell out key characteristics of distance teaching: 

• 	 In distance teaching, instruction usually involves the design, development and 

production of self-instructional materials in taking the decisions about what 

content is to be included in what order and through what media (e.g. print, 

audio, video) and about what activities are to be carried out by the learner. 

• 	 Responsibility is taken by the institutional providers for the relevance to the 

learner of the knowledge to be learnt and for devising the method of learning. 

• 	 The tutoring role in distance teaching involves working with learners on their 

progress and on any problems they may have with the subject matter itself. 

Learners will be provided with feedback or assignments and on any queries 

brought to the tutor. 

• 	 The assessment role in distance teaching involves judging the relevance and 

adequacy of an individual's learning and giving it a value according to a set of 

criteria for which the educational institution takes responsibility. 

• 	 The counselling role in distance teaching offers learners help with any 

problems not specifically related to their understanding of what is to be learnt. 

• 	 In distance teaching the learning materials developed by the educational 

institution take over the responsibility for instruction from the individual teacher, 

and the means of instruction become centralised and depersonalised. 

• 	 The main function of distance teaching is to disseminate knowledge through 

self-instructional materials. Although provider institutions may vary according 

to the emphasis afforded to tutoring, counselling and assessment and 

according to how instruction is delivered, dissemination remains primary. One 
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could say that distance teaching is an example of a dissemination 

orientation to Open Learning. 

3.6.2.3 Open Learning 

On closer examination there are a number of different examples of educational 

provision and experience, which can be thought of as Open Learning. . A brief 

classification and description of these follow as well as how they differ from 

distance teaching: 

• Open Learning as dissemination 

Many existing definitions of Open Learning encapsulate the features of 

distance teaching which have already been discussed, namely, mass 

education through the widespread availability of self-instructional materials 

supported where necessary by tutoring, assessment and counselling. The 

emphasis is usually on the process of creating open access to education. The 

jl.Jstification for open access is often given as the need to ensure that an 

adequately prepared and updated workforce exists for manufacturing and 

service industries. Here a dissemination orientation to Open Learning is 

adopted in order to inculcate particular skills and items of knowledge in those 

who would otherwise not receive such education. 

• Open Learning as expert networking 

There is an implication that new technology provides further opportunities for 

advances in expert networking. This is a rather different conception of Open 

Learning from that of dissemination. The use of new technology as a vehicle 

for the sharing of discoveries, developments and reference materials among an 

expert network of peer specialists is similarly a matter of removing 

administrative constraints on access to information. The difference is that in 

expert networking Open Learning means sharing information among the 

members of an institution (which can be a profession), rather than handing 

down of information from the institution to the laity, or turning laity into able 
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professionals. Materials associated with the expert network are regarded as 

reference sources rather than teaching materials. Thus expert networking is a 

move beyond distance teaching but is by no means a replacement for it 

(Hodgson, et aI., 1987:164-166). 

To rephrase the earlier statement by Sahoo (1994:5) when he says that very 

often 'Distance Education' is treated as being synonymous to 'Open Learning' 

or 'open university' or 'open school' to 'Open Learning'. Sahoo (1994:5) 

therefore argues that the following conceptual framework of 'Open Learning' 

can clarify the complicacies raised in this context. 

• Open Learning as methodological approach 

Open Learning is understood as a broad term, which covers several alternative 

ways of delivering learning. A delivery system having various alternative 

mechanisms of providing learning opportunities to the individual learner may 

mean Open Learning. This can be further expanded that in Open Learning the 

learner has free access to alternative learning resources, i.e., materials, 

methods, media, equipment, activities, resources persons and place of 

learning. 

• Open Learning as independent learning 

Very often the criterion of independence in learning' is referred to in the context 

of Open Learning. Wedemeyer (1973) in Sahoo (1994:6) says in this regard: 

"Independent learning is that learning, that changed behaviour, that results 

from activities carried on by learners in space and time, learners whose 

environment is different from that of the school, learners who may be guided by 

teachers but who are not dependant upon them, learners who accept degrees 

of freedom and responsibility in initiating and carrying out the activities that 

lead to learning." 
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• Open Learning and autonomous learning 

The aforementioned discussion emphasises the learner in an Open Learning 

situation as an Independent personality. The decision-making powers in Open 

Learning are vested with the learner rather than in the hands of a teacher or an 

educational administrator. Higgs (1988) in Sahoo (1994:7) takes this argument 

further when he states that an autonomous learner is one who has the 

capabilities for learning in an independent manner, who can recognise the 

advantages of choosing alternative modes of learning where these are 

considered more appropriate to the learning goals in question. The extent to 

which the ablest learner makes use of such autonomy of course depends upon 

the situation available at hand. 

• Open Learning and opportunities for learning 

It is well understood that Open Learning occurs as a natural process. 

However, identification of alternative directions of self-development and 

learning in that context require a conducive atmosphere. Boot and Hodgson 

(1988) in Sahoo (1994:7) emphasise that: "While learning and development 

are natural processes, learning and development opportunities are not 

necessarily a normal part of everyday working life". Therefore there arises the 

need for the creation of suitable opportunities for independent learning and 

self-development. Open Learning is associated with sponsorship or provision 

of appropriate facilities. Such facilities may be of institutional or non

institutional in nature. 

• Open Learning and facilities of structured study materials 

There are many non-traditional educational institutions, which encourage study 

of highly structured self-learning materials at a pace, time and place suited to 

the leamer's requirements. It is expected that with the support of such highly 

structured self-learning materials the learners will be able to pursue their 

learning activities along a clearly defined and directed pathway. Such facilities 

• 
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may indicate the flexibility of the learning system, from a methodological point 

of view to a certain extent. 

Boot and Hodgson (1988) in Sahoo (1994:8) with regard to the above interpret 

the meaning of Open Learning not only from the point of view of freedom of 

choice for the individual, but also the opportunity and the power to exercise that 

choice: "Education supports Open Learning to the extent that it provides for 

the exercise of choice. Choice does not mean only the logistics of location, 

timing, pacing and so on, but in all other aspects of education that have 

concerned educational theorists and practitioners through the years." 

• Open Learning and Close Learning 

There may not be any system which may be identified either Open Learning or 

Close Learning system in a complete sense (Sahoo, 1994:5-10): 

"... Open Learning is a continuum rather than an either/or category, and that, 

rather than asking 'is this (example) Open Learning' we should ask in what 

ways and to what extent an example displays openness" (Thorpe & Grudgeon, 

eds., 1987:4). 

Table 3.1 illustrates the above statement. 

Table 3.1: The Open-Close Learning continuum 

Basic Aspects 
Question Traditional Open 
Who? Scheme open to select groups only Scheme open to all 

Set entry requirements, e.g. Self-assessment and diagnostic 
traditional exam success facilities 
Scheme not marketed Extensive publicity, regularly 

updated information 
Why? Learner choice 

employer 
No counselling or guidance 

Choice made by others, e.g. tutor, 

Pre-entry counselling 
What? Learner formulates own objectives Entire syllabus set out in advance, 

and syllabus 
possible within it 
Limited to materials the tutor has 

e.g. by validating body' no choice 

Uses wide range of materials drawn 
produced from many sources 

, 
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Basic Aspects 
Question Traditional Open 

Whole course must be taken Content tailored to need; individual 
learners can take different modules 

No guidance on selection of content Guidance on selection of content 
Knowledge, facts, 'academic' Experience, practice, feeling, 

attitude 
No recognition of past experience Credit given for past experience 

How? Only one method/style provided for; Choice of learning methods/styles; 
little variation in learner activity varied activities 
One route only through material Choice of routes through material 
Package in one medium only Package uses variety of media 

Where? One place only (e.g. at work) Learner chooses place (e.g. home, 
work, while travelling) 

Regular fixed attendance required Learner can attend, or not - as 
desired 

Practical work requires fixed Practical work offered through kits 
attendance and/or drop-in access and/or place 

of work itself 
When? Fixed starting date(s) Start any time 

Learner placed by a fixed timetable Learner decides place of work 
Fixed ending End at any time 

How is the learner Externally mixed method of Variety of assessment methods; 
doing? assessment e.g. formal exam learner choice of assessment 

methods; learner constructs 
method of assessment 

Normative assessment Criteria/competency based 
assessment 

No feedback on performance Frequent, full, ongoing feedback on 
performance, available as desired 

Assessment dates fixed and non- Learner decides when to be 
negotiable assessed 
Assessment available only for whole Assessment available for each 
course module 

Who can help the No support outside course/package Variety of possible kinds of support 
learner? (e.g. advice, guidance, counselling) 

Only professional supporters (e.g. Non-professional, as well as 
teachers) encouraged professional supporters; informal 

as well as formal support 
encouraged (e.g. mentor, family, 

friends) 
Support available only in one place, Support available in many places 
e.g. training centre 
Support available in one mode only, Support, available in a variety of 
e.g. face-to-face modes, e.g. letter, telephone, face

to-face 
What does it lead One destination Various possible destinations 
to? 

(Sahoo, 1994:11-14) 

3.6.2.4 What then is Open Learning? 

"... there exists no universally agreed, adequate and comprehensive definition of 

Open Learning. This enables it to be given local interpretation and at least does 

not restrict that experimentation by individuals and small yroups which is the 
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preferred alternative of British educators and trainers, over centralised and 

monolithic provision. We do not see 'Open Learning' as an academic concept, 

something developed out of research and educational theory, which we should 

expect to carry precise definition - at least not in this early stage of its 

development. Its current usage reflects developments in the last 20 years of 

educational practice, and more recently, the UK government's response to a 

perceived crisis in the relationship between education and training, and the needs 

of the economy as it has undergone the rapid changes of the past decade." 

(Thorpe & Grudgeon, eds., 1987:2). 

It is important however, to draw attention to the following areas of thinking and 

practice, which support moves towards 'Open Learning'. 

• Reaching a mass audience 

There is first, the incontrovertible evidence, which the OU provided during the 

1970's that a multimedia approach could bring higher education to a mass 

audience. The application of modern technology in text broadcasting and the 

administration of student support rapidly demonstrated that there were 

thousands (over 55 000 in 1985 - 1986) of applicants annually for a place on 

the undergraduate programme, and growing numbers taking one-off courses 

{over 10 000 in 1986 - 1987}. 

• Moving closer to the individual learner 

A second strand within Open Learning is the shift in research and practitioner 

interest from teaching and instructional design towards learning and the 

particularity of individual student response. 

• A flexible response to changes in society 

A third strand can be linked to the current historical context of the debate over 

purpose and values in education. The list of key topics is now a familiar one: 

the dissatisfaction of employers with the products of tne school and the 
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university system; the mismatch between further educational provision, 

institutions for teacher training and the desirability of maximising use of existing 

provision and facilities; the priorities of political leadership, which have 

currently stressed a greater degree of private funding and a reorientation 

towards the vocational purposes of education. It is within this context that 

Open Learning has been promoted by the Manpower Services Commission 

(through the Open Tech and now through the Open College) by the 

Confederation of British Industry, by the Institute of Training and Development, 

and not least by the Open University, as an approach to suit the times: a 

collection of techniques and approaches available to both education and 

industry with which to reach any conceivable sector of the population, to meet 

any conceivable education or training goal. 

• Education responsive to the learner 

The most productive route into this is probably through the idea of student

centred-learning; an approach which focuses less on what the institutions 

provide and more on what the learner wants to study, how the learner 

approaches study and the social and physical conditions which enable stu~y to 

occur. Open Learning in fact, implies a critique of conventional provision, as 

being organised both socially and intellectually in ways which suit institutional 

providers primarily and only a sub-set of the potential learner population, if at 

all. 

3.7 	 EMERGING TRENDS IN OPEN AND DISTANCE EDUCATION: 

AN INTERNATIONAL COMPARATIVE OVERVIEW 

3.7.1 	 Background and introduction 

The emergence of mass education opened new possibilities for the rising 

generations to become members of their developing industrial societies. All 

children were taught to read, write and calculate, and to understand something of 

their history and culture. Practical domestic and industrial skills were taught, and 
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religion retained a place in the curriculum. In these senses, mass education filled 

the emergence of democracies and the technological bases of industrialising 

economies. Literate citizens and workers could use and contribute to the stored 

essentially printed - stock of knowledge of successive generations ... They could 

become members of a more adaptable and productive workforce and, 

increasingly, a well-informed and demanding mass of consumers (Evans & Nation, 

1996:1 ). 

Evans and Nation (eds.) (1996:2) therefore argue that contemporary educators 

and policymakers, in both the 'developed' and 'developing' worlds, need to 

recognise their place in the emerging computer communications order and in the 

diversity of knowledge and experience which it avails to people. It is becoming 

increasingly difficult for educators in the developed world to close their classrooms 

and curricula to national and global diversities. Their professional responsibilities 

mean that today's educators and educational managers need to be more 'open' 

than ever before, not only to learners needs and contexts, but also to the policies 

of governments and to the broader global influences on curriculum, pedagogy and 

educational technology. 

"The increasing sophistication and specialisation of contemporary society, 

especially with regard to the nature of work and new technologies, is producing 

changes to the ways in which education is used, developed and presented. 

Lifelong Learning, professional development and workplace training have existed 

for many decades. However, these formerly minor aspects of education are now 

expanding so rapidly that they now constitute an equal or greater portion of the 

profile of many universities and colleges" (Evans & Nation (eds.), 1996: 3). 

In the following sections emerging international trends will be briefly explored, 

including the experiences of educators, educational managers and policy makers 

who are 'opening' their policies and practices of learning in response to global 

changes. 
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3.7.2 The European Union (EUr 

"In this century some defining ideas, with their origins in Europe have assumed 

global force, often after periods of intense conflict: communism, fascism, and 

capitalism. All have contested; not all have endured as internationally accepted 

concepts. Technology, however, has internationalised social habits at least in the 

developed world: in tourism, motorcar usage and the development of a television 

culture. Although the move towards literacy and a better educated workforce has 

a world-wide reach, the national apparatus to cope with the changes of the 

information age are now showing signs of friction ... In Europe, where the idea of 

the university began, this is a growing dilemma, particularly as the technology for 

information and education is redefining the role of the teacher, learner and the 

academy as a whole" (Robinson, 1996:21). 

The European Union (EU) seeks a clearer role for itself as the wealthiest 

integrated economic area of the world, though one still retaining national 

educational systems struggling to cope with global economic forces now often 

dislocating and debasing Europe's employment patterns. Recent analyses and 

policy recommendations by the EU underline a growing sense of urgency in 

seeking to readjust educational frameworks largely set up in the nineteenth 

century to meet the challenges of rising joblessness and technology-driven 

opportunities in new ways to learn (Robinson, 1996:21). 

Robinson (1996:23) outlines the European ambitions Jor Distance Learning within 

the context of the Bangemann Reports; EC's Industrial Policy Report (1992) and 

the Report on the Information Society (1994). The reports are optimistic in that it 

claims significant benefits from the information society for Europe's citizens and 

consumers, for the content creators (such as open universities), for Europe's 

region in terms of cultural expression and closer integration, for the more 

peripheral areas and for governments and administrations operating closer to local 

needs. As for business, the gains are set out in general terms for small and 

medium enterprises (SME's), Europe's telecoms, satellite and cable operators, 

and for equipment and software suppliers. The internal dynamics for the creation 
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of the European information society and the role of Distance Learning within it, 

assume three broad 'drivers' in the following areas: 

• Policy 

~ Skills shortage. 

~ The unemployment situation. 

~ Remaining competitive with the rest of the world. 

~ Equality of opportunity. 

• Technology 

~ The European information industry is trying to compete with the rest of 

the world. 

~ The telecom companies are investing large sums of money into high

speed networks. 

• Education 

~ Movement towards more flexible approaches to learning. 


~ Movement towards Lifelong Learning. 


~ Emergence of the learning organisation and knowledge workers. 


3.7.3 Canada 

As is true of many countries, Canada's early involvement in distance education 

grew out of the need to provide public education to "a relatively small population 

scattered over a wide geographical area. Since the mid-1980's, interest in 

distance education has been gaining momentum. The federal government and 

provinces realise that integration of technology into programme offerings will 

increase the potential to provide expanded opportunities within regular structures, 

and enhance the possibilities of new forms of schooling, thereby developing an 

education system fitted to the new century (Haughey & Roberts, 1996: 64). 
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Haughey and Roberts (1996:64-72) differentiate between Provincial and Federal 

Government initiatives. At provincial level government initiatives in Open and 

Distance Education have had three major thrusts: 

• Technology infrastructure development: 

For example, in 1985, Alberta, British Columbia and Ontario had satellite

based provincial educational communications networks whose mandates 

included schools television broadcasting. Other provinces, such as 

Newfoundland and Labrador, had terrestrial audiographic networks. Between 

1985 and 1995, all provinces and territories launched major initiatives in 

technology infrastructure development, which was generally preceded by task 

forces or reviews to identify problems and suggest possible options for 

innovation. 

• Decentralising distance education 

Each Canadian province is responsible for its educational services, but there is 

a trend towards decentralising distance education further. Between 1986 and 

1985, British Columbia, Alberta, Quebec and Manitoba have sought to place 

responsibility for distance education closer to the clients by relocating their 

offices or by giving increased responsibility to individual school boards. In 

Alberta, the move to implement the findings of the 1987 task force on 

correspondence education took on new urgency in 1989 as it became 

increasingly evident that the government would not be able to sustain its level 

of financial support for educational innovations, e.g., the Alberta Distance 

Learning Centre, recommended by the 1987 task force was relocated from 

Edmonton to Basshead and reorganised into two units: Instructional Services 

and Support Services. Both units are exploring alternative technology formats 

including video and CD-ROMs. 

ret 
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• Sharing resources 

The revitalised interest in distance education, which has come at a time of 

diminisrling economic resources and public concerns about the need for 

common curriculum performance indicators, has led to greater co-operation 

among provinces in course-materials development. The Maritime provinces for 

example have formed a consortium to develop courseware, which will fit their 

curricula, and the four western provinces and two territories have a similar 

initiative. The Council of Ministers of Education Canada (CMEC) published a 

report on Open and Distance Education in Canada (CMEC, 1994). The three 

critical inter-jurisdictional issues identified were: collaboration in development 

and accreditation of programmes/course, telecommunications across provincial 

boundaries and information sharing. 

With regard to Federal Government initiatives, it should be noted that between 

1985 and 1995, the federal government became more focused on policy studies 

and processes partnerships with industry and the roles of education, training, and 

technology in supporting job creation and economic competitiveness. Examples 

are CANARIE (Canadian Network for the Advancement of Research, Industry and 

Education Inc.) is an industry led and managed consortium of over 140 private and 

public-sector members. It was created in 1997 for the federal government and 

private sector to collaborate in stimulating the development of the information 

highway. Another example of govemment's commitment to technology in 

education is Canada's leadership in spearheading· a co-operative initiative of 

Canada's governments, educators, universities, colleges and industry called 

School Net. SchoolNet aims to link all of Canada's estimated 23 000 public 

schools, libraries, colleges and universities to the Internet by 1998. As of January 

1995, nearly 4 500 schools were online and over 500 different types of curriculum

support services were available (Haughey & Roberts, 1996:73-74). 

3.7.4 Australia 

Up to 1982 distance education in Australia had been provided by different 

educational sectors as a matter of necessity or advantage. Tile school systems of 
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the various states had to provide for children in remote areas or other isolated 

situations (e.g. in hospital) and developed the various state correspondence 

schools and schools of the air. The Technical and Further Education (TAFE) 

systems of the states similarly sponsored a College of External Studies within 

each state, to bring that level of education to students who were not able to access 

it on campus. In higher education, in universities and colleges of advanced 

education (CAES) the picture in the early 1980's was different. Each institution 

was autonomous, and though the advanced education sector was supposed to be 

co-ordinated by state bodies, the degree of discipline and system varied from one 

state to another (Johnson, 1996:90). 

Jakupec (1996:77) however points out that from the second half of the 1980's to 

the early 1990's distance education in Australian higher education has been 

changing rapidly. In 1987 distance education came under severe scrutiny by 

government, as part of a general attempt to reform higher education. Following 

unfavourable economic comparisons with the operation of competitive markets, 

politicians argued that higher education was not contributing fully to economic 

development. Despite the transparency of the economic rationalist agenda, the 

government attack led to the restructuring of not only the total higher education 

system but also to distance education provision within the system. 

One of the main effects of government restructuring was that distance education 

has moved from the margins to the mainstream. The once marginal external 

studies moved towards being an integral part of f~e-to-face higher education 

(Jakupec, 1996:89). 

Johnson (1996:100) concludes that because technology is developing so rapidly 

and institutions are so autonomous, they should not be limited in the modes of 

study they choose; rather, they should be encouraged to offer courses in flexible 

ways and assisted to do so effectively. It is a position of positive measures in 

pursuit of what is now termed Open Learning. There are signs that the Australian 

government is now edging towards such a policy: its espousal of credit transfer, 

its establishment of the Open Learning Agency of Australia and its support for the 

Open Learning Technology Corporation . 

.,
h, 
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3.7.5 India 

India, a union of twenty-six states and six union territories, is the second most 

populous and second largest democracy in the world, with a land area of 3 287 

263 square kilometres and a population of 900 million. While the Constitution 

recognises fifteen major languages, as many as 1 652 dialects and languages are 

spoken. India is a multicultural and multilingual nation. Though predominantly 

agricultural, there has been rapid industrialisation in the post-independence era, 

including the later developments of economic liberalisation towards a free-market 

system. This brief contextual information indicates how distance education forms 

part of the policy response of national and state governments to the need to 

educate India's expanding population scattered across far-flung areas, especially 

in terms of the emerging demand for skill-based education. India represents the 

typical South Asian nation in terms of the development of distance education and 

open university systems (Panda, 1996: 1 03). 

Panda (1996:109) says that the open university system in 1982 ushered in a new 

era in the history of higher education in India. The open universities have the 

responsibility for providing access to higher education, of offering functional, 

needs-based and continuing education p~ogrammes, and of reducing the unit cost 

of education to the lowest possible. They are intended to practise open learning 

through the methodology of multimedia distance teaching in which there is a 

possibility of self-pacing and credit-transfer. In India the emergence of open 

university education is a response to an ever-increasing number of students 

aspiring to higher education, within limited financial and human resources 

available to the sector. It is part of a response that is part of a global trend 

towards open and distance education. 

The demand for higher education is increasing, while the supply within the 

conventional universities is short of the demand. In this context, distance 

education institutions, more specifically the open universities, have to play an 

important role. Structurally, as well as functionally, both have their inherent 

strengths and limitations. There is therefore consideration for convergence. 

eh ... 
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Recent developments and concerns in Indian higher education include the 

following: 

• 	 The privatisation of higher education, and provision for captivation fees and 

education charges. 

• 	 The reservation of up to 50 per cent of places in higher education courses for 

the socio-economically disadvantaged groups. 

• 	 The strain on resources and the mobilisation of resources from non

governmental sources, especially through greater university-industry 

interaction. 

• 	 The shift of performance evaluation and accreditation to designated external 

accrediting bodies, with links to performance-related funding. 

• 	 The move for the establishment of a media-network centre to share television 

resources amongst institutions, and the proposal for an educational television 

channel through the government-owned Doordarshan. 

• 	 The concern for the pooling of educational media programmes at various levels 

and subject areas including the future use of tele-conferencing. 

• 	 Concern for the sharing of curriculum development and the preparation of 

course materials and textbooks for standardisation of a core and needs-based 

national curriculum. 

• 	 Concern for the establishment of joint ventures with industries for the design 

and offering of programmes to their clients. 

• 	 Moves in collaboration in research and development - both systemic and 

discipline based research - for the development of new educational 

methodologies and the development of new knowledge. 
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(Panda, 1996:114-116) 

3.7.6 Hong Kong 

One of the major providers of continuing education courses at both degree and 

sub-degree levels is the Open Learning Institute (HKOLl), set up in June 1989 by 

the Hong Kong government after less than a year of planning. The HKOLI was 

modelled on the British Columbia Open Learning Institute (now British Columbia 

Open University) in Canada, and has also drawn on the UK Open University for 

some of its approaches. Currently it has about 330 full-time staff, 800 part-time 

staff and over 20 000 students registered on its twenty-four validated degree 

programmes. When the HKOLI commenced in September 1989, it had 60 195 

applicants for its 4 273 first-year undergraduate places, indicating the tremendous 

demand of working adults for such a form of education (Castro & Wong, 

1996:118). 

Some universities and provincial governments in China have also discovered a 

potentially lucrative market in Hong Kong for some of their specialised courses. 

For example, Xiamen University has been approved by China's State Education 

Commission to offer in Hong Kong two degree programmes in Chinese and 

Chinese medicine. The Guandong provincial government's Department of Justice 

has decided to offer a degree programme in Chinese law. It is conceivable that 

such courses can be taught via satellite television. One other rapid development 

with the potential to globalise Asian continuing education in the next few years, is 

the growing popularity of the Internet. For example, the People's Republic of 

China has been fairly liberal in allowing student and staff use of the China 

Education Research Network (CERNET) (Castro &Wong, 1996:128). 
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3.7.7 Mongolia 

The formal education system in Mongolia, which was based on a Russian model, 

has provided for a high level of education particularly when one considers the 

nomadic nature of many of its 2,3 million people, the high population growth rate 

and the harsh climatic conditions. At the foundation of the socialist state in 1924 

only 1 per cent of the population was literate; following a sequence of nation-wide 

campaigns, this situation improved progressively to 90 per cent by 1990. In 1994 

approximately 19 per cent of the labour force had completed secondary education, 

with a further 16 per cent having a higher education qualification. An important 

feature in the Mongolian education system has been and remains the boarding 

school (Aabenhus & Kenworthy, 1996:34). 

Aabenhus and Kenworthy (1996:35) however point out that Mongolia has been in 

transition since the early 1990's from being a socialist state of the USSR to an 

independent parliamentary democracy with a developing market economy. In the 

process it has lost Soviet financing responsible for about 30 per cent of the GOP. 

The consequent economic crisis has meant that food for the centralised boarding 

schools and heating, essential in the Mongolian climate, cannot be provided from 

a reducing educational budget. This and other factors, have led to a situation 

where children - particularly in rural areas - are dropping out of school at an 

estimated rate of 93 000 in 1993. This current crisis in education has motivated 

the educational authorities to seek alternative systems of education. One of the 

alternatives was Distance Education. 

There are currently a number of initiatives being planned, developed or 

implemented from both within and outside the government, which are attempting 

to deal with the problems in the education sector. These will no doubt be 

strengthened by the major review completed under the sponsorship of the Asian 

Development Bank. A number of these initiatives have identified distance 

education as a key element in educational delivery. If these plans are to come to 

fruition and have any impact, it is believed that a capacity building programme, 

focusing on infrastructure support and human-resource development, is urgently 

required (Aabenhus & Kenworthy, 1996:47). 
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3.8 OPEN LEARNING: A STRATEGY FOR CHANGE 

3.8.1 Global trends 

All educational institutions, conventional or dual mode, autonomous distance 

teaching universities and training organisations, training departments within 

organisations are currently undergoing tremendous pressure for change, mainly 

due to the impact of the external environment over which they seem to have little 

control. In view of this fact, all organisations should adopt a strategy to adapt to 

these changes (Bates, 1995:42-43). 

Bates (1995:43-45) gives a generic outline of current trends from the external 

environment that impact on change for organisations: 

* 	 Political 

• 	 access and equity: The need to make more places available for post

secondary education (especially school leavers) and to ensure that 

minority and equity groups, such as single parents, women, the 

unemployed, low paid workers, new immigrants, and other ethnic groups 

(e.g., previously disadvantaged communities) are able to access 

learning opportunities; 

• 	 economic development and workforce training: increasingly, 

governments are recognising and promoting the link between continuing 

Lifelong Learning in the workplace, and economic development, this 

may be accompanied by a greater emphasis on national standards, 

competency training and vocational training (e.g., apprenticeship 

regeneration) rather than on academic courses; 

• 	 improving the cost effectiveness of education and training: in 

many contexts, governments are holding education budgets at or just 

below the rate of inflation, or are looking to cut public spending 

• 
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substantially; at the same time governments are demanding higher 

standards and/or vocational 'relevance' as well as a lower average cost 

per student; in the private sector, companies are looking at ways to 

reduce travel and accommodation costs in order to get better value for 

training. 

Depending on the political (and economic) mood of the country at anyone 

time, and the party in power, one of the above agendas may dominate. 

* 	 Economic development and the labour market 

• 	 a move away from resource-based and manufacturing industries, as job

providers move towards an information - or knowledge-based economy, 

with a consequent shift in the profile and nature of the workforce; 

• 	 increasing demands for a better educated workforce and in particular a 

workforce that continues to learn throughout life; 

• 	 the emergence of a major new market for education and training - those 

already in the workforce; 

• 	 conventional time- and place dependant teaching is not usually suitable 

for the work structure and lifestyle of those in the workforce; 

• 	 governments vary considerably in their understanding of the change in 

the educational market, and in the priority or support that they give to 

Open Learning for workforce development. 

* 	 Technology 

• 	 increasing power and sophistication of multimedia computer 

development. Thus rapidly increasing its educational potential; 

• t 
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• 	 dramatic decrease in the cosUpower ratio, making sophisticated 

technologies available to the general public at moderate cost; 

• 	 convergence of telecommunications, television and computing both in 

terms of technology and businesses; 

• 	 fast track developments towards low-cost, on-demand access to digital 

technologies becoming increasingly fragmented and diverse; 

• 	 political moves towards developing public learning networks on the 

information highway, but a lack of strategies or policy by education 

ministries for the development, application and co-ordination of 

educational telecommunications. 

3.8.2 Open Learning in South Africa: A vision 

In view of the previous discussion, the researcher sees the future South African 

training and development situation in line with the vision of the National Training 

Strategy Initiative (NTSI) and the South African Institute of Distance Education 

(SAIDE). 

"a human resources development system in which there is an integrated approach 

to education and training which meets the economic and social needs of the 

country and the development needs of the individu?JI" (National Training Board, 

1994:2). 

"SAIDE believes that the concept of Open Learning is essential to the 

reconstruction of education for a democratic South Africa. Only through an Open 

Learning approach can we address the legacy of decades of systematic 

deprivation of education opportunity and face up to the challenges of the 21 st 

century. We need a multi-skilled workforce, with the capacity to change as 

society, markets, industry and technology change. We see Open Learning as an 

approach to education, which seeks to transform the nature of educational 

opportunity and to remove all the unnecessary barriers to learning. ... Education 
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should therefore cease to be something that only occurs within the walls of a 

school, conducted by the talking teacher and aimed primarily at young people. 

The focus should move instead to the learner and the outcomes of learning. 

Learning should take place in a number of contexts in a multiplicity of sites, 

through a variety of mechanisms, and for people of all ages" (SAIDE Annual 

Report, 1993: 1 ). 

In view of the fact that the research study breaks new ground in the field of Open 

Learning, the researcher has tried to provide the historical and institutional context 

against which Open Learning has emerged. Explanations concerning the 

conceptualisation of the term Open Learning as well as the emergence of Open 

Learning in a comparative international country context were provided. Chapter 4 

therefore will move from the macro-perspective of Chapter 3 to a more focussed 

perspective within the context of South African Education Training and 

Development. 

--000--
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CHAPTER 4 

OPEN LEARNING: EDUCATION, TRAINING AND 


DEVELOPMENT PERS.pECTIVES 


4.1 THE NEW VOCATIONALISM 

The last ten to fifteen years have seen major changes in the relationships between 

education, training and employment. The optimism and vitality, which 

characterised the 1960's, were rudely disturbed by the oil and inflation crises of 

the early 1970's. The extended economic recession of the 1970's and 1980's and 

the accompanying high levels of unemployment and growing disenchantment with 

education, have brought with them renewed attempts by pressure groups and 

policy-makers to strengthen the links between education and the economy. It is 

claimed that schools and colleges should serve the needs of industry and 

commerce more directly and effectively. There are several pressures which came 

together round about 1979, on the election of a conservative government, such 

that the 1980's saw the emergence and gradual development of a new broad 

ideology about education and training which has come to be known as The new 

vocationalism' (Pollard, Parvis & Walford, eds., 1988:4-5). 

Skilbeck, Connell, Lowe and Tait (1994:1-2) continue the above line of thought 

and say that for reasons primarily economic, the years since the early 1970's have 

witnessed a major resurgence of interest in the vocational role of education and 

training in the personal and social processes of formation which are governed by 

such purp~ses as preparation for working life and occupation, choice and the 

matching of human capabilities to labour market needs and opportunities. This 

interest is part of the close attention being given to the conditions necessary to 

sustain growth in the modern economy. In the face of massive challenges to 

reorient and restructure, to achieve greater efficiency, and to find new economic 

opportunities, and, more recently, to alleviate or forestall youth (and adult) 
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unemployment, countries have increasingly turned to education and training as an 

investment in the future. 

The initial focus of the new vocationalism, in the 1980's was on adolescent's aged 

14-18 at the point of transition from compulsory schooling to working life. 

Increasingly as a response to demographic change (the ageing population) and to 

shorter-term employment needs, the focus is widening to include continuing 

education and training for mature adults including re-entrants to the workforce. 

The different traditions of general, school based education with its roots in a 

culture of broad-based knowledge and understanding and of technical, vocational 

training with its origins in specific, employment related tasks and its preparation of 

work through work - are converging (Skilbeck, et aI., 1994:2-3). 

Skilbeck, et al. (1994:4) say: "The rationale for the national vocational drive in 

Britain since the 1970's is multifaceted, but its main purposes have been clear and 

stark: to create and consolidate a comprehensive system of vocationally oriented 

education and training for all young people; and to bring education and training at 

the mid-adolescent stage into line with perceived requirements of the work 

environment. In turn these purposes reflect concern - concern about the state of 

the economy, its competitiveness, adaptability and potential for growth, concern 

about the capacity, unaided, of schools, colleges and training bodies to meet these 

requirements as the nature of work itself undergoes substantial changes, and an 

overriding concern about the inadequacy of an education system which, for all the 

changes, remains unduly stratified and exclusive". 

Vocationalism of education includes, but goes beyond, training for a job or paid 

employment. On the one hand, it is a diversion of education for life, for living, of 

which work in some form is an all but universal attribute; vocationalism is a 

process or activity, the imparting and the acquisition of broadly defined skills and 

knowledge believed to have a discernible relationship with the capabilities needed 

for productive work and required or expected of workers, now and in the future. 

This aligns 'vocationalism' with a philosophy of purposive activity designed to 

accomplish results and render service. On the other hand, vocationalism is a 

function, whereby the education system services the workings of the economy, 
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deriving its purpose and rationale from some assessment of economic need and 

requirement, such as trained manpower for the labour market. Both dimensions 

draw attention to the fundamental importance of vocational education in any 

society (Skilbeck, et aI., 1994:4-5). 

Foks (1992: 1) summarises the socio-economic and political challenges of South 

Africa as follows when he states that South Africa, along with the rest of the world 

is experiencing dramatic socio-economic change. Its economy is in recession, 

unemployment is escalating. The nature of work, for those who have it, is also 

changing: 

* 	 Traditional industries are being replaced with new ones. As long as there is 

reasonable political stability, hospitality and tourism may emerge as a major 

source of income for the country. South Africa's relatively well-developed 

technological expertise within Africa could see information technologies take 

over from extractive industries, particularly as resource prices fall. 

* 	 Within industries, technologies, their applications, and the skills required to use 

them will change at an increasing rate. 

* 	 Work practices will also change as pressures increase for improved 

productivity and either complementing or in opposition to this greater 

participation by employees in decision-making. 

* 	 Traditional vocational demarcations will become less relevant as jobs change 

and especially as employees are expected to employ a range of skills in their 

work and to move from job to job as the industry's needs or their career 

aspirations demand. 

"The political past and the political future of South Africa affect th~ nature of its 

vocational education and training ... past policies .. , effectively barred non-whites 

from whole sections of the labour market. Future policies are likely to seek to 

reverse this and will be attended by all sorts of pressures, especially on vocational 
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education providers, to prepare large numbers of people for the workforce" (Foks, 

1992:1 ). 

Foks (1992:7) continues this argument and says that South Africa's vocational 

education is operating in an environment, which has already changed dramatically 

and can be expected to change in the future. It will increasingly be expected to 

prepare people for that changed environment, indeed to contribute to those 

changes. 

Present attitudes and approaches must be examined. To what extent do they: 

* 	 reflect the aims of the past rather than the directions of the future? 

* 	 reflect the convenience and interests of vocational education institutions, rather 

than the needs of their clients and their potential clients? 

* 	 use outdated distinctions between categories of students? 

* 	 assume artificial distinctions between modes of learning? 

* 	 unnecessarily duplicate effort and resources? 

If South African vocational education is to meet the challenges which have been 

identified, it needs to take a flexible, client-oriented approach which: 

* 	 builds on the strengths of the existing system in order to combine traditional 

and new strategies and resources in the most appropriate ways. It is vital that 

this be done without wasting time on categorising.'strategies, resources and/or 

students as belonging to distance education face to face teaching, or any other 

theoretical box; 

* 	 is brought into the mainstream, and does not sit on the periphery; 

* 	 is applied to all aspects - teaching, administrative and technical support, and 

management of educational processes, institutions and systems. 



114 


To conclude: "No single characteristic defines the new vocationalism. A variety of 

policies and programmes and a diversity of action and actors mark it. But it is 

guided, if not propelled, by a determination to establish closer and better 

interrelationships between the experience of both formative education and 

preparatory training and the working world. Countries facing major economic 

challenges - to restructure, to re-energise, to achieve greater competitive strength 

of which Britain is a notable example - have turned to education and training as 

instruments of social and economic reform. All countries experiencing rapid 

change due to scientific and technological evolution, demography, industrial 

reorganisation and interplay of social forces, are challenges to rethink their 

strategies for education. Vocationalism looms large among these strategies of 

adaptation and social learning, as a significant element in the quest for structural 

adjustment improved quality and enhanced competitiveness" (Skilbeck, et aI., 

1994:22-23). 

4.2 TRADITIONAL ATTITUDES TO TRAINING 

4.2.1 International trends: British historical perspective 

Coopers and Lybrand Associates (1988:4-7) in a report to the Manpower Services 

Commission and the National Economic Development office which presented the 

findings and conclusions of a study to examine the attitudes of British 

management to investment in vocational educatiQn and training stated the 

following: 

* 	 Britain's future international competitiveness and economic performance will be 

Significantly influenced by the speed with which substantial improvements can 

be made in the scale and effectiveness of training by British companies. 

* 	 The main focus of the study, commissioned jointly by the Manpower Services 

Commission (MSC) and the National Economic Development Office (NEDO), 

was to investigate the main factors wrlich influence the attitudes of senior 
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management to investment in training and in human resource development 

generally. 

* 	 The study was an arduous task. Few employers think training is sufficiently 

central to their business for it to be a main component in their corporate 

strategy. The great majority did not see it as an issue of major importance. 

* 	 Most companies agreed that Britain did undertrain compared with its main 

overseas competitors, but also thought that the amount of training they 

themselves undertook was about right. This lack of concern might be regarded 

as reflecting confidence though it would be more realistic to regard it as 

reflecting complacency. 

* 	 This complacency was reinforced by a widespread ignorance among top 

management of how their company's performance in training compared with 

that of their competitors - even those in the UK. Furthermore, a surprisingly 

high proportion of senior executives interviewed had only a limited knowledge 

of the scale of resources devoted to training within their own company. 

* 	 Other manifestations of the generally low level of importance attached to 

training included: 

:::;> 	 decisions on training delegated to line managers who often have short 

term horizons when considering returns on .Investments; 

:::;> 	 training rarely seen as an investment but either as an overhead which 

would be cut when profits are under pressure or as something forced on 

a company as a reaction to other developments; 

:::;> 	 no analysis of training needs or evaluation of training; 

:::;> 	 the relatively low status of training managers. 

* 	 Except in some service sectors, training was not seen as an important 

contributor to competitiveness. Similarly, few companies said they saw a direct 

link from training activities to profitability; in fact the link was often explicitly 
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stated as being the other way around - buoyant profits led to increased training 

expenditure. 

* 	 The resulting reluctance to invest in training was, for many companies, 

reinforced by uncertainties about future markets, prospects and technological 

developments. 

* 	 Nor is there much external pressure on companies to invest in training. In 

Britain there are very limited pressures from: 

=> individual employees or unions; 

=> external commentators (as institutional investors and financial analysts 

show little interest in the issue); 

=> government - with the notable exception of the Youth Training Scheme. 

* 	 The conclusion therefore is that if Britain's performance on training is to be 

improved - it can only be improved by a major change in employer attitudes to 

training, which will necessarily also require changes in the environment in 

which they make these decisions. 

4.2.2 South African perspective 

"Peter, the Training Manager of Widget International Limited, entered the MD's 

office with some trepidation. The last time he had been called there was when tax 

concessions were withdrawn and he learned his budget had been cut by half. 

'The market's a bit dickey at the moment and we must make some sacrifices', the 

MD had said, gazing out of the window, at his brand new Mercedes. What had he 

thoWght up this time? 

'Ah, come in', said the MD cheerfully. 'How are things going?' and without waiting 

for an answer, as was his custom, he continued, 'I was at a conference yesterday 

and you know, every speaker talked about the importance of training junior 

management. They seem to think it's the answer to increasing productivity and 

keeping labour costs down. What are you doing about it?' 
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'At the moment, nothing' said Peter. 'You may remember that it was one of the 

things we had to cut out when you halved our budget last year.' 'Oh! Was it?', 

asked the MD. 'Well anyway, it looks like we will have to get back into it now. 

want you to put up a proposal, which I can take to the Board as soon as possible 

to get some extra funds.' 

'I'll happily do that', Peter assured him. 'What is the objective of this training going 

to be?' 

'Oh, I don't know. Improving supervision? Cutting costs? You can work 

something out surely, that's your job' said the MD irritably, picking up a folder to 

indicate that the interview was over" (Humphrey & Halse, 1991: 1-2). 

Although the above scene is fictitious, it is based on reports of many similar 

interviews over the years and may even still happen in modified form. It's frequent 

occurrence, and the attitude towards training it reveals, must take a large share of 

the blame for the failure of many businesses to survive in the highly competitive 

conditions existing today and their possible demise in the even more difficult times 

ahead (Humphrey & Halse, 1991 :2). 

Humphrey and Halse (1991 :2-3) argue that following the removal of tax 

concessions, training in many companies is once more regarded as a luxury, a 

non-productive expense rather than as a highly productive investment, and as 

such it carries a low priority in the budget. When things get 'dickey', training is out 

because its contribution to the organisation's objectives is not easily recognisable. 

Its role in the longer-term future of the organisation is overlooked in favour of 

short-term survival tactics. This misconception is particularly dangerous in the 

extraordinary conditions pertaining today. 

Everyday we face the spectre of rising costs, spurred on by the demands of a 

labour force whose expectations are now considerably higher than they have been 

in the past. Customers are more sophisticated, demanding higher standards of 

quality and service. Competition from overseas is increasing in volume and 
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decreasing in price. The only solution common to the above problems is a vast 

increase in the expenditure on training and development by all organisations, both 

private and public. Although it may mean a radical change from present attitudes 

towards training, the outlook for commerce and industry is not wholly negative. In 

reality, it has been widely established that a properly planned investment in 

training can bring a return on capital employed (ROCE) far in excess of any other 

investment (Humphrey & Halse, 1991 :2-3). 

Van Dyk, et al. (1997:226) say the greatest challenges facing human resource 

managers in South Africa today are concerned with training. South Africa is in a 

unique situation, since on the one hand we have a large shortage of skilled 

workers, and on the other hand, a high rate of unemployment among unskilled 

workers. The country is consequently faced with an enormous challenge that of 

providing appropriate education, training and development to meet the 

requirements of the economy for the year 2000 and beyond. 

Another statistic that indicates that South African companies are de facto 

disinvesting in human capital is the percentage of payroll spent on training. In 

South Africa this is currently estimated at somewhere between 0,5% and 1,5% 

compared to an average of 10% in Japan and 5% in the USA, where there is real 

concern regarding the poor quality of output from the education system. South 

African companies are simply not investing enough in human capital when 

compared internationally (IPM, 1993:2). 

4.3 CHANGING ATTITUDES TO TRAINING: A COMPARATIVE OVERVIEW 

4.3.1 Background and introduction 

The researcher in this study is of the opinion that South Africa, as was the case in 

Britain prior to the period of drastic education and training reform in the late 

1980's, is also displaying symptoms of complacency with regard to education and 

training of the workforce. The researcher therefore uses the British experience as 
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a comparative model to illustrate similar problems as well as solutions relating to 

education and training between Britain and South Africa. 

Esland, ed. (1991 :ix) says although the political contexts are very different, the 

issues surrounding education, training and economic performance at the 

beginning of the 1990's are little changed from those which dominated the debates 

of a decade and a half ago. Then, as now, the relationship between education 

and training, the biases towards under-achievement built into school assessment, 

the continuing low staying on rates of young people after 16, the reluctance of 

companies to invest adequately in training and retraining, the low quality of some 

of the training programmes on offer, the existence of skills shortages alongside 

pools of unemployment - all continue to shape the policy discussions of the 

present time. 

4.3.2 Education and training policies in Britain 

In the last decade, education and training (ET) reform has become a major issue 

in many of the world's industrial powers. One theme, which runs throughout these 

reform initiatives, is the need to adapt ET systems to the changing economic 

environment. These changes include: the increasing integration of world markets, 

the shift in mass manufacturing towards newly developed nations and the rapid 

development of new technologies, most notably information technologies. 

Education and training are seen to play a crucial role in restoring or maintaining 

international competitiveness, both on the macro-level by easing the transition of 

the workforce into new industries and on the micro-level, where firms producing 

high quality, specialised goods and services require a well-qualified workforce 

capable of rapid adjustment in the work process and continual product innovation 

(Finegold & Soskice, 1991 :214). 

Finegold and Soskice (1991 :227) say that during the 1970's a confluence of 

events brought an end to the reluctance of central government to take the lead in 

Education and Training (ET) policy making. The prolonged recession, which 

followed the 1973 oil shock forced the Labour Government to cut public 

expenditure, necessitating a re-examination of educational priorities. This 

• 
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reassessment came at a time when the education system was drawing mounting 

criticism in the popular press and the far Right's 'Black Papers' for allegedly falling 

standards and unchecked teacher progressivism. The response of the then Prime 

Minister, James Callaghan, was to launch the 'Great Debate' on education in a 

now famous speech at Roskin College, Oxford, in October 1976, where he called 

on the ET sector to make a greater contribution towards the nation's economic 

performance. 

The increase in bipartisan political support for vocational and technical education 

was matched by a strengthening of the central state capacity to formulate ET 

policy. The Manpower Services Commission (MSC) founded by the Department 

of Employment was established in 1973 to provide the strong central organisation 

needed to co-ordinate training across industrial sectors, which was missing from 

the Industrial Training Board structure. In practice, however, the ITB's were left to 

themselves, while the MSC concentrated on the immediate problem of growing 

youth unemployment. The commission supervised the first substantial injection of 

government funds into training, beginning with TOPS (Training Opportunities 

Scheme) and later through YOP (Youth Opportunities Programme). There also 

followed a rapid increase in government spending (the MSC budget rose from 

£125 million in 1974-75 to £641 million in 1978-79). Spurred on by its new rival, 

the MSC, the DES set up a Further Education Unit (FEU) in 1978, which produced 

a steady stream of reports that helped shift educational opinion in favour of the 

'new vocationalism'. The Department teamed up with the MSC for the first time in 

1976 to launch the Unified Vocational Preparation· (UVP) scheme for school

leavers entering jobs which previously offered no training (Finegold & Soskice, 

1991 :227-228). 

4.3.3 Vocational education in the interregnum: The South African dilemma 

Rautenbach (1992:358-373) gives the following critical review of Technical and 

Vocational Education and Training in South Africa: 

• 	 The current South African dilemma - The co-existence of rising 

unemployment and a shortage of skilled people at all levels 
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For a considerable time economists have been warning that our economy is 

being throttled by a shortage of skilled people. They point out how essential it 

is that we convert our raw materials into manufactured products before 

exporting in order to create new jobs. Currently the shortage of technically and 

vocationally trained people, however, makes it barely possible to extract and 

export our raw materials at competitive prices and to keep an over-protected 

import replacement industry going with a relatively small captive local market. 

Such skill shortages make it very difficult to find people at reasonable salaries, 

to establish new ventures, which can compete in large international markets. 

In the Vaal Triangle, which is the heartland of South Africa's heavy industry, it 

has for instance been estimated that a 2% annual economic growth would 

cause a shortage of artisans, which would throttle the upswing. This situation 

should be compared with the 4 - 4,5% annual growth needed to improve the 

living standards of a population growing at a rate of more than 2% per year. 

• 	 Development in technical and vocational education in South Africa during 

the I ast decade 

The HSRC (De Lange) Investigation into the Provision of Education of 1980/81 

constituted a watershed on thoughts about education in general and also on 

technical and vocational education. Experts from all population groups 

participated and recommended that general formative education should end at 

Grade 9 and that technical and vocational educ;:ation should form a major 

stream at senior secondary level. The fact that all its major recommendations 

are still waiting for implementation demonstrates how politicians and 

educational bureaucrats can use such investigations to buy time in order to 

introduce their own agendas. Thereby a golden opportunity to start 

restructuring education was lost. Problems in technical and vocational training 

at secondary level are mammoth. Only about 11 % of Whites and about 0,4% 

of Blacks at this level receive technical/vocational education. This compares 

adversely with 60% in countries like Israel and Taiwan. 
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In the early 1980's South African industry took in about 10 000 new 

apprentices annually. Since then the annual intake has decreased, despite the 

shortage of skilled workers. By comparison 60-70% of the young people who 

complete the equivalent of Grade 9 in Switzerland, Germany and Austria enter 

apprenticeships. 

• 	 Fundamental problems in South African education 

The major educational problem in South Africa is that of rote learning. Pupils, 

are expected to regurgitate during examinations what they remember of what 

they were taught without ensuring that they ever understood the material and 

developed essential thinking skills during schooling. This scenario is often the 

direct outcome of colonialism. The colonial powers traditionally acquired 

colonies as captive markets for their own industrial products and to use their 

abundant unskilled and semi-skilled manpower and natural resources. The 

schooling introduced into the colonies suffered from several deficiencies. It 

was the prerogative of the colonial officers and their children to rule and 

administer. The schools introduced into the colonies, therefore catered for the 

children of the rulers. They taught literacy together with the values of the 

administrator and the clerk, and not of the skilled worker, technician or 

engineer. Practically all types of manual work were considered to be the 

province of slaves and the colonised people. Technical and vocational 

education was therefore of low standing and considered to be fit only for the 

subjected people, as a form of elementary trainin~ to make them more useful 

as manual workers. It is not surprising, therefore, that the colonial people 

aspired to the then current academic type of schooling after independence. 

Seen against this background South Africa therefore presents a unique 

scenario, since it went through two consecutive colonial epochs. 

• 	 The pro-active role of technical and vocational education in restructuring 

South Africa 

In restructuring education in South Africa, technical and vocational education is 

faced with the fact that this field has inadvertently become part of the 
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bureaucratised quasi-academic education system of this country. This implies 

that problems of rote learning are also found here. Special measures have to 

be taken to eradicate this problem in existing technical and vocational 

programmes. 

• Conclusion 

Should technical and vocational education continue within the narrow confines 

of the structures established by colonialism, apartheid and quasi-academic 

education, the probability of effectively restructuring education in South Africa 

becomes remote. A likely scenario for South Africa will then be economic 

decay due to an under-supply of skilled people versus an over-supply of 

unskilled ones. 

Lee and Morphet (1989:3) in view of the above speak of education being in an 

uneasy transition period and use the analogy of the Gramscian interregnum: 

"the crisis consists precisely from the fact that the old is dying and the new 

cannot be born; in this interregnum a great variety of morbid symptoms 

appear." 

On a more positive note Lee and Morphet (1989:3) argue that during the transition 

opportunities will emerge to challenge, to negotiate space and to be pro-active. 

The researcher, in this study, in view of the aforementioned arguments realises 

that there exists an impasse regarding workplace Education, Training and 

Development in South Africa. Furthermore the researcher realises the backlogs 

and its repercussions created through colonialism and traditional methods of 

education and training. In view therefore of the latest initiatives surrounding 

training and development (e.g., NTSI, NOF, SAOA, Skills Act) the proposed 

solution should be sought along the lines of introducing a generic Open Learning 

system for Education, Training and Development for the workplace . 

• $ 
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4.3.4 Current developments: Legislative and Policy Frameworks 

4.3.4.1 The National Training Strategy Initiative (NTSI) 

Against this background it is clear that education has long been a contested area 

in South Africa's history and many of the deficiencies of the South African 

education system are now widely understood. Training, however, has a very 

different profile in the public mind. It has been somewhat of a "Cinderella" activity 

and insufficient attention has been paid to analysing it, contesting it or planning its 

future. Education and training developed along very different paths with few 

linkages and connections between them. During 1991 the National Training Board 

developed a provisional National Training Strategy. In 1993 however, a more 

representative National Task Team was established under the auspices of the 

National Training Board. The core of the Task Team was made up of selected 

members of the National Training Board. Additional members of the Task Team 

were selected from nominations submitted by the Board and drawn from the four 

main stakeholder organisations, the employers, the trade unions, the State and the 

providers of education and training. The National Training Strategy is the first 

major multi-party attempt to raise the profile of training issues, emphasise the 

centrality of training to the reconstruction of South Africa, and propose an 

integrated approach to education and training (National Training Board, 1994:1). 

"The starting point, the nucleus of the strategy is a National Qualifications 

Framework specifying learning in terms of nationally~and internationally accepted 

outcomes. This is the vehicle which makes it possible to adopt an integrated 

approach to education and training, empower the individual and develop cultures 

of learning and of appropriate skills needed by an educated and trained population 

in order to contribute to their own and the country's economic well-being. In a 

country such as South Africa it is accepted that a formal qualification proves a 

better opportunity for employment in both the formal and the micro-enterprise 

sectors, and leads in its turn to an improved quality of life. A nationally 

recognised qualification obtainable via a multiplicity of acceptable education and 

training sources should satisfy that need and concurrently encourage the 

development of a culture of learning" (National Training Board, 1994:10). 
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4.3.4.2 The NQF and SAQA 

"The important thing to remember about the National Qualifications Framework is 

its intention to bring about transformation. The roots of the NQF are to be found in 

the profound, virtually universal discontent with the nature and quality of education 

and training in South Africa. The groups and individuals who fought for the 

establishment of the NQF come from a diversity of backgrounds and have 

approached the initiative with different priorities. Some are mainly concerned to 

promote equity and redress, some to promote productivity and economic 

competitiveness and some to promote quality in learning per se. They all realise, 

however, that equity, productivity and quality are tightly interwoven. And they all 

want to see, for South Africa and its people, education and training comparable to 

the best in the world" (SAQA Bulletin, 1997:2). 

The idea of a National Qualifications Framework (NQF) for South Africa arises in 

the ferment of debate, research and policy formation for education and training in 

the early 1990's. Through extended contestation and refinement, agreement was 

reached on the concept of transparent national standards, understood as specific 

descriptions of learning achievements agreed on by all major stakeholders in the 

particular area of learning. The standards were housed within a qualifications 

framework designed to promote lifelong learning, integrate education and training, 

recognise learning gained outside of formal institutions and allow for flexible, 

portable credits and qualifications (SAQA Bulletin, 1997:3). 

The first official endorsements of the key role of a National Qualifications 

Framework for education and training were in the RDP White Paper (1994) and 

the Education and Training White Paper (1995). An Inter-Ministerial Working 

Group was established to draft the NQF Bill, which was passed into law as the 

SAQA Act (4 October 1995 Gazette No. 16725). In December 1995, the call for 

nominations for the SAQA Authority was gazetted (No. 16873) and at the end of 

May 1996, the appOintments to the Authority were announced by the Ministers of 

Education and Labour who share jOint responsibility for the appointments (Gazette 

No. 17227). Despite the progress in setting up the NQF, it must be said that South 
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Africa has merely crossed the threshold. A new and untested structure for 

overseeing the development and implementation of the NQF lies ahead. Current 

developments include the Education and Training Quality Assurance bodies 

(ETQA's), National Standards Bodies (NSB's) and the subsidiary Standards 

Generating Bodies (SGB's) (SAQA Bulletin, 1997:4). 

4.3.4.3 The Skills Development Bill and Levy 

"New legislation will start a skills revolution that will embrace technology to 

increase employment and productivity" (Coetzer, 1998: 124). 

The Ministry of Labour has tabled the Skills Development Bill, which aims to set in 

motion a skill revolution that will increase employment and productivity in South 

Africa. Among other things, the Bill will introduce a compulsory levy grant of one 

percent of the payroll of all companies as well as government (Coetzer, 1998:124). 

Riches (1997:23) highlights the following key aspects of the above proposal: 

• 	 The funding proposal revolves around the suggestion that all employers should 

contribute a training levy of 1 % to 1,5% of payroll. 

• 	 The new levy falls into two parts. 80% of it will form a sector Skills 

Development Fund to be used as a contribution to the state's National Skills 

Fund (NSF) to be used for learnerships. 

• 	 All levies will be paid directly to the government, probably through a revised 

income tax collection mechanism, and will then be drawn down to the sectors 

through a set of new organisations called Sector Education and Training 

Organisations (SETO's). 

• 	 Furthermore a grant system will be established, whereby enterprises can win 

back part of their entire levy through the submission of approved plans to the 

Department of Labour, through their SETO's and the new National Skills 

Authority (NSA). which replaces the National Training Board . 

• 1:" 
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• 	 Sector levies (the 80%) are solely for the sector, but the National Skills Fund 

(the 20%) is free for all through the learnership schemes. 

The Green Paper on the Skills Development Strategy suggests that current 

Industry Training Boards should be restructured into Sector Educational and 

Training Organisations that should be responsible for general functions, 

learnership functions, quality assurance functions, and strategic functions. In 

practise this means managing the standards setting process and managing 

learnerships. It does not see SETO's having a training function but will involve 

themselves in the Enterprise Training Schemes (SETS), the Training Plan Support 

Schemes (TPSS) and the Learnership Schemes (LS). The paper assumes that all 

enterprises have a training capacity, and thus are able to generate training needs 

analysis, development-training plans' cost and execute them and monitor their 

effectiveness. The Department has already started on an implementation plan 

that includes systems development, capacity building, pilot projects and full 

implementation. It is envisaged that the first three aspects will be completed by 

the year 2000, which is currently the target date for full implementation (Riches, 

1997:24). 

4.3.4.4 The Skills Development Act No. 97 of 1998 

The core purpose of the Act is to provide an institutional framework to devise and 

implement national, sector and workplace strategies~:to develop and improve the 

skills of the South African workforce, to integrate those strategies within the 

National Quali'f!cations Framework contemplated in the South African 

Qualifications Authority Act, 1995; to provide for learners hips that lead to 

recognised occupational qualifications; to provide for the financing of skills 

development by means of a levy-grant scheme and a National Skills Fund; to 

provide for and regulate employment services; and, to provide for matters 

connected therewith (Skills Development Act No. 97 of 1998:351). 
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The purposes of the Act 

(1) 	 The purposes of this Act are

(a) 	 to develop the skills of the South African workplace 

(i) 	 to improve the quality of life of workers; their prospects of 

work and labour mobility; 

(ii) 	 to improve productivity in the workplace and the 

competitiveness of employers; 

(iii) 	 to promote self-employment; and, 

(iv) 	 to improve the delivery of social services; 

(b) 	 to increase the levels of investment in education and training in the 

labour market and to improve the return on that investment; 

(c) 	 to encourage employers

(i) 	 to use the workplace as an active learning environment; 

(ii) 	 to provide employees with the opportunities to acquire new 

skills; 

(iii) 	 to provide opportunities for new entrants to the labour market 

to gain work experience; and 

(iv) 	 to employ persons who find it difficult to be employed; 

(d) 	 to encourage workers to participate in learnerships and other training 

programmes; 

(e) 	 to improve the employment prospects of persons previously 

disadvantaged by unfair discrimination and to redress those 

disadvantages through training and education; 

(f) 	 to ensure the quality of education and training in and for the 

workplace; 

(g) 	 to assist 

(i) 	 work seekers to find work; 
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(ii) 	 retrenched workers to re-enter the labour market; 

(iii) 	 employers to find quali'fied employees; and, 

(h) 	 to provide and regulate employment services. 

2. 	 Those purposes are to be aC~lieved by

(a) establishing an institutional and financial framework comprising 

(i) 	 the National Skills Authority; 

(ii) 	 the National Skills Fund; 

(iii) 	 a skills development levy-grant scheme as contemplated in 

the Skills Development Levies Act; 

(iv) 	 SETA's; 

(v) 	 labour centres; and, 

(vi) 	 the Skills Development Planning Unit; 

(b) 	 encouraging partnerships between the public and private sectors of 

the economy to provide education and training in and for the 

workplace; and, 

(c) co-operating with the South African Qualifications Authority 

(Skills Development Act No. 97 of 1998:352). 

4.3.4.5 The Education, Training and Development Function (ETD) 

According to the Draft White Paper on Education and Training (1994:10) the 

Government's Reconstruction and Development Programme is designed as an 

integrated, coherent socio-economic policy framework. The development of 

human resources is one of the five key programmes of the RDP. The main theme 

of the RDP's human resource development programme is the empowerment of the 

people through appropriate education and training to participate effectively in all 

the processes of a democratic society, economic activity, cultural expression and 

community life. 
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Jerling (1996:35) says: "Education and training is the most important means of 

achieving human resource development and in the RDP it is seen as a broad 

based set of activities, without time and place limitations. The underlying goal is 

for all South Africans to have access to Lifelong Learning. Learning should be 

available, not just in schools and other educational institutions, but also in the 

workplace." 

The ETD department has a definite right of existence in organisations because it 

serves as a vehicle to achieve the goals of the RDP as far as the development of 

human resources is concerned. Specifically it provides the basis for employee 

growth, raises workers' level of general education and skill, supports the 

introduction of more advanced technologies, overcomes prejudice based on race 

and gender in the workforce and achieves effective worker participation in 

decision-making and quality improvement (Draft White Paper on Education and 

Training, 1994: 11 ). 

Bernardin and Russel (1993:296) are of the opinion that apart from the 

development of human resources as part of the RDP, there are other major forces 

influencing business as well as ETD. These forces, and their influence on ETD, 

include the following: 

• 	 Increased global and domestic competition: 

This creates a great need for competitive strategies and management 

techniques in order· to improve employee producti~ity. 

• 	 Rapid changes in technology and computerisation: 

Employees need to be trained to obtain more technological skills (e.g. in the 

computer field). 

• 	 Changes in the workforce: 

The workforce is increasingly being made up of minorities, women, and people 

with disabilities and so on. Employees need to be trained to be able to relate 

to a diverse workforce and participate in organisational decision-making. 
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• 	 Occupational obsolescence and the emergence of new occupations: 

Greater changes in occupations require flexible ETD policies to prevent lower 

productivity and increased turnover. 

Why an ETD department in organisations? Kenney and Reid (1989:52) respond 

by stating that ETD contributes to the organisation in the following ways: 

• 	 ETD helps employees to learn their jobs quickly and effectively, thus 

minimising learning costs. 

• 	 Training can help existing staff to improve their work performance and to keep 

up to date in their field of specialisation. 

• 	 A reduction in work errors benefits an organisation in two ways. Firstly 

management can spend more time on planning and development activities 

instead of correcting mistakes. Secondly, costs of errors are eliminated. 

• 	 Labour turnover among new staff, if caused by ineffective learning and 

inadequate training, can be reduced. Staff who are helped by induction and 

other training to learn their jobs rapidly are more likely to achieve a high level of 

job satisfaction. 

• 	 Training in safe working practices reduces accidents, resulting in social and 

financial benefits to employers, employees and soCiety. 

An organisation with a reputation for providing good ETD tends to attract better 

applicants for its vacancies . 

• i; ., i~ i 
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4.4 PERSPECTIVES ON LEARNING IN THE WORKPLACE 

4.4.1 Introduction 

There has been a tendency to perceive learning as something that others do to us 

rather than as something we do for ourselves. Many definitions of learning point to 

a process of acquisition. The child as an empty repository dependant on inputs 

from the adult world, gradually filling up during the processes of socialisation and 

schooling. Success is measured in terms of how quickly and how completely this 

filling up process is completed. The education system is desperately in need of 

new definitions and understanding of it is to succeed in liberating learning from the 

stranglehold of traditional orthodoxy and the limitations of too narrow an 

understanding of its complex processes (Whitacker, 1995: 1). Whitacker (1995: 1) 

notes: "What a dangerous activity teaching is. This entire plastering on of foreign 

stuff. Why plaster on at all when there is so much inside already." Whitacker 

(1995: 1) argues that in the struggle to improve the quality of educational systems, 

there exists a need to adopt an altogether pure life - enhancing and optimistic 

appreciation of the learning process. 

4.4.2 The nature of learning 

4.4.2.1 Learning Functions 

Table 4.1 presents a model of learning functions. It is ,subdivided into the following 

sections: 

• Main category 

• Subcategories 

• Teacher Action 

• Learner action 

Table 4.1 indicates the approaches to learning when initiated by the 

• teacher and 

• learner 

• 
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Table 4.1: Learning Functions 

Teacher Action Leamer Action SubcategoriesMain Category 

Presents information Thinks of possible 
Learning 

1. Preparation of - Orientation on 
on goals goals and activities 

• - Choice of goals 
goals and action 

Chooses goals for Chooses personal 
students learning goals 

- Relevance of Realises why goals 
goals 

Explains why goals 
are relevant 

- Self confidence 
are relevant 

Promotes self 
that the goals are 
Reassures students 

confidence; is self 
within their reach confident 

- Planning of Plans and chooses 
learning activities 

Chooses learning 
learning activities 

sequence 
- Motivating 

activities and their 

Is motivated to 
students to learn 

Makes learning 
appear interesting for learn; promotes 
example through motivation 
story telling 

- Getting started Has an adequate 
start 
Gives the sign to 

starting strategy 
- Getting attention Pays attention 

attention through 
voice 

- Recalling prior 

Attracts students 

Gives overview of Recalls prior 
learning learning 

has relevance 
prior learning that 

2. Learning steps Comprehension Presents information Reads, listens 
in a structured way analyses 

Integration Relates, makes a 
information to old. 
Relates new 

scheme 
Presents a scheme 

Application Demonstrates how Applies to a new 
one can apply a situation, thinks of 
certain principle in possible 
practice applications 

3. Regulation Consults being 
Processes 

- Monitoring Observes whether 
knowing 

- Testing 
students understand 

Paraphrases in 
order to test 
comprehension 

- Revision 

Poses a question 

Tries a new strategy 
a second time in a 
new way 

- Reflection 

Presents information 

Thinks of possible 
they learned in a reasons for 
certain way 

Tells students why 

succeeding this time 
4. Performance, Uses external 

Judgement and 
- Feedback Gives feedback on 

feedback 

Feedback 


student response 
possibilities 

- Judgement Judges own 
performance 
Judges students 

performance 



. 

134 


.," 

(Adapted from Simons, 1992:160-162) 

The above table shows five groups of learning functions with subcategories and 

indicates how either the teacher/trainer or the adult learner can initiate the 

functions. Actions initiated by the learner in the above table could be interpreted 

as the skills and habits of self-regulated or independent learning. Furthermore, if 

teachers initiate and control all of the learning functions, then students/trainers will 

not learn how to fulfil them on their own. Their dependence on the teacher or 

trainer will increase, which could create the perception that teachers and trainers 

are persons who are there to make you learn; to motivate you; to inform you, to 

give you assignments and to control and evaluate your learning. In other words, if 

teachers or trainers initiate and control all the learning functions, students or 

trainees may come to believe that this is the only feasible division of tasks, and 

that their role in learning is a passive one. They do not develop independent 

learning skills and will not be able to fulfil the learning functions independently 

(Simons in Tuijnman, 1992:162-163). 

Simons (1992:165) argues that from the perspective of Lifelong Learning it seems 

very important that as many people as possible will develop the skills of 

independent learning, and that individuals are never too old to learn how to learn. 

Shuell (1988:277-278) talks about four principles concerning the way learning 

should take place in ideal situations: "... learning is an active, constructive, 

cumUlative and goal directed process ... It is active in that new information must 

be elaborated and related to other information in order for the student to retain 

simple information and to understand complex material. It is cumulative in that all 

new learning builds upon and/or utilises the learner's prior knowledge in ways that 

determine what and how much is learned. It is goal oriented in that learning is 

most likely to be successful if the learner is aware of the goal at least in a general 

.'7 " 

Main Category Subcategories Teacher Action Learner Action 

5. Motivation and - Motivation Promises a reward Thinks of future 
Concentration rewards 
Management 

- Concentration Stimulates students Takes a break 
Management to keep on 
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sense towards which he or she is working and possesses expectations that are 

appropriate for attaining the desired outcome." 

4.4.2.2 Learning styles 

In recent years, increased attention has been given to the concept of individual 

learning styles, which arose from the tendency that individuals differ in their 

willingness or tendency to learn from different activities or approaches (Buckley & 

Caple, 1992:61). 

Jerling (1996:130) says: "For example, some people prefer practical exercises at 

an early stage of ETD and will be prepared to learn by their mistakes, whilst others 

prefer to receive demonstrations and explanations first before reflecting on the 

content and assessing its relevance and importance to their own circumstances. 

Some people rely on theoretical, abstract discussion to establish a thought 

process and method for action, whilst others prefer to be given information or 

taught skills that they feel can be transferred to their work environment. 

Buckley and Caple (1992:161-163) distinguish between four learning styles, viz., 

Activists, Reflectors, Theorists and Pragmatists. 

• Activists 

Activists enjoy the here and now, are dominated by immediate experiences 

and tend to enjoy short-term crises. They also tend to enjoy the challenge of 

new experiences, but are relatively bored with implementation and longer-term 

consolidation. 

• Reflectors 

Reflectors like to stand back and think about experiences and observe them 

from different perspectives. They collect data and analyse it before coming to 

any conclusions. They like to consider all possible angles and implications 

before making a move, so they tend to be cautious. They actually enjoy 

observing other people in action and often take a back seat at meetings. 
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• 	 Theorists 

Theorists are keen on basic assumptions, principles, theories, models and 

systems thinking. They price rationality and logic. They tend to be detached, 

analytical, and are unhappy with subjective or ambiguous experiences. They 

like to assemble or build disparate (unrelated or different) facts into coherent 

theories. They like to make things tidy and fit them into rational schemes. 

• 	 Pragmatists 

Pragmatists positively search out new ideas and take the first opportunity to 

experiment with applications. They want to try out new ideas in practice. They 

see problems and opportunities as a challenge. 

In conclusion Buckley and Caple (1992: 166) outline the following possible benefits 

of learning styles: 

• 	 They help ETD practitioners to design programmes that fit in with the 

predominant (Primary or main) and subordinate (secondary) styles of the 

learners. 

• 	 They assist ETD practitioners to understand the relationship they are trying to 

build with learners. 

• 	 Knowledge of learning styles assists ETD practitioners to identify individuals 

who may need special attention because their learning style differs from the 

norm or the majority of the group. 

• 	 Learning styles allow learners to put their observations and comments about 

the ETD content and methods into perspective. 
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4.4.3 Learning theories and the adult learner 

4.4.3.1 The pedagogical and andragogical theories of learning 

The progression in the field of educational theory has led to two sets of 

assumptions about learners, which form the core of the pedagogical and 

andragogical models as represented in table 4.2. 

Against the background of information given in table 4.2, Knowles (1990:54-56) 

summarises the core approach of the two models as follows. Firstly the 

pedagogical model assigns to the teacher the full responsibility for making all the 

decisions about what will be learnt, how it will be learnt, when it will be learnt, and 

whether it has been learnt. It is teacher-directed education, leaving to the learner 

only the submissive role of following the teacher's instruction. On the other hand 

the andragogical model implies a learner-centred approach. Both models are then 

based on certain assumptions about learners. 
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Table 4.2 


The assumptions of the pedagogical and andragogical models of learning 


Assumptions of the Assumptions of the 
pedagogical model andragogical model 

The learner's self- The teacher's concept of the Adults have a self-concept of 
concept learner is that of a being responsible for their 

dependant personality. The own decisions and for their 
only role for the learner is own lives. Once developed 
that of submissively carrying they develop a deep 
out the teacher's psychological need to be 
instructions. seen by others as being able 

of self-direction. 
The role of The learner's experience is Adults come into an ETD 
experience of little worth as a resource activity with both a greater 

for learning. The experience volume and a different 
that counts is that of the quality of experience than 
teacher, the textbook writer young people. By virtue of 
and the audio-visual aid simply having lived longer, 
producer. Therefore, they have accumulated more 
transmitted techniques, e.g., experience and a different 
lectures and assignment kind of experience from what 
readings are the backbone they had in their youth. 
of the pedagogical 
methodology. 

Readiness to learn Learners become ready to Adults become ready to 
learn what the teacher tells learn those things they need 
them they must learn if they to know and be able to do in 
want to pass and get order to cope effectively with 
promoted. their real-life situations. 

Orientation to learn Learners have a subject Adult's orientation to learn is 
centred orientation to life-centred (or tasklproblem
learning and see learning as centred). Adults are 
acquiring subject-matter . motivated to devote energy 
content. to learn something to the 

extent that they perceive that 
it will help them perform 
tasks or deal with problems 
that they confront in their 
real-life situations. 

Motivation Learners are motivated to While adults are responsive 
learn by external motivators to some external motivators, 
e.g., grades (marks), the such as better jobs, 
teacher's approval or promotions, higher salaries, 
disapproval and parental etc. The strongest 
pressures. motivators are internal 

pressures. 
(Adapted from Knowles, 1990:54-63) 

t,!~ 
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Because the andragogical model is mainly concerned with adults we highlight the 

following definitions of an adult. 

• 	 Biological definition: We become adult biologically when we reach the age 

at which we can reproduce, usually during adolescence. 

• 	 Legal definition: We become adult legally when we reach the age at which 

we can sign a contract without the consent of parents, marry without parental 

consent. 

• 	 Social definition: We become adult socially when we start performing adult 

roles, such as the role of full-time worker, spouse, parent, voting citizen, etc. 

• 	 Psychological definition: We become adult psychologically when we arrive 

at a self-concept of being responsible for our own lives and of being self

directed. 

From the viewpoint of learning, it is the psychological definition that is most crucial 

(Knowles, 1990:57). 

Knowles (1990:64) concludes that the two models (Table 4.2) are complementary 

rather than opposing. The models should be seen as a system of concepts that 

can be used in parallel rather than being antithetical.:" ETD practitioners have the 

responsibility to assess which assumptions are realistic in a given ETD situation. 

If a pedagogical assumption is appropriate for a particular learner with regard to a 

particular learning goal, then a pedagogical strategy is appropriate, at least as a 

starting point. 
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4.4.3.2 	 Relevance and implications of andragogy for Education, 

Training and Development 

The assumptions of the andragogical model have certain implications for 

Education, Training and Development. Knowles (1990:195-196) highlights the 

following implications for adult learning and facilitators. 

=> Implications for adult learning 

• Self-concept 

A climate of openness and respect is helpful in identifying what the 

learners want and need to learn. Adults enjoy planning and carrying out 

their own learning exercises and they also need to be involved in 

evaluating their own performance. 

• Experience 

Less use is made of transmittal techniques, e.g., lectures, and more of 

experiential techniques, e.g., role-play. Discovery of how to learn from 

experience is a key to or essential for self-actualisation. Mistakes are 

opportunities for learning. 

• Readiness to learn 

Adults need opportunities to identify the competency requirements of 

their occupational and social roles. Adult's readiness to learn and 

teachable moments peak at those pOints where a learning opportunity is 

co-ordinated with recognition of the need-to-know. 

• Orientation towards learning 

Adult learning needs to be problem-centred, and not theoretically 

oriented. Formal course development is less valuable than finding out 

what the learners needed to learn. Adults also need the opportunity to 

apply and try out learning quickly. 
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=> Implications for facilitators 

• 	 Self.concept 

Facilitators recognise learners as self·directing and treat them 

accordingly. The facilitator is a learning reference rather than a 

traditional instructor. The facilitator must also avoid "talking down" to 

learners who are experienced decision-makers and self-starters. 

• 	 Experience 

As the adult is the product of his or her experience, failure to utilise or 

draw on the experience of the adult learner is equivalent to rejecting him 

or her as a person. 

• 	 Readiness to learn 

Learners learn when they are assisted to identify gaps in their 

knowledge. No questions are "stupid" and all questions are opportuni

ties for learning. 

• 	 Orientation towards learning 

The primary emphasiS in the course is on learners learning rather than 

on teachers teaching. Involvement in such things as problems to be 

solved, case histories and critical incidents generally offer greater 

learning opportunity for adults than "talking to" them as in a lecture, for 

example. 

4.4.4 	 Beyond training towards learning: Learning skills and vocational 

learning 

"That change is happening and that the rate of change is accelerating have been 

accepted for some time. This is mirrored in many of the jobs around us; much 

work that was previously done manually or by basic machines has now been 

automated and computerised. Therefore, methods such as Taylorism - the 
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analysis of manual movements to determine the most efficient ways of doing a job 

- have become largely obsolete" (Downs, 1993:207). 

Downs (1993:207) states that allied to the changes in the nature of jobs is the fact 

that instead of people staying in one kind of job for their whole working life, they 

are now likely to need to learn different job skills to ensure continuing employment. 

"But why the emphasis on learning and not training? The answer is summarised 

in these two statements: People do not have to be trained in order to learn. 

People often learn in spite of the training they receive" (Downs, 1993:207). 

Downs (1993:207) continues this argument and says training, in those situations 

where it is necessary, is essentially a means to an end - that is to bring about 

learning. However, it is evident from many sources that training does not always 

bring about the right kind of learning, indeed that some people learn in spite of the 

training they receive rather than because of it. The dazzling potential and the 

excitement that is generated may distract attention away from achieving the right 

kind of learning and substitute a preoccupation with the efficiency of the new 

technologies of training. 

"The hardware and the software should be subordinate to the need to achieve the 

right kind of learning and not the other way around. It is sometimes said that we 

should start with the training need and not with the technology. We should, in fact, 

start further back. We should start with the learning needs" (Downs, 1993:208). 

To conclude: Downs (1993:226) states: "The work on developing learning skills 

was experimentally shown to be beneficial to a wide range of abilities and 

circumstances. In New Zealand, for example, the work was used to help women 

returning to work and disadvantaged groups. In South Africa, training was 

remodelled to incorporate the work and methods appropriate for groups of 

managers, trainers and apprentices - both black and white. Similarly in the UK the 

work has been integrated into many training courses in such organisations as 

British Airways, Barclays Bank, Glass Training, Glaxo, ICI, Shell, and the Skill 

Centres. The purposes to which the work has been put include designing training, 
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developing Open Learning material, and developing learning skills ... The 

research and its applications are a very small part of a movement towards 

considering learners and their needs, which echoes the shift from rote learning to 

forming concepts. Some examples of this are the changes of name in many 

companies. For instance 'training centre' has become 'learning centre', and 

'correspondence course' or 'home study' has become 'Open Learning'. People 

are recognising that constant change means constant learning. This in turn 

means practice in learning which builds up confidence in the ability to learn." 

4.5 THE DEVELOPMENT OF OPEN LEARNING IN INDUSTRY 

4.5.1 Background and introduction 

"My prejudice against the traditional, menu-driven, off-job course approach to 

training came to a head five years ago on the fourth day of a five-day negotiating 

skills programme when one delegate suddenly realised that it was his second time 

on the course. That extreme example of poor transfer from classroom to 

workplace was compounded by my experience of high levels of delegate 

withdrawal in the week prior to the course. The problem was a combination of low 

commitment to training by individuals and their management, and a training 

department which was training in what it knew, not what was necessary" (Dobson, 

1989:245). 

Dobson (1989:245) furthers states: "Shortly after I closed down that training 

department, I learnt of the Jaguar Open Learning Programme. To meet Sir John 

Egan's aim for Jaguar of a well-educated workforce, employees were invited to 

enrol in a variety of subjects, many of which were not job related. Lecturers from 

local schools and colleges delivered the material on site. The only condition was 

that employees had to be sponsored by their line manager and tuition was in the 

employee's own time. The uptake by employees was remarkable and per head 

they achieved more training by Open Learning and in the employee's own time, 

than I had been able to achieve with my conventional training department." 
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The mid 1980's, therefore have seen a growing trend in industry towards Open 

Learning as a means of delivering training. The reasons for this are: 

* 	 Firstly, the greater cost effectiveness that can be demonstrated over more 

conventional forms of training. 

* 	 Secondly, the flexibility offered by Open Learning: training requirements can 

be met immediately, as they arise, and for any number of employees. 

* 	 Thirdly, training can be better targeted: the modular approach of Open 

Learning enables a company or learner to pick just the skills required working 

through the whole course. 

* 	 Fourthly, Open Learning is seen as strengthening the involvement of line 

managers in training. 

Furthermore the philosophy behind Open Learning - the development of individual 

independence in learning - is in keeping with the spirit of the times: adaptability 

and autonomy are seen as key skills needed for industrial regeneration (Lewis, 

1987:83). 

Lewis (1987:83-84) speaks of Open Learning as a term used to describe 

education and training schemes which are designed to meet the varied 

requirements of individuals - in terms of what, wherE!: when and how they learn. 

Examples of the forms of Open Learning that may be developed include learners 

attending for instance a centre that has flexible hours and that contains a variety of 

learning materials. Or learners may study at home with only occasional 

attendance at a local centre. Or learning may be carried out entirely at a distance 

from the providing centre. 

4.5.2 Open Learning in industry: Multisectoral perspectives 

In industry Open Learning may be provided by well-established management or 

further education colleges; diversifying from more conventional means of training, 
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by the 'delivery projects' set up by Open Tech to market and support Open 

Learning packages; -or by the comp.any itself (Lewis, 1987:84). 
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Figure 4.1: Main elements of an Open Learning scheme 

According to figure 4.1 the learner is at the centre of the provision, but in industrial 

training the company context is particularly important and pressing. There, 

companies will often sponsor the learning and the learning may well take place on 

company premises and in the company's time. At the planning stage decisions 

are made about the nature of the learning package, the support systems and the 

management framework necessary to run the scheme. Once the scheMe is in 

operation the three major components - package, .-support and management 

are in constant interaction. The whole system exists to respond to and meet the 

needs of the target learners (Lewis, 1987:84-85). 

4.5.2.1 Pre-Open Tech Open Learning models 

Four main models of Open Learning existed before Open Tech: correspondence 

courses, the Open University (OU), flexi-study and learning by appointment 

centres. None of those had much appeal, or relevance to commercial or industrial 

training - partly because of the subject areas (mainly liberal education) and partly 

because of inappropriate delivery arrangements (Lewis, 1987:85). 
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Table 4.3 illustrates some of the characteristics of these models: 

Table 4.3: Pre-Open Tech Open Learning models 

Model Package Support Management 
Corresponde Typewritten, Correspondence Central record 
nce only photocopied 

material; in the 
past, often not 
illustrated 

tutor; student 
contact largely 
through submission 
of assignments 

keeping by 
correspondence 
college 

Open Well-produced Regional tutor; Central, 
University packages, using 

wide range of media 
including radio and 
television 

correspondence 
tuition; some face
to-face tutorial time; 
self-help learning 
groups encouraged 

computerised 
systems; regional 
network to 
implement central 
procedures 

Flexi-study Centrally-produced 
(mainly by National 
Extension College); 
attractive, printed 

Local support by 
variety of means-
post, telephone, 
face to face 

Decentralised; all 
management 
activities (e.g. fee 
collection, storage 
of materials) 
carried out by local 
centre 

Learning by Programmed None or very basic Simple booking 
Appointment learning packages; (e.g. receptionist) and materials 
Centre short home-

produced, often 
print 

maintenance 
systems 

(LeWIS, 1993:85) 

Lewis (1993:85-86) .states that those individuals seeking advancement in 

professions such as banking and accountancy had used correspondence courses 

for many years. However, the early reputation of 'many courses was low, and 

continued to be so even after improvements to the quality of materials and to 

support for students had been made. Learning by Appointment Centres used 

material developed from a Skinnerian behaviouristic philosophy. However, they 

provided little in terms of learner support as well as suffering from the general 

disfavour into which programmed learning fell in the'mid 1970's. The Open 

University went a step further. It made correspondence education respectable in 

that it provided an effective opportunity for thousands of part time students to 

study for a degree, which has been recognised, by other British universities. 

Before the OU Business School was started in the 1980's, though, the OU 
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responded solely to individual needs, rather than to corporate training 

requirements. 

Flexi-study, on the other hand showed an alternative and more collaborative way 

of delivering education and training. In fiexi-study packages material were 

produced centrally by the National Extension College and bought in by local 

colleges, mainly colleges of further education. The centre and local provider each 

worked from a position of strength. The local college - not the central producer of 

the packages - 'owned' the student and this had the freedom to offer whatever 

support fitted the needs of its particular clients. However, the shortcomings of the 

flexi study model were never fully developed to meet company needs. Flexi-study 

was confined to general studies departments - suitable packages for industry 

therefore did not exist (Lewis, 1987:86). 

Temple (1991 :56) argues, in view of the above outline, that before the 

establishment of the Manpower Services Commission's (MSC's) Open Tech 

Programme the impact of Open Learning on vocational education and training had 

only been marginal, though well-established in some occupations: for instance 

many individuals had sought professional qualifications in subjects with a high 

factual content such as Accountancy by means of correspondence courses. Open 

Learning, during this time, was largely seen as academic; second chance 

education for those who had missed out first time round; adults taking A-levels 

through the National Extension College or the Rapid Results College; or degrees 

through the Open University. 

4.5.2.2 The Open Tech Programme 

Lewis (1987:86) says that when the MSC was deciding how best to promote Open 

Learning as a means of delivering training, it could easily have turned to a 

centralised model such as that offered by the Open University. However, the 

Open Tech Task Group Report (1982) decided against the centralised model and 

opted instead for collaborative arrangements. Funding was dispersed to projects 

of widely different kinds based in institutions of many different types and meeting 

very specific industrial needs. 
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Table 4.4 summarises some of the types of projects funded by the Open Tech. 

Table 4.4: Projects funded by the Open Tech 

Type of project Purpose Current example 
Materials 
production 

To produce Open Learning 
materials (and, in some cases, 
also to deliver them) 

Hotel and Catering 
Industrial Training Board 

Delivery To market existing Open 
Learning packages and to offer 
tailored support (e.g. tutorials, 
consultancy) 

Staffordshire Open 
Learning delivery project 

Practical 
training facility 

To provide access to up-to-rl"".'" 
hardware on a flexible basis 

Dudley Open Access 
Centre 

Support To back-up all the above (e.g. 
by maintaining a central record 
of Open Learning packages, by 
research into aspects of Open 
Learning, by consultancy) 

Materials & Resources 
Information Service 
(MARIS) 

(LeWIS, 1987:86) 

Temple (1991 :56) argues that Open Tech brought Open Learning into mainstream 

industrial training. The government Task Group report of 1982, referred to earlier, 

had its membership drawn from a wide range of occupational sectors and it had 

been formed primarily to find a training solution to the UK's growing lack of 

competitiveness in world markets. It identified a key element in the economic 

difficulties being experienced by the UK: the shortage of skilled people at 

technician and first line manager level - that vital middl~ level of skilled people who 
, 

can make or break a business as the result of their knowledge, abilities and 

attitudes. The overall purpose of the programme related closely to the third 

objective of the New Training Initiative published in 1981, which had committed the 

government via the MSC to widening training opportunities for adults in the light of 

changes in both skill requirements and industrial structures. 

Lewis (1993:87) says that by 1986 Open Learning had established a firm hold in 

training. The extent of this was apparent at the April 1986 Spring Open exhibition 

and conference - the first of its kind in Britain and attended by over 3 500 trainers 

and managers in two days. Growth had been helped by good allocation of MSC 

k .....~ 
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funding. The 'Big Companies' project, for example, dispersed small sums of 'seed 

corn' money to 18 major companies such as Boots, British Rail and British 

Caledonian. The companies used the money to buy in and pilot Open Learning 

packages. At the conclusion of the project, all but two of the companies had plans 

to use Open Learning as an integral part of their training arrangements. 

Temple (1991 :57) continues this line of thought and states that the MSC had a 

history in its short life span. Its TOPS programme (Training Opportunities 

Programme) for unemployed adults had promoted the notion of training for the 

skills needed in the event of an economic upturn. Its Youth Opportunities 

Programme had received every kind of response from accusations of being slave

labour in disguise to plaudits for its imaginative response to a response to a 

problem, which had come as a shock even to those working closely with young 

people entering employment. Its programmes were mainly run 'in the field' by 

regionally and locally based civil servants of MSC supervising the activities of 

managing agents chosen mainly from training providers who were prepared to 

take a risk with a new venture. 

The Open Tech programme was to be very much part of the MSC ethos. It 

appeared however quixotic: MSC was the specialist in dealing with unemployed 

people, yet this new programme was focused exclusively upon those in 

employment. Open Tech proposed to focus upon the training needs of those 

already in jobs. On the hidden agenda were also the twin requirements to induce 

industry to pay for training without the inducement of levies or subsidies and to 

induce local education authorities and their further/higher education colleges to 

become more responsive to industry's needs. The defective model clearly in the 

programme planners' minds was the local technical college, imperiously running 

its courses from the first week in September every year, recruiting stUdents for 

established courses and preparing candidates for examinations in May and June, 

or in November and December - just as it had done since its foundation in 1890 or 

1930 (Temple, 1991 :58). 

Temple (1991:58) says that underpinning this was a deeper need, that of getting 

closer to identifying the skills which the country's workforce required in order to 
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make the economy more competitive in relation to that triad of high achievers, 

quoted in every report and ministerial statement of the period: Germany, the 

United States of America and Japan. 

As a programme to be delivered through a range of institutions including 

professional bodies such as the Construction Industry Training Board, large 

companies such as ICI, polytechnics and colleges and co-ordinated by a small 

team in MSC head office in Sheffield, Open Tech thus had a heavy agenda which 

was not entirely apparent in the early stages when it was seen as primarily to 

update the skills of technicians and supervisors. It would have a role to increase 

the supply of skilled labour, help improve people's career prospects, encourage 

industry and training providers to use technology more efficiently both in their 

operations and in the delivery of training, develop new materials for training more 

flexibly, reduce barriers to access, increase institutional responsiveness, and 

generally encourage the use of Open Learning (Temple, 1991 :58-59). 

Temple (1991 :60) states: "Open Tech was seen primarily in terms of its most 

visible outputs: its Open Learning packages". Lewis (1993:89) goes further and 

says that Open Tech has led to changes in the types of package for use in Open 

Learning. Previously, packages were overwhelmingly print-based. However the 

Open Unit has allocated funding to developments leading to: 

* 	 Firstly, utilisation of new media such as CBT and interactive video. 

* 	 Secondly, Open Learning has broken down curricula into chunks smaller than 

before, allowing the learner to study something meaningful in a short space of 

time, such as half an hour for example. 

* 	Thirdly, there has been a move to making courses more modular. This 

enables students to study just the material they need, rather than having to 

take a total package and learners can often combine modules over a period of 

time to acquire a qualification. 
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* 	 A fourth new feature is the content of the training packages and the outcomes 

to which they lead. There is increasing emphasis on material that will affect 

learner's practice, produce changed behaviour and show immediate results. 

Instead of "objectives" there are 'business payoffs'. 

In response to the question how the groundwork by Open Tech relating to Open 

Learning enhanced its application to industry in practice Lewis (1987:87-88) 

provides the following multisectoral evidence and perspectives: 

* 	 Manufacturing company 

A large manufacturing company in Britain decided to invest heavily in Open 

Learning centres at its manufacturing plants. Employees could learn new 

skills, which were directly relevant to the company, for example, moving from 

conventional draughting practices to CAD/CAM, and managers could be taught 

interpersonal skills, such as negotiation and delegation. 

While this compulsory in-work element of the Open Learning system was the 

primary purpose, any members of the company could also come to the centre 

for self-development in their own time. 

All the centres used Computer-Based Training (CBT) as their main medium of 

instruction. Fairly basic support was available on demand: more specialist 

support was available by phone. The company was so impressed by the 

success of these centres that they contracted to develop a total of eight centres 

instead of the five originally planned. The centres are open nearly a/l day and 

night 

* 	 Oil industry 

A large oil company wanted to make more resources available to managers 

wishing to engage in self-development, especially after appraisal interviews. 

The company bought a large, wide ranging library of Open Learning· materials 

in a variety of media. Management staff that would look at the index of 

materials available and select an appropriate package (say on time 

management) could borrow these. This would be delivered to them, together 

with any necessary hardware. Users would then report back on the 

effectiveness of the package, and on what new skills had been learned. 
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* Service industry 

A company in the service industry was about to be affected by new legislation 

and government directives on profit centres. Whereas all financial matters had 

previously been handled centrally, now the managers of the various 

departments would have to take on budget control and loss monitoring. 

The senior managers needed fast skill-development in financial management. 

The company decided to enrol them on an Open University Business School 

course and to supplement the OU tutoring by contributions from senior staff 

witrlin the Finance Section. 

* 	 Retail industry 

A retail company was attempting to alter the management style of staff within 

one particular operation division. New working practices had broken down the 

traditional strong hierarchy and managers had to be trained to cope with this. 

For speed and efficiency Open Learning could handle major elements of the 

retraining course. The interpersonal skill development sections required face

to-face interaction, and this would be provided at short, highly intensive 

residential sessions. 

* 	 Heavy industry 

A major British heavy industry needed to train its process workers in the 

applications of fast-developing technology. The workers were used to VDU's 

and keyboards and disliked reading, so CBT.' and interactive video were 

chosen. Packages in metallurgy and electrical engineering subjects were 

written and employees used these in areas adjacent to their workplace. 

Their managers were enthusiastic and on hand to help with any problems in 

understanding the package or applying it to work conditions. Some managers 

also ran regular, informal discussion groups to consolidate individual learning. 

In response further to the question: 'What did Open Tech achieve?", Temple 

(1991 :64) argues that Open Tech made each of the following possible, or at any 

rate possible within a shorter timescale than would otherwise have been the case: 
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* 	 greater, responsiveness of further education colleges to their clients' needs; 

* 	 removal of some barriers to training, including the extension of participation in 

training to people who had previously not had access to it; 

* 	 modularisation of course provision, enabling users to select an appropriate mix 

of content for their learning needs; 

* 	 credit accumulation and transfer in sectors other than higher education; 

* 	 establishment of quality standards for Open Learning (and, by extension, for 

training and education more generally); 

* 	 establishment of vocational qualifications in Open Learning; 

* 	 assessment of competence; 

* 	 the framework for and delivery of national vocational qualifications; 

* 	 college companies; 

* 	Training Access Points. 

In effect, Open Tech has created a sufficient body of materials and expertise to 

give large potential customers a product range from which to buy and employment 

programme providers some means by which to deliver individual programmes of 

training. One significant group of training providers has been influenced more 

than most by Open Tech: nearly every further education college in the UK now 

has at least a small part of its curriculum delivered by open and flexible methods, a 

large number of colleges are developing their own learning packages and 

expansion is likely to continue apace as more and more qualifications are 

delivered within the modular framework of National Vocational Qualifications. The 

profile of Open Learning has been raised to a level at which demand was created 

within industry, due to the impetus of Open Tech (Temple, 1991 :64). 

Temple (1991 :71) concludes: "The Open Tech programme was the main stimulus 

to the development of Open Learning for industry, even though its participants 

were in a sense pushing on a door which had at least been unlocked by 

established Open Learning organisations such as the Open University. Pitman's 

Correspondence College, the National Extension College, Wolsey Hall, the Rapid 

Results College and individual professional bodies ... Open Tech also encouraged 

training providers and some large companies to make access to training, 
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especially that which could be delivered by media such as video or computers, 

easier. The practical training facility projects demonstrated that even such highly 

technical and practical skills such as welding could be acquired flexibly through a 

variety of media such as computer simulation, video and interactive video rather 

than in traditional face-to-face lessons followed by hands-on experience." 

4.5.3 	 Research Report - Ford Cars UK: Report of on-site visit by researcher 

- 11 December, 1997 

4.5.3.1 Background and introduction 

The following report of an on-site visit to Ford UK Head office in Brentwood Essex 

and the Ford Body and Assembly Plant at Dagenham - London formed part of a 

visit to the Open University in Milton Keynes - UK by the researcher between 8 

December to 12 December 1997. (See Annexure C: Report of the Researcher's 

visit to the UK.) During the visit of the 11 December, the researcher conducted in

depth observation and interviews with staff and learners at Open Learning Centres 

Brentwood - Essex - head office of Ford UK and the body and assembly plant at 

Dagenham. 

4.5.3.2 Warley Learning Centre: Brentwood - Essex, UK 

=> Introduction to Warley Learning Centre 

Ian McAllister, Chairman - Ford of Britain, intrdduces the Warley Learning 

Centre as follows: 

In Ford we recognise that successful education and training programmes are 

vital for continuously improving the quality and effectiveness of our. people and 

hence the quality of our products and services to our customers. 

We also understand the importance of self-motivation in today's world. 

That's why the Warley Learning Centre has been developed to encourage 

learners to take responsibility for their own development and empower them to 
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increase their skills, knowledge, job satisfaction and performance through 

effective technology based training. 

The Warley Learning Centre represents the latest development in the Ford UK 

- wide network of on-site purpose built centres using state of the art 

technology. It is designed to encourage learners to identify their training 

requirements with their managers and then to work at their own pace using 

interactive multimedia training programmes in a user-friendly environment. 

The Centre offers flexibility of delivery geared to the individual learning style 

and training needs of the adult learner and is always accessible during the 

working day. It will also act as an information point and as a resource-lending 

centre for study materials to support personal and continuing professional 

development. 

I believe the Warley Learning Centre will help to change perceptions about the 

importance of training - and in this way on-going skill development and life-long 

learning will come to be seen as the norm. 

I would strongly recommend everyone on-site to pay a visit to the Centre to find 

out more about what is available to meet the challenges of today's workplace. 

=> 	 'Top Ten' Programmes: 1996 

Although the Warley Learning Centre covers a w.fde range of areas, software 

training packages as well as languages, management and personal 

development programmes, the following programmes were rated 'Top Ten' for 

1996: 

• 	 1. Excel 

• 	 2. Microsoft Project 

• 	 3. Coaching for Results 

• 	 4. Making your Time Count 

• 	5. Typequick 

• 	 6. Word 

~,. 
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• 	 7. Spanish 

• 	 8. Leading Teams 

• 	 9. Access 

• 	 10. PowerPoint 

:::) 	What the learners at Warley say .... 

"It's local, easy to use and I can learn at my own pace." A Manager 

"My worries were soon put aside. The Learning Centre has such a relaxed 

atmosphere in which to learn and, being on site, I can go down during my 

lunchtime." A Secretary 

"Its good to learn new skills. It's even better in a friendly environment, where 

flexibility is built around you and your job. I certainly recommend the Learning 

Centre." A Group Leader 

"I can honestly say that I couldn't do my job without the training I received in 

the Learning Centre." A Systems Analyst 

"Because courses can be completed in several sessions, rather than taking the 

whole day, it is easier to fit training around our peak work times." A Training 

Co-ordinator 

4.5.3.3 	 Oagenham Open Learning Centre - Oagenham Body and 

Assembly Plant 

The following are excerpts from the course brochures of the Open Learning Centre 

at the Dagenham Body and Assembly Plant - London. 

Welcome 

Welcome to our Supervisors guide to Open Learning for Dagenham Body and 

Assembly... This catalogue is not an exhaustive list of all courseware, but should 

be used as a starting point when considering for both yourself and your team. 
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Open Learning is continuing to develop and is used throughout the company as a 

fine effective and professional method of learning. At a time when there is an 

increased awareness of the need for training coupled with a decreased amount of 

time available to undertake it, we are able to provide the training that you need 

when you need it. 

For the more complex subjects, Open Learning provides core training for many 

West Horndon/Group Leader/Supervisor courses, to ensure that time invested 

away from their work is used as productively as possible. 

All our courses are being continually evaluated and modified as we strive to 

improve our service to your individually identified training needs. 

We have extended our opening times and are now open from 7:30 a.m. to 6:00 

p.m. Monday to Friday. 

The centre is located above the Medical building in the Body Plant. 

As a Supervisor this guide is to advise and inform you of what Open Learning is 

and how it works at Ford, and indeed how it could work in your area. 

What is Open Learning? 

The key aspect of Open Learning is flexibility. Unlike structured training courses 

employees do not have to be away from work for long periods whilst they are 

training. If an employee is in the Open Learning centre and is needed to return to 

work urgently they are simply a phone call away and can be back at work within 

minutes. With Open Learning the trainee can go to the Open Learning centre and 

do an hour's work and then go back another day and continue with the course 

where he/she has left off. Another bonus of this flexibility is that Open Learning 

means that training can be individually tailored to fit around work schedules. This 

same flexibility gives the trainees the chance to learn at their own pace. 



158 


Open Learning is cost effective because it is in plant rather than having to pay 

outside companies to provide training. One Open Learning package can be used 

to train hundreds of people whereas most courses only cater for six people and 

are very costly to run. The cost effectiveness is again seen in the savings of man

hours, which would otherwise be lost whilst staff went off on courses. A further 

aspect of cost effectiveness is that once staff has been trained they give greater 

productivity. 

The range of Open Learning already available at Ford is very comprehensive. 

This range includes - Computing, personal development, engineering, finance, 

languages, mechanical, management and supervisory, quality, health and safety, 

"practically based": technical courses ... In fact there are over 200 courses 

available, many of which have been designed by and for us here at Ford. 

Open Learning is not just computer based training, some courses are run on 

computers but others are on videotapes, interactive videos, audiotapes and some 

also require practical work and in this case all the necessary equipment is 

provided. 

Open Learning has already proven to be an effective tool and can be especially 

useful during major initiatives. A good example of that is the SPC training, which 

is available as an interactive video course in all Ford Open Learning centres. 

Employees are also welcome to use the facilities available in the Open Learning 

centres in their own time. Many people are completing college or university 

courses and use the Open Learning centres to study in and for typing up their 

notes in. Qualifications gained in their own time again benefit both the staff 

involved and the company. 

New Courses 

At the Open Learning centres around the country we are continuing to increase 

the variety of subjects that our courses cover. To assist us in this we would 

welcome any suggestions for subjectsltopics that would interest your department. 
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Please forward any suggestions that you have to the administrators at the Open 

Learning Centre. 

4.6 OPEN LEARNING AND TECHNOLOGY 

4.6.1 Background and introduction 

"In moving educational technology to the centre of our understanding of open and 

distance education, we regard educational technology not simply as sets of 

machines or peripheral processes, but as a fundamental aspect of the educational 

processes. Education is at the basis of human and social development ... Human 

cultures are built on the gradual and selective accumulation of knowledge as each 

generation communicates with its members and offspring. Education represents 

systematic procedures for teaching and learning aspects of the culture 

development by present and preceding generations. Therefore, it is possible 

through historical and other analyses to trace the antecedent knowledge, which 

constitute elements of contemporary cultures. It is also possible to uncover the 

pedagogues and technologies used throughout educational history" (Evans & 

Nation, 1993: 198). 

Evans and Nation (1993: 198) therefore point out that it is important that we 

recognise that pedagogy and technology are - and have always been 

fundamental and inseparable elements of education. There seems to be a 

perception, especially with the advent of new communication technologies, that 

technology is a recent addition to education and/or separate from it. It is true that 

some technologies are constructed outside of education and then are adopted and 

incorporated into its fabric later. However, technologies of different kinds have 

informed and/or have been produced by the pedagogies obtained in particular 

educational contexts. Educational technologies are therefore not simply the tools 

of educators - although this is a popular misconception. Rather, they are the 

knowledge, values and practices, which constitute the development of those tools. 
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Wajcman (1991: 14-15) expounds on the above thoughts as follows: 

'technology' is a form of knowledge ... Technological 'things' are meaningless 

without the 'know-how' to use them, repair them, design them and make them. 

That know-how often can be captured in words. It is visual, even tactile, rather 

than simply verbal or mathematical. But it can also be systematised and taught as 

in various disciplines of engineering .. . 'Technology' also refers to what people do 

as well as what they know. An object such as a car or a vacuum cleaner is a 

technology rather than an arbitrary lump of matter, because it forms part of a set of 

human activities. A computer without programs and programmers is simply a 

useless collection of bits of metal plastic and silicon." 

Evans and Nation (1993: 199) continue this argument and state that a piece of 

chalk and a blackboard, or even a stick and patch of sandy ground are educational 

technologies in the hands of 'educators'. Such educators may be primary school 

teachers, army instructors, tribal elders or outdoor educators using their tools to 

communicate an aspect of their culture to the learners. Likewise, the educator 

who knows how to employ them for pedagogical purposes can use video

conferencing equipment or personal computers as educational technologies. 

Technologies are so fundamental to education that it is di"fficult to imagine 

educational contexts devoid of them. 

4.6.2 The technology-learning chasm 

The revolution in telecommunications has the potential to increase access to 

learning. Knowledge can be carried into the most isolated localities and into basic 

social institutions and situations. But such access to knowledge does not in itself 

produce a learning situation: that state in which the learner is fully active. Nor 

does it solve the problem of how new information and knowledge transmitted 

electronically will interact with the other basic forms of social communication that 

bind communities together - encounters at work, word of mouth among 

neighbours, conversations in families. If new access and new types of 

organisation are to emerge, we must focus as much on reception as on 

'packaging' of the media (Hall, 1987:47). 
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Hall (1987:47-48) further states: "Perhaps the central difficulty in all this is what 

one might call the illusion of success. It is true that telecommunications reduces 

distance to negligible proportions. The simple .act of pushing a button brings 

messages to students quickly and effortlessly, but perhaps it is this seeming ease 

that produces a characteristic state of relaxation, of passivity in the presence of 

media. It is all done for us, though we maintain the fiction of control through our 

power to change the channel or flip a switch. Consequently educators who use 

telecommunications must stimulate behaviour, encourage a posture ~nd practice 

for learning that is active, alert, serious. Only in this way can it bring genuine and 

full access. Planners need to consider a supporting organisational structure, 

which can stimulate an inward, and critical involvement on the part of students that 

leads to questioning and dialogue. 

The increase in public education's push toward the integration of technology to 

improve quality instruction is a centrepiece of discourse in the current school 

reform movement. To date millions of dollars in the form of grants, private industry 

partnerships and in kind donation and support services have been awarded to 

schools and universities as affirming evidence that this trend is a growing 

mainstay. President Bill Clinton, noting this impact in the United States has 

asserted that when an advanced national information infrastructure has been 

constructed, the best schools, teachers and courses would be available to all 

students, without regard to geography, distance, resources or disability (Crawford, 

1999:1). 

Crawford (1999:1) says that though the literature is clear and forceful about the 

role distance learning plays in current education trends, scholars in an equal 

manner warn of this tool methodically replacing the value of face-to-face 

interaction. Madian (1995: 18) advises educators not to use technology-based 

multimedia to replace "what imaginative minds should - sensing, visualising, 

whispering, picturing, and humming". Negroporte (1995:64) uses a metaphor to 

compare multimedia products and use to newborn children. "... they have good 

genes, but [are] not sufficiently developed to have a recognisable character and 

strong physique". 
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Crawford (1999:2) argues that despite a wide range of concerns, there seems to 

be a growing momentum to transform traditional learning environments into "virtual 

classrooms". Most importantly, however, and central to this transformation is the 

teacher. In support of the above thought the Office of Technology Assessment of 

the U.S. Congress (1998:87) affirms the belief that educators and the commitment 

and skills they bring to distance education are central. The report states: "The 

key to success in distance learning is the teacher. If the teacher on the system is 

good, the technology itself can become almost transparent. Conversely, no 

technology can overcome poor teaching; poor teaching is actually exacerbated in 

distance education applications. But when skilled teachers are involved, 

enthusiasm, expertise and creative use of the media can enrich students beyond 

the four walls of the classroom". 

Hall (1987:48) draws the above strands together when he states: that methods of 

instruction, including correspondence, television, and computer-assisted courses 

prove highly efficient in helping students address such fundamental aspects of 

learning as the acquisition of knowledge and communication skills. But while 

these are the essential broad bases for a solid higher education, they do not in 

themselves enable students to attain those higher skills and abilities, which must 

characterise a high quality baccalaureate. Distance educators have seldom 

treated these higher intellectual and personal dimensions systematically and the 

most effective campus-based teachers achieve them only occasionally. 

Figure 4.2 illustrates the above concept. 
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Figure 4.2: Pyramid of the educated person (Hall, 1987:49) 

It is not enough to convey facts and develop students' communication skills. 

Rather analysis, synthesis, application and finally, valuation or judgements are the 

hallmarks of an educated person. It is these higher intellectual achievements, 

characteristic of a truly higher education, that the designers of educational 

software have usually neglected (Hall, 1987:48). 

"Today, emerging interactive telecommunications holds high promise to 

accommodate teaching and learning pedagogies which nurture and elicit such 

advanced skills and abilities from students. But those who create these 

educational pedagogies will need to be guided by well-defined concepts of what 

higher learning is really about, and how it can be stimulated. The best teachers, 

always few in number, have known how to do precisely that. Can we capture 

those concepts, those techniques for advanced learning, and realise them in 

distance education? This is the real challenge for educators who would use 

telecommunications for ... education. This is the technology-pedagogy gap which 

must be overcome if the use of telecommunications ... is to be effective" (Hall, 

1987 :48-49). 
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4.6.3 Technology and learning 

"Throughout the world a major contemporary issue in education revolves around 

the question: how to provide for the development of intellectual skills in the 

community and in the workforce? Particularly in the industrialised west, and 

elsewhere governments see in education and training a mechanism for 

accelerating the speed of economic change, the problem of how to increase the 

effectiveness of professional, managerial and technical workers looms largel1 

(Walker, 1993: 15). 

Walker (1993: 15) says there are myriad facets and dimensions to each of the 

many questions that arise from the above general concern. However one aspect 

of the central contemporary problem is the use of media as a means of delivering 

Open Learning. Open Learning is currently a significant issue on the political 

agenda and its first appeal to politicians and planners lies not so much in its 

capacity to escape the 'tyranny of distance', but in its low unit cost and ready 

accessibility. At first sight, distance education appears to provide a solution to the 

current dilemma of reducing public spending while maintaining a sense of 

government investment in education without jeopardising 'quality'. 

Walker (1993:16) argues that there has been a progressive shift in assessing the 

significance of Open Learning when he states: "In the last few years, however, as 

experience of distance programmes has accumulated, we appear to have moved 

beyond this assumption to seeing the capacity of Open Learning to provide a 

flexible and adaptable response to the kinds of changes required by rapidly 

fragmenting and fast moving markets, and the workforce demands that follow, as 

its key value to policy-makers and planners. The current claims for distance 

education are less about its low unit cost and more that it offers the promise of 

advancing the implementation of an advanced service economy and extending the 

scope of social justice without the commitments, institutional costs and long term 

inertia associated with the expansion of conventional educational programmes." 

In the current debates about educational change, economic factors provide not 

just the primary motives but also the dominant motive. In metaphorical terms, 
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distance education has often adopted an industrial model of a kind often referred 

to as 'fordist'. That is to say, it has been assumed that distance education - like 

the car production procedures instigated by Henry Ford - requires a mass 

audience, long-term planning, high development costs and a relatively stable 

product. This model also assures the need for a range of necessary ancillary 

services: research and development, advertising and promotion, maintenance 

and quality control as well as a highly developed infrastructure (Walker, 1993:16). 

4.6.3.1 Technology-Based Training (TBT) 

"The word technology tends to create excitement or fear depending on how 

computer-literate you are. Come what may, though, technology is here to stay. 

As multimedia has become easier to use and more affordable, companies are 

turning to computer-based 'interactive multimedia' in such areas as training, 

presentations and sales" (Gough, 1996:76). 

Although many of the ideas about the design of Open Learning were developed 

before there was any technology other than conventional publishing to support it, 

the advent of computer-based training especially using personal computers gave 

fresh stimulus to the capacity of a package to deliver individualised learning. 

Since new technology is increasingly being used to design and manufacture 

products, and manage, almost any process from accounting to checking out goods 

at a supermarket, training using the technology itself assumes even greater 

relevance. Although the population of workers admitting to fear of computers is 

shrinking and will eventually disappear as computer-literate generations leave 

school; there is still a powerful antipathy towards unfamiliar technology, which its 

use in training can help to remove (Temple, 1991:74). 

The term TST (Technology-based training) refers to a number of applications of 

technology to training such as Computer-based Training (CST), Compact Disk

Read Only Memory (CD-ROM), Compact Disk Interactive (CD-I), Interactive Video 

(IV), the Internet, and video-conferencing. Interactive multimedia refers to 

combinations of different media along with the opportunity for learners to interact 

with them. To make the information both interesting and accessible to a wide 
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audience, most multimedia programmes use interactivity, which allow learners to 

review and study the data, ask and answer questions, make choices and 

decisions, experiment with a wide range of options and carry out a variety of 

activities and tests to check their understanding. By building an element of 'doing' 

- interactivity into a learning programme, it is possible to raise retention levels to 

about 70 per cent of the material, more than twice the retention rate for those who 

simply see and hear what they need to learn (Gough, 1996:76-77). 

4.6.3.2 Case study: Technology-based training in British Steel 

The route into Open Learning for British Steel was through computer-based 

training and interactive video. The impetus came as a result of an encounter with 

the excitement of these new media by senior management. Directors were 

impressed and wanted it to be used in the organisation: at lower levels it was 

difficult to sell the good idea per se and it required a strategic approach tied into 

the company's Total Quality Performance mission to spearhead the use of these 

Open Learning materials. By 1986/7 agreed standards had been negotiated for 

every job, with successful performance linked to pay. This was the only way to 

raise the quality and the public image of this newly privatised organisation. At 

about the same time that these first steps were taken the company participated in 

the Open Tech Large Firms project to evaluate Open Learning materials produced 

in the programme, with the result that an Open Learning Development Unit was 

established in Rotherham (Temple, 1991 :76). 

Temple (1991 :77) outlines the brief of the Open Learning Development Unit 

established in 1985. This unit had a remit to develop CBT and interactive video 

training packages for general use and to develop packages for specific needs 

identified by the component businesses of British Steel. The component of CBT is 

undertaken by a team of seven full-time authors with backup from an 

administrative assistant, a systems officer and managed by a senior development 

officer. For the production of interactive video there is a separate video-making 

unit in one of the large British Steel works. About 100 courses consisting of over 

500 hours worth of material have been produced using an authoring system 

developed in-house (fortrain). 
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Some of the best results in the organisation's experience have been with shop

floor workers. The capacity of CBT to be delivered close to the workplace can 

make the training both more acceptable to learners and less disruptive to work, 

especially for shift and continuous process workers. For example, one plant 

manager needed to update his production crews ready to transfer to a new plant at 

a time when major repair work on the existing site was slowing down production 

on one shift over a six-week period. New workers were joining the team and 

others being promoted to vacancies during this period. Using five in-house CBT 

courses, over 100 learners covered 400 courses selected according to their needs 

during the six-week slow down, by dividing each team into two groups and 

allocating each one time for training on two machines. At the end of the 

experiment, the plant manager kept one of the machines to form a permanent 

satellite-training centre in the department (Temple, 1991 :80). 

Temple (1991:80) commenting on the level of effectiveness states: "Although it is 

difficult to demonstrate that certain results have been achieved as a result of 

training (in what ever medium) and not from other organisational or contextual 

factors, line managers have developed a very clear idea about the capacity of 

British-Steel's interactive video to improve working practices. In one example the 

equipment was again provided close to the workplace in a rolling mill, so that 

foremen and operators could use the programme when there was a break in 

production. The performance of one shift using the programme and the 

corresponding two which had not were compared; showing that speed had 

improved by up to 20% and the team's share of output had risen from 29,5% to 

33,5%. Those involved in the programme were convinced that a significant 

amount of this improvement could be attributed to the verisimilitude achieved by 

the training, and line-managers assigned a value of £75 000 to the gain in 

production performance over a year". 

4.6.4 Conclusion 

"Is technology-based training open-learning? Users seem to be in little doubt that 

although a computer programme on its own do not qualify as Open Learning, 
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purpose-designed computer-based training and interactive video offer the best 

features of Open Learning in being user centred, interactive, encouraging learner 

activity, being self paced and enabling learners to judge how they are performing" 

(Temple, 1991:94). 

4.7 	 TOWARDS A NEW LEARNING PARADIGM: MUL TISTRANDED 

SCENARIOS 

"Let us project ourselves forward into the next century and ask what the work 

place will be like. Will it be an office inside a building where workers can see and 

hear each other and associate freely? Will this work place be the car, the airport 

lounge or a space within the home? What is certain is that, regardless of location, 

more of our communication will take place electronically both with co-workers and 

customers. Those electronic links, not least because of their cost, will also be 

used to deliver all sorts of other information in addition to the job function. Training 

will be one of those key things" (Tietjen, 1998:34). 

Why is this? Tieljen (1998:34) says the key for organisations in tomorrow's world 

is access to data and the speed and cost of delivery of information. It is cheaper 

to move data than It is to move people. It is cheaper and quicker to learn at a 

remote site than to ask people to move people to a central location. It is easier to 

put learning products on an employee's desk than to ask him to leave his desk and 

go to the training room, with a" the associated dowf'iime. There has also been 

another underlying shift in the balance between employer and employee. 

Employers are asking more from the education system. 

The shape of learning whether it is coming via TV, by cable, by satellite, by PC, is 

also likely to change. The learning experience may be more the short, sharp 

shock variety, a sort of just in time help line. This learning is of the problem 

solving variety rather than skill development. So increasingly we are seeing and 

learning about personal support systems or just in time learning programmes 

(Tietjen, 1998:34). 
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The implication is a paradigm shift in learning in the workplace, from a 

traditional/old paradigm to a new paradigm. Table 4.5 distinguishes between the 

two paradigms. 

Table 4.5 


The paradigm shift in learning 


New Paradigm Assumptions Old Paradigm Assumptions 

Emphasis on learning how to learn. • Emphasis on content - acquiring a • 
body of 'right' information, once and 


for all. 


• Learning as a process, a journey. • Learning as a product, a destination. 

• Hierarchical and authoritarian • Learners and facilitators see each 

structure. Rewards conformity, other as people, not as roles. 

discourages dissent. 

• Relatively rigid structure, prescribed • Flexible structures, various starting 

curriculum. pOints, mixed learning experiences. 

• Priority on performance. Priority given to the self-concept as• 
the key determinant of successful 

learning. 

• Divergent thinking discouraged. Divergent thinking encouraged as • 
part of the creative process. 

• Emphasis on analytical, left-brain • More emphasis on right brain 

thinking. intuitive ,activity. 

• Education seen as an age-related • Education as a lifelong process. 

social necessity. 

• Trainer as instructor and imparter of • Trainer as facilitator of learning. 

knowledge. 

(Adapted from Whltacker, 1995:9) 

One consequence of the rapid and extensive changes, which most organisations 

have gone through in recent years, is that they have been able to build up 

considerable experience of both effective and ineffective ways of managing 

change. It is those organisations, which have learned how to manage change 
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which are showing a significant competitive advantage edge. In this context 

training is just another resource, which has to be managed in line with the short

and long-term aims of the business. This observation is as valid for Open 

Learning as it is for any other training initiative, which means that it must be 

designed, developed and managed with the aim of contributing to the 

effectiveness and the efficiency and hence the profitability of the organisation as a 

whole (Fricker, 1989:265). 

Fricker (1989:272-273) says that though Open Learning systems can be very 

powerful for large and small organisations, it should be managed in a systematic 

way and subjected to the rigours of a centrally derived management plan taking 

into account the following points: 

• 	 ensure that the training management and design function is involved at the 

very outset in the planning stage of new business initiatives and system 

changes so that training implications can be foreseen and provided for; 

• 	 provide a centrally-managed training resource and support function to the 

organisation as a whole so as to achieve maximum efficiency and economy in 

using Open Learning to meet corporate objectives; 

• 	 provide appropriate training consultancy services at senior level throughout the 

organisation so that the decision-making units are aware of what is going on 

and (",an thus assume ownership of the particular Open Learning interventions; 

• 	 co-ordinate the work of trainers throughout the organisation so that, while 

employing Open Learning strategies, they still adhere to central training policy 

and so avoid duplication and overlap; 

• 	 invest in a significant trainer training programme in order that providers gain 

the necessary and essential repertoire of skills to underpin the Open Learning 

interventions; 
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• 	 use Open Learning to decentralise more of the routine and structured task 

training and supplement this by centralised production and distribution of 

learning materials; 

• 	 establish a continuing system for validating and evaluating Open Learning 

programmes so as to ensure their cost effectiveness and relevance to the 

needs of line management and their continued congruence with the specific 

needs of employees. 

4.8 CONCLUSION 

"There is ample evidence that Open Learning is no longer a solution looking for a 

problem. What must gain more general acceptance is the idea that Open 

Learning is a process and not merely a programme. This in turn means that if it is 

to be truly effective, it has to be embedded within the total organisational approach 

to training. Hopefully, it may not be long before it is the process, rather than the 

content of Open Learning, which is seen to be of greatest benefit to organisations. 

For many businesses already, the benefits of implementing open-learning systems 

are now as important as the learning itself' (Fricker, 1989:274). 

Lewis (1989:102-103) says: "In the future, Open Learning will be part of the 

mainstream. Not only its techniques will be used (the learning packages, distance 

tutoring, etc.) but more importantly its philosophical ~nd educational thrust. Full 

time students, of all ages will learn from packages, audio slides, video and 

software as well as directly from teachers; all teaching materials will be designed 

for dual use, so that people unable to be physically present will also gain access to 

learning, tutored at a distance by a variety of means and able to call on local face

to-face support. Institutions will deliver learning by a variety of modes; confident 

professionals, competent in defined skills and constantly appraising their own work 

will staff them. Providers will adhere to a quality code ..... It is also clear that the 

split between what is called vocational and non-vocational will be replaced by 

learning of all kinds for different purposes. The shift will not be based on the 

establishment of Open Learning in the mainstream of education and training but 
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the acceptance of learning for adults as a vital part of work and Open Learning as 

one of the most important elements of a lifelong learning strategy." 

---000--
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CHAPTER 5 


RESEARCH METHODOLOGY 


5.1 BACKGROUND AND INTRODUCTION 

"Research powers the world ... That world is in ferment. It is changing constantly 

because of the discovery of new information and the resolving of old problems. In 

the vanguard of this change is a relatively small cadre of dedicated men and 

women who make it happen. They are the movers and shakers of our age. They 

attempt to know the unknown and to do the undoable. These are those who do 

research... A century ago, we tapped out messages in Morse code and sent them 

along copper wires, that for the most part paralleled the railroad tracks. Today we 

fax our messages and transmit them at the speed of light. In the Civil War men 

died of their wounds because of raging infection. Today we have the miracle of 

antibiotics. At the turn of the century, we cranked the telephone on the wall to talk 

to a neighbour over a strand of wire that served the communication needs of 

multiple subscribers. Now, on a fibre of glass thinner than a human hair, our 

words are carried across a continent or beneath the sea on a wavelength of light" 

(Leedy, 1993:7). 

Having answered the question "Why Research?" we move towards 

conceptualisation of the term research. Emory and' Cooper (1991:15) give the 

following cryptic description of the term: "... research is a systematic inquiry aimed 

at providing information to solve problems". 

In response to the question: 'What is good research?' Emory and Cooper 

(1991 :15-17) are of the opinion that good research can be thought of as that which 

uses the scientific method and should meet the following criteria: 

• 	 The purpose of the research, or the problem involved, should be clearly 

defined and sharply delineated in terms as unambiguous as possible. 
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• 	 The research procedures used should be described in sufficient detai I to permit 

another researcher to repeat the research. 

• 	 The procedural design of the research should be carefully planned to yield 

results that are as objective as possible. 

• 	 The researcher should report, with complete frankness, flaws in procedural 

design and estimate their effect upon the findings. 

• 	 Analysis of the data should be sufficiently adequate to reveal its significance, 

and the methods of analysis used should be appropriate. 

• 	 Conclusions should be confined to those justified by the data of the research 

and limited to those for which the data provide an adequate basis. 

5.2 METHODOLOGICAL PERSPECTIVES: QUALITATIVE RESEARCH 

The researcher in this study has chosen Qualitative Research as the primary 

research methodology. 

"A method is very simply, a way of accomplishing an end result. It is how one 

operates, a way to get the job done ... Method is a word coined of two Greek 

elements: meth and odos. The meth is an element meaning 'after'. Odos means 

'way'. A method is therefore a following after the way that someone found to be 

effective in solving a problem, of reaching an objective, in getting a job done . 

... -ology, ... too, is Greek. It means the study of. Hence methodology is merely 

the study of a particular method, or methods, for reaching a desired end ... 

Research methodology is a continuing process. It is a continuum that is ever 

changing, ever developing ..." (Leedy, 1993:137). 
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Leedy (1993:139) argues that "all research methodology rests upon a bedrock 

axiom: 'the nature of the data and the problem for research dictate the research 

methodology. All data, all factual information, all knowledge must ultimately reach 

the researcher either as words or numbers. The nature of the data dictates the 

methodology. If the data is verbal, the methodology is qualitative, if it is 

numerical, the methodology is a quantitative. There is of course, an alternative to 

this strict dichotomy. It consists of a hybrid variation ... under the designation of 

triangulation" . 

Figure 5.1 illustrates the above explanation: 

The methodology of research 

I 

Qualrtalve research Quantitative research 

(Data: principally verbal) (Data: principally numerical) 

I I 
Descriptive studies Experimental studies 

Survey studies Quasi-experimental studies 
Historical studies Sialislical-anarcal studies 

Case studies 

Triangulation 

A compatibility procedure 

designed to reconcile the 


two major methodologies by 

eclectically using elements from 

each of the major methodologies 

as these contribute to the solution 


of the major problem 


Figure 5.1: The methodology of research (Leedy, 1993:145) 

Bogdan and Biklen (1992:29-32) highlight some of the key characteristics of 

qualitative research: 

• 	 Qualitative research has the natural setting as the direct source of data 

and the researcher is the key instrument 
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Qualitative researchers go to the particular setting under study because they 

are concerned with context. They feel that action can best be understood 

when it is observed in the setting in which it occurs. 

• 	 Qualitative research is descriptive 

The data collected are in the form of words or pictures rather than numbers. 

• 	 Qualitative researchers are concerned with process rather than simply 

outcomes or products 

How do people negotiate meaning? How do certain terms and labels come to 

be applied? How do certain notions come to be taken as part of what we know 

as "common sense"? What is the natural history of the activity under study? 

• 	 Qualitative researchers tend to analyse their data inductively 

They do not search out data or evidence to prove or disprove hypotheses they 

hold before entering the study, rather the abstractions are built as the 

particulars that have been gathered are grouped together. 

• 	 "Meaning" is of essential concern to the qualitative approach 

In other words qualitative researchers are concerned with what are called 

participant perspectives. 

5.2.1 "rhe descriptive survey 

Leedy (1993: 185) says that the researcher soon learns that the nature of the data 

dictates the research methodology that must be employed in the processing of 

those data. It is for this reason that we have several so-called research methods. 

The descriptive survey method also referred to as the normative survey method is 

employed to process the data that come to the researcher through observation. 

Hopkins and Antes (1990:238) point to the differences between the historical 

method and the descriptive survey method when they state that historical studies 

are designed to answer question based on the past. However, questions about 

present conditions require different procedures to arrive at answers. Techniques 
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designed to describe existing conditions are commonly called descriptive 

research. 

Leedy (1993:185) continues this line of thought when he states: "All truth is not 

apprehended by means of studying past records. We learn some truth by 

observing the events taking place in the world around us. Historical data is static, 

records remain records. But events are fleeting ... The researcher, by drawing 

conclusions from one transitory colledion of data, may extrapolate what is likely to 

happen again under similar circumstances. At best, this is a conjecture and 

sometimes a hazardous one at that, but it is our only way to generalise from what 

we see". 

The word survey is composed of two elements that indicate precisely what 

happens in the survey process. Sur- is a derivative of the Latin super, meaning 

"above", "over" or "beyond"; the element -vey comes from the Latin verb videre, 

"to look" or "to see". Thus the word survey means "to look or to see over or 

beyond", the casual glance or the superficial observation. 

The word descriptive frequently coupled with survey in describing this method 

also gives insight into the nature of the method. Descriptive comes from de-, 

meaning "from", and scribere, "to write". The term, therefore, describes the 

essential character of the method (Leedy, 1993:186). 

Hopkins and Antes (1990:241) concerning the nature of descriptive research 

distingUish between the following two phases: 

• 	 Description about present conditions: Statements of individual facts are not 

intended to be scientifically interesting, nor are they valuable in developing new 

generalisable knowledge. In research, mere description is not a goal but rather 

a means to a goal. 

• 	 Establishment of the meaning of data collected to test the hypothesis. By 

contrasting, comparing, or identifying, relationships, conclusions can be formed 

about what the data implies. 
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The first phase could be viewed as purely descriptive, whereas the second 

supplements this description by correlational techniques. 

With regard to features and characteristics of descriptive surveys, Leedy 

(1993: 187) outlines the following four salient features: 

• 	 The descriptive survey method deals with a situation that demands the 

technique of observation as the principal means of collecting the data. 

• 	 The population for the study must be carefully chosen, clearly defined, and 

specifically delimited in order to set precise parameters for ensuring 

discreteness to the population. 

• 	 Data in descriptive survey research are particularly susceptible to distortion 

through the introduction of bias into the research design. Particular attention 

should be given to safeguarding the data from the influence of bias. 

• 	 Although the descriptive survey method relies upon observation for the 

acquisition of the data, those data must then be organised and presented 

systematically so that valid and accurate conclusions can be drawn from them. 

5.2.2 The employee survey 

"Unfortunately, complacency is no longer possible. Its already a cliche to say, that 

'people are our most important asset' or that 'our employees are our most 

important resource', but like most cliches its generally true. In a world of 

increasingly unpredictable markets, dramatically changing technology and ever 

faster communications, business performance is more and more determined by 

how flexibly and effectively we can use our human resources. And the effective 

management of our human resources - through our organisational structures, 

management style, recruitment, training, reward and all the other elements of 

personnel activity, is likely to be influenced strongly by how well we understand 

our employees' needs, motives and desires" (Walters, 1990:3). 

~,..-.....t! 
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Walters (1990:28) argues that one should go beyond the traditional 

notion/assumption that organisations will generally want to carry out surveys only 

in response to actual or potential difficulties, so that the survey can be used as a 

basis for IJnderstanding the problem and devising an appropriate remedy. Given 

the fact that conducting surveys is difficult, traumatic and costly, most 

organisations will be reluctant to embark on this process except in response to 

some significant problem. 

However, the process does not have to be quite so reactive and pessimistic. 

There will certainly be occasions when organisations wish to initiate surveys for 

their own purposes. For example a survey could be conducted prior to the 

introduction of new working practices or a new remuneration system or 

alternatively after the new system has been introduced. Surveys could also be 

used to assess employee attitudes and opinions before or after a major 

organisational or corporate change (Walters, 1990:28-29). 

Against this background, the researcher in this study adopts a pro-active approach 

to this survey, taking into account the two phases mentioned earlier, viz.: 

• 	 the descriptive phase - which is a mere description of the present conditions; 

and 

• 	 establishment of the meaning of data collected to test the hypothesis. 

By contrasting, comparing or identifying relationships, conclusions can be formed 

about what the data implies. 

5.3 RESEARCH QUESTIONS, RESEARCH STRATEGY AND RATIONALE 

5.3.1 The research question 

"The researcher begins with interesting, curious or anomalous phenomena, which 

he observes, discovers, or stumbles across. Not unlike the detective work of 
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Sherlock Holmes or the best traditions in investigative reporting, research seeks to 

explain, describe or explore the phenomenon chosen for study" (Marshall & 

Rossman, 1995:16). 

Marshall and Rossman (1995:16) argue that initial questions for research, in 

qualitative inquiry, come from real-world observations, dilemmas, and questions 

and have emerged from the interplay of the researcher's direct experience, tacit 

theories, and growing scholarly interests, or at other times from theoretical 

traditions and their attendant empirical research, 

Hubbard and Power (1993: 19) in line with the above argument state: "In 

qualitative research, the questions come from real-world observations and 

dilemmas .. ,", 

Marshall and Rossman (1995:26) continue by stating: " research questions 

should be general enough to permit exploration but focused enough to delimit the 

study .. ,", 

Hubbard and Power (1993:23) are in agreement with the above boundaries of 

research questions by stating: "In order to keep the research process open to 

continual discovery, the framing of the research questions is critical. The first 

consideration when framing a question is to make sure it is open-ended enough to 

allow possibilities to emerge .". The key words are most often "how" or "what". 

Marshall and Rossman (1995:26-27) continue their argument by stating that the 

focusing of the study and posing general research questions are best addressed in 

a developmental manner, relying on discussions of related literature and theory to 

help frame and refine the specific topic and often the primary research goal is to 

discover those very questions that are most probing and insightful. Initial 

questions should be linked to the problem and significance. They could be 

theoretical questions, which can be researched in anyone of a number of different 

sites or with different samples, or they may be focused on a particular population 

or class of individuals, which too can be studied in various places, The other 
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option is that questions may be site-specific because of the uniqueness of a 

specific programme or organisation. 

Against this background, the researcher has developed the research question in 

this study, as stated in Chapter 1. It states: 

What generic options could be regarded as viable Education, Training and 

Development (ETD) systems, as alternatives to Traditional Training systems 

within the context of a changing South African workplace? 

5.3.2 Research strategy and rationale 

"Although general acceptance of qualitative inquiry is currently widespread ... at 

times it is necessary to provide a rationale for research grounded in the 

assumptions of the qualitative or interpretative paradigm. The most compelling 

argument is to stress the unique strengths of this paradigm for research that is 

exploratory or descriptive, that assumes the volume of context and setting, and 

that searches for a deeper understanding of the participants' lived experiences of 

the phenomenon" (Marshall & Rossman, 1995:39). 

Marshall and Rossman (1995:40), on the issue of strategy, argue that qualitative 

methods often define a particular strategy. Though the selection of a research 

strategy does not necessarily dictate the use of qualitative data collection methods 

(as with histories or case studies), for example, it is further argued that, when 

discussing strategy, the writer/researcher should mention the use of qualitative 

methods and discuss why that decision was made. 

''The strategy is a road map, an overall plan for undertaking a systematic 

exploration of the phenomenon of interest; the methods are the specific tools for 

conducting that exploration. A history, for example, could rely on an array of 

methods ranging from in-depth interviewing to retrieval of census data. A case 

study could similarly use several methods to elicit the desired information. Some 

methods are usually associated with specific strategies, but rather than dictating 

whether qualitative or quantitative data will be gathered, the overall approach 
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frames the study by placing boundaries around it, identifying the level of analytic 

interest (person, group, organisation) and specifying whether interest is in the past 

or in the present. The research strategy thus reflects a series of major decisions 

made by the researcher in an attempt to ascertain the best approach to the 

research questions posed in the conceptual portion of the proposal" (Marshall & 

Rossman, 1995:40-42). 

Table 5.1 illustrates the above arguments: 
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Table 5.1 


Matching Research Questions with Strategy 


Purpose of the 
study 

Research Question Research 
Strategy 

Examples of Data 
Collection Techniques 

EXPLORA TORY 
• to investigate 

little-understood 
phenomena 

• to 
identifyId iscover 
important 
variables 

• to generate 
hypotheses for 
further research 

• What is 
happening in this 
social program? 

• What are the 
salient themes, 
patterns, and 
categories in 
participants' 
meaning 
structures? 

• How are these 
patterns linked 
with one another? 

• case study 
• field study 

• participant observation 
• in-depth interviewing 
• elite interviewing 

EX PLA NATORY 
• to explain the • What events, • multisite • participant observation 

forces causing the beliefs, attitudes, case study • in-depth interviewing 
phenomenon in policies are • history • survey questionnaire 
question shaping this • field study • document analysis 

• to identify phenomenon? • ethnography 
plausible causal • How do these 
networks shaping forces interact to 
the phenomenon result in the 

phenomenon? 
DESCRIPTIVE 
• to document the • What are the • field study • participant observation 

phenomenon of salient • case study • in-depth interviewing 
interest behaviours, 

events, beliefs, 
attitudes, 
structures, and 
processes 
occurring in this 
phenomenon? 

• ethnography • document analYSis 
• unobtrusive measures 
• survey questionnaire 

PREDICTIVE 
• to predict the 

outcomes of the 
phenomenon 

• to forecast the 
events and 
behaviours 
resulting from the 
phenomenon 

• What will occur as 
a result of this 
phenomenon? 

• Who will be 
affected? In what 
ways? 

• experiment 
• quasi-

experiment 

• survey questionnaire 
(large sample) 

• kinetics/proxemics 
• content analysiS 

(Marshall & Rossman, 1995:41) 
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5.4 PROCEDURAL DESIGN OF THE RESEARCH 

5.4.1 Sample surveys 

"Even at the simple level of a survey conducted on one occasion, possibly by 

questionnaire, or structured interview, or planned selective observation, inference 

is involved. What is being inferred is a characteristic, or characteristics, of the 

population, and this is inferred from the subset of measurements obtained from the 

sample. Behind this process are mathematical models and theorems which 

underpin the validity of the inferences so made" (Schofield, 1996:25). 

Schofield (1996:23-26) says a sample is a set of elements selected in some way 

from a population. The aim of sampling is to save time and effort, but also to 

obtain consistent and unbiased estimates of the population status in terms of 

whatever is being researched. A population consists of individuals, or elements, 

and these could be persons, or events, or nuts or bolts, cities, lakes, patients, 

anything at all of research interest, including observations, judgements, abstract 

qualities, etc. In survey research, one is not only interested in the characteristics 

of a sample but in the population from which the sample has been drawn. 

Descriptive statistics for a population are called population parameters to 

contrast them with sample statistics. Usually the aim of a research project is not 

exact measurement of population parameters, such as is undertaken in a general 

census, but the collection of sample data to be used both to calculate sample 

statistics and to estimate how close these are to the unknown population 

parameters, i.e., to estimate the extent of sampling error. 

The first step in sampling is to define the population of interest clearly and 

accurately. A population could be defined as a total collection of elements actually 

available for sampling. A useful discipline for the researcher, therefore, is to bear 

firmly in mind precisely which elements were available in the intended population 

and which were not, and to use this information to limit the extent of the claims he 

or she makes about the generalisability of the results (Schofield, 1996:26-27). 
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Schofield (1996:27) continues his exposition of sampling by stating that, for the 

purposes of sampling, populations can be thought of as consisting of sampling 

units. These are collections of elements which do not overlap and which exhaust 

the entire population. For example, if the elements were persons over 60 who 

lived alone, but who were currently receiving nursing care in hospital immediately 

following major surgery, and the population were all such individuals in the UK, 

then the sampling units could be geographical regions, or hospitals, but not cities 

because these might not exhaust the population of interest. Sampling cities might, 

for example, exclude individuals living in rural areas. 

Fowler (1993:19) continues by stating that how well a sample represents a 

population depends on the sample frame, the sample size, and the specific design 

of selection procedures. 

The way to evaluate a sample is not by the results - the characteristics of the 

sample - but by examining the process by which it was selected. The following are 

three key aspects of sample selection: 

• 	 The sample frame is the set of people that has a chance to be selected, given 

the sampling approach that is chosen. Statistically speaking, a sample only 

can be representative of the population included in the sample frame. 

• 	 Probability sampling procedures must be used to designate individual units for 

inclusion in a sample. Each person should have a known chance of selection 

set by the sampling procedure. 

• 	 The details of the sample design - its size and the specific procedures used for 

selecting units - will influence directly the precision of sample estimates, that is, 

how closely a sample is likely to approximate the characteristics of the whole 

population (Fowler, 1993: 1 0-11). 

Schofield (1996:27) states that when a survey is being set up, the sampling units 

are organised by the researcher into a sampling frame - which is whatever is 

being used to identify the elements in each sampling unit. 

~.............. 
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Fowler (1993:11) expanding on the concept of the sampling frame says the first 

step in evaluating the quality of a sample is to define the sample frame, which 

normally fall in the following three general classes: 

• 	 Sampling is done from a more or less complete list of individuals in the 

population to be studied. 

• 	 Sampling is done from a set of people who go somewhere or do something 

that enables them to be sampled (e.g., patients who received medical care 

from a physician or people who attended a meeting). 

• 	 Sampling is done in two or more states. In one or more steps primary units are 

sampled, and eventually a list of individuals (or other sampling units) is 

created, from which a final sample selection is made. 

Bless and Higson-Smith (1995:88) in conclusion state: "... an adequate sampling 

frame, should exclude no element of the population. An even stricter requirement 

would be that all elements of the population have the same chance of being drawn 

into the sample, or, at least that this probability can be specified. In consequence, 

sampling theory distinguishes between probability or random sampling and non

probability sampling". 

Against this background relating to samples and poputation, the researcher in this 

study has randomly drawn a sample from four major sectors of the economy for 

the purpose of the empirical survey, viz., Manufacturing, Financial Services, 

Mining and Engineering. 

5.4.2 Data-collection method: The Survey Instrument: The Questionnaire 

The fundamental methods relied on by qualitative researchers for gathering 

information is: 
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• participation in the setting 

• direct observation 

• in-depth interviewing 

• document review 

• questionnaires and surveys 

(Marshall & Rossman, 1995:78-79,95). 

The researcher in this study has chosen the questionnaire as a survey instrument. 

5.4.2.1 Questionnaire construction 

"Researchers administer questionnaires to some sample of a population to learn 

about the distribution of characteristics, attitudes, or beliefs. In deciding to survey 

the group of people chosen for study, researchers make one critical assumption 

that the characteristic or belief can be described or measured accurately through 

self-report. In using questionnaires, researchers rely totally on the honesty and 

accuracy of participants' responses" (Marshall & Rossman, 1995:95-96). 

Marshall and Rossman (1995:96) state that sample surveys consist of a collection 

of data in a standardised format, usually from a probability sample of the 

population. The survey, therefore, is the preferred method if the researcher 

wishes to obtain a small amount of information from a large number of subjects. 

The basic aim of survey research is to describe and explain statistically the 

variability of certain features of a population. The general logic of survey research 

gives a distinctive style to the research process. The type of survey instrument is 

determined by the information needed. 

Jones and Bearley (1995:49-52) cite the following important considerations when 

writing survey items: 

• Item Focus 

Before beginning to develop survey items it is important to establish the 

purpose of the survey itself. A second method is to carry out a focus-group 
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study of organisational realities. 

• Descriptive or Evaluative? 

Two major types of survey items are descriptive or evaluative. The first 

category asks the survey respondent simply to use the questionnaire scale to 

indicate what he or she sees. The second asks for a judgement or feeling 

reaction to a situation. When drafting a set of survey items it is useful to bear 

in mind this distinction between descriptive or evaluative items. The types 

should not be mixed within one item. 

• Scale Selection 

Whenever feasible it is useful to employ the same response format throughout 

the survey. (Demographic items, of course, include their own unique scales.) 

The most common survey rating scale is the Likert Scale, for which there are 

numerous variations, including the following: 

* To what degree? 

* To what extent? 

* How satisfied? 

* How frequently? 

For statement-type items: 

* Strongly disagree? 

* Disagree? 

* Slightly disagree? 

* Slightly agree? 

* Agree? 

* Strongly agree? 

The choice of scale is a critical one, since it drives both the thinking of people 

when they are respondents and when they are feedback recipients. Often it is 

important not to allow respondents a middle response, using an even 

numbered scale. Short scales, such as true-false or four-point responses, can 
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restrict the ability to map the effects of organisational changes and can 

encourage nit-picking at feedback time. 

Against this background the researcher, has chosen the statement type Likert 

Scale with a six-item response, referred to earlier in the discussion. 

The following criteria for effective item writing are of particular importance. 

Each of these criteria should be applied to every item that is a candidate for 

inclusion in the questionnaire. 

• 	 Simple syntax 

Survey items should be understandable by every individual in the organisation. 

It is vital that the writing should be straightforward and plain. 

• 	 No jargon or confusing words. 

• 	 Easily read and understood by the lowest level of education group in the 

organisation. 

• 	 No solicitation of opinions or observations that respondents cannot 

report accurately. 

It is useless to ask people what others think or feel. It is equally unwise to ask 

them to respond to items about which they are not knowledgeable. 

• 	 No loaded language 

Every organisation has its taboo language. Such terms, as "conflict", 

"sensitivity", "downsizing", etc., can trigger strong emotional responses among 

respondents and can bias their rating. 

• 	 No ambiguities - only one interpretation possible. 

• 	 No qualifiers, such as "usually", "exceptionally", "always" 

Their inclusion in items can be confusing and contradictory. 
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• 	 No double questions. 

• 	 No self-incriminating questions 

Asking sensitive items increases anxiety and lowers response rate. 

• 	 The item should agree with the scale being used. 

• 	 The item should relate to the objectives of the survey 

Every single item should be tied to the objectives of conducting the survey. 

• 	 Problem identification should be facilitated by the item 

Since this is the first step in problem solving, each survey item should lead to 

a discussion of goal barriers. Planned change necessitates the establisrlment 

of objectives and the measurement of the present condition against what would 

contribute most to the achievement of organisation priorities (Jones & Bearley, 

1995:52-56). 

The above criteria were taken into account by the researcher relating to the 

compilation of the questions for the questionnaire. 

5.4.2.2 Questionnaire design 

* 	 Format 

In the area of general overall design, it is important to consider appearance, 

physical layout and type size and response area. The questionnaire should 

have a decidedly professional look. The instrument should be easy to use in a 

variety of work situations, that is, it should be easy to respond to in limited light, 

at workbenches, in cafeterias, in meetings, etc. The principle should be that 

the researcher should think of all the possible conditions in which employees, 

and design, the overall format would complete the instrument accordingly. 
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* 	 Cover letters 

People who are being surveyed need to know in advance that the intervention 

is being planned and is an important undertaking by the senior management of 

the organisation. This point needs to be repeated in a letter that accompanies 

the survey instrument. Sometimes this letter is printed on the front page of the 

questionnaire itself. The purpose of the letter is to impress on people that their 

opinions are important, that everyone will be meaningfully involved in working 

through the results, that the data will be anonymous, and that the goals of the 

intervention are to improve organisational practices. The researcher in the 

empirical study used a cover letter, which was sent out to senior management 

in the HRD departments in advance, as well as a cover letter at the beginning 

of the questionnaire. (See Annexure A) 

* 	 Instructions 

This tells people how to respond to the questionnaire. These instructions must 

be brief and extremely clear. It should be very easy for people to understand 

how to respond. 

* 	 Demographics 

Normally demographic items are included either at the beginning or at the end 

of questionnaires. People have a fear of exposure in organisational surveys, 

and the choice and placement of demographic items should take this concern 

into account. The more demographic items included, the greater the fear. 

People can be concerned that their individual resp'onses can be identified later 

and used against them. 

The most commonly used demographic items are: 

• 	 Department 

• 	 Job Classification 

• 	 Age 

• 	 Shift 

• 	 Gender 

"i..... ~. 
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• Seniority 

• Ethnic background 

(Jones & Bearley, 1995:59-63). 

The researcher, in compiling the questionnaire has taken into account the various 

guidelines for questionnaire preparation, as set out in the previous discussions. 

(See Annexure B - Copy of Questionnaire.) 

5.5 	 ADMINISTRATION AND DISTRIBUTION OF QUESTIONNAIRES 

(RESPONSE RATE) 

As mentioned previously, a cover letter was prepared and sent out in advance to 

Senior Management in the Human Resources Departments of the respective 

companies selected for participation in the empirical study. This cover letter 

served to explain the purpose of the study as well as the benefit to organisations 

participating, as well as potential benefits for the industries represented at a 

macro-scale. It furthermore requested management approval to distribute 

questionnaires. 

After approval was granted, the researcher distributed 130 questionnaires to four 

companies each representing the following sectors: Manufacturing, Mining, 

Financial Services and Heavy Industry. Of the 130 questionnaires distributed, 

respondents completed 99. The response rate was 76,1%. 

---000-
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CHAPTER 6 


THE ANALYSIS AND INTERPRETATION 


OF THE EMPIRICAL DATA 


6.1 INTRODUCTION 

In Chapter 5 methodological perspectives of qualitative research were discussed. 

Research questions, research strategy and rationale and the procedural design of 

the research were explained. 

In this chapter the following aspects will be concentrated on: 

• 	 Statistics related to the biographical data. 

• 	 Reliability and validity. 

• 	 The four factors emerging from the total number of items. 

• 	 Comparison and differences between the biographical data in its relation to the 

four factors. 

6.2 STATIS·rlCS RELATED TO BIOGRAPHICAL DATA 

6.2.1 Gender 

In terms of gender 76,0% of respondents were male and 24,0% female. (See 

Figure 6.1.) 
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Gender 

Male 

Figure 6.1: Gender 

6.2.2 Age 

With regard to the age of respondents 21,4% were in the age group 15 - 26 years; 

30,6% in the age group 27 - 35 years; 23,5% in the age group 36 - 40 years and 

24,5% in the age group 41 years and above. (See Figure 6.2.) 

Age 

15 26 

27 35 yr. 

Figure 6.2: Age 
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6.2.3 Highest educational/business qualifications 

In terms of the category educational/business qualifications 44,9% were in the 

subcategory Grade 10 and lower; 15,3% in the Technical Certificate subcategory; 

25,5% in the Technician/Business College Certificate/Diploma subcategory; and 

14,3% in the subcategory including degrees, postgraduate and Business School 

qualifications. (See Figure 6.3.) 

Highest educationallbusiness qualifications 

Grade 12 and lower 

Figure 6.3: Highest educational/business qualifications 

6.2.4 Home language 

The home language of 45,5% of the respondents was Afrikaans; 25,3% English 

and 29,3% African languages, including Ndebele, North Sotho, South Sotho, 

Swazi, Tsonga, Tswana, Venda, Xhosa and Zulu. (See Figure 6.4.) 
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Home Language 

Alhkaans 

Figure 6.4: Home language 

6.2.5 Sector 

68,7% of respondents represented the manufacturing sector; 17,2% the 

mining/heavy industry sectors and 14,1% the financial services sector. (See 

Figure 6.5.) 

Sector 

Financial Services 

Figure 6.5: Sector 
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6.2.6 Department 

44,9% of respondents worked in the production department; 27,6% in 

administration and other departments including purchasing, finance and marketing 

and 27,6% in the human resources departments including personnel and training 

and development (See Figure 6.6.) 

Department 

Missing 

Administratlve depar 

Production 

Figure 6.6: Department 

6.2.7 Years in current job 

21,9% of respondents were in their current jobs between 1 -2 years; 33,3% 

between 3 - 4 years; 20,8% between 5 - 8 years and 24% 9 years and above. 

(See Figure 6.7.) 
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Years in current job 

5 - 8 

1 - 2 yrs 

3-4yrs 

Figure 6.7: Years in current job 

6.2.8 Years in company 

25,3% of respondents were employed in their respective companies between 1 

and 3 years; 27,3% between 4 and 6 years; 21,2% between 7 and 12 years and 

26,3% 13 years and above. (See Figure 6.B.) 

Years in company 

Figure 6.8: Years in company 
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6.3 RELIABILITY AND VALIDITY 

6.3.1 Introduction 

To establish content validity the questions in the questionnaire were designed 

within the framework of the theory contained in the literature survey (chapters 3 

and 4). The content validity was furthermore verified with the help of experts from 

the Department of Curriculum Studies and the Statistical Consultation Services 

(STATCON) at the Rand Afrikaans University. 

The questionnaire (excluding the biographical data questions) consisted of forty 

questions. The forty questions were subjected to a factor analysis. "Factoring" 

comes from factor analysis; a statistical technique for representing a large number 

of measured variables in terms of a smaller number of unobserved, usually 

hypothetical, variables. These second-order variables ("factors") may be largely 

uncorrelated, or may have some "communality", overlapping with each other. In 

either case it is possible to identify general themes, giving a name to the 

statistically identified factor or cluster (Miles & Huberman, 1994:256). 

The above statistical procedures resulted in the 40 items being reduced to four 

factors, namely: 

• 	 a factor consisting of 12 items with a Cronbach alpha reliability coefficient of 

0,9064 that was termed traditional education and training systems. This 

factor can be represented by one scale with a maximum value of 12 x 6 = 72 

and a minimum value of 12 x 1 = 12; (FINFAK 81) 

• 	 a factor consisting of 6 items with a Cronbach alpha reliability coefficient of 

0,6832 that was termed learning attitudes. This factor can be represented by 

one scale with a maximum value of 7 x 6 =42 and a minimum value of 7 x 1 = 
7; (FINFAK C1) 

• 	 a factor consisting of 7 items with a Cronbach alpha reliability coefficient of 

0,6539. That was termed orientation to learning. This factor can be 
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represented by one scale with a maximum value of 7 x 6 =42 and a minimum 

value of 7 x 1 =7; and 

• 	 a factor consisting of 10 items with a Cronbach alpha reliability coefficient of 

0,9090 that was termed viability of learning centres. This factor can be 

represented by one scale with a maximum value of 10 x 6 = 60 and a minimum 

value of 10 x 1 = 10. 

6.3.2 Frequencies 

6.3.2.1 	 Items associated with the factor traditional education and training 

systems 

Table 6.1: Availability of training and education programmes 

Item No. Description 

811 Training and education programmes and courses are available to all 

employees (workers). 

Scale 

1 ~glY disagre~ 
Valid % 

15,3 

2 gree 20,4 

3 Slightly disagree 7,1 

4 Slightly agree 13,3 

5 Agree 21,4 

6 Strongly agree 22,4 

Table 6.2: The allocation for training and education programmes 

Item No. 

Enough time 

courses. 

Description 

is given for training and education programmes and 812 
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Scale Valid ok 

1 Strongly disagree 16,3 

2 Disagree 19,4 

3 Slightly disagree 18,4 

4 Slightly agree 15,3 

5 Agree 24,5 

6 Strongly agree 6,1 

Table 6.3: Level of senior management involvement 

Item No. Description 

813 Senior management encourages all employees (workers) to participate 

in training and education programmes. 

Scale Valid Ok 

1 Strongly disagree 18,2 

2 Disagree 18,2 

3 Slightly disagree 19,2 

4 Slightly agree 16,2 

5 Agree 21,2 

6 Strongly agree 7,1 

Table 6.4: Flexibilityltime available for training and education programmes 

Item No. Description 

814 Senior management gives employees time off from work to participate 

in training and education programmes . 

../ .. ,' 
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Scale Valid % 

1 Strongly disagree 17,2 

2 Disagree 14,1 

3 Slightly disagree 17,2 

4 Slightly agree 15,2 

5 Agree 30,3 

6 Strongly agree 6,1 

Table 6.5: Company subsidised training 

Item No. Description 

B15 Employees (workers) not pay for training and education programmes. 

Scale Valid % 

1 Strongly disagree 7,2 

2 Disagree 12,4 

3 Slightly disagree 8,2 

4 Slightly agree 8,2 

5 Agree 44,3 

6 Strongly agree 19,6 

Table 6.7: Availability of in-house'multi·media 

Item No. Description 

B17 Facilities like videotape players, audio tape players, slide projectors, 

Internet, CD -ROM, literature (books), interactive satellite television are 

available in the company for use by employees (workers) for training 

purposes. 
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Scale Valid % 

1 Strongly disagree 11,1 

2 Disagree 23,2 

3 Slightly disagree 8,1 

4 Slightly agree 24,2 

5 Agree 25,3 

6 Strongly agree 8,1 

Table 6.8: Content rating of training and education programmes 

Item No. Description 

819 The content of training and education programmes is very good and 

easy to understand. 

Scale Valid 0,4 

1 Strongly disagree 9,2 

2 Disagree 11,2 

3 Slightly disagree 13,3 

4 Slightly agree 21,4 

5 Agree 33,7 

6 Strongly agree 11,2 

Table 6.9: Access to training and education programmes 

Item No. Description 

821 Training and education programmes are open to all employees 

(workers) whether you have completed a previous course or not. 

L 
.'. 
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Scale Valid % 

1 Strongly disagree 16,3 

2 Disagree 17,3 

3 Slightly disagree 10,2 

4 Slightly agree 26,5 

5 Agree 23,5 

6 Strongly agree 6,1 

Table 6.10: Times of training and education programmes 

Item No. Description 

B22 Training and education programmes and courses take place at 

convenient times (in other words it does not take place when you have 

other commitments, e.g. during working hours/weekends). 

Scale Valid % 

1 Strongly disagree 12,1 

2 Disagree 15,2 

3 Slightly disagree 13,1 

4 Slightly agree 24,2 

5 Agree 27,3 

6· Strongly agree 8,1 

Table 6.11: Venues/locations of training and education programmes 

Item No. Description 

B24 Training and education programmes and 

conducted at convenient venues (locations) 

courses are normally 
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Scale Valid % 

1 Strongly disagree 6,1 

2 Disagree 13, 

3 Slightly disagree 7,1 

4 Slightly agree 21,4 

5 Agree 41,8 

6 Strongly agree 10,2 

Table 6.12: Trainer attitude 

Item No. Description 

825 Trainers in training and education programmes always make 

participants feel at ease and comfortable. 

Scale Valid % 

1 Strongly disagree 6,2 

2 Disagree 8,2 

3 Slightly disagree 8,2 

4 Slightly agree 25,8 

5 Agree 39,2 

6 Strongly agree 12,4 

6.3.2.2 Items associated with the factor learning attitudes (FINFAK C1) 

Table 6.13: Aspiration to lifelong learning 

Item No. Description 

C28 It is good to aspire to learning as long as you live. 
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Scale Valid % 

1 Strongly disagree 1,0 

2 Disagree 2,0 

3 Slightly disagree ° 4 Slightly agree 4,0 

5 Agree 30,3 

6 Strongly agree 62,6 

Table 6.14: Attitude to libraries 

Item No. Description 

C33 Libraries are boring places. 

Scale Valid % 

1 Strongly disagree 31,6 

2 Disagree 39,8 

3 Slightly disagree 7,1 

4 Slightly agree 11,2 

5 Agree 9,2 

6 StrongIy agree 1,0 

Table 6.15: Learning and self-development 

Item No. Description 

C37 When you learn more, you keep growing as a person 
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Scale Valid % 

1 Strongly disagree 1,0 

2 Disagree 3,0 

3 Slightly disagree 0 

4 Slightly agree 0 

5 Agree 31,3 

6 Strongly agree 64,6 

Table 6.16: Learning to learn 

Item No. Description 

C38 Learning how to learn is very important. 

Scale Valid % 

1 Strongly disagree 1,0 

2 Disagree 3,1 

3 Slightly disagree 0 

4 Slightly agree 0 

5 Agree 36,7 

6 StrongIy ag ree 59,2 

Table 6.17: Continuous learning 

Item No. Description . 

C39 One is never too old to learn new things. 

Scale Valid % 

1 Strongly disagree 0 

2 Disagree 2,0 

3 Slightly disagree 0 

4 Slightly agree 0 

5 Agree 22,2 

6 Strongly agree 75,8 
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Table 6.18: Learning as life tool 

Item No. Description 

C40 Learning is a tool for life. 

Scale Valid % 

1 Stro .1. ~ ... - 0 

2 Disagree 1,0 

3 Slightly disagree 0 

4 Slightly agree 1,0 

5 Agree 19,2 

6 Strongly agree 78,8 

6.3.2.3 Items associated with the factor orientation to learning 

Table 6.19: Participant preferences in training 

Item No. Description 

C29 In a training situation, participants prefer the trainer to tell everybody 

exactly what to do at all times. 

Scale Valid % 

1 Strongly disagree 7,1 

2 Disagree 14,1 

3 Slightly disagree 17,2 

4 Slig htly ag ree 19,2 

5 Agree 28,3 

6 Strongly agree 14,1 

.}.'\~. 

~ 
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Table 6.20: Learning autonomy 

Item No. Description 

C30 In a learning situation, participants prefer to take part in deciding what 

will be learned and how. 

Scale Valid % 

1 Strongly disagree 4,1 

2 Disagree 16,3 

3 Slightly disagree 16,3 

4 Slightly agree 16,3 

5 Agree 34,7 

6 Strongly agree 12,2 

Table 6.21: Learning as self-initiated 

Item No. Description 

C31 Every person is solely responsible for his/her learning - no one else is 

Scale I Valid % 

1 Strongly disagree 2,0 

2 Disagree 7,1 

3 Slightly disagree 3,0. 
4 Slightly agree 13,1 

5 Agree 33,3 

6 Strongly agree 41,4 

Table 6.22: Learner motivation 

Item No. Description 

C32 When someone has made a firm decision to learn something, you will 

find time for it, no matter how busy you are. 
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Scale Valid % 

1 Strongly disagree 4,0 

2 Disagree 6,1 

3 Slightly disagree 1,0 

4 Slightly agree 7,1 

5 Agree 36,4 

6 Strongly agree 45,5 

Table 6.23: Problem-centred approach to learning 

Item No. Description 

C34 Problems are challenges, not stop signs. 

Scale Valid % 

1 Strongly disagree 1,0 

2 Disagree 0 

3 Slightly disagree 1,0 

4 Slightly agree 2,0 

5 Agree 54,1 

6 Strongly agree 41,8 

Table 6.24: Group orientation 

Item No. Description 

C35 Discussing ideas is a good exercise. 
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Scale Valid 0/0 

1 Strongly disagree 1,0 

2 Disagree 0 

3 Slightly disagree 0 

4 Slightly agree 0 

5 Agree 52,S 

6 Strongly agree 46,S 

Table 6.25: Leamer stimulation 

Item No. Description 

C36 Challenging learning situations are stimulating. 

Scale Valid % 

1 Strongly disagree 1,0 

2 Disagree 0 

3 Slightly disagree 0 

4 Slightly agree 8,1 

5 Agree 47,5 

6 I Strongly agree 43,4 

6.3.2.3 Items associated with the factor viabi~Jty of learning centres 

Table 6.26: Viability of learning centres 

Item No. Description 

D41 If learning/resource centres are to be developed in our company on 

site: It could be a useful training and education tool for employees. 

L 
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Scale Valid % 

1 Strongly disagree 0 

2 Disagree 0 

3 Slightly disagree 0 

4 Slightly agree 3,0 

5 Agree 39,4 

6 Strongly agree 55,6 

Table 6.27: Multi-media learning centres 

Item No. Description 

042 Learning/resource centres should be multimedia centres including 

interactive video, computer-based training, audio-cassette players, 

Internet, CD-ROM and workbooks. 

Scale Valid % 

1 Strongly disagree 

2 Disagree 

3 Slightly disagree 

4 Slightly agree 

5 Agree 

6 Strong Iy ag ree 

Table 6.28: Learner support 

Item No. Description 

Learning/resource centres should be managed by a full time staff of 

facilitators/advisors who assist employees in the use of equipment and 

choice of courses. 

043 
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Scale Valid % 

1 Strongly disagree ° 2 Disagree 4,0 

3 Slightly disagree 2,0 

4 Slightly agree 11,4 

5 Agree 32,3 

8 Strongly agree 50,5 

Table 6.29: Self-contained learner material 

Item No. Description 

D44 Learning/resource centres should include courses, which are self-

contained, in other words - it contains all the information and material 

you will need for your learning. 

Scale Valid % 

1 Strongly disagree 1,0 

2 Disagree 2,0 

3 Slightly disagree 2,0 

4 Slightly agree 3,0 

5 Agree 48,5 

8 Strongly agree 45,5 

Table 6.30: Flexible learning orientation 

Item No. Description 

D45 Learning/resource centres should contain courses which allows 

participants to move at their own pace, at flexible times and for the 

most part by themselves. 
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Scale Valid % 

1 Strongly disagree 1,0 

2 Disagree 7,1 

3 Slightly disagree 2,0 

4 Slightly agree 15,3 

5 Agree 43,9 

6 Strongly agree 30,6 

Table 6.31: Learning pace 

Item No. Description 

D46 Learning/resource centres should allow employees to work through 

their chosen courses in digestible "bite size chunks". 

Scale Valid % 

1 Strongly disagree 0 

2 Disagree 8,2 

3 Slightly disagree 5,1 

4 Slightly agree 10,2 

5 Agree 51,0 

6 Strongly agree 25,5 

Table 6.32: Multi-skilled learning 

Item No. Description 

D47 Programmes/courses in such a learning/resource centre should 

provide a wide range of subjects - brushing up old job skills, 

developing current job skills or acquiring totally new skills and 

knowledge. 
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Scale Valid % 

1 Strongly disagree 1,0 

2 Disagree 2,0 

3 Slightly disagree 1,0 

4 Slightly agree 3,0 

5 Agree 46,5 

6 Strongly agree 46,5 

Table 6.33: Self-development programmes 

Item No. Description 

D48 Courses in such a learning resource centre should not only include on 

the job skills, but also personal development skills, e.g. assertiveness 

skills; the art of negotiating. 

Scale Valid % 

1 Strongly disagree 0 

2 Disagree 2,0 

3 Slightly disagree 1,0 

4 Slightly agree 8,1 

5 Agree 31,3 

6 Strongly agree 57,6 

Table 6.34: Learner flexibility 

Item No. Description 

D49 Learning/resource centres should create a learning environment where 

the learner/employee is in control. 
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Scale Valid % 

1 Strongly disagree 4,0 

2 Disagree 4,0 

3 Slightly disagree 3,0 

4 Slightly agree 18,2 

5 Agree 42,4 

6 Strongly agree 32,3 

Table 6.35: Recognition of prior learning 

Item No. Description 

D50 Such learning/resource centres should provide courses 

previous learning is recognised as well as linking courses 

National Qualifications Framework(NQF). 

where 

to the 

Scale Valid % 

1 Strongly disagree ° 2 Disagree 3,1 

3 Slightly disagree ° 4 Slightly agree 9,2 

5 Agree 40,8 

6 Strongly agree 46,9 

6.4 	 COMPARISON/DIFFERENCES BETWEEN BIOGRAPHICAL DATA IN 

RELATION TO THE FOUR FACTORS 

6.4.1 	 Introduction 

Within the multivariate dimension Wilks Lambda tests were done to see whether 

any statistically significant differences existed in terms of all the 6 variables from 

the biographical data in relation to the four factors, viz. traditional education and 
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training systems; learning attitudes; orientation to learning and viability of learning 

centres. 

6.4.2 Gender 

According to figure 6.9 there are no statistically significant differences between 

males and females with regard to the four factors. 
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Figure 6.9: Gender 

6.4.3 Age 

According to 'figure 6.10 there are no statistically significant differences with regard 

to the various age groups in their relation to the four factors. 
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6.4.4 Highest educational/business qualifications 

According to figure 6.11 there are no statistically significant differences between 

the various categories of qualifications in their relations to the four factors. 
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Figure 6.11: Highest educational/business qualifications 

6.4.5 Home language 

According to figure 6.12 there are no statistically significant differences between 

respondents' home language with regard to the four factors . 
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Figure 6.12: Home language 

6.4.6 Sectors 

In general there is a statistically significant difference between the various sectors 

with regard to the four factors. 
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Figure 6.13: Sector 

6.4.7 Department 

According to figure 6.14 there exists no statistically significant differences between 

the various departments with regard to the four factors. 
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Figure 6.14: Department 

6.4.8 Years in current job 

According to figure 6.15 there exists no statistically significant differences between 

the category years in current job with regard to the factors. 
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Figure 6.15: Years in current job 

6.4.9 Years in company 

According to figure 6.16 there exists no statistically Significant differences between 

the category - years in company with regard to the four factors. 
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Whilst Chapter 6 focussed on the statistics relating to biographical data, reliability 

and validity and a description of the four factors emerging from the empirical study, 

Chapter 7 will consolidate the research study and highlight findings, results and 

recommendations. 
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CHAPTER 7 


OVERVIEW, RESULTS, FINDINGS 


AND RECOMMENDATIONS 


7.1 INTRODUCTION 

The chapter will give an overview of the research with specific reference to the 

background, rationale, problem and aim and contribution of the study. The 

research method and design, results, findings and recommendations will also be 

presented. 

7.2 OVERVIEW OF THE RESEARCH 

7.2.1 Summary 

Chapter 1 serves an orientation to the research study. It starts with a challenge to 

educators and trainers. Daniel (1992:4) says: "By the next century the world will 

not possibly be able to train and educate its people by conventional means. We 

shall face the challenge of mega-education and mega-training ... ". The 

background to the problem was then explained against the backdrop of the 

shortage of skills in South Africa, which proved to be an inhibiting factor to growth. 

Statistical proof was provided including the World Economic Forum's (WE F) latest 

competitiveness report, which indicated among other things that South Africa, in 

terms of global competitiveness, has slipped five places to 47 out of 59 countries. 

Against this background the problem was formulated as twofold. On the one hand 

there is a capacity problem in terms of delivery on the part of the state NGO's, 

CBO's and the private sector and on the other the ineffectiveness of outdated 

training methods to address the massive education and training backlog of adults, 

and members of the EAP (Economically Active Population). It furthermore served 

to briefly explain the main tenets of relevant government initiatives and policy as 
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well as recent legislation. Furthermore the exposition of terminology served to 

provide the necessary background, facilitate and illuminate the arguments 

presented in the literature survey (Chapters 3 and 4). 

Section 2 included the literature study, which was subdivided into Chapter 3 and 4. 

Chapter 3 provided a macro perspective of Open Learning. It started with an 

overview of learning in SOCiety as well as theories of learning and theories of 

instruction. It included also an overview of contemporary trends in learning theory, 

with reference to social-historical psychology. A brief historical perspective of 

Open Learning followed focusing on traditional as well as contemporary models of 

Open Learning including the University of London and the Open University. A 

detailed section on the concept Open Learning provided various perspectives in 

moving towards a definition. An international comparative overview of Open 

Learning provided emerging trends in Open Learning. Examples included the 

following countries: The European Union (EU), Canada, Australia, India, Hong 

Kong and Mongolia. Chapter 3 concluded with thoughts on Open Learning as a 

strategy for change, as well as a visionary scenario for South Africa. 

Chapter 4 discussed Open Learning within the context of workplace Education, 

Training and Development (ETD). It started with the concept the New 

Vocationalism which is described by Skilbeck, et al. (ed.) (1994:4-5) as follows: 

"... Vocationalism is a process or activity. The imparting and the acquisition of 

broadly defined skills and knowledge believed to have a discernible relationship 

with the capabilities needed for productive work ... ,Vocationalism is a function, 

whereby the education system services the workings of the economy determining 

its purpose and rationale from some assessment of economic need and 

requirement, such as trained manpower for the labour market". A comparative 

overview of traditional and changing attitudes to training was presented using 

Britain and South Africa as examples. Current developments relating to training 

within the workplace were put into perspective including the National Training 

Strategy Initiative (NTSI), The NQF and SAQA, the Skills Act and Levy System. 

Perspectives of learning in the workplace were discussed including the nature of 

learning, learning theories and the adult learner as well as the relevance and 

implications of andragogy for education training and development. A multisectoral 
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overview of Open Learning in industry followed, supplemented by a report of an 

on-site visit by the researcher to the Open University as well as Open Learning 

centres in the United Kingdom including the Ford Cars UK learning centres -

Warley in Brentwood - Essex and the Dagenham Open Learning Centre at the 

Dagenham Body and Assembly Plant. An in-depth discussion on the impact, of 

technology on Open Learning was presented, including a case study on 

Technology-based training at British Steel. Chapter 4 concluded with a scenario 

of Open Learning as a new learning paradigm for the workplace. 

Chapter 5 gave an overview of research methodology. Methodological 

perspectives on qualitative research were discussed including the descriptive 

survey and the employee survey. An overview of research questions and 

procedural research design were presented including sample surveys, data 

collection methods, questionnaire construction and design. 

Chapter 6 gave an analysis and interpretation of the data emanating from the 

empirical study. The instrument - a structured questionnaire consisted of 50 

questions. This included a biographical section of 10 questions. The remaining 

forty questions after the conducting of a factor analysis was reduced to four 

factors, namely: 

• Complacency in traditional training and education 

• Learning attitudes 

• Orientation to learning 

• Feasibility of Open Learning centres. 

7.2.2 The background, relevance and aim and contribution of the study 

The researcher has argued that the lack of cutting edge education, training and 

development for members of the economically active population has inhibited 

economic growth in South Africa and stunted its performance in the global market. 

In 1994, under the auspices of the National Economic Forum, the Monitor 

Company undertook a study related to global competitiveness of South African 
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industries. What emerged from the study was that many manufacturing sectors in 

South Africa suffered from basically the same shortcomings, which are: 

• 	 lack of access to raw materials at world related prices; 

• 	 low levels of research and development; 

• 	 low levels of technological innovation; 

• 	 relatively high transport costs; and 

• a lack of sufficient and efficient skills training 

(McDonald, 1997:10) 

At a local level, from within the country, major trade union federations including 

COSATU, the then Department of Manpower Training and the Education 

Department of the major political parties including the ANC have in the early 

1990's identified the weaknesses in traditional education and training systems in 

South Africa. 

The researcher argues on the one hand that the relevance of the research should 

not only be seen within the context of educational change, but rather within the 

broader context of socio-economic and political transformation and on the other 

cites Sunter (1987:41) who identifies education as the key to the success of the 

country and who arranges the attributes of what he terms a "winning nation" (i.e., a 

successful one) as follows in order of importance: 

• 	 A high level of education. 

• 	 A sound work ethic. 

• 	 Maximisation (increase) of capital. 

• 	 A "dual logic" economy, which involves the interrelationship between both large 

and small businesses. 

• 	 Social harmony. 

• 	 The ability to be a global player. 

The aim of the research in essence amounted to an audit of traditional training and 

education systems in the workplace. After an empirical survey, data indicated that 
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an alternative new paradigm based on the utilisation and introduction of Open 

Learning Centres would be feasible within the South African workplace. 

Contribution of the study 

The research study has made a unique contribution to workplace ETD in South 

Africa primarily because it presents a viable, best practice solution to the 

inappropriate and problematic nature of Traditional Training and Development 

within South Africa. The research study is furthermore pro-active in that it breaks 

new ground and presents a generic model of Open Learning which could fill the 

vacuum which exists following the emergence of recent policy and legislative 

enabling mechanisms like the National Training Strategy Initiative (NTSI), SAQA 

and the implementation of the National Qualifications Framework (NQF); the Skills 

Act and Skills Levy System. The paradigm shift currently underway in South 

Africa from Training to Learning presents unique opportunities to the South 

African workplace and Open Learning presents a unique and timely option to 

ensure South Africa's continued and sustained growth to ultimately climb the 

World Competiveness rankings from its current status to new heights. Figure 7.1 

illustrates this view. 
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TRADITIONAL SA TRAINING 
AND DEVELOPMENT 
- Ineffectivellnappropriate 

Training Systems 1--_"..,. 
- Low Financial Investment 

in Development 
- Uncoordinated/Non Portable/ 

Incoherent Training Interventions 
- Skills Shortage 
- Large EAP Education Backlog 

ENABLING MECHANISMS 
ETD Transformation 
Policy and Initiatives 
NTSI 
~ SAQA 

- NQF 

- NSB's 

- SGB's 

- ETQA's 

- SETA's 


~ Skills Act 
- Skills Levy 

~ Learnership 
Paradigm Shift 
Training to Learning 

I 


OPEN LEARNING FOR WORKPLACE ETD 

POSSIBLE MEDIUMS GENERIC FEATURES 


- Audiocassettes Used at time, place and pace 

- CBT (Computer Based Training) convenient to learner 

- Interactive Video Can be widely distributed 

- CD Rom and CDI Flexible and Cost Effective 

- Text Based Materials Consistent approach to training for 

- The Internet Each learner 

- Video • Individualised feedback 

- Video-conferencing i Wide choice of packages 

r---------------~--------~
ELEMENTS ' Learner paced 

- Support Systems 
 Learner involvement guaranteed 

- Learning Materials 
 Monitoring a"nd recording of learner 

Progress ' 
Packages could be customised 
Provision of on-line learning across 
worldwide network 
Up to date information 
Access to multi-sited locations 
World-wide 
Free to face support and contact with 
fellow learners and tutors 

Figure 7.1: Conceptual/Generic Model for SA Workplace ETD 
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7.2.3 Research method and design 

Qualitative research methods were employed. The instrument used was a 

structured questionnaire consisting of 50 questions. The questionnaire was 

subdivided into two major sections. Section A was a biographical section 

consisting of 10 questions. The remaining 40 questions were subdivided into 

three subsections - Section 8, C and D. The 6-point Likert Scale was used in the 

latter mentioned sections. 

Questionnaires were distributed to four sectors, viz., manufacturing, mining, heavy 

industry and financial services. The completed questionnaire reflected 

respondents in each sector representing a cross-section of departments including 

production, finance, marketing, personnel, training and development, 

administrative and purchasing. 

After a factor analysis by the Statistical Consultation Services at the Rand 

Afrikaans University, the forty items in sections 8, C and D were reduced to four 

factors. The four factors were named: 

• Complacency in traditional training and education. 

• Learning attitudes. 

• Orientation to learning. 

• Feasibility of Open Learning centres. 

7.3 RESULTS 

The findings of the enquiry are organised primarily around the above four factors. 

To a greater extent the responses from the respondents in the empirical survey, 

were extremely coherent with the literature survey on traditional attitudes to 

training as well as Open Learning Systems. 

The first factor: Complacency in traditional training and education reflected a 

Cronbach alpha reliability coefficient of 0,9064. The twelve Items in this item in 
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essence amounted to a diagnostic snapshot of workplace attitudes and practices 

to training and education. Responses to the twelve items appeared to reflect a 

combination of two dimensions, viz., company/organisation training and education, 

policy and procedures and individual perceptions. This combination indicates, 

therefore, that though certain responses indicate a favourable positive situation, it 

could only be a confirmation of company training policy at a theoretical level. 

Other items in the factor solicited individual perceptions. Taking this subtle 

combination of dimensions into account, the researcher concludes that responses 

in totality, rather than reflecting a factual situation could more realistically be 

regarded as reflecting complacency. 

The second factor: Learning attitudes - consisting of 6 items reflected a 

Cronbach alpha reliability coefficient of 0,6832. Respondents reacted in an 

overwhelmingly positive manner to all six items which affirmed an aspiration to 

lifelong learning, that learning is a tool for self-development, that knowledge 

enquiry is necessary, that discovering how to learn is essential and that age is not 

a deterrent to the discovery of new dimensions in life. 

The third factor: Orientation to learning - consisted of 7 items and reflected a 

Cronbach alpha reliability coefficient of 0,6539. An overwhelming majority of 

respondents indicated that the following ways of learning in a training situation 

were preferred: 

• interactive/participa"tory learning 

• responsibility for learning lies at the level of the individual 

• self-motivation and goal directed orientation are key ingredients to learning 

• learning situations could be enhanced through a problem-centred approach 

• group work and supplemental learning are key components in training. 

The fourth factor: Feasibility of Open Learning centres - consisted of 10 items 

with a Cronbach alpha reliability coefficient of 0,9090. The core purpose of this 

factor was to present a scenario based on international best practice in corporate 

learning. The Open Learning centre in a South African corporate context is 
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relatively unknown in practice. It is therefore significant that an overwhelming 

majority of respondents affirmed the feasibility of on-site open/resource/learning 

centres as a practical, user friendly alternative to traditional "talk and chalk" 

training situations. It furthermore indicates a significant shift in the mindset of 

members of the economically active population. 

7.4 FINDINGS 

In the light of the literature review, the researchers on-site visit to Open Learning 

Centres in the UK as well as responses to the questionnaire, the following findings 

were obtained: 

7.4.1 Finding 1 

Though early learning theories provided experimental paradigms for research and 

introduced basic constructs appropriate for the learning needs of society at the 

beginning of the 20th century, the world at the end of the 20th century is 

experiencing rapid and major shifts in political relationships and world economics. 

One result is that education is likely to become critical to society's survival and to 

be appreciated as an increasingly complex process. Some of the new realities 

therefore that theory development is currently focusing on, is: 

• 	 A redefinition of culture to address the electronic·-dimensions of interpersonal 

interactions. 

• 	 The complexities involved in learning to harness a changing technology to 

master one's thinking and learning. 

• 	 The motivational elements of Lifelong Learning. 

• 	 The role of human support in a rapidly changing work and learning 

environment. 

1 
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7.4.2 Finding 2 

The introduction of Vygotsky's socio-cultural theory represented discontinuity with 

prior theories. The following tenets highlight the socio-cultural approach: 

• 	 Instead of dealing with the individual learner in isolation, it places the learner in 

the larger cultural setting. 

• 	 Therefore breaking down the barrier between the individual learner and the 

context. 

• 	 Learning causes mental development. 

• 	 Therefore instruction can facilitate mental development. 

• 	 The zone of proximal development represents the individual's susceptibility to 

intervention or instructor - meaning that it is not the ZPD alone that predicts the 

future performance of the individual, but rather the level to which the ZPD can 

potentially increase current ability. 

7.4.3 Finding 3 

Workplace education, training and development should be seen within the context 

of the new vocationalism, which asserts that: 

• 	 Vocationalism of education includes but goes beyond training for a job or paid 

employment. 

• 	 Vocationalism is a diversion of education for life, for,living, of which work is in 

some form, is an all but universal attribute. 

• 	 Vocationalism is a process or activity, the imparting of and the acquisition of 

broadly defined skills and knowledge believed to have a discernible 
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relationship with the capabilities needed for productive work and required or 

expected of workers now and in the future. 

• 	 Vocationalism is a function, whereby the education system services the 

working of the economy. 

7.4.4 Finding 4 

Open Learning with the context of industry and seen with the multisectoral 

perspective based on international best practice (Case studies) has shown the 

following indicators of business benefit: 

=> 	Cost 

• 	 Open Learning was shown to average only 60% of the costs of 

conventional training programmes. 

=> Organisational benefit 

Companies that used Open Learning identified: 

• 	 higher pass rates than before 

• 	 line managers' satisfaction 

• 	 better retention of information 

• 	 a better record of promotion 

• 	 an increase in the number of employees working towards vocational 

qualifications, from 43% to 73% (steel manufacture). 

=> Business advantage 

Evidence from case studies has shown the following for the business as a 

whole: 

• 	 financial performance improved in 70% of the branches; 

• 	 error rates in manufacture down by 30%; 

• 	 reduced customer complaints; 

• 	 41 % increase in the success rate of calls (sales engineering); 

• 	 25% fewer help line calls; 
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• 	 sales increased by 50% (chemical industry). 

7.4.5 Finding 5 

The results from the empirical study confirmed the following findings: 

• 	 There exists, at company level, a growing sense of complacency within 

traditional workplace education and training systems. 

• 	 At the level of the individual employee however there exists a very positive 

attitude to learning as well as a pro-active orientation to learning (as reflected 

in the results from the two factors - learning attitudes and orientation to 

learning - referred to earlier in the chapter). 

• 	 The results from the fourth factor - viability of Open Learning Centres, confirm 

the feasibility of Open Learning centres within the South African workplace. 

The following variables are worth noting: 

)i.- That Open Learning Centres could be a useful tool for the education and 

training of employees. 

)i.- Such Open Learning Centres should incorporate multimedia like interactive 

video, computer-based training, audiocassette players, Internet, CD-Rom, 

etc. 

)i.- That programmes in Open Learning Centres should have a holistic 

approach meaning it should provide both self-development and job-related 

skills training. 

)i.- That the programmes provided by such Open Learning Centres be 

designed in such a way to accommodate prior learning experiences, be 

portable and provide for accreditation in terms of the National Qualifications 

Framework. 

1 
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7.4.6 Finding 6 

Within the context of various societal forces that affect learning needs, various 

strategies have emerged to address the diverse and shifting learning needs, which 

are emerging as a response to the combined impact of social and economic 

changes. 

However, Open Learning has emerged as the most innovative option in 

educational thinking with its: 

• Learner orientation and the flexibility of provision. 

• Open access to educational facilities. 

• The application of technology-television, video, telephone, computers, etc. 

• The use of self-instructional material. 

7.5 RECOMMENDATIONS 

The core objective of this research was to explore the possibility of a new learning 

paradigm for the workplace based on Open Learning principles, as an alternative 

to traditional workplace training in South Africa. Furthermore it proceeded to test 

the viability of such a new learning paradigm through a multisectoral empirical 

survey within the workplace. In order to realise this objective the researcher 

conducted an extensive review of the literature bo~ locally and internationally 

which served as a theoretical foundation for the empirical study. The findings of 

this research from both the literature review and the empirical study are 

consolidated in the following recommendations: 

The empirical study has given a fair indication of current attitudes to training from 

the perspective of the private sector in South Africa. However, the researcher 

wants to point out that the following recommendations are merely intended to be 

illustrative of possible approaches, rather than definitive proposals at this stage. 

These indicators lead us to the following recommendations: 

l 
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7.5.1 	 Recommendation 1 

There should on the one hand be more synergy between current government 

initiatives relating to ETD and the private sector. On the other hand major new 

initiatives should be introduced to bring about the changes to prevailing 

complacency, wrlich the researcher believes to be a prerequisite for achieving a 

learning mindset in South African companies. 

7.5.2 	 Recommendation 2: Increasing employers' belief and awareness in 

the value of Education, Training and Development (ETD) 

ETD should be inextricably linked to company strategy, should tie in to the vision 

and mission of the company and should, therefore, be a board level matter. 

7.5.3 	 Recommendation 3: Effective dissemination of learning options 

Once a certain level of awareness has been created regarding the value of 

training/workplace learning there should be effective mechanisms to disseminate 

information about the various options for workplace learning. 

7.5.4 	 Recommendation 4: Education about Training/Learning (ETD) 

There should be a concerted effort for showcasing of companies that have 

achieved increased performance and profitability o"as a result of increased 

investment in learning interventions. 

7.5.5 	 Recommendation 5: 

This expounds on recommendation 4 and distinguishes between the three 

envisaged audiences for the mentioned case studies. 

• 	 Chief executives and government policy planners, to show the importance 

of learning interventions for business success and to examine how a strategy 
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for human resource development could and should form an integral part of an 

overall corporate strategy. 

• 	 Second, for line managers, the purposes would be to emphasise the value of 

training as a management tool and to show it as an investment with a good 

return. 

• 	 Thirdly, for providers, at all levels; the purposes would be to explain how to 

promote learning to companies and to expose them to examples of good 

practice. 

7.6 DELIMITATION AND RECOMMENDATIONS FOR FURTHER RESEARCH 

The limitations accompanying the study are readily acknowledged. Though the 

literature survey reflects an extensive an in-depth study, the empirical survey had 

limitations including the limited range of industries involved in the study. 

Furthermore the industries surveyed are only those fitting into a 'Resource Based 

Industrial South Africa Economy', viz., Manufacturing, Mining, Financial Services 

and Heavy Industry/Engineering. The typical sectors of a Knowledge Economy, 

e.g., the IT sector, have not been covered by the study. This factor on the one 

hand has limited the focus of the study. However, on the other hand, the areas 

not covered could be included in any further research undertaken in this area. 

Because the study established the emergence of a paradigm shift from training to 

learning, and because the study broke new ground in workplace ETD, it is 

important to note that the possibility of further research in this field should move 

ahead to include the Education, Training and Development Function, specially 

how South African organisations could plan, design and implement ETD 

Departments based on the generic principles and methodologies of Open 

Learning. 

i 
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7.7 CONCLUSION 

Daniel (1989:49-50) says: "Open Learning exists because people want to learn 

and want to know. Most of the world's citizens believe they will be more fulfilled in 

all aspects of their lives, if they are educated! Governments that provide 

opportunities for learning are responding to this fundamental desire of human kind 

... Government support for education also reflects a belief that educated people 

are more productive people and that an educated population means a more 

prosperous country. The belief that investment in human capital would be repaid 

through economic growth was part of the justification for the rapid growth of 

education systems, in the decades following the Second World War." 

The OECD, in particular has delved deeper than the general correlation between 

economic health and per capita expenditure on education. It wanted to discover 

what types of expenditure on education in the industrialised countries correlated 

most strongly with prosperity. The results are an indication of Open Learning. 

It appears that the two best education predictors of economic growth are: 

• 	 the proportion of young people staying on in full-time education after the period 

of compulsory schooling - and how long they do so, and; 

• 	 the proportion of the working population in the 23 - 33 age bracket that is 

engaged in part-time education. 

It happens that the overwhelming majority of applications of Open Learning around 

the world is aimed at increasing these proportions and is having a big effect on 

them. Open Learning, in other words, seems to be the educational investment 

that pays the rlighest interest in terms of economic growth and social development 

(Daniel, 1989:51). 

---000--
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ANNEXURE B 


SAMPLE QUESTIONNAIRE 




AN OPEN LEARNING MODEL 


FOR TRAINING AND DEVELOPMENT 


RESEARCH STUDY 
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INTRODUCTION 

A "learning company" is a company that has developed a capacity to learn, adapt 

and change, in response to developments in the country as well as in the world. It 

has values, policies, practices, programmes and structures that support and 

speed up company learning. Company learning is reflected in individual growth 

as well as in team and company wide growth and profitability. 

In order to become globally competitive, South African companies need not only 

growth, but swift and sustained growth. South African companies therefore need 

to become "learning companies". 

The purpose of this research study is to develop a new open learning model for 

training and education in South African companies. This questionnaire will help to 

diagnose the current state of training and education in your company. 

INSTRUCTIONS FOR COMPLETING THE QUESTIONNAIRE 

Completing this questionnaire is easy. Each item will ask you to consider the 

truthfulness of the statement, for your company, on a scale of 1 to 6, with p 

meaning "strongly disagree" and 6 meaning "strongly agree". Simply circle the 

number most closely corresponding to your opinion. 

The most important thing is to honest, to state your opinion. If you find an item 

difficult to answer, please do not leave it out, rather circle the number that best 

represents your "gut response". Employees in the questionnaire refer to all 

people working in your company. 



SECTION A: 

Please provide the following information for biographiea; purposes. All data will 
be held in strictest confidence. Individuals will not be identified with the results. 

Circle the relevant code or fill in the relevant block. 

EXAMPLE 
Question 1 (If you are a male, circle 1) 
Gender: Male 

Female 

1. 	 Gender: Male 

Female 


2. What is your age (in years) 

(e.g. twenty five years I 2 r 5 I ) 

3. What is your highest educational/business qualifications? 

- Lower than Standard 10 (Grade 12) 

- Standard Ten (Grade 12) 

- Technica! Certificate (e.g. N1 J N2) 

- Technician/Business College Certificate/Diploma 


(e.g. Diploma in Human Resources Management) 
- Teaching Diploma 
- Baccalaureas Degree (e.g. B.A., B.Com., 8.Sc.) 
- Post Graduate Qualifications (e.g. B.A Honours) 
- Business School Qualifications (e.g. MBA) 

1 
2 
3 

4 
5 
6 
7 
8 



4. Which language do you regard as your home language. (Circle only one) 

• Afrikaans 
• English 
- Ndbele 
- North Sotho 
- South Sotho 
- Swazi 
• Tsonga 
- Tswana 
- Venda 
- Xhosa 
-Zulu 
• Other languages 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 

5. What is the name of the company where you are currently working? 

6. Sector 

- Manufacturing 
- Mining 
- Heavy Industry (Engineering) 
- Retail 
- Oil 

7. Department 

- Production 
• Finance 
- Marketing 
- Personnel 
- Training and Development 
- Administration 
- Purchasing 
- Other 

8. Job Title 

1 
2 
3 
4 
5 

1 
2 
3 
4 
5 
6 
7 
8 
9 

9. Years in current job? 

(e.g. 5 years I 0 I 5 I ) 
10. Years in Company? 



SECTION B: TRAINING AND EDUCATION 

Please circle the number corresponding to your opinion/view. 

In our company: 
11. Training and education programmes 

and courses are available to all 
employees (workers) 

Strongly 
Disagree 

1 

Disagree 

2 

Slightly 
Disagree 

3 

Slightly 
Agree 

4 

Agree 

5 

Strongly 
Agree 

6 

12. Enough time is given for training and 
education programmes and courses 1 2 3 4 5 6 

13. Senior Management encourages all 
employees (workers) to participate in 
training and education programme~s 1 2 3 4 5 6 

14. Senior management gives 
employees time off from work to 
participate in training and education 
programmes 1 2 3 4 5 6 

15. Employees (workers) do not pay for 
training and education programmes 2 3 4 5 6 

16. Training and education programmes 
are presented mainly by trainers from 
outside the company 2 3 4 5 6 

17. Facilities like videotape players, 
audio tape players, slide projectors, 
Internet. CD-ROM, literature (books). 
interactive satellite television are 
available in the company for use by 
all employees (workers) for training 
purposes 1 2 3 4 5 6 

18. Training and education programmes 
only provide knowledge and skills 
which can be used on-the-job and not 
personal development skills (e.g. 
public speaking) 1 2 3 4 5 6 

19. Regular information about training 
and education programmes is made 
available to aI/ employees (workers) 
through brochures, pamphlets and 
newsletters 1 2 3 4 5 6 

20. The content of training and education 
programmes is very good and easy to 
understand 

2 3 4 5 6 

21. Training and education programmes 
are open to all employees (workers) 
whether you have completed a 
previous course or not 1 2 3 4 5 6 



22. Training and education programmes 
and courses take place at convenient 
times (in other words it does not take 
place when you have other important 
commitments, e.g. during working 
hourslweekends) 

Strongly 
Djsagree 

1 

Disagree 

2 

Slightly 
Disagree 

3 

Slightly 
Agree 

4 

Agree 

5 

Strongly 
. Agree 

6 

23. We all have our preferred ways of 
learning and we sometimes may not 
cope with the fast pace at which 
trainers present training and 
education programmes 1 2 3 4 5 6 

24. Training and education programmes 
and courses are normally conducted 
at convenient venues (locations) 2 3 4 5 6 

25. Trainers in training and education 
programmes always make 
participants feel at ease and 
comfortable 2 3 4 5 6 

26. Training and education programmes 
and courses only include employees 
dOing the same jobs and from the 
same department 2 3 4 5 6 

27. My family fully support my 
involvement and participation in 
training courses, even if it means I 
spend some time away from home 1 2 3 4 5 6 

SECTION C: LEARNING STYLES 

28. It is good to aspire to 
leaming as long as you 
live 

strongly 
Disagree 

1 

Disagree 

2 

Slightly 
Disagree 

3 

Slighlly 
Agree 

4 

Agree 

5 

Strongly 
Agree 

6 

29. In a training situation, participants 
prefer the trainer to tell everybody 
exactly what to do at all times 1 2 3 4 5 6 

30. In a learning situation, participants 
prefer to take part in deciding what 
will be learned and how 1 2 3 4 5 6 

31. Every person is solely responsible for 
his/her learning - no one else is 1 2 3 4 5 6 

32. When someone has made a firm 
decision to learn something, you will 
find time for it, no matter how busy 
you are 1 2 3 4 5 6 

33. Libraries are boring places 2 3 4 5 6 



34. Problems are challenges, not stop 
signs 

Strongly 
Disagree 

1 

Disagree 

2 

Slightly 
Disagree 

3 

Slightly 
Agree 

4 

Agree 

5 

Strongly 
Agree 

6 

35. Discussing ideas is a good exercise 2 3 4 5 6 

36. Challenging learning situations are 
stimulating 1 2 3 4 5 6 

37. When you learn more, you keep 
growing as a person 1 2 3 4 5 6 

38. Learning how to learn is very 
important 2 3 4 5 6 

39. One is never too old to learn new 
things 1 2 3 4 5 6 

40. Learning is a tool for life 1 2 3 4 5 6 

SECTION 0: LEARNING OPTIONS M LEARNING/RESOURCE CEN"rRES 

Strongly Disagree Slightly Slightly Agree Strongly 
Disagree Disagree Agree Agree 

If learning/resource centres are to be 
developed in our company on site: 
41. 	 It could be a useful training and 

education tool for employees 1 2 3 4 5 6 

42. 	 Learning resource centres should be 
multimedia centres including 
Interactive video, Computer~based 
training, Audio~Cassette players, 
Internet, CD~ROM and workbooks 1 2 3 4 5 6 

43. 	 Learning/resource centres should be 
managed by a full·time staff of 
faCilitators/advisors who could assist 
employees in the use of equipment 

.- 3and choice of courses 	 1 2 4 5 6 

44. 	 Learning resource centres should 
include courses which are self 
contained· in other words ~ it contains 
all the information and material you 
will need for your learning 1 2 3 4 5 6 

45. 	 Learning/resource centres should 
contain courses which allows 
partiCipants to move at their own 
pace, at flexible times and for the 
most part by themselves 1 2 3 4 5 6 

46. 	 Learning/resource centres should 
allow employees to work through 
their chosen courses in digestible 
"bite size Ghunk.s" 1 2 3 4 5 6 



Strongly Disagree Slightl~' Slightly Agree Strongly 

Disagree Disagree Agree Agree 


47. Programmes/courses in such a 
leaming/resource centre should 
provide a wide range of subjects 
brushing up old job skills, developing 
current job skills or acquiring totally 
new skills and knowledge 

48. Courses in such a learning resource 
centre should not only include on-the
job skills, but also personal 
development skills, e.g. assertiveness 
skills; the art of negotiating 1 

49. Learning/resource centres should 
create a learning environment 
where the learner/employee is in 
control 1 

50. Such learner/resource centres should 
provide courses where previous 
learning is recognised as well as 
linking courses to the National 
Qualifications Framework (NQF) 1 

2 3 4 5 6 

2 

2 

3 

3 

4 

4 

5 

5 

6 

6 

2 3 4 5 6 
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For the Attention of Dr. M.C. Van Loggerenberg, Department 
of Curriculum Studies, Rand Afrlkanns University 

Visit of Konny POillman 

I am pleased to report on the visit af Kenny PaUman to Tha Open univarslty, United Kingaom 
from Monday 8 Dscamberto Friday 12 Docemb6r Inclusive. 

Mond~y 8 December 

AM - Meeting wilh Frank l3ank3, Senior Lectur3r &nd ROClQaroh Co-ordinator, Cr;»ntro. for 
Research in TeachQr EdUOGition and host felr the visit. to discuss the design and systems 
operation of opan and distance lasmine, 

PM· Meeting with Don Whitehead, course managar, Institute of Educational Technology (lET) 
to discuss media mix in opGn learning. 

TuesdCJY 9 Dacember 
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AM - Meetino with Simon Newton. BaG au Prnduclion cantrtl to talk about the contribution of 
the BBC to audio visual materials in OU Courses. 


PM • Meeting with au Librarian Sally Bsker to conduct library ssarchGs on Op~n LEiaming in 

Industry. 


Wednesday 10 December 

AM - TimQ in the Open University library 

PM - Meeting with Dr. Sylvia BroVln of tho Open Business School to discuss her work on 
"Learning organisations and learning systems· 

Thursday 11 December 

All day vh~it to Ford CarB UK's Open Learnlno C~mtroa al Brantwood .:md .t Oaoenho,lTI. both 
near london. Contacts Oiane CO!ilgrolls snd PQul Lloyd. Visil arranged by Nick Wood 

Friday 12 December 

Tinie spent in library 

All staff were very happy to spend tlma with Kanny WllO took note!> iil,nd r;,cordGd many of his 
Interviews. We wish him well with his studies. 

Franl( aanks, 

Senior Lec1urer, 

Centra for R9&Qarch in Teacher Education. 





