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Lifelong learning at a South African higher education institution 

ABSTRACT 

This research explores how the term 'lifelong learning' is understood at a higher education 
institution in South Africa. The study is built around a case study at the University of Cape 
Town (UCT). The research questions posed were: What are the different understandings of 
'lifelong learning' at UCT? And secondly, what factors have shaped the development of these 
different understandings of 'lifelong learning'? 

The thesis approaches the research questions from two angles: What people working in the 
institution say about the topic and what can be read from the official University documentation 
on the topic. Continuing education work is used as a general proxy for lifelong learning as the 
term itself did not prove to be a useful identifier of specific educational activities at UCT. In 
analysing the data, two inter-related theoretical frameworks are employed - thematic analysis 
of the interviews and a critical discourse analysis of the texts. 

Some of the key pressures and issues facing institutions globally as well as specific local 
concerns are identified when setting the context. In the interviews, practitioners identified some 
of these contextual issues as factors influencing the development of continuing education: 
funding pressures, responding to socio-political demands for rapid student throughput while 
also widening access, and the particular character of the institution. 

The literature reveals some common approaches to lifelong learning - identified as economic, 
humanistic and social discourses - which were used to engage the perspectives of practitioners 
working on continuing education programmes. Based on an interpretation of the data, this thesis 
argues that in practice, the distinctions between the discourses tend to blend or transform. The 
economic and humanistic discourses begin to merge, as an individual's motivations cannot be 
neatly categorised as either learning for work or learning for personal development, pointing to 
the emergence of a new discourse. In the case of the social discourse, the more widely used 
definitions of social responsiveness embrace economic (and political) imperatives, while also 
maintaining a development and democracy agenda. Instead of seeing the data as only revealing 
what exists, the analysis argues that emerging discourses themselves help to create new realities. 

The thesis suggests that the institution is in a constant process of being shaped by many external 
forces and changed by agents engaged in creating new social practices. Using the concept of a 
'community of dissensus' (Readings, 1996; Delanty, 200 1), the multiple perspectives from the 
practitioners and the official documents captured by this research make evident the contested 
nature of the University's institutional identity around lifelong learning. 

ii 
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The field of study 

CHAPTER 1 

1. CONTEXT 

1.1 Introduction 

Entitled Practitioner and institutional perspectives on lifelong learning at a South African university, this 

thesis deals with a two-part research question. The first question is: What are the different understandings 

of lifelong learning at the selected university? And secondly, what factors have shaped the development of 

these different understandings of lifelong learning? 

This chapter sets the context for the investigation of lifelong learning at a South African university. Firstly, 

my particular location as the researcher in relation to this topic is explained. Thereafter, the chapter offers 

a brief orientation to the University of Cape Town (UCT), where the study takes place. Then the chapter 

provides a summary of the major pressures and changes facing higher education globally. This discussion 

is taken further by identifying particular tensions arising in the South African context given the country's 

history and socio-economic realities. 

1.2 Research context 

I selected the topic and site of the study for two reasons: Firstly, as the researcher, I have a professional 

interest in the topic. I am a staff member in the Centre for Open Learning (COL) working in the field of 

continuing education at UCT. The Centre for Open Learning was founded in 2005 and its goals are 

outlined as follows: 

• to make the academic resources of the Institution accessible to a wider range of participants and 

to enable the Institution to become more socially responsive; 

• to facilitate networking and partnerships between external stakeholders (e.g. government, business, 

labour), educational providers and UCT academic staff related to the offering of educational 

programmes; 

• to build capacity of staff to work with adult learners and flexible modes of delivery; 

• to facilitate improved throughputs and student mobility; and 

• to generate income for the University from the activities ofthe COL (2004a). 

The notion of lifelong learning occurs in the early founding documents of the Centre for Open Learning, 

and how this notion is interpreted at UCT directly affects the nature of the work I do. UCT provides an 

interesting case study because the University does not have a history of easy access for adult learners, nor 

does it currently provide many opportunities for continuing education or part-time study. But, there is 

increased interest in continuing education and lifelong learning, and substantial institutional investments 
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Lifelong learning at a South African higher education institution 2 

(such as the establishment ofthe Centre for Open Learning) which indicate that there are shifts taking 

place in the practices of the University. 

Secondly, I have a personal interest in lifelong learning. I returned to study after a break of 16 years, and 

found the experience of being an adult learner more meaningful, in that Iwas able to apply new learning 

immediately to real-life situations. 

From this personal experience, I have become convinced of the value of providing access to continuing 

education opportunities for people throughout their lives - even though other responsibilities they have 

make full-time traditional study difficult. 

My access to and interpretation of data is therefore deeply affected by this proximity to the site and the 

topic - which is both a positive and a negative factor in the research process, and will be taken up further 

in Chapter Three. 

1.3 Research site 

The site of the research, the University of Cape Town is the oldest of South Africa's higher education 

institutions (having been founded in 1829), and represents, in many ways a traditional 'academy' with an 

emphasis on academic quality and excellence. While the higher education landscape in South Africa is not 

coded as it is in some countries (e.g. the 'Ivy League' of the USA and the 'Oxbridge' of the UK which 

have the reputation as the most prestigious universities), there are still distinctions. UCT is one of a handful 

of 'historically advantaged' higher education institutions in South Africa, as it was generously resourced 

first by colonial administrations and later under the Apartheid government while being racially restricted to 

white student enrollment. Although no longer an exclusively 'white' institution, UCT is still viewed as one 

of the most prestigious universities in the country. It generally has good facilities, well-qualified lecturers 

and internationally recognised researchers. Today UCT remains a government-funded university (termed 

'public'), but as with trends world-wide, there is less generous funding from government for higher 

education than in past years (see section 1.4.2.). 

UCT is an English-medium university offering degree programmes across six faculties: Commerce, 

Engineering and the Built Environment, Health Sciences, Humanities, Law and Science. More than 70% 

of students at UCT are enrolled for undergraduate programmes - most of them enrolling as schoolleavers. 

UCT defines itself as a medium-sized research-led contact university (CHE, 2006). This definition uses 

terms which have a great deal of significance in the higher education arena and for this research project. 

Each phrase represents a strategic choice which UeT has made. 
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• 'Medium-sized' is defined as below 20 000 students. UCT's current student population is 'about 

22300' (CRE, 2006: 10). The medium-sized label is seen to allow a quality learning experience. 

3 

• 'Research-led' is about increasing the focus of academics on research which, it is argued will 

better inform their teaching. It means increasing the post-graduate enrolment rate (CRE, 2006: 32). 

• 'Contact' is distinct from a distance learning institutional model in that UCT wants to ensure that 

each student has quality contact with academic staff (CRE, 2006) 

While this description ofUCT is freely used in the current context (for example, in the Council for Righer 

Education's Audit report Executive Summary, 2006), it is also apparent that this is a reality which the 

University is hoping to create. 'We create our world with words', according to (Maykut & Morehouse, 

1994: 18) much like the 'world on paper' which Gee et al. (1996) argue that the new business texts are 

creating about the changing workplace. 

(These texts) create on paper a version of the new work order that their authors are trying hard to enact in the 
world ... How we think and write about the world has a great deal to do with how we act in it and thus, what 
it becomes in reality (Gee, Hull & Lankshear, 1996:24-25). 

The Vision 2001 and Beyond document (Ndebele, 2000) sets out a 'wish list' for UCT which includes, for 

example, 'Consolidating UCT's research identity' as point number two. The key priorities outlined for the 

University are based on an assessment that some of these identities (for example, being a research-led 

institution) do not yet exist. In line with its mission to become a research-led institution, UCT's strategy is 

to increase the ratio of postgraduate students in relation to undergraduate students, (CRE, 2006,32). 

While in Chapter Five, there will be a deeper discussion of the way in which the University represents 

itself, it is important to note here that there is an extent to which social institutions will always be in a state 

of change or transition since they express the contradictions and conflicts of broader society 

(Castells, 2001b:206). Thus UCT has an existing identity, but, there are shifts (albeit uneven) taking place 

in both the identity and activities of the Institution which are explored further in Chapters Four and Five. 

It would be naIve to believe that any kind of change is linear and smooth - higher education institutions 

(RBIs), as Kulati (1998) argues, reflect inherently contradictory drives; they may be the source of great 

innovation and lead change, while other parts of the same institution will resist change. Other writers (such 

as Moore and Lewis, 2002) have suggested that, when assessing organisational change it is important to 

consider the specifics of an institution taking into account 'contextual conditions, institutional capacity and 

institutional culture' (Moore & Lewis, 2002: 17). The considerations of institutional culture and context are 

picked up as themes in Chapters Four, Five and Six. 
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Lifelong learning at a South African higher education institution 4 

1.4 The social context 

In this section I will discuss Higher Education in a global context and Higher Education in South Africa. 

In my discussion of Higher Education globally, I will focus on the key areas of knowledge production and 

application, and training for a skilled workforce. In the discussion of Higher Education in South Africa, 

I consider equity, redress and excellence; questions of adult learners and access; economic productivity and 

social responsiveness and institutional culture and identity. 

1.4.1 Higher Education globally 

Globalisation is cited as a significant influence on all aspects of the modem world (Kumar, 1995; 

Castells, 2001a; Becher & Trowler, 2001; Delanty, 2001). The term refers to the increasing integration of 

the world economies and the reduction in the significance of the nation-state (Delanty, 2001: 117). Higher 

Education is not exempted from the effects of globalisation, and there are similar changes taking place to 

varying degrees in many different countries (Becher & Trowler, 2001). To start the discussion, I think it is 

useful to consider Castells' (200 1 b) outline of the roles played by the university historically. In brief, he 

sees these as being the transmission and generation of ideology; the selection and formation of dominant 

elites; the production and application of knowledge and training a skilled labour force 

(Castells, 2001 b:206-210). 

However, globally there are shifts taking place, bringing about quite fundamental changes to some of those 

traditional roles. The shifts which have direct impact on the field of the study (lifelong learning) in this 

thesis are most notable in relation to the roles of knowledge production and the training of a skilled labour 

force. I will now discuss how these two roles identified by Castells (2001b) - knowledge production and 

application and the training of a skilled labour force - are fulfilled by universities in contemporary times. 

1.4.1.1 Knowledge production and application 

Knowledge production, or generation, probably defines universities beyond any other characteristic -

'knowledge is the core business of higher education' (Scott, 1997:19). But, in the context ofthe 

technological revolution, the position of universities as the dominant knowledge producers has been 

weakened, and they have become' ... only one knowledge producing agency among many' in the new 

economic order where knowledge and information are the key resources being traded (Gibbons, Limoges, 

Nowotny, Schwartzmann, Scott & Trow, 1994). 

The widely accepted thesis developed by Gibbons et al. (1994) is that there has been a radical shift in the 

'modes' of scientific knowledge production. Under the 'old' or more traditional model ('Mode 1 '), it is 

theoretical work in the universities and scientific laboratories that leads to breakthroughs in new 

knowledge which can then be adapted to use in commercial or social contexts. However, Gibbons et al. 
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The field of study 5 

argue that there are far more incidences of knowledge production taking place now in applied contexts 

(,Mode 2'), by teams of inter-disciplinary experts which are judged to be of immediate value to society 

(whether this is public good or commercial profit). Universities, which in the past operated purely as 

'Mode l' knowledge producers, are being 'forced' to adapt to the new conditions mainly through funding 

pressures. Applied, or 'Mode 2' knowledge production, is seen as more desirable to government and the 

business sector since it is used to address immediate social problems or turned into economic gain. 

Allover the world, reduction in state subsidies to higher education is placing greater pressure on the 

universities to seek funding l through business or corporate partnerships (see for example Subotzky, 1999; 

Muller, 2003; Muller, 2001 discussing the 'enterprising university'). In South Africa, there are strong local 

political pressures on universities to address the 'problems and challenges' of the country as well as 

broader African society, while still maintaining 'international standards of academic quality' 

(Scott, 1997:19). 

The erosion of this unique role of the University, and casting higher education as one of the many sites 

responsible for knowledge production has brought about profound shifts in the operational culture of 

universities (De1anty, 2001; Duke, 2002; Gibbons et al., 1994; Becher & Trowler, 2001). Universities now 

have to compete in the educational market place to attract students, and to earn contracts to fund research 

which must be shown to be relevant and to serve particular constituencies (Becher & Trowler, 2001). 

Universities are also having to show results for the investment of money by government (for example, 

more questions are posed about the 'throughput of students' and the 'output of research'). Funding 

pressures force institutions to look for new sources of income - one of which has been the discovery of 

continuing education as a potentially lucrative income stream. World-wide, tertiary education institutions 

now compete with one another for students and new private sector initiatives in education force academics 

to 'market' their courses (Johnson, 2003). The language being used has shifted from core concerns about 

the pursuit of disciplinary knowledge to terms which have a flavour of entrepreneurship, managerialism, 

and accountancy (Usher & Solomon, 1999; Readings, 1996). 

1.4.1.2 Training for a skilled workforce 
In the past universities produced the professional class of state bureaucrats, but over time have come to 

serve the needs of the modem economy, producing engineers, lawyers, doctors and other professionals 

(Castells, 2001 b). In the new economic order of 'informational capitalism' (Castells, 2001a), the emphasis 

in tertiary education is on learning how to adapt knowledge to new conditions. It is increasingly 

recognised that the only way of improving work performance is to be part of a process of continuous 

learning (Guile & Young, 1998 b). There is increasing political and economic interest in promoting all 

forms of continuing education to equip the workforce with the new skills needed. Continuing education 

I Notably,two out of the 10 goals outlined in Vision 2001 and Beyond document relate to financial security. Point 3: Growing innovation and 
profiting from research & point 8: securing financial stability for VCT. 
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Lifelong learning at a South African higher education institution 6 

and continuing professional development courses are generally easier to develop and run than mainstream 

degree programmes (being of shorter duration and having less demanding assessment regimes), and they 

are seen as one way in which the sector can capture the growing market for lifelong learning in response 

to workplace changes. Universities world-wide are responding to pressures to provide education which is 

more flexible and accessible, and more responsive to workplace needs. 

British adult education specialist Chris Duke has noted the global trend whereby the term 'extra-mural' 

is going out of fashion, while concepts such as 'outreach', 'distance', and 'open learning' are gaining 

currency as 'all are in principle modes of enhancing access to educational institutions and provision in 

non-traditional ways' (Duke, 1989: 165). In the next section, more focus is given to the particular 

conditions facing higher education in South Africa. 

1.4.2 Higher Education in South Africa 

While higher education everywhere is going through major changes, the particular history and socio­

economic conditions in South Africa have thrown up some special challenges for higher education 

generally, and the University of Cape Town in particular. The social transformation of the country since 

1994 has had a profound impact on the education sector and has led to major reforms being introduced. 

But even the reform process is driven by contradictory pressures, summarised as follows . 

... between equity to redress the huge inequalities of Apartheid and productivity in meeting national economic 
human resource development needs to compete in the global economy - the modernization and skills agenda; 
between levels in the education systems - early years and schooling, further education and training, adult basic 
education and training (ABET), and higher education; between expanding the size of the higher education sector 
and enhancing its quality and efficiency (Duke & Jones, 2005: 12). 

Since 1994 successive legislative tools have created the infrastructure for a single qualifications framework 

(the National Qualifications Framework) intended to 'improve flexibility, mobility and access to education 

and training' (CHE, 2001: 12). Its vision is to offer better lifelong learning opportunities 'for moving 

between different types of qualifications (especially between general and vocational) and promoting links 

between formal and informal learning, thus providing opportunities for people to use their informal 

learning to obtain recognized qualifications.' (ibid: 12) 

Contextually it is important to understand that, while on paper, since 19952 South Africa has had an 

integrated education and training system, in reality, tertiary education has engaged with the National 

Qualifications Framework (NQF) in a very different way from the training sector (Moore & Lewis, 2002). 

Higher Education qualifications are pegged on the NQF but are mostly recognised as complete 

programmes with their outcomes specified as exit-level outcomes. This is in contrast with the unit 

2 The South African Qualifications Authority Act was passed in 1995. 
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standard-based approach of many workplace learning programmes which are intended to allow learners 

to accumulate credits over time to form a qualification. There are competing visions about how exactly the 

University should engage with the policies (Moore & Lewis, 2002), but many influential higher education 

commentators express grave concerns about whether disciplinary knowledge could ever be broken up into 

'bite-sized' units to be somewhat randomly combined as envisaged by the unit standard-based approach to 

building up qualifications (see for example Moore & Lewis, 2002; Barnett, 1994; Muller, 2000; 

Kraak, 1994; Ensor, 2003). 

Rising out of segregated education, different configurations in the higher education sector have been 

designed to rationalise the supply of educational services (the 'size and shape' debate) and to transform the 

old racially segregated institutions' ensuring the student body reflects the realities of the broader society' 

(Duke & Jones, 2005: 16). In an attempt to rationalise the duplication of Apartheid era educational 

provision, the Ministry of Education's National Plan for Higher Education, 2001, dramatically reshaped 

the higher education landscape3 by enacting regional mergers and creating 'new' universities of 

technology. ueT was not directly affected by the mergers, but there has still been considerable pressure 

for change at an institutional level as part of the drive to transform higher education in South Africa. An 

emphasis on greater 'responsiveness' underpins the new policies - which refers to the dual imperatives of 

increasing South Africa's global economic competitiveness and for social reconstruction and equity 

(Moore & Lewis, 2002; Walters, 2006; Aitchison, 2004). 

I will discuss some of the pressures as they have direct relevance to the research question in relation to 

universities generally, and specifically to the case study, ueT. I have grouped the pressures as follows: 

i) equity, redress and excellence; ii) adult learners and access questions; iii) economic productivity and 

social responsiveness and iv) institutional culture and identity. 

1.4.2.1 Equity, redress and excellence 
The National Plan for Higher Education expects HEIs to actively 'promote equity of access and fair chance 

of success to all who are seeking to realise their potential through higher education' (Favish, 2003). 

In terms ofredress ofthe past inequalities, there have been some shifts across the entire sector, with the 

percentage of black students enrolled for higher education rising from 29% in 1988 to 60% in 2000 

(Duke & Jones, 2005:13). This shift is even more dramatic at UeT, where the number of black students 

registered rose from 7% in 1988 to 50% in 2004 (Scott, Yeld, McMillan & Hall, 2005:281). However, the 

success rate of these students is not always assured, since they are operating from a position of educational 

disadvantage (Scott et al., 2005 :264). During the 1990s, debates emerged about the implications of 

admitting poorly prepared learners for the quality and standards of education (see for example Scott, 2003). 

J The country's 36 public universities and technikons were reduced to 24 through mergers. 
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Lifelong learning at a South African higher education institution 8 

For a university like UCT, where the mission includes a commitment to being 'a world-class institution', 

the tension is a real one. The University is seeking to compete with international benchmarks in higher 

education achievement, while also aiming to widen access to educational opportunities for those who were 

previously disadvantaged. By admitting students who have the potential to achieve, but inadequate 

preparation due to poor schooling, may mean that completion rates are slower. This does not fit well with 

the revised government funding package which provides financial support to universities based on the 

graduation or completion of a student, and no longer only on their registration (Moore & Lewis, 2002; 

Duke & Jones, 2005). 

This discussion about equity, access and excellence provides important background information for the 

analysis of the data in Chapters Four and Five. 

1.4.2.2 Adult learners4 and access questions 

Of special interest in this thesis is the way in which higher education views lifelong leaning - that is, how 

institutions make educational opportunities available throughout a person's life. Traditionally universities 

were viewed as finishing schools (Duke, 2002), seen as the final preparation for life and work. However, 

linked to the changes described above, life and work in the 21 sl century demand that in order to survive the 

rapidly changing environment, education has to be an integrated and continuous or lifelong process. In 

South Africa, however, serious engagement with the adult learner constituencies by higher education is 

complicated - the new language of skills development, which includes continuous upskilling of workers 

and concerns of redress to give those previously disadvantaged by Apartheid the chance to gain formal 

education, mingles with strong pressure to get the maximum number graduates out of degree programmes 

and to focus on schoolleavers in the face of a severe youth employment crisis (see for example, Duke & 

Jones, 2005). 

One possible avenue that can be explored to address the critical skills shortage is to harness and upskill 

currently employed adults. The National Plan for Higher Education (2001) specifies that there should be 

emphasis on providing higher education to workers, mature learners and the disabled, whom it is suggested 

could playa 'significant role' in addressing the skill shortages, at least in the short term (Department of 

Education DOE, 2001). However, there has also been grave concern expressed about the poor rate of 

'retention' and 'throughput' in higher education - and adult learners generally take longer to complete 

(since they usually have to study part-time) and have a higher dropout rate (because they are usually 

juggling multiple responsibilities). 

In an interesting series of studies on adult learners in public higher education institutions commissioned by 

the Council on Higher Education, these studies revealed that the institutions all experienced similar 

difficulties with adult-learner-centred programmes (Buchler, Castle, Osman & Walters, 2007). The major 

4 By adults, I mean people generally over the age of 23 who are working or have responsibility for family maintenance and who are not proceeding 
straight into university studies from school. 
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factors inhibiting the successful development of programmes aimed at adult learners identified by the study 

included: 

• the absence of a coherent institutional strategy for adult learners; 

• changes in the government's funding formula; 

• the amount of work/labour/time required to mount good adult learner programmes (often requiring 

after-hours support work); 

• the new emphasis from government on student retention and throughput (rather than increasing 

access) (ibid: 27). 

The research team did stress that, despite the commonalities, there were very different approaches taken by 

the institutions which depended on the 'distinct history, identity, mission and relationship with its 

surrounding communities, shaped by its position within the South African and provincial higher education 

landscapes' (Buchler et at., 2007: 27). 

What is significant for this thesis is, that while the universities are being urged to improve access to those 

previously disadvantaged (and in addition to adult learners specifically), the funding formulae militate 

against this. By funding universities according to the graduation of students, the state is looking for rapid 

throughput. Universities then look at student admissions based on those most likely to graduate as quickly 

as possible. And, generally, those will not be adult learners. 

1.4.2.3 Economic productivity and social responsiveness 
Producing a highly-skilled workforce has been identified as a key factor in surviving the fierce competition 

of the globalised economy (Kraak, 2005; Macun, 2001; Isaacs, 2004). The demands of 'flexible 

specialisation' (Castells, 2001a) require a new kind of education, and universities are under pressure to 

change the traditional curriculum which has been regarded as too 'theoretical' or removed from the 

realities of the world of work. Thus, on the one hand, with the dawn of the 'knowledge society', tertiary 

level education is being called upon to develop the highly skilled cadre of workers needed to operate the 

new economy. On the other hand, South African universities are also being urged to address the critical 

developmental needs of the country - namely, poverty and inequality (Favish, 2003). Universities are now 

challenged to ensure that they develop programmes that deliver 'professional and knowledge workers with 

globally equivalent skills, but who are socially responsible and conscious of their role in contributing to the 

national development effort and social transformation' (DOE, 2001). The multiple roles being given to 

universities demand that they service both the economic functions and social/civic functions of education­

termed by UCT's Martin Hall, 'socially responsive education' which has both a private benefit (to the 

individual student) and contributes to the 'public good' (Hall, 2003:2). 
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1.4.2.4 Institutional culture and identity 
While the macro- or socio-economic factors which have been sketched out are clearly having an impact on 

individual institutions, it is essential not to forget about the internal life of the institution itself. 

Kulati (1998) argues that an institution may not have a commonly defined 'culture' - which he describes as 

'the set of symbols, beliefs and values that are perceived by members of an institution to define the 

character, mission and purpose of that institution' (Kulati, 1998:2). He suggests that there can be multiple 

definitions of this 'culture' within a single institution and may include 'subcultures and counter-cultures' 

(ibid: 2). And, traditionally, academic institutions have been structures of diffuse power, with authority 

being carried at lower levels of the institution - such as in departments, units or even by individual 

academics. In discussing the impact of policy on institutions, UCT education scholar Johan Muller points 

out that 'institutionality is inscribed in people and practices, and these do not necessarily change with 

changes of curatorship' (Muller, 200 1: 13). This understanding oflarge, established institutions (such as 

UCT) - the extent to which they are composed of individuals and historically developed practices -

informed my choice of research methodology, which was looking for the multiple 'voices' or 'practices' 

around lifelong learning. 

The University of Cape Town's particular history and location are important influences on how the 

Institution chooses to deal with the tensions and pressures outlined in the preceding pages, and will be 

referred to again in Chapters Four and Five. 

1.5 In summary 

This chapter has outlined the context of the study. I noted that UCT provides an interesting case study for 

the examination of lifelong learning in that it is an established institution with academic standing, but it is 

dealing with a range of transformation challenges stemming from the local and global environment. 

I asserted that social institutions are always shifting in response to the contexts in which they are 

embedded, but simultaneously, the institutions are also creating new identities for themselves - attempting 

to make the new 'worlds on paper' become a reality (Gee et al., 1996:25). I will explore this idea - of how 

different perspectives within the institution are shaped and in tum shape the institution - more fully in 

Chapters Five and Six, as I deal with the two research questions in greater depth. The data gathering and 

analysis identifies different understandings of 'lifelong learning' at UCT, and looks for factors that have 

shaped the understandings of 'lifelong learning'. 

Choosing to put the term 'lifelong learning' at the centre of the research focus has meant that the thesis has 

to engage with the widest definitions of adult education. In the next chapter, Chapter Two, the reader is 

introduced to the many interpretations given to this conceptually contested term within the broad field of 

adult education. The methodology used for the research is outlined in Chapter Three. Two types of data are 

dealt with: in Chapter Four, primary data from interviews is analysed, while in Chapter Five, formal 
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documents from VCT pertaining to 'lifelong learning' are analysed. In Chapter Six, there is an attempt to 

lace together these analyses to draw out answers to the research questions. 
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CHAPTER 2 

2. WHAT IS LIFELONG LEARNING? 

In this chapter, the broad field of study, 'lifelong learning' will be introduced. The main purpose of this 

chapter is to review some of the key literature on lifelong learning so as to reach a working definition for 

the remainder of the thesis. As a starting point, I outline the development of the term briefly. Then, the 

language is unpacked in order to identify the philosophical roots and social drivers which have given rise 

to the popularisation of the concept. This section will isolate some of the key 'discourses' (ways in which 

the language creates social identities, meanings and relates to social practices (Gee, 1996)) which will be 

carried through the analysis of the data in later chapters. Finally, some time will be spent outlining how 

lifelong learning has been interpreted in the higher education context globally and in South Africa. 

2.1 Defining lifelong learning 

Edwards (1997) tackles the question of defining lifelong learning by arguing there has been an enormous 

blurring of boundaries, meanings and differentiation, which has created a diverse 'moorland of lifelong 

learning' (ibid: 67). The concept of 'lifelong learning' is in everyday use, both in the educational literature 

and the wider society. But why the term has 'caught on' is an interesting question. Perhaps its alliterative 

grammar has appeal- for the term does have a ring of rhetoric to it. It conjures up ideal images of the 

pursuit of knowledge for all purposes by all people at all ages. And, like terms such as human rights and 

social inclusion, 'it is difficult to be against it' (Edwards, Armstrong & Miller, 2001 :418). It has the air of 

being a 'good idea', but, there are very different understandings of what it means conceptually, and, in 

practice. 

2.2 From adult education to lifelong learning 

The term 'adult education' engages a specific focus on education for people other than children and youth. 

In the past, education was seen as a necessary preparation for life - education was a fixed term period that 

had to be endured and given up when adulthood was reached - then real life was thought to begin 

(Merriam, 1995:32). The modem world demands a completely different approach - 'education is life' 

not a preparation for life, so lifelong learning is a more appropriate description of what is experienced in 

modem society. 

Over time there has been a gradual drift from the use of the word 'education' to 'learning'. Edwards (1997) 

suggests that the blurring of the boundaries between 'education' and 'learning' is reflecting a much bigger 

social trend in the collapsing of the formal institutional boundaries. Edwards argues that, until now, one of 

the hallmarks of the modem world has been differentiation - laying out boundaries for organising and 
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allocating responsibilities. The 'blurring of boundaries' (Edwards, 1997:70) reflects the growing 

complexity and crossing of geographical and time boundaries possible with new technologies, which 

undermines the logic of these bounded/differentiated methods of organising. 
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However, Duke (2002) cautions that it is very problematic to interchangeably swop 'learning' and 

'education'. It implies that 'learning is only seen in terms of formal provision' (Duke, 2002:9). He points 

to the danger of equating 'learning' with 'education' because it immediately reduces the broad sphere of 

learning which should include experiential learning, tacit learning, or any form of learning taking place 

outside of the classroom. From a different perspective (Salling Olesen, 2004), points out that exchanging 

'learning' for 'education' can challenge the formal sector's control over knowledge (through education). 
j 

Lifelong learning can be used to promote the concept of 'learning' as a way of embracing knowledge 

created in many other (often more applied or informal) settings (Salling Olesen, 2004: 13). 

At this point, it might be helpful to sketch a 'biography' of the term 'lifelong learning' before delving 

further into the meanings and interpretations. 

2.3 Where and when did the term arise? 

In tracing how the term came into being, some commentators suggest Plato to be the originator 

(Rubens on, 2004:29); others see Dewey as the 'philosophical founding father' of the lifelong learning 

movementS (Jarvis, 1987:79). Dewey'S approach to working with adult learners was based on the belief 

that education is concerned with growth, and so education is 'naturally' lifelong since humans are capable 

of growing intellectually throughout their lives. He tried to promote the idea that adult learning and school 

learning should be seen as on a continuum. Even though Dewey's ideas sounded a lot like lifelong learning 

as it is espoused today, most of the writers reviewed (Rubenson, 2004; Duke, 2002; Field, 2006) agree that 

the term came into popular use in the policy arena only during the 1960s. About that time, the Organisation 

for Economic Co-operation and Development (OECD) and the United Nations Educational, Scientific and 

Cultural Organisation (UNESCO) introduced lifelong learning as a guiding principle for restructuring 

education. However, the term fell out of use for another decade or so, only to be highlighted again in 

the mid-1970s - most notably through the UNESCO 1972 report entitled Learning to be, which promoted a 

humanistic concern with the availability of education throughout life for individual fulfilment (Field, 

2006: 13). In the 1990s, UNESCO's slogan was Lifelong learningfor all, and in 2000, the Lisbon European 

Council confirmed that lifelong learning was a 'basic component of the European social model' 

(Rubenson, 2004:28). 

5 Dewey believed that all adults would learn throughout life if their earliest education had 'sown the seeds for continuity of the learning process' 
(Jarvis, 1987: 81). 
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Rubenson (2004: 29) suggests there were at least two 'distinct and fundamentally different paradigms of 

lifelong learning,' operating in Europe and developing out of particular historical conditions. The 

paradigms are the 'first generation: humanistic' paradigm (which he locates as emerging in 1960s) and the 

'second generation: strongly economic' paradigm (traced from the mid-1980s). While there is some debate 

amongst commentators as to when the 'economic paradigm' came to dominate, there is consensus about 

the new importance placed on the value of knowledge in the global economy from the end ofthe 

millennium (Rubenson, 2004; Edwards, 1997; Field, 2006; Castells, 2001a). 

Use of the term 'lifelong learning' has gained wide currency, particularly in policy circles around the 

world. However, Field (2006) points out that, although the term, 'lifelong learning', can be found even in 

serious research and academic work, often it is used to mean, simply, adult learning. He argues that 

although the terminology of lifelong learning has been adopted, there is often little sign that authors have 

actually shifted their conceptual frameworks to incorporate any new ideas. 'The educational result is a kind 

of linguistic hyperinflation, in which the term is constantly devalued, to the point where it might become 

intellectually worthless' (ibid: 3). Despite this comment, Field argues that there is still a point to keeping 

the term. Lifelong learning is reflecting a new trend, and this would probably explain why it has been so 

willingly adopted across countries and sectors in the last few decades. Any observation of society will 

show that 'continualleaming has become a key defining characteristic of modernity' (ibid: 4). 

Field (2006) asserts that lifelong learning is not simply about economic drivers; changing social, cultural 

and political conditions are also feeding the popularisation of the ideas around lifelong learning. Having 

provided a brief overview of how the term emerged historically, the next section will focus on language 

and discourse to further explore the term conceptually. 

2.4 The language and discourse of lifelong learning 

Given its range of meanings, the approach of critical discourse analysis offers a way of reaching a working 

definition of lifelong leaming by interpreting the actual language used (Gee, 1990; Fairclough, 1989; 

Mesthrie, Swann, Deumert & Leap, 2000). When choosing to focus on text or words, it must be borne in 

mind that 'words have no meaning in and of themselves and by themselves apart from other words' 

(Gee, 1990). Critical discourse analysis requires the researcher to approach text as a discourse which 

constructs meaning about those things of which it 'speaks' (Cameron, 2001). Theorists from this 

perspective would see education, training and lifelong learning as social practices which means they are 

activities 'defined, delimited and constituted through narrative processes' (Edwards, 1997:5; Gee et al., 

1996). For example, Edwards suggests that the meaning being given to adult education is being rewritten 

through the use of the term 'lifelong learning' (Edwards, 1997:75). From this perspective, the assumption I 

will be working with is that there is no 'true' or 'correct' definition of lifelong learning 

(Asp in & Chapman, 2000); I will explore how the term has been used and given meaning in various 
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contexts. I will present a 'working definition' as one possible interpretation of meaning of the tenn, 

lifelong learning. 
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A simple textual analysis can be used to delve a bit deeper; there are two dimensions to the term 'lifelong 

learning': the time dimension (lifelong), as in 'from cradle to grave' (Abukari, 2005; Gustavsson, 1997) 

and the content dimension (learning) and in this dimension, there are contested notions (Asp in & Chapman, 

2000; Abukari, 2005; Coffield, 1999; UNESCO, 2000; Volbrecht & Walters, 2000; Wain, 1993). 

In texts on definitions of lifelong learning, many authors look at the approaches underpinning the term 

'learning'. While common strands emerge (namely learning directed towards economic concerns, social or 

citizenship concerns and individual growth) they are named and grouped differently, for example, three 

'elements of lifelong learning' by Aspin and Chapman (2000: 17); or three purposes which 'learning was 

directed towards achieving ... ' Aubkari (2005: 143). Rubenson (2004) in section 2.3., identifies two 

'paradigms' (humanistic and economic) of understanding lifelong learning as he traces the history of the 

term's emergence - and then looks at three different institutional models oflifelong learning (the state, 

the market and civil society (ibid:33). South African academic, Shirley Walters, lists similar strands 

clustered into two 'traditions': social justice, human development and democratic citizenship on the one 

hand, and human resources or human capital development on the other (see Walters & Watters, 2001a:471; 

Walters, 2006:10). 

In representing and engaging the debates on lifelong learning, I have chosen to focus on three discourses -

economic (human capital); humanistic (individual/personal growth) and social (citizenship, democracy)­

to organise the discussion of the language and ideas underpinning lifelong learning. 

2.4.1 Economic discourse 

It is strongly argued that the only way a nation or region can stay competitive in the modem world 

comprised of globalised knowledge economies is to invest in their human capital to ensure a highly skilled 

workforce (Castells, 2001a; Field, 2001; Gustavsson, 1997). Globally, many education policies reflect this 

increase in the predominance of the economic purpose of education - which means that learning must be 

primarily about equipping people for work. This discourse, or interpretation, of lifelong learning has been 

termed the 'human capital school ofthought' (Gustavsson, 1997), or more crudely 'human resource 

development in drag' (Boshier quoted in Field, 2006: 17). In this view, it becomes essential to the economy 

that: a) employees are good at learning since they will be required to gain new knowledge and skills to 

adapt to the changing work environment, and b) they internalise the desire for continuous skills upgrading. 

Education needs to create what Castells (2001 a) has called 'self-programmeable workers', and to provide 

the 'skills which are relevant for economic innovation and competitive advantage' (Muller, 2000:71). 
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Often the language and ideas used in the policy documents developed to implement lifelong learning 

include the valorisation of ideal personal characteristics and a great deal of expectation of how new 

learners are to respond (Gee et al., 1996; Aitchison, 2004). These are some examples from the South 

African policy documents highlighted by Aitchison (2004) (emphasis added): 

• Lifelong learning is 'a continuous process which stimulates and empowers individuals to acquire 

and apply the knowledge, skills and attitudes required to realize their full potential.' (Aitchison, 

2004:530). 

• ' ... learners must be equipped to take advantage of open learning and multimedia education and 

training opportunities' (Aitchison, 2004:524). 

• 'Though many adult learners have not previously been encouraged to develop as independent, 

critical thinkers through their schooling, it is essential the schooling system, including educare, 

and higher education, inculcate the attitudes and competencies vital for lifelong education' 

(Aitchison, 2004:541). 

The demands on the individual to fulfil the roles of modelleamer are considerable, and several authors 

draw attention to the danger that lifelong learning can be used as a mechanism for exclusion and social 

control (see for example Field, 2006; Edwards, 1997; Coffield, 1999; Castells, 2001a). They argue that 

those with the fewest skills and the least access to the continuous upgrading of their knowledge are now 

less likely to find permanent employment (Field, 2006:5; Castells, 2001a). 

Several writers note a general trend in many government policy initiatives of shifting responsibility onto 

individuals in order to reduce social spending - whether for welfare payments, education, health or 

retirement (Martin, 2003; Field, 2006). Edwards (1997) outlines how, in the case of education, the 

responsibility has been moved from the state and educationalists, to the employers and the learners 

(now termed 'consumers'). He argues that lifelong learning is now placed in a 'discourse of economic 

competitiveness' (Edwards, 1997: 11). 

Lifelong learning is being galvanised predominantly to equip individuals globally to compete ever more 
strenuously against each other in the market for qualifications, employment and other opportunities 
(ibid: 21). 

While this section has stressed the strong economic emphasis underpinning much of the current discourse 

of lifelong learning, it is interesting how much prominence the individual focus is also given. 

2.4.2 Humanistic discourse 

The 'humanistic tradition' is based on the belief in 'a universal ambition' of people to develop their 

personal abilities (Gustavsson, 1997). In section 2.4.1 (on page 15), it was suggested that the economic 

imperatives of national (and the global) economies are being internalised by individuals who now take on 
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the responsibility to develop themselves to better serve their employers. But this is a simplification. 

There can be little debate about the increasing complexity of modem society, and even in the private 

domain, knowledge and information are tools every person needs. 

Knowledge becomes the tools with which individuals negotiate the complexities of everyday life, from 
taxation (tax counselors) to unfair labour practices (shop stewards ... ); from relationships (marriage 
counselors) and diet (nutrititional knowledge) to health and consumption (consumer information agencies) 
(Muller, 2000:73). 

It is this perspective which allows Gustavsson (2002) to insert an interpretation of the humanistic tradition 

into the discourses of lifelong learning. He makes a useful distinction between 'information' (which can be 

collected from books or computers) and 'knowledge' which is information that is 'interpreted, understood 

and placed in a context' (Gustavsson, 2002:19). This can offer a vision of lifelong learning which requires 

a more holistic approach to the learning process than is often described in texts or policies which use 

employability and economic skills as the foundation. 

Gustavsson (2002: 18) stresses the essence of learning should not be forgotten - that 'our process of 

learning and experiencing starts at home'. Learning is tied to moving from 'the known to the unknown', 

and in contemporary times the individual's starting point is connected to a local community as well as to 

a global one (ibid: 18). 

Field (2006) argues that we are already living in a 'learning society' (Field, 2006) where our lives are 

about learning in order to manage the life changes we face. Because of globalisation and the explosion of 

information, Field (1996: 46) says the learning society is not a goal to be achieved in the remote and 

distant future, it is a living reality. There are more and more opportunities being provided for adults to 

engage in learning - whether this is through formal programmes like distance learning, continuing 

education or professional development; or informal opportunities through a church, community 

organisation, museum, or even a sports club. 

But despite the increased opportunities for learning available in everyday life, participation in education 

throughout life tends to depend largely on the length of initial formal education. For this reason, Walters 

and Watters (2001) draw attention to the potentially divisive role oflifelong learning in a developing 

country like South Africa. 

Research shows that the more education you have the more you want ... Ensuring that lifelong learning in 
the region does not perpetuate the vast divide between a small elite 'who know' and the vast majority 'who 
don't' is therefore also a political contestation. Adult education and lifelong learning continue to be 'sites of 
struggle' in Southern Africa (Walters & Watters, 2001b:1l2). 

Thus, the humanistic tradition which emphasises the natural human drive to learn and develop has new 

relevance in the fast changing contemporary world, where acquiring new knowledge and competencies is 
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essential for conducting one's everyday life. But, grave concerns are raised about how socio-economic and 

political factors can disadvantage an individual's ability to reach self-fulfilment (Walters & Watters, 

2001 b; Gustavsson, 1997). 

2.4.3 Social discourse 

Ideally education serving the social or democratic citizenship agenda should be aimed at building a society 

that is organised to respect the equality of all human beings, and to enhance every citizens' capacity to be 

human and 'to live in a meaningful, fulfilled and useful way' (Martin, 2003:571). This image of education 

which serves society by strengthening all individuals through a progressive education was difficult to find 

in the review of the literature. Most writers who address this topic focus on the nature of political 

contestation around the modem state and its use of educational policy discourses (Walters & Watters, 

2001 b; Martin, 2003; Crowther, 2004; Aitchison, 2004). 

Historically in South Africa much adult education was linked with social, political and cultural 

development tied in with the struggle against Apartheid (Walters, 2000; Walters, 2006) and was used by 

community-based organisations to mobilise people into the struggle for democracy. In early African 

National Congress (ANC) policy discussion documents, lifelong learning was identified as an instrument 

for creating a democratic society (Walters, 2006:9), and with the advent of democracy, the new 

government adopted 'lifelong learning' as the foundation of its education policies. 

The restructuring of the education system and the development of the National Qualifications Framework 

(NQF) post-1994 was driven by strong lobbies from the trade union movement and from the business 

community. Theirtwo competing agendas - for large-scale redress, equity and the creation of democratic 

citizenship on the one hand, and the rapid up-skilling of the labour force to meet the challenge of global 

economic competition on the other - were joined in the emerging policies which created a unified 

education and training system in the NQF (see for example: Aitchison, 2004; Kraak & Young, 2001). 

In many respects, it could be argued the new education and training policy tried to unite these two 

opposing discourses - education to meet the needs of the workplace ( economic discourse) and education 

for the democratic transformation of society (social discourse). 

In reviewing educational reform achieved thus far, Aitchison (2004) argues that the policy makers have 

failed to uphold the promise of social transformation which was articulated during the anti-Apartheid 

struggle, and instead have simply equated lifelong learning with the creation of a national qualifications 

framework. 

Walters (2006), in contrast, suggests that when looking at lifelong learning, there should be a more 

inclusive view of what constitutes adult learning. Walters describes a variety of initiatives from civil 
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society, such as capacity building in community-based HIV-AIDS education programmes, to the formal 

state programmes like the increased spending on workplace learning through the Sector Education and 

Training Authorities (SETAs). She suggests that the NQF should be seen as only one part of the growth of 

a learning society. Walters also keeps hold of the notion of education's role in the promotion of democratic 

citizenship. Although she does share some of Aitchison's concerns about the increasing dominance of the 

narrow economic paradigm in the South African educational policy discourse, she argues that practitioners 

of adult education and training can also be 'agents' creating a different discourse (Walters, 2006:22). 

Walters (2006) argues that the discourse of democratic citizenship has to be created - much like 

Edwards' (1997) notion that lifelong learning is comprised of practices defmed and constituted through 

narrative processes. The notion of democratic citizenship is also contested and Walters suggests that 

education policy can be influenced. In contrast to the economic discourse sometimes contained in lifelong 

learning policy statements, the Mumbai Statement on Lifelong Learning, Active Citizenship and the Reform 

of Higher Education (published by UNESCO in 1998) puts forward a quite different interpretation. 

We see the purpose of lifelong learning as democratic citizenship, recognising that democratic citizenship 
depends on such factors as effective economic development, attention to the demands of the least powerful 
in our societies, and on the impact of industrial processes on the caring capacity of our common home, the 
planet. (UNESCO, 2000: 266). 

The three discourses that have thus far been identified have played an active role in shaping the way in 

which the research methodology was constructed, as well as providing anchor points for the interpretation 

of both sets of data. The way in which these three discourses inter-relate, or come into conflict, in 

educational practice will be examined during the analysis of the data in Chapters Four, Five and Six. 

Having identified some of the conceptual underpinning discourses of lifelong learning, in the next section 

I discuss the higher education context in which these will be addressed during this study. 

2.5 What about lifelong learning in the higher education sector? 

In the higher education context, there are various terms in use that refer to the opportunities for learning 

throughout one's life. One of the most common terms is 'continuing education', which indicates general 

as well as vocational education beyond initial tertiary education. But it is not clear if this term means a 

sequential stage or level of education. 

Since the1990s, Duke (2002) argues that universities have shifted in response to the changing conditions. 

In many instances, universities are being transformed into 'adult universities' providing lifelong learning 

for all, as part ofthe 'emergent knowledge societies' (Duke, 2002:25). As the universities' main role 

'shifted from 'fmishing school' to a more balanced 'service station' and 'lifelong learning mode,' 
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(ibid: 15) more emphasis is placed on providing .education for working people to be able to make continued 

use of learning opportunities which assist their career and personal development. 

While this trend to give greater attention to adult learning, professional development or applied learning 

opportunities does seem notable in higher education institutions in the UK and Australia 

(Duke & Jones, 2005), it is worth asking whether similar developments are taking place in South Africa. 

There is no doubt that adult education as it has been practised at South African universities have also been 

undergoing changes (Buchler et aI., 2007; Small, 2004), but it is difficult to conclude that developments 

around adult education practices are 'transforming the universities' here. This may be the case at the 

University of the Western Cape where the Division for Lifelong Learning has helped to 'mainstream' the 

discourse oflifelong learning in the institution (DLL, 2000). At UCT, the Centre for Open Learning was 

created in 2005 to extend the work of the Centre for Extra-Mural Studies (similar to trends noted by Duke 

(2002) at UK institutions), but this does not necessarily imply a broader shift by the institution to focus on 

adult learners and continuing education. This discussion will be taken up again in the final chapter of this 

thesis. 

Duke also discusses the pressures on universities to become increasingly entrepreneurial to contend with 

new questions about economic viability of educational ventures. All universities need to diversify to gain 

income, as increasingly there is not sufficient public funding in the modem state (Duke, 2002; Subotzky, 

1999; Muller, 2003). This trend is also being felt in South Africa6
, and the burgeoning of continuing 

education offerings does appear to be linked, partly, to the opportunity to 'make money'. 

The Cape Town Statement on the Characteristic Elements of a Lifelong Learning Higher Education 

Institution (Walters & Watters, 2001a) takes up the issue oflifelong learning from the usual starting point 

- the definition ofthe term. In this article about the Cape Town Statement, like other authors (see for 

example, Edwards, 1997; Coffield, 1999), Walters and Watters argue that lifelong learning needs to be 

given particular meaning and shape by the work of 'activists and academics' to create lifelong learning for 

'active democratic citizenship' (2001a:473). They developed a set of 'key categories' developed by the 

Cape Town Conference on Lifelong Learning, Higher Education and Active Citizenship (CLLHEAC) 

which offer guidance on how to create and support lifelong learning at higher education institutions. 

Since my research purpose is not evaluative, I have not considered these categories but there are useful 

ideas raised in the article which have assisted with this thesis. Crucial questions about constructing an 

identity as a lifelong learning institution are raised, and the development of the indicators is offered as one 

way in institutions can be lobbied to transform or 're-imagine' themselves (Walters & Watters, 

2001a:478). 

6 For example, in July 2006, Higher Education South Africa (HESA) convened a conference entitled Diversifying income for Higher Education: 
challenges and opportunities. (HE SA, 2006). 
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2.6 In summary 

In its simplest sense, the tenn lifelong learning represents a broad approach to education, shedding the 

physical confines of fonnal, institutional models (education no longer has to take place in a school, 

21 

at a college or university), the usual time limits (education no longer has to be completed before starting 

working life), the narrow definitions of content (education can be tacit, infonnal, knowledge or skills­

based) and the restrictions on purpose (education can serve economic, social and personal ends). 

Lifelong learning's popularisation has been fuelled by the rapid changes in the social world of the new 

millennium. But with the broadening of the tenn, so the contestation of meaning grows - captured by 

Edwards' evocative concept of the 'moorland of lifelong learning' (1997:67). 

My exploration of the various discourses underpinning the tenn lifelong learning proved to be a useful lens 

for this study. Three discourses were outlined in the chapter - the economic discourse around education 

indicating a greater focus on equipping people for work, the humanistic discourse emphasising people's 

natural interest in learning for self-fulfillment and the social discourse in which education is seen to serve 

the needs of society or for the 'public good'. These three discourses offer three possible 'definitions' or 

interpretations ofthe meaning oflifelong learning which can be discussed as separate 'strands', or woven 

together to develop a composite definition. It appears from the commentary in the literature (see for 

example Edwards, 1997), that a definition is given meaning through the narrative processes and enactment 

in social practices (to be taken up further in Chapters Five and Six). This approach - of looking for the way 

in which the tenn is given meaning - will be used in building the research design and methodology in the 

next chapter. 
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CHAPTER 3 

3. METHODOLOGY 

In this chapter I outline the methodology and research design. The purpose of this research, the general 

approach and the limitations of the research are discussed at the beginning and the end of this chapter. 

The research methods and approach to the data gathering are explained in sections 3.3 and 3.4, while 

the two approaches adopted in the analysis of the different types of data are set out in section 3.5. 

3.1 Purpose 

Maxwell (1996) distinguishes between personal, practical and research purposes, and urges 

researchers to be explicitly aware of these purposes when embarking on a project. The personal 

purpose focuses on the motivations of the researcher, the practical purpose focuses on 'accomplishing 

something' and the research purpose focuses on 'understanding something' (Maxwell, 1996: 16). 

In my case, the three purposes are quite closely related. As an adult educator working in the higher 

education sector (see further elaboration in Chapter One), I was interested in gaining a greater 

understanding of the particular context of the institution where I am working, so I can be better able to 

design programmes for continuing access to education at tertiary level (i.e. accomplish something). 

Overall, my purposes in conducting this research included the following. 

• To interpret the different understandings around the concept of lifelong learning held by 

key roleplayers at UCT; 

• To better understand the institutional context ofUCT; 

• To enter the debate on adult learning in higher education and contribute to the discussion 

on 'widening access' at UCT. 

3.2 Approach 

The approach to this study involved: qualitative research, an interpretive philosophy and an inductive 

approach to the data. 

3.2.1 Qualitative research 

The research design pointed to qualitative research methods, since the substance of the question 

focuses on exploring understandings of a 'concept' and its context (Maxwell, 1996: 17-22). 
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Qualitative researchers thus tend to focus on two kinds of questions ... questions about the meaning of 
events and activities of the people involved in these, and questions about the influence of the physical 
and social context on these events and activities (Maxwell, 1996:59). 

3.2.2 Interpretive philosophy 

Grix (2004) argues that qualitative researchers tend to work from 'an interpretivist philosophical 

position' when gathering data to look for patterns, trends and relationships (ibid: 120) - i.e. to interpret 

the data. Adopting an interpretive approach allowed me, as the researcher, to view theory as, in some 

way, 'deriving from data collection' (Grix, 2004:108), although theory did also shape the approach to 

interviews (as explained in more detail in later in this section). The interpretive approach has been 

used in educational research to focus on social practices (Usher, 1996: 18), arguing that, to make sense 

of the social world it is necessary to understand the 'meanings that construct and are constructed by 

interactive human behaviour' (ibid: 18). By selecting to focus on perspectives, the research assumes 

that people's understandings influence their behaviour (Maxwell, 1996). This was based on the 

assumption I was making that 'institutionality is inscribed in people and practices' (Muller, 2003: 13). 

While I chose to focus on the individual understandings of key informants for the primary data 

collection, I was also interested in establishing whether there was a meta-level institutional discourse, 

represented in official documents, and how this related to the individual perceptions. 

3.2.3 Inductive approach to the data 

The interpretive approach generally favours the use of theory in an inductive way - where conclusions 

are drawn from the data, and then 'fed into the development of a theory' (Grix, 2004: 113). However, 

my research process started by using theory to construct models and themes through which I framed 

the interviews and documentary data gathering processes. Ensor & Hoadley (2004) developed a 

representation of a particular variation of the inductive approach showing how the theoretical 

framework interacts with the data collection in constructing the 'codes, categories and themes' which 

effectively captures how I approached my research. I have reproduced the top part oftheir diagram on 

page 24 to demonstrate the processes of theory building in this approach? 

7 I adapted the diagram by omitting the lower portion of the diagram where the authors include issues around the Bersteinian concept of 
'discursive gap', which I do not deal with in this thesis. 
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Figure 1: Inductive approach to classroom observation 

Source: Adapted from Ensor & Hoadley (2004) 

theoretical and empirical antecedents 

theory 

I codes, categories & themes 

~ data (continuous) 
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The theoretical framework used may be well-developed in advance of the study (reflected by the solid 
arrow) or more tenuous (reflected by the broken arrow), but in both cases there is a relative openness in 
the way in which theory will be developed to read data. Data analysis is an iterative process that brings 
theory and data into dialogue with each other in order to generate categories and claims 
(Ensor & Hoadley, 2004:82). 

Based on the review ofliterature and my own 'pre-understandings', which Usher (1996:21-22) argues 

is an important part of knowledge deVelopment, I created a framework for the interpretation oflifelong 

learning to present to the key stakeholders interviews for consideration (see figure 2 on page 30). 

These would represent my 'codes', which were 'tenuously' created in order to anchor the rather 

abstract concept of lifelong learning. 

3.3 Case study research 

O'Leary (2004) defines a case study as a method of studying parts of the social world through the 

comprehensive description and analysis of a single situation. A case study is characterised by the 

emphasis on context ' ... as the rationale for honing in on a specific case is to be able to identify, 

uncover and unpick specific contextual factors in which your study subject or site is embedded' 

(Grix, 2004:51). A single case study, as I am using, is a specific approach which aims to view the 

phenomena through the in-depth analysis of an individual case (ibid: 51). 

Univ
ers

ity
of 

Cap
e T

ow
n



Methodology 25 

I was interested in understanding the way in which the higher education sector is interpreting the new 

emphasis on lifelong learning, but I needed to find a concrete case through which to examine a 

vaguely-defined term. Being able to look at actual practices and see the ways these were being 

interpreted seemed to be a productive approach. 

Common weaknesses with case studies tend to be the lack of generalisable results and the potential 

bias of the research (Mouton, 2001: 150). The weaknesses in this study will be identified in section 3.6. 

3.4 Data collection 

The thesis relies on these two sets of data - primary data transcribed from semi-structured interviews 

with key informants and secondary data comprising the University'S official documents relating to 

lifelong learning. Having more than one type of data was seen as a way of increasing the reliability of 

the study and enabling the discussion of results to extract themes from the whole 'data set' 

(Ensor & Hoadley, 2004). 

3.4.1 Primary interview data 

Since my research questions are focused on 'understandings' of lifelong learning, the research draws 

on primary data gathered from a selection of interviews with key informants. The interpretive 

approach supports the use of interviews with a small number of subjects if the purpose is to probe 

meanings given to concepts. Ifthe selection of informants is to be small, the criteria for selection 

becomes critical- and this proved to be a challenge in this research. The first step was to identify 

where the practitioners involved in lifelong learning where most likely to be located within the 

institution, so identifying sites where lifelong learning was taking place became important. 

3.4.1.1 Criteria for identifying sites 
Although one can find some reference to 'lifelong skills' and 'educating for life' in some of the UCT 

promotional material (see Chapter Five), the problem I faced was how to identify those who thought 

they were involved in providing opportunities for lifelong learning. Everyone enrolled at UCT was 

engaged in learning, so the question remained how to find evidence that the institution provided 

opportunities to learn throughout life? The possible indicators of 'lifelong learning' which I 

considered included: 

• age - older, mature students enrolled in courses; 

• flexible study options for working people - part-time students; 

• programmes targeting those who wished to return to study - continuing education, professional 

development and short courses which provide educational offerings to diverse target audiences, 

levels and purposes. 
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• Age - 'mature students' 

Older students would be one of the possible indicators of people taking up opportunities to learn 

throughout their life. Vsing nationally compiled databases, older ('adult') students8 are actually in 

the majority at higher education institutions, at close to 55%, according to research done for the 

Council for Higher Education (CHE)'s triannual review (Buchler et al., 2007). But these authors 

caution about making assumptions based on these statistics without further investigation. The 

percentage of students does not indicate whether these older students are adults returning to study, 

simply post-graduates who have stayed at an institution longer, or whether they are schoolleavers 

who, due to the historical legacies of apartheid education, have spent longer than average completing 

initial schooling. For these reasons, the 23-year-old marker may not very helpful in denoting adult 

(as opposed to school-Ieaver) access to higher education. 

At VCT the majority ofthose enrolling for first time studies are school-Ieavers (which goes against 

the national trend) for example, in 200572% of new students came straight from school9 while 

between 2002 and 2004, 65% of all registered VCT students were under 23-years-old lO
• There is no 

doubt further useful work that could be done on analysing and working with the student age statistics 

at VCT, but it appeared to me that it would not provide an easy pointer for where I should look for 

lifelong learning programmes. 

• Part-time students 

Part-time enrolment for courses would be one way in which adults might engage in learning while 

continuing with their lives as working people - but it is very difficult to track part-time students 

at VCT. 

Thus, when I asked the VCT Institutional Planning Department to look for part-time programme 

enrolment for 2006, there were only 149 part-time student registrations in the whole university. 

These were drawn from only six programmes formally listed as 'part-time' in the Faculty Handbooks 

(personal communication with IPD official, 19 October 2006). Obviously, there is a problem with 

terminology and definitions. Many courses are structured so that people are able to attend classes in 

the late afternoon, making it possible to maintain a working life while studying. However, there is no 

quick way of finding out which of these students are studying while holding down jobs, or even in 

which programmes or faculties the people who keep on working while studying are to be found. 

Thus, the definition of part-time was too loose to be useful as an indicator. 

8 Defined as 23 years or older. 
9 Internal UCT data sources, October 2006. 
10 Internal UCT data sources, October 2006. 

Univ
ers

ity
of 

Cap
e T

ow
n



Methodology 27 

• Continuing education, including short courses and professional 

development 

Continuing education is used to indicate general as well as vocational education beyond initial, 

foundation education (Salling Olesen, 2004; Duke, 2002; Weil, 1986). Given that-the common use of 

the term 'continuing education' in tertiary education!! in South Africa is taken to mean post-school 

educational provision for adult working people, this offered one way of identifying possible case 

studies of lifelong learning opportunities at VCT. This became a starting point of where to focus the 

research - I selected continuing education to be the best place to look for evidence of lifelong learning 

going on at VCT. 

3.4.1.2 Where to find the informants 
Having decided that 'continuing education' would guide the selection of sites where informants could 

be located, short courses offered a way of identifying lifelong learning because these kinds of courses 

are clearly not aimed at VCT students currently enrolled for a degree. 

Two of the most useful reports relating to VCT which dealt with relevant material were the Centre for 

Extended Learning's (CEL) report on workplace learning!2 (CEL, 2004) and the VCT Social 

Responsiveness Audie3 (UCT, 2003a). Both the reports offer lists of existing programmes at VCT, 

itemised by faculty. The CEL report specifically asked faculties to list all continuing professional 

development and short courses, both of which would fall firmly into any definition of lifelong learning 

education provision. Although the Social Responsiveness Audit was not directly focused on 

continuing education or workplace learning, the audit information gathering questionnaire included 

an explicit question about access to the programmes for 'non-traditional students'. This provided some 

information about students coming into programmes via Recognition of Prior Learning (RPL), as part­

time students, via short courses or customised programmes. 

Honing in on short courses also made for an easier common 'language' when speaking to a range of 

different people. If my working definition of lifelong learning included opportunities to learn 

throughout your life, then short courses provided one way of looking for the 'opportunities' that VCT 

is providing. Obviously, this was a narrow focus within the broader category of lifelong learning - but 

it provided me with a way to identify 'practitioners' for interviews. 

11 For example, in a national research project on widening participation for adult learners in tertiary institutions, the research team stated their 
assumption that adult learners were most likely to be found in distance education programmes, continuing education courses and part-time 
degree and postgraduate registrations (see Buchler et aI., 2007). 

12 The Centre for Extended Learning commissioned a report on all the higher education partners which make up the consOltium in order to 
establish the capacity ofthe institutions to provide workplace learning in the Western Cape. 

II The Social Responsiveness Audit documents and begins a conceptualisation of the myriad of ways in which the University is involved in 
socially responsive activities. It offers an overview of a range of activities including research, service learning, community outreach, 
capacity building training for organisations and public education. 
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3.4.1.3 Which informants? 

I decided that members of the temporary University committee - the Short Course Task Team which 

had been convened to develop UCT's policy on short courses - would include the kinds of informants 

I was interested in interviewing. The Short Course Task Team represented a unique configuration of 

interests at UCT since it had been called together by the Institutional Planning Department, it 

comprised representatives from all the faculties, and included many people who were involved in such 

programmes. Members of the Short Course Task Team were all potential informants since they 

worked in sites I had identified as representing some evidence of lifelong learning practice. 

3.4.1.4 Pilot survey 
A pilot questionnaire or survey, as advocated by Maxwell, can be used to explore the meanings held 

by the participants (1996:45). I designed a pilot survey to assist me develop my interview tool. 

The pilot survey questionnaire was sent bye-mail to the 19 members of the Short Course Task Team. 

It comprised two pages with three multiple choice questions (see Addendum A). The first question 

intended to find out what programmes or courses the respondents were involved with, and if they saw 

this work as providing lifelong learning. The remaining two questions probed their understanding of 

the purpose of those courses. I also asked for permission to interview them further. I had 10 responses 

Gust over half of the 19 e-mailed), but not everyone was willing to take part in a follow-up interview. 

The survey questionnaire responses served as a basis for interviews which comprised my next step in 

data collection. Methodologically, since I was doing a case study of an institution as a whole, it was 

important to look across the entire institution. In a university context, the structure of the institution 

into six faculties offered me a way of selecting informants - I wanted to make sure at least one 

informant was interviewed per faculty. Those interviewed included seven members of the Short 

Course Task Team who responded to the request to be interviewed (from four faculities) and four 

informants whom I approached directly for interviews. I approached two informants from the 

facilities which were absent (Science and Health Sciences) and I included two formal part-time UCT 

credit-bearing programmes for reasons specified below. 

Practitioners from two formal credit-bearing UCT qualifications - the Masters of Business 

Administration (MBA) at the Graduate School of Business and the Diploma in Education (Adult 

Education) were also approached for interviews because of the particular emphasis on adult learners. 

The two programmes offer very different levels of access into higher education since the MBA is a 

stringent post-graduate programme while the Diploma is an entry-level tertiary qualification. I 

included these practitioners because they both saw their work as relating to lifelong learning and in 

both cases, the courses require that learners have several years working experience, and expect that 

learners do go on working while studying. These courses are either offered as part-time programmes or 

they are offered in modularised form to accommodate working learners. 
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3.4.1.5 Interviews 
The bulk of the data in this research comes from lOin-depth interviews conducted between 

December 2005 and August 2006, and focused on 10 programmes or courses across the six university 

faculties (see Addendum B for a list of the interviews). In two cases, group interviews were 

conducted with more than one staff member from the same programme, however, the intention of the 

interview was to solicit perspectives from practitioners in relation to those programmes - so I did not 

especially highlight the different voices in the group interviews. The informants were selected because 

of their location as key staff members in particular programmes which could be said to be offering 

continuing education. In Addendum E, background information about each programme is outlined. I 

have also provided a discussion of the types of courses I looked at in the addenda (see Addendum D). 

The interviews were conducted using a semi-structured interview schedule (see Addendum C) and 

each interview lasted between 30 minutes and 90 minutes, so there is some unevenness in the depth of 

information gathered per programme. The interview length depended on how much the informant 

wished to engage with the issues. The common areas covered were a description of the programme, 

how the programme emerged and changed, what factors influenced it over time, the individual's 

personal history and then their interpretation of their programme's location in terms of my rough 

model of the dimensions oflearning purpose. The interviews were recorded (with the permission of 

the informants) and transcribed. Informants were offered the opportunity of reading a near-complete 

version of the chapter on practitioner discourse (where the interview material was used) to check for 

accuracy. 

3.4.1.6 Models and themes 
The 'codes' which I used were the discourses identified in Chapter Two as economic, humanistic and 

social. For ease of use, a model was set up for use in the interviews where these were translated as 

three points on a 'triangle of purpose' namely the economic, the personal growth and the social or 

civic (see Figure 2: Dimensions of purpose on page 30). In looking for a model which could represent 

the ideas, a triangle seemed to offer a way of showing that while an educational programme might 

have a primary purpose, it is likely that there would be other interrelated purposes. Just how these 

would relate was not clear and it was hoped that the interviewees would offer insights which could be 

used to adapt the model. The graphical representation gave me a way of talking about the various 

discourses with practitioners in the field even when the language alone was not always se1f­

explanatory. 

In the interviews, I presented the simple diagram and asked the informants to plot why they thought 

learners came on their courses. The three comers were labelled with three possible educational 

purposes: 

• economic (explained as meaning that the course would provide an opportunity for learners 

to improve their skills for the workplace); 
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• personal growth (explained as meaning that the courses would offer learners new 

knowledge for personal enrichment, or improve their intellectual knowledge and 

understanding because of a general interest in the subject); 
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• social (explained as meaning learners would gain knowledge or skills which would better 

equip them to understand or serve society, or become a better citizen). 

Figure 2: Dimensions of purpose 

Lifelong learning - dimensions of purpose 

Further discussion of this framework, which was constructed and then adapted through the process of 

analysis (where the model was put 'into dialogue with the data'), is to be found in Chapter Five and in 

the discussion of the research results in Chapter Six. 

3.4.2 Secondary data 

My second set of data came from an analysis of the University's official documents relating to lifelong 

learning. The purpose of having this second set of data was to examine an institutional representation 

of lifelong learning which could also be used as a form of triangulation for the interview data. 

I gathered this material as part of the general data-gathering process, which preceded, and continued 

at the same time as I conducted my interviews. I identified relevant documents based on my own 

working knowledge of the Institution and by searching the UCT website for policy and publicity 

material. In addition I asked for advice on where to find relevant documentary material from the key 

informants I identified. 
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The first document I selected can be considered the most high-profile public document of the 

University - the Mission Statement. This kind of text is most easily accessible to the public and 

promote the institutional image - representing in Gee's terms, the 'dominant discourses' 

(Gee, 1990:145). 
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The other two texts were policy documents also available in the public domain. My primary 

motivation was to find texts which addressed lifelong learning in some way. Texts were selected that 

either used the actual words 'lifelong learning', or dealt with aspects of university work I had 

identified as falling into my field of research - namely, the Continuing Education Policy and policy on 

the Recognition of Prior Learning. 

3.5 ANALYSIS 

Once the data had been gathered, I applied two interlinked methods of analysing the data: thematic 

and discourse analysis. Thematic analysis was used predominantly with the interview material, while 

discourse analysis was applied to the official University documents. 

I used the concept of 'discourse' in the way that socio-linguists such as Gee (1990), Fairclough (1992) 

and Cameron (2001) have given it meaning - the ideological dimension of talk or text, or a way of 

constructing the objects of which it speaks (Cameron, 2001). In this, I too constructed some 'tentative 

themes' - using this literature to identify several possible discourses and then looking for them in the 

analysis of the texts - the VCT Mission statement and two other policy documents. Once again, there 

was an 'iterative' process operating in that the analysis revealed themes which had not been part ofthe 

earlier 'theoretical model' . 

The most useful approach for looking at the documents was to apply a critical discourse analysis of the 

text. However, when using the tools of critical discourse analysis, the model I had constructed for the 

interviews remained part of my researcher lens, and influenced the interpretation of the data in the 

analysis leading me to foreground particularly the economic, humanist and social discourses. 

3.5.1 Thematic analysis: the interviews 

The initial literature review provided some ideas to build a conceptual skeleton as a tool to engage 

in a dialogue with the key informants. The model began with the simplest level of analysis, on the 

assumption data acquired during the dialogue with the practitioners would enrich the theoretical 

model, thereby allowing me to further develop knowledge and understanding inductively during 

the study. 
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The results of the discussion with interviewees are reflected in Chapter Four, and the basic model 

discussed further in the Chapter Six. One important methodological problem arose with the model 

during the interviews which was not finally resolved: while these three possible paradigms or purposes 

of education are valid, the question about/rom whose perspective was not so clear. In the interviews, 

the question was posed in a very open-ended way - the interviewees were asked how they would place 

their course/programme in relation to the model. But in the subsequent analysis, it became evident that 

some answered from their own vision of what the course should be offering learners, while others 

responded about how they thought learners viewed the programme. Without any learners interviewed 

for triangulation, the views elicited about the learning purposes remain the course convener/lecturer's 

own perspective. 

3.5.2 Critical discourse analysis: the University documents 

In analysing the secondary data, I used theoretical tools of discourse analysis applied to texts 

(Cameron, 2001; Starfield, 1999) to conduct an analysis of the University'S documents. This analysis 

was also drawn on to identify key themes around which to discuss the research in Chapters Five 

and Six. 

I examined UCT's institutional 'discourse' to identify the representations of lifelong learning. It meant 

looking for any terms, language or descriptions in 'officially sanctioned' texts which are used to 

portray UCT' s current approach to or future vision of lifelong learning, but when doing the final 

analysis, the complexity of organisational culture and identity had to also be reflected. 

Social and material conditions determine the properties of discourse (Fairclough, 1989: 19) and these 

need to be considered when analysing a text. I adapted parts of Fairclough's model of discourse 

(see Figure 3) to apply a form of critical discourse analysis (see Cameron, 2001 & Mesthrie et aI., 

2000), for analysing the texts. 
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Figure 3: Diagram of discourse 

Source: Fairclough (1989: 25) 

Social conditions of production 

Process of production 

Text 

Interaction 
Process of interpretation 

Context 
Social conditions of interpretation 
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Fairclough's discourse model involves looking at the characteristics of the text itself (text), at the 

processes which gave rise to the text's production and how it is interpreted, as well as at the larger 

social practices in which the text is embedded. For the purposes of this discussion, this diagram will be 

used to deal with three levels of analysis - the first level focuses on what the text says (Fairclough's 

'description'); the second level, examines the processes of production and interpretations of that text 

(Fairclough's 'interpretation') and the third level focuses on the social context (Fairclough's 

'explanation'). 

Fairclough stresses that in using critical discourse analysis (CDA), analysts are offering 

'interpretations of complex and invisible relationships' (1989: 27). The field of CDA is highly 

complex, and in this thesis, only parts of the greater analytical model will be deployed. In the next 

section I will briefly describe some of the more commonly-used tools of CDA which will be deployed 

in Chapter Five: language, intertextuality, discourse and text, processes of production and 

interpretation. 

3.5.2.1 Language 

From the perspective of critical discourse analysis, language is part of society (Fairclough 1989, 

1992), and all linguistic phenomena are social phenomena because whenever people read, write or 

speak to each other, they do in ways that are 'socially determined and have social effects' (1989:23). 
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With language, every utterance or sentence involves a choice (of words, grammatical construction, 

tone, and so on) and this results in 'ideologically patterned' texts (Fairclough, 1989: 124). By making 

certain discourse choices, writers are aligning themselves with particular interests and ideologies 

(Ivanic, 1997:46). 

Cameron (2001: 125) elaborates on this; for example, the selection of certain pronouns can represent 

much about agency ('me' or 'you' or 'them' or 'agentless constructions' such as 'the University', 

'the course') - this is termed 'modality'. The vocabulary and grammar can also have the effect of 

foregrounding some issues and backgrounding others. 

3.5.2.2 I ntertextuality 

The borrowing of one kind or 'genre' of discourse by another is called 'intertextuality'. Fairclough 

(1992) provides the example of how the language of universities is shifting into the marketing/selling 

discourse .. Educational institutions are borrowing advertising discourse - they are now 'selling not 

telling' (Fairclough 1992), and in this process creating 'hybrid models' of discourse (Cameron, 

2001:130). 

Another broad trend noted by Fairclough (1992) and Cameron (2001) is that most institutions are 

shifting away from 'formal' institutional discourse to more personal/casual modes of address. These 

writers note the' synthetic personalisation' created in the growing use of personal pronouns which is 

intended to convey sincerity. Some examples of this are highlighted in the Chapter Five. 

3.5.2.3 Discourse and text 

Fairclough (1989: 24) makes a clear distinction between the written document or 'text' which is 

a product (' ... of a process of text production') and a 'discourse' which is the whole process of social 

interaction. These descriptions can be understood more easily by looking at his discourse diagram on 

page 33. The process includes the process of production, of which the text is a product, and the 

process of interpretation, for which the text is a resource. 

For my purposes, the documents being examined in Chapter Five will be the 'text', but the analysis 

will look at the 'discourse' - i.e. what underpins these texts. Analysing the language as well as the 

social contexts, is an attempt to interpret what meaning is being given to lifelong learning at UCT. 

As the approach of critical discourse analysis sees social practice as not only 'reflecting' a reality, but 

it in an active relationship to reality, social practices can actually change reality 

(Fairclough, 1989:37). 
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... if an institution wants to change the relations it has traditionally had with people - for instance to 
recast hospital patients or university students as 'customers' - then one of the things it has to do is 
instruct them in their new roles and relationships by changing the way it addresses them ... From this 
point of view, the emergence of new kinds of discourse is not only a consequence of social change, but 
also an instrument of social change (Cameron, 2001: 129-130). 

In other words, 'discourse is a form of social practice that constructs the objects of which it purports to 

speak' (Cameron, 2001: 123 my emphasis). Reality is constructed, 'shaped by various social forces' 

(ibid: 2001: 123) but often it seems naturalised, this 'reality' is presented as 'the way things are'. 

3.5.2.4 Processes of production and interpretation 
Part of social practice is the creation of discourses or texts which construct identity. When examining 

a text, an initial question would be: At whom is it being directed? Using the tools of discourse 

analysis, Fairclough (1989:49) points out that in any form of media, the text is shaped to address an 

'ideal subject' and the actual readers have to 'negotiate a relationship with the ideal subject'. The 

processes of production of a text refer to the 'mental, social and physical processes, practices and 

procedures involved in creating the text' (Ivanic, 1997:42). This is about what people are thinking and 

doing when they write or read text, which can only be surmised from the context in this thesis since 

the writers of texts were never interviewed. 

One of the questions which will need to be addressed is whether the texts provide evidence of 

practices or whether they present an interpretation of reality that the institution wishes to portray­

'an ideologically loaded 'story' (Gee et al., 1996). Therefore the discussion should address, fIrstly, 

how lifelong learning is represented. And then, secondly, attempt to identify the influencing factors 

which have impacted on the processes of text production (whether referring to spoken or written 

discourses). 

3.6 Research ethics, validity and limitations 

3.6.1 Ethics 

This research was carried out in accordance with the research ethics laid out by the Faculty of 

Humanities at the time which required the research to adhere to principles of scholarly responsibility, 

integrity, human dignity and academic freedom. The identity of the interviewees has been withheld so 

that they do not feel compromised about what I, as the researcher, conclude from the interviews. 

However, the programmes and courses are described explicitly in the addenda because, for most 

readers not familiar with UCT, it is important they understand as much of the nuance of the context 

and content as possible. This may make it possible for readers who are closely involved with the case 

to identify the individuals who were interviewed because their programmes are described in some 

detail. 
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The information about the University was gathered from the following types of documents: 

i) documents on the UCT website (for example, the Mission statement, the CE policy, the 

RPL policy and various descriptions of individual departments and units) 

ii) documents sourced from other institutions or web sites (for example, the Council on 

Higher Education Executive Summary of the Audit Report on UCT) 

iii) published reports (such as the Vice-Chancellor's Vision 2001 & Beyond) 

iv) internal UCT documents (for example, the founding documents of the Centre for Open 

Learning) which are available for reference purposes. 

3.6.2 Validity and limitations 

I devised several critical questions which I believe should be posed when considering the validity and 

limitations of the study. 

• Were the criteria for selecting the informants valid? 

The thesis could possibly be challenged for selecting too narrow a definition of what 

constitutes lifelong learning at the tertiary level. However as there are many ways of 

selecting candidates to be interviewed, finding a common denominator in short courses 

provided a useful way of gathering material relevant to the study. 

• Were the interviews done in sufficient depth and results accurately recorded? 

Basic research methods were followed with the construction of an interview schedule as well 

as the recording and transcribing of the interviews before analysis was begun. However, there 

are some particular weaknesses in the data itself namely: i) Consistency: the material is not all 

of the same quality or detail, so when I wanted to do comparisons across all interviews, the 

data was not always there; ii) The use of the model oflifelong learning was not sufficiently 

clear in regards to whose educational purpose I was asking about - the interviewees' or the 

learners' - making the results of this question more open to interpretation than they should 

have been; iii) My knowledge and understanding grew as the interviews went on, so I was 

able to ask more precise questions in the later interviews. 

• Are the analysis and the conclusions reached reasonably based on the 

material which was looked at? 

The study chose to balance a small number of interviews with limited analysis of the 'public 

discourse' of the University - and this means it has the elements of a small-scale study. 

A valid argument is made using the evidence gathered. As a qualitative and interpretive study, 

its findings are always open to challenge from another perspective. 
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• Is the study large enough for an institution the size of UCT? 

With an institution of this size, and a concept as loose as lifelong learning, it was clear from 

the outset that this study will not 'represent' the University, but the research does offer a 

reasonable cross-section of current practices and conceptions. It is not a quantitative study 

and does not therefore claim to have exhaustively examined all relevant material or views. 

However, given that continuing education and lifelong learning are themselves somewhat 

marginal to the core educational business ofUCT, the scale of the study is realistic. 

• Was the selection and exclusion of documents made on valid grounds? 

I made no attempt to do a comprehensive survey of all documentary evidence available. There 

could be a specific research study done on the analysis of official discourse through texts 

which sourced a far wider range of material and therefore, voices. However, the ones selected 

do have the most direct bearing on the thesis topic. 

Because of scale, I decided to focus only on current documents, therefore I was not able to 

capture changes in the official discourse over the past few years or how the identity of the 

institution is shifting. 

• As the authors/writers of the documents were never interviewed, how valid are 

the conclusions? 

The tools of critical discourse analysis do legitimately allow for analysis of texts without 

know ledge of the processes of their production. By examining language closely, it is possible 

to draw conclusions about intentions and meanings, and then use the interview data from 

practitioners as a method of triangulation. However, CDA does have a subjective component. 

The next two chapters present and analyse the two sets of data: the interviews and the University 

documents. In Chapter Four, through the interviews, the practitioners' voices are considered and in 

Chapter Five, the official University documents are examined. 
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CHAPTER 4 

4. ANALYSIS OF PRACTITIONERS' DISCOURSES 

In this chapter I will analyse the interviews done with key infonnants located across the faculties at the 

University. These interviews, with people who implement a range of continuing educational 

programmes, will be used to illuminate the practitioner14 discourses and relate them, where possible, 

to the discourses identified in the earlier chapters. Table 1 below lists the programmes or courses 

which feature in the interview discussions. For full contextual background about the programme 

which the infonnants were discussing, see the Addendum E. The contents of Addendum E are a 

synthesis of infonnation provided in the interview and descriptive material from the public 

departmental websites .. 

Table 1: Programmes and Courses 

Faculty 
•..... .. ' Department ' .. 

.~ Piograinine/Course ,. .. " .... ........ .. ., 

Commerce Graduate School of Business Master of Business Administration (MBA) 

Humanities Education Diploma in Education (Adult Education) 

Engineering and Built Continuing Professional Development Short courses for professionals 
Environment Unit 

Commerce Graduate School of Business Executive Education courses 

Health Sciences Education Development Unit Short course for GPs 

Commerce Management Studies Modules in a Masters programme 

Science A consulting unit within Two-week residential course on 
Environmental and Geographical environmental management 
Sciences 

Centre for Higher Extra-Mural Studies within the Centre Summer School 
Education Development for Open Learning 

Law Professional Education Unit Short courses 

Center for Higher Centre for Open Learning Third Term 
Education Development 

In the analysis that follows I discuss the findings by considering the way in which the infonnants 

spoke about their practice in relation to the lifelong learning discourses and reflecting on the 

contextual factors they identified as having influenced the emergence and development of their 

programmes. 

14 I use the tenn 'practitioner' when describing people whose role and function are those of the conveners, designers, educators or 
administrators of various kinds of continuing education courses since they have knowledge gained from the 'practice' of continuing 
education. The tenn 'infonnant' will be used specifically when quoting those interviewed. 
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Firstly, in section 4.1, I reflect on the way in which the practitioners spoke about their programmes 

(their own 'text') in relation to the three discourses identified in Chapter Two - namely, the 

humanistic, economic and social discourses in the meanings given to lifelong learning-

39 

and reconsider the model based on the analysis of the interviews. In section 4.2, extract three issues 

from the interview questions about the contextual factors which influenced and changed these 

programmes. 

4.1 Discourses of lifelong learning 

In this section of the analysis, I have organised the discussion under headings of the three discourses, 

even though there is considerable blending of the discourses. 

4.1.1 Humanistic (or personal growth) discourse 

The focus of the discussion on the humanist or personal growth discourse will be on understanding the 

personal motivations a/learners, as this is the way in which issues on this topic were most commonly 

articulated by the informants. Some informants saw 'personal growth' as the main educational purpose 

served by their programme. However, very quickly it became apparent that 'personal' motivations of 

learners are closely bound to economic imperatives - some informants talked about how the modem 

workplace places value on certain personal attributes and other informants indicated how much 

educational access is still closely linked to socio-economic status. 

4.1.1.1 Summer School, CHED 
The VCT Summer School most closely embodies this humanistic approach to education. There were 

three lecturers participating in a group interview (Interview 8) about Summer School. One of the 

informants interviewed said there are many different motivations for attending Summer School, for 

example: 

There are people who come for relaxation, people who come because it is like a festival, because you 
see people you know - and there are some people who really come for really quite rigorous intellectual 
challenge ... (Informant 1, Interview 8, Summer School). 

For some, it is about opportunities to learn they have not had in the past. This was the only programme 

in the data set that informants did not defme primarily by its 'economic purpose'. When asked to look 

at how the Summer School would be positioned in terms of the triangle of purpose, the informants 

agreed that most people attend courses for personal growth 'keeping yourself alert, interested and 

knowledgeable', but there are some courses where motivations cross over into gaining knowledge 
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about 'social or citizenry issues' (Infonnant 1, Interview 8, Summer School). They did suggest that 

there were also some courses, such as learning to speak isiXhosa or improving computer skills which 

people may be interested in because of usefulness in the workplace. 

However, one of the infonnants went further to challenge the category 'personal growth' or humanist 

discourse arguing that it is important to understand that there are a myriad of motivations underlying 

that discourse. The infonnant suggested that the Summer School provides intellectual stimulation for 

a particular social class, in some way serving as a kind of 'conscious class reproduction' (Infonnant 1, 

Interview 8, Summer School). 

(Attending Summer School) ... is about lifelong learning for personal confirmation not (personal) 
growth (Informant 1, Interview 8, Summer School). 

This infonnant suggested that while 'personal growth' may be the articulated purpose of Summer 

School, those who attend come with many other purposes, some of which do not neatly fit into the 

definitions with which I was working. In this light, this infonnant drew attention to another purpose of 

education - that of the reproduction of power relations in a society (as she says 'confinning' the 

existing arrangements of social inequality based on access to education and resources). Many 

educational writers have commented on the role of schools and universities in the reproduction of 

social classes (see the discussion in Delanty, 200 1: 89). Some of the issues around social purpose and 

whose interests' education serves are discussed further under the social discourse section. 

4.1.1.2 Diploma in Education, Humanities 

The infonnant teaching on the Diploma in Education (Interview 2, Diploma in Education) introduced 

the idea of a constant interplay between the personal (growth) motivations with the economic (more 

work-related) motivation of learners. The Diploma in Education attracts people interested in gaining 

professional adult educator skills. The infonnant pointed out that people's desire for personal growth 

through educational endeavours often includes a motivation for self-improvement in the workplace. 

The leamer's personal identity has become another criterion considered in the competition for 

employment. 

I think it (the increasing demand for continuing education) has to do with the world of work; and the 
world of work as it impacts on professional identity which has shifted in terms of the expectation to 
become lifelong learners. It is not that people themselves are suddenly glowing with this new idea -
(that is, some people are) ... the workplace is actually making people become lifelong learners ... I 
think that it is both individual and societal (Interview 2, Diploma in Education). 

The need to get more 'fonnal education' is an increasing pressure in the modem workplace. 

The infonnant considered how the notion of lifelong learning places pressure on individuals to 

continuously improve and expand knowledge, which also serves the interests of the broader society. 
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I think lifelong learning ... has embedded in it, a notion of a pathway ... Students ask a lot more about 
where they can go with it (a course), and what it articulates with, and what is the next level 
(Interview 2, Diploma in Education). 

Several theorists (Edwards et aI., 2001; Edwards, 1997; Gee et aI., 1996; Castells, 2001 a; 

Usher & Solomon, 1999) have pointed to the way in which the new discourse oflifelong learning and 

learning organisations have an unspoken subtext in which the pressure to improve job related skills 

has become the employee's personal responsibility. 

The discourse of excellence links the organisationally desirable (more productivity, flexible working, 
increasing efficiency and profitability) with the personally desirable - not just a better worker but being 
a better person (Usher & Solomon, 1999:158). 

But the informant interviewed about the Diploma course cautioned the collapsing of learners' original 

motivations with the actual outcomes of the learning experience. When people enter a course of study 

they may have a different 'purpose' to what they find to be the most important 'outcome'. So, for 

example, people entering the Diploma in Education at UCT may have come into the programme to get 

formal recognition or a formal qualification for their role as an educator so as to advance their career 

(i.e. the economic or work-related purpose). Upon graduation they may have achieved that purpose, 

but the most significant outcome is frequently the personal development of a confident identity as an 

educator (i.e. personal growth dimension) (Haupt, 2005; February, 2003; McMillan, 1997). 

4.1.1.3 Continuing Professional Development, Engineering and the Built 
Environment 
In the interview (Interview 3), there were two informants involved in the running of the Continuing 

Professional Development (CPD) unit in the Engineering and Built Environment Faculty (EBE). Their 

flagship programme, the short course on Project Management, offered some interesting insights into 

learners' personal motivations. One of the interviewees commented on how many of those enrolling 

for their 12-week short course (which is to acquire a specific work-related set of skills) were paying 

for themselves. 

I would guess only about 30% of those people were paid for by their employer ... the interesting thing 
about those people paying for themselves, (is that they) think they need the course (for their work) but 
they don't! (Informant 1, Interview 3, CPD) 

The two informants went on to argue that, even if people did not use the skills learnt directly in the 

course, the personal motivation to take on a commitment to study generally benefited them - it tended 

to make 'a good impression' on their colleagues, bosses or prospective employers . 

. .. in a lot of instances, people who are prepared to put in the time and make the time to do a short 
course are recognised - it is seen in their favour (Informant 2, Interview 3, CPD). 
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The individual's motivation may be to get a better job or to advance their career, but this kind of 

motivation is seen as a personal attribute in the business world today. This idea is taken further in the 

following discussion of the interviews with informants from the Graduate School of Business. 

4.1.1.4 MBA and Executive Education short courses, Graduate School of Business, 
Commerce 
A focus on 'whole person development' as well as on skills for working with people (' soft skills ') has 

been absorbed into the approach of many business education programmes. In the MBA programme 

run by the GSB, which is one of the highest levels of business education, the person I interviewed 

commented extensively about how the programme focus has shifted from being 'only about finance or 

technical stuff to include a strong component on working with people. She talked about how there is a 

new recognition that management is not only about money and numbers, 'If you don't get the people 

aspect right, you are not going to survive' (Interview 1, MBA). Thus the MBA offers both 'hard' 

technical management skills training (for example, financial analysis) along with an emphasis on 

'whole person development', which involves 'understanding who you are and how you relate to 

people' (Interview 1, MBA). 

In many ways, the ideology of self improvement has taken over from the technical approach to 

business management. The business education focus is no longer only about achieving excellent maths 

results, which was the profile of the traditional business administration students - 'the quantum jocks' 

(Interview 1, MBA). 

The predominant group (of MBA students) five years ago would have been white, male engineers­
who were very quantitative and comfortable with numbers but not very good at the soft stuff. 

It has changed and: 

... The real change is the recognition that management is not about numbers - if you don't get the 
people aspect right you are not going to survive .... if you want to be a manager at all, you will need 
people skills (Interview I, MBA). 

The informant interviewed about the Executive Education short courses (Interview 4) described how 

she sees the new approach underpinning business education. 

(T)he ideology used - kind of working from the inside out ... the approach is how do you shift yourself, 
how do you create a way of getting change inside of yourself. 
(Interview 4, Executive Education) 
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The discussion above has been grouped under 'humanistic or personal growth discourses' but it is 

evident from the interviews that it is becoming increasingly difficult to keep separate the division 

between personal motivations and those supposedly based on purely economic motivations. 

4.1.2 Economic discourse 

43 

Despite the overlapping of categories was being encountered as the analysis proceeded, this section 

will go back to Chapter Two's definition of economic discourse - which saw learning primarily in 

terms of equipping people for work (see section 2.4.1). This type of economic discourse was evident 

in many of the interviews conducted, reflecting both the increasing emphasis broadly on the economic 

value of knowledge and the tendency for short courses, in particular, to be vocationally or 

professionally orientated. Some of the key features of the new global economy (as outlined by 

Castells, 200 1 a) - the speed of change which drives the need for add-on or updating of obsolete 

knowledge and the emergence of completely new fields - was noted in the interviews. 

4.1.2.1 Legal Education short courses, Law 
The informant from the Law Faculty asserted that the economic purpose was the motivation for the 

short courses offered through that faculty. 

It is mostly job-related training. This is necessary to keep them (lawyers) on the cutting edge of the 
profession ... we cater for people in the legal professional who need to sharpen their skills ... 
(Interview 9, Legal Education short courses). 

Some of the short courses run through the Law Faculty do target people other than qualified attorneys, 

but even then, it is to offer a specific input on a para-legal field which lay people may have to deal 

with in their sphere of work. 

4.1.2.2 Executive Education, GSB, Commerce 
In the case of the Executive Education Unit at the GSB, the Unit was set up specifically (like the unit 

in the Law Faculty) to cater for professionals who needed this 'top-up' of knowledge and skills, and 

relies a lot on returning students from the GSB. People who have completed degrees or a programme 

with a positive learning experience are likely to return to the same institution when looking for new 

knowledge or skills. This 'repeat business' (Interview 4, Executive Education) is a phenomenon 

integral to the notion of lifelong learning. As noted in Chapter Two, an orientation to lifelong learning 

is built out of good experiences during initial education. 
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When we (the GSB) took part in the Economist ratings and we came 10th in the world15
, and one of the 

biggest things was that come out from there was that we had 85% repeat business. That is very high and 
I think it has to do in part as a result of the kind of methodology which gets used. If you look at lifelong 
learning - if you can build in tenets and principles which allow people to genuinely change ... What is 
lifelong learning? (It means education) doesn't stop when you get your qualification 
(Interview 4, Executive Education). 

The informant argues this kind of educational provision is not about offering' credits', but rather it is 

to keep top executives abreast of the fast-changing global trends. The underlying view here could be 

fitted into the human capital theory of lifelong learning where it is believed that in the modem, high 

technology, 'knowledge society' all workers must become proactive and be prepare to constantly 

renew their knowledge and skills to respond to the ways in which problems and contexts are 

constantly shifting (Crowther, 2004: 130) . 

. .. because we have got far more globalised markets, there are constantly going to be things we need 
input on. (Managers) are dealing with cross sectional managerial functions ... the content you (as a 
manager) have learnt (in your MBA) is not going to be fresh anymore. You are not going to be the 
'hotshot', there will be another 'hotshot' who just came off the (MBA) programme. What continuous 
professional development is saying is that in five years' time you need to go back and take some kind of 
refresher (course) on what has changed and what is different (Interview 4, Executive Education). 

Quite obviously one would expect to find education programmes most strongly orientated to the 

workplace in the Commerce Faculty - and the Graduate School of Business informants articulated the 

issues most clearly, as noted above. 

The language of the business school echoes the discourse highlighted by Gee et al in their discussion 

of 'fast capitalist texts' (Gee et al., 1996). The Executive Education informant is concerned about 

'growing' the knowledge and skills needed to keep managers and business people abreast of rapidly 

changing economic contexts. But the informant's language conjures up urgency and anxiety - 'you are 

not going to be the hotshot', 'the content is not going to be fresh anymore'. This is part of the strategy 

of selling the importance of continuing professional development short courses based on belief in the 

obsolescence of initial education - in order to stay' ahead' in the competitive business world, further 

education is needed. 

4.1.2.3 Environmental short course, Science 

The Science Faculty short course also arose because of demand for new knowledge from people 

working in the field which staff ofthe unit came across while doing environmental consulting work. 

On a much smaller scale of operation to the GSB, the specalised short course which developed out of 

that need went on to run successfully for several years, and the offering of short courses was added to 

the other work of the unit. 

15 The rating she was refening was awarded for the fonnal full-time MBA programme, but the 'repeat business' refers to ex-students 
retul11ing in a variety of ways, especially in the Executive Education short course programme. 
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(The envirorunental course was) ... seen as a vehicle for mid-career professionals who came from a 
variety of backgrounds. They could be engineers, miners, planners, as well as natural and social 
scientists, lawyers - who were addressing envirorunental issues in their careers but didn't have any 
formal training in that discipline (Interview 7, Envirorunental short course). 

In these cases, the primary and most explicit purpose of the short courses was to equip people to do 

their jobs better, but it arose out of the emergence of a new field - the understanding of environmental 

issues - which had not been required in past years or been part of initial training. 

4.1.3 Social discourse 

In Chapter Two the broad definition of the social discourse referred to a notion of education serving 

the social or democratic citizenship agenda to build a society that respects the equality of all human 

beings, and to enhance every citizen's capacity to be human and 'to live in a meaningful, fulfilled and 

useful way' (Martin, 2003:571). 

The social or civic purposes of education are not very visible in the informant interviews. But in one 

interview, the Clinician Educators' short course, the programme was seen as having specific benefits 

for both the individuals and the broader society. 

4.1.3.1 Clinician Educators' short course, Health 
The interview from the Health Sciences Faculty provides an example of where Martin's notion of 

social discourse of lifelong learning is evident. In this case medical doctors enrolled for a course on 

how to teach more effectively while engaged in medical practice. 

They (the participants on the Clinician Educators course) are an amazing group of people - they have so 
many different teaching roles in different contexts and so much experience. And yet they are so eager to 
improve how they are teaching - to me, that is lifelong learning. They aren't too worried about whether 
they get credits, obviously that would be a bonus ... (Interview 5, Clinician Educators' short course). 

The informant said that she viewed this course as a perfect example of lifelong learning because the 

individuals enroll in the course in order to improve their educator skills, which are secondary to the 

purpose of their core work (as medical doctors), but which they see as an important new area of 

expertise they should develop. During the course, they are expected to attend classes and devote about 

five hours a week to the course, which, the informant explained, is demanding for a full-time 

practising medical doctor. 

But they are managing to keep up '" (S)ome of them have got in locums (to cover for the time they are 
taking off for studies), some have shut their practice for that time and are opening on Saturday 
mornings instead. (Their motivation is) ... not economic - because (the course) is not making them 
more employable ... (I)t might be that they are really committed to better patient care and (to fmd 
ways) they can teach students to do better patient care (Interview 5, Clinician Educators short course). 
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In this case the doctors appear to be motivated by the desire to deliver better patient care (social 

development) as well as their personal interest in gaining better teaching skills (developing individual 

capacity). None of the other informants explicitly considered the social dimension oftheir 

programmes to be significant, but several did comment on this in relation to lifelong learning at UCT. 

4.1.3.2 Perspectives on the social discourse at UCT 

In some of the other interviews, the informants commented more broadly on lifelong learning at UCT 

including issues of social responsiveness and broadening access to non-traditional learners. 

The Diploma in Education informant commented on how she thought the University was interpreting 

lifelong learning. 

The Council for Higher Education (audit) report does say that VCT needs to think about how it is 
linking with the world of work out there. That is a national pressure on institutions. I think that the 
social responsiveness project, which has picked up some lifelong learning things (dimensions), is how 
VCT is defming this (Interview 2, Diploma in Education). 

The 'social responsiveness project', which she referred to above, is an initiative taken to document 

the myriad of ways in which UCT is involved in activities that make a contribution to building society, 

resulting in the Social Responsiveness Audit report which was referred to in Chapter Three. This 

informant went on to distinguish between the 'institution' as a whole, and people who work in the 

institution, suggesting that while 'institutional pressure' is an important influence, it is individuals who 

will actually make activities happen. 

It (VCT) makes statements about the commitment to the community ... (and) there are people who are 
committed (to this work) but this is a different from the institution itself (Interview 2, Diploma in 
Education). 

This informant very clearly distinguishes between the 'institutional' discourse or statements, and the 

individuals who 'carry out' or enact these discourses. The language here is about juxtaposing positions 

- groups, individual agents (the phrase 'there are people', 'individuals' as opposed to the institution, 

'UCT', 'it'). In Chapter Five, I attempt to analyse the 'institutional' discourse around lifelong learning, 

while the question of the relationship between the individuals (or agents) and the Institution is taken 

up further in the final chapter. 

But what about the issue of access within lifelong learning - widening access to higher education? 

It was not a prominent theme in the interviews. Where it was discussed at all, it was raised by 

informants as a comment on UCT's lack of consciousness about dealing with accessibility. 
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In an interview with one of the informants from the Graduate School of Business, the need to improve 

access was seen as a priority (even though the GSB is mostly a post-graduate programme). 

Commenting on how few mature students there were at VCT generally, she said: 

But that is because UCT hasn't opened its doors to that (making it easy for mature students to access 
study options at UCT), it doesn't have a part-time programme, it doesn't have Saturday morning classes 
or short courses and I think it really needs to go there. I mean UWC (the University of the Western 
Cape) is way ahead, and even Stellenbosch (University) ... (Interview 1, MBA). 

At a policy level, VCT seems to have made a choice not go that route - as explained in the following 

quote. 

Overall, the [CRE Institutional Audit] Panel was left with the impression that RPL is currently a low 
priority with UCT, with some indication that it is considered irrelevant at undergraduate level. (CRE, 
2006,27) 

However, the Centre for Open Learning's mission includes explicitly a commitment 'to make the 

academic resources of the institution accessible to a wider range of participants' and 'to build capacity 

of staff to work with adult learners'. In the interview about the Third Term programme, the informant 

explained how some elements of a social discourse, especially in relation to increasing access, were 

articulated when the Third Term programme was established. However, he did not think that the 

vision for the programme was an easily realisable one . 

. For some people (names two key leadership people) the Third Term project offered a different way for 
students to learn. A way for the University to offer different programmes - for people who decide to 
work, and then take one course at a time, and not just the three-year block (Interview 10, Third Term). 

The informant commented on how much sense that vision made to him - but in practice, the informant 

described practical problems which were encountered when trying to implement the vision of the 

extended provision of credit-bearing courses. A key component of this vision was that current VCT 

staff would do the teaching (to ensure the courses were of equivalent quality to the mainstream 

courses). But academics are facing increased pressure to produce research, and even though some staff 

prefer teaching, the Third Term programme is struggling to find academics who will take on additional 

teaching in the long vacations - which are earmarked for research. The vision of flexible learning 

pathways through an expanded Third Term programme has been difficult to realise thus far due to 

institutional impediments. 

The debate about the meaning of access in higher education is a much larger one (Buchler et aI., 

2007), and although there is some overlap with the research question, I have chosen not to deal with 

the access debates comprehensively. 
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4.1.4 Limitations of the simple three-point model 

Through the interviews it became clear that the three-point model I developed (see Figure 2: 

Dimensions of purpose on page 30) and used during the interviews was inadequate to capture the 

complexity of programme goals or oflearners' purposes. Two main criticisms of this model: 
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that it represents the learners' motivations or purposes separately, and the absence of the academic 

dimension, are discussed below before an attempt is made to revise the model. 

4.1.4.1 Rigid divisions 
One informant, offering very career focused-education programme in the Commerce Faculty 

(Interview 6, Modules in a Masters progamme), criticised the simple model I offered, suggesting that 

there may be a myriad of other potential influences on learners' decisions to enroll for continuing 

education. Clearly some of the dimensions suggested in the model are portrayed too simplistically as 

'either'/'or' choices. 

Of the all programmes described, only the Summer School offered opportunities for education which 

had no obvious link to workplace skills. But education primarily for leisure and enjoyment tends to be 

limited to the upper middle classes who have the time, money and the inclination to spend free time 

learning for its own sake (Interview 8, Summer School). 

The weaving together of the three purposes of education - personal growth, social and economic -

is challenging to represent schematically as I tried to do in the initial simple model. Individual 

motivations cannot be neatly categorised as either learning for work, or learning for personal 

development. 

4.1.4.2 A fourth dimension - academic discourse 
The academic discourse has been added as an additional category to the three discourse strands 

outlined in Chapter Two, arising out of an analysis of the interview data. While there is some 

ambiguity about whose perspective is fore grounded in the discussion on the other three discourses 

(the practitioners' or the practitioners' ideas about the learners' perspective), in the case of the 

academic discourse, it reflects clearly the practitioners' views. 

In two interviews (Interview 6, Modules in a Masters Programme, Commerce and Interview 1, 

MBA, GSB) the particular character of the higher education context is shown to have an impact on 

how practitioners understand lifelong learning. 
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• Modules in a Masters Programme, Commerce 

In the interview about the single modules for which students could enroll in a Masters Programme, 

the informant worked in a faculty which was especially career-focused - 'you get a degree to go and 

do a particular kind of job'. The informant argued that economic need was the clearest driving 

motivation of learners enrolling for courses in that faculty. She believed that most adults select areas 

of study which would directly 'improve their ability to do their jobs' or ifthey were not formally 

employed, then the motivation was 'to improve their ability to get work' or to compete for work. 

However, the informant saw 'academic' as being a distinguishing criterion between full degree study 

and shorter courses. She distinguished quite clearly between the 'academic' programmes (full degrees 

and post-graduate studies) and short course provision which was an expanding aspect of the work she 

was involved in. In discussing short courses, the informant emphasised even further the 'utilitarian and 

functional component' of adults' interest in education. They need access to learning which is intensive 

and directed specifically at an identified need - not a general up-skilling that might be the focus of 

some undergraduate degrees. 

It is like most adult education, there is a completely utilitarian and functional component to it. I have to 
know this (set of knowledge Is kills) now, and therefore I would like to do this (course). It is not that 
I am educating myself for the good of my brain (Interview 6, Modules in a Masters programme). 

Despite this very functional focus, the informant was at pains to stress the quality of the educational 

offerings, even in short course form. 

(The discipline) is a field full of fads - (but) chasing fads and fads that are not academically founded -
that is not our work ... in our full degree courses, people have to do the fixed modules - we won't 
change them from year-to-year to match the fads (Interview 6, Modules in a Masters programme). 

There appeared to be some anxiety about compromising academic excellence in her use of language -

the use ofthe term 'fads' implying changeability and lacking in seriousness which is juxtaposed to 

academic work. This informant has initiated a new set of short courses, which 'respond to the market' 

(Interview 6, Modules in a Masters Programme) and has accommodated the emerging need by 

designing learning opportunities which stand outside of the existing academic offerings. 

The main distinction between the full degree programmes and the new short courses being developed 

seems to be on improving accessibility in terms of delivery mode. 

We will develop short courses for (the subject) where we will go with demand, we will be flexible in 
being able to teach it here, teach it in your place of work, teach it on-line (Interview 6, Modules in 
a Masters programme). 

In this interview, the overall impression created is that while there is a 'demand' and 'market' for short 

courses, both the learners and the nature of the demand are less weighty than the mainstream degree 
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programmes (noted in the language of 'completely utilitarian and functional', 'fads', 'changing from 

year-to-year'). She captures some of the institution's own ambiguity - embracing the importance of 

responding to the need for more flexible learning opportunities while maintaining the main degree 

programme's paradigm of excellence, which excludes many potential learners. 

• MBA, GSB, Commerce 

In the other Commerce Faculty-based programme, the Master of Business Administration (MBA), the 

tension around an 'academic' and a more applied, work-based focus arose in a different kind of way. 

Usually, a MBA programme is open to those with a relevant initial degree and the necessary academic 

achievement level, but, at UCT, the MBA has the added admission requirement of three to five years' 

working experience. It has become a hybrid model- a mix between a formal post-graduate academic 

Masters degree and a continuing professional development programme. 

The Council on Higher Education sees the MBA as an academic Masters, while internationally, it is not, 
it is a professional (qualification) ... (but) our students have to write a thesis (Interview 1, MBA). 

Since business is an applied field, the mainstream academic programmes in the GSB do incorporate 

'experiential-type' learning although there is a strong pressure to resort to traditional academic 

assessment methods. 

I run an elective where students go and work with small businesses in the township. They do a real 
business plan with a real business idea and they all do a company analysis ... but it is still exam-based. 
(Interview 1, MBA). 

The informant interviewed was engaged in trying to transform the definitions of 'academic' rather 

than setting up a parallel system. 

It took a long time for us to convince them (the Commerce Faculty) that there is academic rig our in 
action learning kind of programmes which don't use exams. That was a big shift for commerce (we had 
to) ... say 'this is an acceptable way of examining' ... (they challenge by asking) how do you know that 
they can do if you haven't sat them down in an exam and said 'here, answer these questions' 
(Interview 1, MBA)? 

It is important to note there is a high degree of agency being articulated in these interviews. Take for 

example the interview done about the MBA, where the informant uses many pronouns which show the 

'other' (them, they - referring sometimes to the University, sometimes to the Faculty of Commerce 

and sometimes to staff within the informant's own programme). The person being interviewed in this 

case explained how 'even our own Faculty16 here, some of them of them don't quite understand action 

leaming'. The informant has a vision of a less traditional 'academic' Masters degree - but this is not 

always shared by all who are responsible for the programme. The informant takes on an agency role, 

16 'Faculty' is used here in the American English sense of an academic member of staff. 
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promoting a particular practice that is not yet shared by very many colleagues in the programme or the 

institution. 

But the very nature and location of the Graduate School of Business does capture the difficulties of 

straddling the demands of academic excellence and workplace application very acutely. 

The tricky thing is that when people come to the Business School, they don't want to be taught by an 
academic; they want to be taught by people with business experience. So you've got to find academics 
with business experience. (Interview 1, MBA). 

When considering lifelong learning in Higher Education, it appears that the academic dimension 

should be included. 

4.1.4.3 Revised model 

From the analysis of the interviews, the simple model of lifelong learning I had begun with was clearly 
inadequate. Not only was an additional dimension revealed, but the three points did not reflect the 
blending and overlaying of categories. In the revised model represented in 
Figure 4 below, a particular course can be plotted on the Venn diagram to include, or not, the various 

purposes considered part of the vision of the dimensions of learning. For example, the Summer School 

may be plotted in the portion ofthe diagram where the personal growth and academic circles intersect. 

The MBA may include academic, economic and personal growth but exclude social, while the 

Clinician Educators' course could include a bit of all four circles. 

Figure 4: New model of dimensions of purpose - including academic 

__ +-~academ ic 

social 

X Summer School 

• MBA 

@ Clinician Educators short course 
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However, this still feels too static, in that the motivations for learning change and shift throughout 

a person's life and even in the course of study on one particular programme, and how the various 

contending purposes inter-relate does not lend itself well to a schematic representation. The difficulty 

being revealed here is that any discussion of educational purpose cannot usefully be limited to one 

dimension - the challenge is to develop an understanding of learning that will both reflect and 

illuminate the various 'investments' in lifelong learning by learners and programme designers. 

In the next section, I reflect on the contextual factors which practitioners saw as shaping 

their programmes. 

4.2 Perceptions about contextual factors 

From analysing the interviews, I identified three issues which were mentioned by several of those 

interviewed, and I discuss these as themes: the difficult issue of educational funding and income 

generation, the changing social and political context in South Africa (including some focus on 

education policy specifically), and UCT's particular institutional character. 

Not all the interviews raised all the themes, but the three I identified relate broadly to the contextual 

themes in Chapter One. 

4.2.1 Funding and income generation 

Funding pressure has been noted as a growing problem for universities world-wide (Duke, 2002; 

Subotzky, 1999; Muller, 2003; Field, 2006). Money is now a critical concern of university 

administrators, whether this is in relation to student fees, research contracts or the 'third income 

stream' (from short courses). 

When looking at institutional perspectives on lifelong learning, there are two competing pressures: 

firstly, the University cannot justify extending opportunities for part-time study when it has been told 

to cap enrollment of students and improve the throughput of students currently registered. 

But secondly, the University urgently needed to look for sources to generate new income17, and short 

courses, professional development, Summer Schools and Third Term courses were identified as 

offering considerable potential to make money (see UCT, 2004a). This income-generating approach to 

non-degree based educational offerings also emerged as the purpose for initiating programmes from 

the faculty level. The competing pressure to find ways of successfully capturing the lucrative 

17 For example, securing the financial sustainability of the University featured as one of the 10 priority areas for the Vision 2001 and Beyond 
document. 
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educational market, while at the same time not accommodating part-time students in formal 

programmes, runs as a theme through the interviews. 
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In three of the interviews - Interview 8, Legal education short courses, Law; Interview 4, Executive 

Education,GSB and Interview 3, Continuing Professional Development, EBE - the decision to initiate 

short courses was explicitly linked to opportunities to generate income for faculties. 

For example, the Executive Education unit at the GSB was set up to offer short courses and given the 

task of generating 40% of the running costs of the larger operation; 'It is a profit centre, not a cost 

centre' (Interview 4, Executive Education). 

While short courses in various forms have been offered through faculties at UCT for many years, there 

is a increasing drive to formalise continuing education based on the dual need to capture income being 

generated by lecturers running courses 'on the side' and to protect the reputation of the Faculties and 

the University. In the faculty of Engineering and the Built Environment, informants working in the 

Continuing Professional Development Programme explained how concerns about use ofUCT's 

resources and 'brand', as well as a desire to generate income galvanised the Faculty into formalising 

the work around short courses. 

He (the Dean) was saying that he used to open the paper on a Saturday morning and see a huge 
ad(vertisement) for a course based in the (that) faculty that he had never heard about. He just wanted to 
know about it (Informant 2, Interview 3, Continuing Professional Development, EBE). 

The issue of income generation was raised in many of the interviews and reflects the growing trend 

being felt in all tertiary institutions internationally facing reduced state funding - the pressure to 

'make money out of education'. While this trend affects all university programmes, non-core areas­

short courses, continuing education, professional development, programmes for occasional students, 

and extension to non-core students - get the pressure to generate profit from education most explicitly. 

4.2.2 Changing socio-political context 

A common theme in the interviews was the new challenges and demands arising from the 

contemporary socio-political context of South Africa. These varied from being very direct and arising 

out of the immediate environment - for example, changes impacting on course curriculum due to the 

national educational reforms - through to more diffuse changes such as the opening up of more spaces 

for critical debate. 

The Clinicians' Educator short course arose because ordinary doctors who did teaching at UCT were 

challenged by the transformation of the Health Sciences curriculum. In this example the changes were 

being experienced at every level (from national policy decisions, right down to the way UCT medical 
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students get taught, and to the doctors' practice in the clinics). The infonnant spoke about how 

curriculum changes have been the main impetus for doctors who do teaching to request a course on 

how to teach. From this interview, it is possible to see how although the changes originated from 

macro-policy changes and educational policy, the impact was experienced in a practical way in the 

teaching curriculum and style. 

In another interview (Interview 8, Summer School, CHED), the focus was on how the socio-political 

context shifted the 'spaces' for public debate and impacted on the educational programme. 

The shifting political environment gradually changed the role of Summer School during the 1990s. 

Under the repressive Apartheid era, the University's public education programme was able to provide 

a somewhat protected space for dissenting political voices to be heard. The changes were gradua1. 

The infonnants commented about 'political' topics which are no longer so popular in the Summer 

School programme. Even though its more overt high-ground of social purpose has declined since 

the democratisation of South African politics, the Summer School is the only remaining bearer of 

the 'old-fashioned English, extra-mural idea that there should be a light at night. The lights (of the 

University) should be on and that people should be coming' (Infonnant 1, Interview 8, Summer 

School, CHED). 

However, mounting financial pressure has to some extent been used to erode this social purpose of 

continuing education. The commoditisation of education dominates the current discourse -

the 'discourse of accountancy' (Edwards, 1997) - where expenditure must be linked to 'cost centres' , 

where courses are now 'marketed' and where there is competition with other educational 'providers'. 

In the next section, a critical question will be considered about how UCT's particular institutional 

character has influenced the way in which lifelong learning is understood and practiced. 

4.2.3 UCT's institutional character 

It was noted in Chapter One that the institutional character and identity of universities plays an 

important role in shaping how lifelong learning is interpreted. Where promoting continuing education 

does intersect with UCT priorities, it makes sense that the institution will embrace possibilities. The 

two most obvious areas where continuing education can support the core business of UCT are, firstly, 

generating additional income to support more traditional teaching, and secondly, increasing 

throughput of students by offering quick routes to completion of outstanding courses. The discussion 

on this theme focuses on the COL and draws mainly on two interviews with infonnants from the Third 

Term and Diploma in Education programmes. 
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The increasing concern about 'throughput' of students and the potential lucrative income from 

increasing enrolment in the Third Term were two of the major motivations for the founding of the 

Centre for Open Learning. But, aside from very pragmatic concerns, some of the original 

conceptualisation did focus on increasing the flexibility of study options for students to be able to 

fit their studies around other priorities. 
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My understanding is that there was a concern about throughput initially; some people took years and 
years to get through ... (And) they saw the money-making possibilities in it. It (also) offers a way for 
the University to adapt to the different needs of people (Interview 10, Third Term, CHED). 

In tenns oflifelong learning, the purpose of the COL splices together a very instrumentalist view 

(essentially to 'market' education to make money by trading on the institution's reputation) with 

a humanist perspective (individual personal growth through education) along with a challenge to 

traditional academia (to become more 'responsive' to national and regional government imperatives). 

In creating this centre, VCT has attempted to respond to the growing exogenous pressures for change 

which the institution is not able to incorporate into its main functioning. 

One informant juxtaposed the institution (VCT) and the individuals who make up the institution 

('people') - who are really its agents. 

The key thing is, yes, institutional pressures are put on people, but UCT is one of those institutions 
which are driven by people who have a lot of academic freedom and individuals playa large role. 
You have to recognise change comes from drivers but that individuals carry it out (Interview 2, 
Diploma in Education, Humanities). 

How these two aspects (the individual agents and the institutional 'position') relate around lifelong 

learning is explored further in the following two chapters. 

4.3 In summary 

This chapter outlined the data from the interviews, focusing firstly, on several 'practitioner discourses' 

(section 4.1). The three discourses identified in the reading ofliterature on lifelong learning in Chapter 

Two - economic, humanist and social- were also found in the interviews. It important, however, to 

note that the discourses sometimes blurred and intersected with each other when practitioners talked 

about a particular course. This was especially evident in the way in which the personal growth 

(humanistic) discourse intertwined with the economic or career-orientation of many people's 

approaches to learning or studying later in life. 

In the second part of that analysis, I evaluated the simple model of purpose and proposed a revised 

model to include the additional dimension which was a concern about academic achievement. The 
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simple model had served as a useful vehicle for the discussion on lifelong learning in the interviews, 

but the blurring and changing of learning purposes was difficult to place into a two-dimensional 

model. 

In the final part ofthe chapter (section 4.2), I reflected on how informants saw factors influencing 

their programmes' development, as well as some broad ideas about the institution itself. Although 

there were many factors, I identified three which occurred in several interviews and which resonated 

with the themes I had identified in Chapter One on context 

The practitioner data has particular significance because it reflects the perspectives of the 'agents' of 

the institution. As noted by Addleson (1996), even very large institutions only operate through their 

people, who are able to shape the institution. It is through the actions and words of individuals and 

groups that reality gets created (Cameron, 2001). 

In this chapter, the analysis attempted to draw out of the interviews how the practitioners see the work 

they do. In the next chapter, the second set of data, drawn from the University documents, will be 

analysed in relation to the research questions. 
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CHAPTERS 

5. ANALYSIS OF OFFICIAL INSTITUTIONAL DISCOURSE 

In this chapter official publicly available VCT documents or 'texts' will be analysed looking for 

'institutional' discourses. I use tools borrowed from the critical discourse analysts (as described in 

section 3.5.2) to look at the language ofthe documents and to probe meanings. Three documents 

were analysed. The documents selected were the VCT Mission, the Quality Assurance Policy 

Framework for Continuing Education courses (hereafter referred to as CE policy) and the Policy on 

Recognition of Prior Learning (or RPL policy). The Mission Statement is a high profile document 

which puts forward a 'public face', while the latter two documents are working policies (available on 

UCT website under "policies") which in some way address the issues of direct concern - the ability to 

study at UCT at various stages of life. Although I use critical discourse analysis in all cases, each 

document is approached slightly differently, as will be explained during the analysis. 

5.1 UCT Mission statement 

The UCT Mission Statement captures the most public face ofUCT, and deserves special attention, 

since it can be said to represent the current dominant concerns of the University. I am using the 

documents to find the 'voice' ofthe institution which is essentially an analytical strategy. The problem 

is that this approach can be accused of treating the Mission Statement and other documents as fixed or 

absolute statements. Documents are also created by individuals and are, as such, as much objects of 

contestation and open to interpretation as the interviews are. As Cameron (2001) argues, language and 

texts are a discursive construction of reality. However, despite these complexities, I would argue that 

the Mission Statement offers a useful starting place to examine what the University puts forward about 

lifelong learning. 
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veT Mission Statement 

Our mission is to be an outstanding teaching and research university, educating for life and addressing the 
challenges facing our society. 

Educating for life means that our educational process must provide: 

• a foundation of skills, knowledge and versatility that will last a life-time, despite a changing 
environment; 
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• research-based teaching and learning; 
• critical enquiry in the form of the search for new knowledge and better understanding; and 
• an active developmental role in our cultural, economic, political, scientific and social environment. 

Addressing the challenges facing our society means that we must come to terms with our past, be cognisant of 
the present, and plan for the future. 

In this, it is central to our mission that we: 

• recognise our location in Africa and our historical context; 
• claim our place in the international community of scholars; 
• strive to transcend the legacy of apartheid in South Africa and to overcome all forms of gender and 

other oppressive discrimination; 
• be flexible on access, active in redress, and rigorous on success; 
• promote equal opportunity and the full development of human potential; 
• strive for inter-disciplinary and inter-institutional collaboration and synergy; and value and 

promote the contribution that all our members make to realising our mission. 

To equip people with life-long skills we must and will: 

• promote the love of learning, the skill of solving problems, and the spirit of critical enquiry and 
research; and 

• take excellence as the bench-mark for all we do. 

We are committed to academic freedom, critical scholarship, rational and creative thought, and free enquiry. It is 
part of our mission to ensure that these ideals live; this necessarily requires a dynamic process of finding the 
balance between freedom and responsibility, rights and obligations, autonomy and accountability, transparency 
and efficiency, and permanence and transience; and of doing this through consultation and debate. 

http://www.uct.ac.za/aboutJintro 
Adopted on April 24, 1996 

I approached this text with the lens of the critical discourse analysts looking for language and words 

which referred to the discourses that had been identified during the research process and documented 

in the preceding chapters - namely, the humanist, the economic, the social and the academic. I have 

reproduced the full Mission Statement above. Looking at the opening sentence - 'Our mission is to be 

an outstanding teaching and research university, educating for life and addressing the challenges 

facing our society' - it is possible to identify within it, several 'discourses' or strands of discourse 

which seem to co-exist, not always coherently. 
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It is notable that this one conceptually dense sentence (the fIrst line ofthe Mission Statement) is often 

used as a shorthand reference for UCT, and may be found on its own at the bottom of offIcial 

University documents - for example, the 2007 admissions applications documents. 

I will use this opening sentence to discuss the whole document in relation to the following three 

discourses: a) the academic discourse - contained in the phrase 'outstanding teaching and research 

university'; b) an economic discourse (blended with a humanist discourse) contained in the phrase 

'educating for life' and c) a form of social discourse, found in the phrase 'addressing the challenges 

facing our society'. 

5.1.1 Academic discourse - The tradition of the academy 

One would expect to fInd the academic discourse in offIcial university communications since 

the university is today's incarnation of the old European academies. The academy is traditionally 

about learning, teaching and the pursuit of know ledge. The classical institutions of learning 

emphasised the importance of fInding the 'truth', of training the mind to think critically, of intellectual 

rigour, and doing all of this while being removed from everyday life. This separated space was seen 

as a way of creating a repository of wisdom and knowledge in the minds of scholarly individuals who 

could serve as resources for society, but who had no obligation to any particular political or social 

group. 

What is interesting about the UCT documents is that the 'academic discourse' is often articulated 

alongside other discourses. For example, the Mission Statement opens with the sentence which 

identifIes the core academic role as being 'to be an outstanding teaching and research university' in 

the context of the other more political roles of education namely, serving society and the economy 

(,educating for life and addressing the challenges facing our society'). In crude, quantitative terms, 

of the 12 bulleted points in the Mission Statement, four relate to 'pure' academic concerns: 

• research-based teaching and learning; 
• critical enquiry in the form of the search for new knowledge and better understanding 
• claim our place in the international community of scholars; 
• promote the love of learning, the skill of solving problems, and the spirit of critical enquiry 

and research. 

In many of the other points, the language and values of the academy can be seen, but these are 

expressed in relation to other social and political concerns. 
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For example: 

We are committed to academic freedom, critical scholarship, rational and creative thought, and free 
enquiry. It is part of our mission to ensure that these ideals live; this necessarily requires a dynamic 
process of finding the balance between freedom and responsibility, rights and obligations, autonomy 
and accountability, transparency and efficiency, and permanence and transience; and of doing this 
through consultation and debate. 

The first sentence is a statement of traditional academic values. The rest of the paragraph highlights 

the contradictions being faced by universities which must try to both honour that liberal academic 

tradition while simultaneously meeting the challenges for relevance, application and responsiveness 

arising in modem societies. Lifelong learning has a much broader interpretation than traditional 

academic education - it embraces a wider kind oflearning in both content (not necessarily disciplinary 

or theoretical) and location (not only in a formal education setting). Even the traditional academic 

approaches to university education are being shifted by the demands arising from the new context -

for example, the inclusion of service learning, and the incorporation of applied knowledge and skills 

training in academic curricula are part of the transformation of higher education (see Chapter One). 

Thus, the discourse of the academy does not speak directly to the embracing of lifelong learning, 

but the re-interpretation of what the academy means can include a focus on lifelong learning. 

5.1.2 Economic and humanistic discourse - the demands of the modern world 

On first reading, the 'educating for life' phrase resonates with the language of lifelong learning, and 

the first section of the Mission Statement outlines what is meant by this phrase. 

Educating for life means that our educational process must provide: 

• a foundation of skills, knowledge and versatility that will last a life-time, despite a changing 
environment; 

• research-based teaching and learning; 
• critical enquiry in the form of the search for new knowledge and better understanding; and 
• an active developmental role in our cultural, economic, political, scientific and social environment. 

As discussed in Chapter Two, lifelong learning can be analysed in terms of two dimensions, time and 

purpose (Abukari, 2005). The 'educating for life' description contained above implies 'lifelong' in 

the sense of an education that will prepare the student for what awaits them in the future. This Mission 

Statement, adopted in 1996, was written for current educational provision where young adults come to 

university to receive tertiary and professional education in preparation for working life. At the level of 

the text itself, the term 'foundation' suggests the basis or beginning of education, and that whatever is 

learnt at VCT is the beginning of a larger process. Here the commonality with the concept of lifelong 

learning which has an embedded understanding about continuation - about a pathway - is apparent. 
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There is more language of lifelong learning in the penultimate paragraph. 

To equip people with life-long skills we must and will: 

• promote the love of learning, the skill of solving problems, and the spirit of critical 
enquiry and research; and 

• take excellence as the bench-mark for all we do. 

(Emphasis added) 

61 

Graduates are being prepared to leave VCT with skills that will endure. The skills which are identified 

to last a lifetime are the generic meta-cognitive capacities of problem solving, knowing how to learn 

('love of learning'), critical thinking ('the spirit of critical enquiry') and the ability to find information 

and evaluate it (,research' skills). These are also the skills which have been identified as having the 

most economic currency in the modem working environment (Delanty, 2001; Castells, 200la). 

Interestingly, if closely analysed, the selection ofthe terms in the Mission Statement's elaboration of 

'educating for life' offers a close match to the requirements of the modem worker as identified by, for 

example, Castells' (200la) highly skilled, flexible 'se1fprogrammeable worker' who is able to create 

new knowledge and continuously learn new skills as the work environment changes. The words 

strongly evoke the vision of endurance in a dynamic world - 'skills, knowledge and versatility' that 

will 'last a life time' in a 'changing world'. As with Gee's examples (Gee et al., 1996: 26), it can be 

argued that the Mission statement also provides a 'textual creation of a new Discourse' which 

emphasises active knowledge and flexible learning, and responsibility of the worker to constantly 

improve him or herself - echoed here by the Mission Statement's stated commitment to search for 

'new knowledge' and 'better understanding'. 

Liberal adult education upheld the value of education to improve the quality of people's lives, often 

containing ideas of personal-political empowerment. In today's world, this vision has, in many ways, 

changed into the power of education to give individuals the 'edge' against others in the employment 

market. The discourse of 'personal growth' is not easy to isolate from the more general discourse of 

preparing oneself for the modem world. In one clause of the Mission Statement, the personal growth 

aspect of education is given explicit mention: 'to promote ... the full development of human 

potential', but through the education process, the individual student must gain the various skills such 

as 'critical enquiry' and even some characteristics, such as a 'love oflearning'. 'Personal growth' is 

the method as well as an outcome of the education - in order to end up a better person, better equipped 

personally and professionally for the modem world. 

5.1.3 Social discourse - addressing the challenges of society 

The remaining clauses contained in the description of 'Educating for life' indicate a broader than 

purely economic purpose. For example, in the phrases 'promote equal opportunity' and 
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'developmental role', it is possible to identify a third discourse. However, the language used here 

is not quite the same as the 'social' discourse identified in Chapter Two, which focused to a greater 

extent on democracy and social justice aspects of education. It may be more accurate to represent 

this as a 'social responsiveness' discourse. The concept of social responsiveness incorporates a wider 

range of purposes - including 'responsiveness' to business and political agendas. 

It is most clearly articulated in the bullet point about what 'educating for life' means: 

• an active developmental role in our cultural, economic, political, scientific and social environment. 

A phrase like this represents a maj or shift in the traditional view of the University - placing the 

University in both a new role (developmental) and position (no longer standing aloof from society). 

This probably offers one of the deepest challenges to classical university education (since 'academic' 

used to be seen as opposite to 'applied or practical'), and in many ways the increasing importance of 

education throughout life (i.e. lifelong learning) is about the applied and practical, as well as the 

personal development aspects of learning. 

The following clauses of the Mission Statement also speak to the social responsiveness role, but they 

are very strongly referenced to the socio-political context of South Africa in the 2000s. 

Addressing the challenges facing our society means that we must come to terms with our past, 
be cognisant of the present, and plan for the future. In this, it is central to our mission that we: 

• recognise our location in Africa and our historical context; 

• claim our place in the international community of scholars; 

• strive to transcend the legacy of apartheid in South Africa and to overcome all forms of gender 
and other oppressive discrimination; 

• be flexible on access, active in redress, and rigorous on success; 

• promote equal opportunity and the full development of human potential; 

• strive for inter-disciplinary and inter-institutional collaboration and synergy; and value and 
promote the contribution that all our members make to realising our mission. 

(Emphasis added) 

This highlights another aspect of social responsiveness concerned with equity and redress. The 

language used in these phrases above is more active in evoking powerful concepts around redress and 

equity in the context of South African (and African) history. It is notable that in this section of the 

Mission Statement, there is more prominent use of emotive language (for example, 'come to terms 

with our past' 'claim our place', 'overcome ... oppressive discrimination') and inclusive pronouns 

('our' and 'we') which represents the university as an idealized, united entity. The language draws on 

other moral discourses known to many South African readers - the ideologies of African renaissance, 

of reconciliation and justice and of redress. 
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While the Mission Statement tries to capture the main ethos of the University, the analysis of the 

language reveals the multiplicity of strands of discourses which are operating within the Institution. 

Rather than expecting to find a consensus and a single identity in the Mission Statement, it may be 

a more realistic approach to consider using Readings' (1996) concept of envisaging 'the University as 

a community of dissensus' (as described in De1anty, 2001: 7). 

The community of dis sensus does not seek an idea of identity, a consensus on the nature of knowledge, 
or a meta-narrative of unity ... Thus rather than seeking the unity of culture ... , the point is to 
institutionalize dissensus and to make the University a site of public debate ... (Delanty, 200 1 :7). 

From the discussion of the next two documents, it becomes even clearer that it may not be possible to 

argue that all texts reflect the same discourse, even when they are officially sanctioned policy texts 

from the same institution. In the next section, the first of the policy documents, the Continuing 

Education Quality Assurance policy will be analysed and since it is mostly comprised of detailed 

procedures, I will look at its use of language and its content areas. 

5.2 Quality Assurance Framework for Continuing Education courses 

The Quality Assurance Framework for Continuing Education courses policy (UCT, 2004b) 

(hereafter, CE Policy) was adopted in 2004 to guide the development of short courses at UCT. It 

comprises six pages with 13 sections - extracts are used to illustrate points made in the discussion, and 

the full document can be found in Addendum F. The adoption of the policy represents in many ways 

the embracing of the importance of new, extended forms oflearning which have been going on for 

many years informally through individual academics and departments. 

There is a long tradition within higher education institutions throughout the world of provision of a wide 
range of 'outreach' courses, projects and programmes which fall outside of provision of formal 
qualifications ... In line with international trends the overarching term 'continuing education (CE)' will be 
used in this policy. This policy will cover all CE courses which are less than 120 credits or 1 200 hours 
(extract from 'Definition and scope'). 

There are several noteworthy features about this policy text. Firstly, it is the only public policy text I 

could fmd which deals specifically with short courses or continuing education. UCT's Webpage lists 

nearly 40 policy documents under the 'about us/policies' heading which cover a range of operational 

concerns ranging from assessment, to plagiarism, to HIV, to rules for the use of e-mail. 

The appearance of a document dealing exclusively with continuing education can be interpreted to 

mean two things - continuing education is not dealt with alongside the general educational work of the 

University, and, it has assumed enough importance to require a dedicated policy. 

Secondly, the policy is concerned almost solely with the 'quality assurance' of continuing education. 

This is the only public text where UCT defmes what it means by 'continuing education' - and it is in 

done in relation to its 'quality control'. This echoes the earlier discourse theme of academic 
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excellence, discussed in relation to the Mission Statement earlier and in Chapter Four. Of the 

13 sections in the document, nine deal with controls for the approval, monitoring and recording of 

courses. The academic discourse was visible in several itemised sections - for example, section 3 

is entitled 'Academic Accountability', where the monitoring of the 'academic' quality ofleaming is 

flagged, and there are quite a number of references to the formal academic assessments required for 

any credit bearing courses. 

However, this policy was fairly narrowly focused on the regulation of short courses - with most points 

in the policy giving detailed instructions about what can be done and I found there was little scope for 

identifying the other discourses discussed in Chapter Four. 

The application of discourse analysis to this document requires a different approach to that used to 

discuss the high profile Mission Statement. The language and text intention in the Mission Statement 

is about creating an image or representing a common community. The CE Policy document has a more 

functional purpose and uses less descriptive language and fewer forms of direct appeal to the reader. 

Therefore, my analysis here focuses far more on the contexts and processes of production 

(and interpretation) although, these can only be surmised since there have been no interviews done 

with the people involved in the text production. 

Referring to Fairclough's diagram (see Figure 3, on page 33), the context or the 'social conditions of 

production' are critical to the understanding the CE Policy text. The preamble describes why the CE 

Policy at VCT is necessary and captures in some way, the difficulties being experienced in integrating 

the operation of higher education with the single qualifications framework envisaged in the NQF. 

The formal university degree programmes are monitored and registered through the national body 

which oversees the quality assurance for higher education - the Higher Education Quality Committee 

(HEQc). However, short courses have fallen outside of the formal accreditation system operating in 

higher education . 

... The South African Qualifications Authority (SAQA) policy is that all short course providers are 
required to initiate the accreditation process with their Education and Training Quality Assuror 
(ETQA). SAQA has specifically requested the Higher Education Quality Committee to develop criteria 
for the quality and standards of short learning programmes, and to include short learning programmes in 
the institutional audit system for the higher education sector. (Preamble, (UCT, 2004b) 

The preamble goes on to describe what is being proposed - that an HEQC institutional audit will lead 

to self-accreditation status being given to higher education institutions for short courses if they meet 

the criteria for quality management. This CE Policy document can thus be seen as offering evidence 

that VCT is implementing a quality assurance system for its short courses. 

The first two sections provide defintions (setting the context in the 'preamble' and defining what is 

meant by CE in the 'definition and scope'). The main body of the text (nine sections) comprises the 
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rules and regulations, and the two final sections ('staff development' and 'access to facilities') are of 

a supplementary infonnational nature. 

From the examples given below, the 'modality' or tone of the text can be seen as strongly regulatory. 

While the documents are not comparable in tenns of length or purpose, it is interesting to note that 

in contrast to the Mission Statementl8
, the inclusive pronouns 'we', 'our' and 'us' do not occur at all. 

Although there is no 'identity' or speaker made explicit in the text ('agentless passive constructions' 

Fairclough, 1999:205) the language evokes the authority of the University and is expressed in tenns 

of imperatives and 'modalities of obligation' (Starfield, 1999). The verb 'must' occurs 25 times in the 

13-page document, 'should' 16 times and 'will' 23 times. The text directs the reader to submit to 

various university authority structures - such as the Dean, the Head of Department, the Faculty Board 

and the Senate Executive Committee. In the instance of the CE Policy text, the identity of the 'ideal 

reader' appears to be a member of staff ofUCT being addressed by the 'persona' of the institutional 

authority. 

The text is written in the passive voice - about the enactment of things. The subject in the sentences 

most commonly takes the fonn of things - 'the courses', 'the proposals', 'the decisions' or 

'the applications' . 

4. (c) The course must have a formal scheme of assessment which is open to external scrutiny ... 

4. (e) The application must provide evidence of the quality management systems in place ... 

5.2. The proposal form must contain details of how the course is aligned with VCT's mission and 
strategies. 

5.3. The primary decision about whether it would be possible for short courses to enable learners ... 

When people are mentioned, it is to instruct how the enactment of things should take place - whether 

this is instructions to the Dean of a faculty: 

3.1. The Dean is accountable for assuring the academic quality of all continuing education courses ... 

11.1 The Dean of the faculty must undertake a review of the faculty's short course activities annually. 

Or about a student: 

6.1 Students who successfully complete any credit bearing short courses will not be entitled to 
automatic access into the full-time programmes. 

18 In the Mission Statement, 'we' occurred five times and 'our' OCCUlTed 13 times in a document ofless than a page in length. 
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10.1 Only students who have fully met the requirements of the short course may be issued with 
the relevant certificate. 

66 

Although the Dean of a faculty is a senior management figure in the University, in this text, the Dean 

is clearly subject to a higher power. This policy document delegates responsibility for regulation and 

control a/the quality of short courses to Deans. 

Using Fairclough's (1999) analytic approach, it could be argued that there is a concurrence between 

the social context and the processes of production; the national political agenda of bringing the higher 

education institutions more in line with other educational provisioning and controls (that is the social 

context) with internal anxieties about what is legitimate academic activity at UCT (that is the what 

drove the production of the policy). The result is a policy that comes across as quite restrictive and 

controlling. The language and content seem to suggest that the writers are concerned that continuing 

education may be of poor quality and that continuing education courses could undermine the good 

standing ofUCT qualifications. It seems to reflect the ambiguity about continuing education-

a recognition that there is a demand for this kind of education (which goes ahead even without official 

sanction), but a fear that it will either undermine the institutions good standing or detract from UCT 

core priorities. 

For example: 

4. (e) The application must provide evidence ofthe quality management systems in place to assure the 
quality of provision. The systems should cover arrangements for quality assurance, quality support, 
quality development and improvement, and quality monitoring and evaluation. 

And in section lIon monitoring. 

6.2. Students who wish to attain credits from appropriately designed courses must register as bona fide 
students. The faculty office must ensure that the normal admission requirements are met, including the 
completion of any AARP l9 tests that may be required, or that proper RPL assessments have been done 
in line with the RPL policy, before any student is registered for a potentially credit bearing course. The 
students would register either as occasional students or as students on a programme not approved by the 
minister for funding. 

The purpose of these regulations is to ensure the quality of the learning programmes offered through 

UCT. VCT has very well defined and stringent requirements for admission, so aside from the obvious 

hurdle of finding the money, many people will not be able to gain entry based on their prior school 

performance. World-wide, continuing education has provided an access point into tertiary education 

for more non-traditional students - i.e. people who have not accessed higher education due to factors 

such as lack of time, money, formal qualifications, preparation or confidence (Buchler et ai, 2007) 

However, there is little provision for the articulation of continuing education courses with the formal 

VCT programmes. 

19 The Alternative Admission Research Project (AARP) administers tests to assist with admissions and placement of students. 
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Yet there is considerable demand for formalisation of continuing education and links into formal 

higher education. This is where some of the tension between access and excellence arises -

maintaining academic quality places restrictions on access into higher education. 

67 

The issues being faced around access are discussed in greater detail in relation to the next text which 

was selected - the policy on the Recognition of Prior Learning. 

5.3 The Recognition of Prior Learning 

The VCT policy on the Recognition of Prior Learning (hereafter referred to as the RPL policy) 

(UCT,2004c) is reproduced in Addendum G, and relevant extracts appear in the text below to assist 

the analysis. As mentioned in the previous section, the social conditions in South Africa are placing 

enormous contradictory pressures on universities to increase access to those who were previously 

disadvantaged under Apartheid, as well as to improve the rate of graduate output and to contribute to 

'the social, cultural, political and economic development of its citizens' (Council of Higher Education 

quoted by McMillan (2003:7). 

The RPL policy was adopted in 2004, and seems to have arisen out of similar conditions as the 

CE Policy discussed above: namely, the establishment of the COL, and external pressure from the 

HEQC. 

Recently UCT's Council approved the establishment ofa Centre for Open Learning. UCT recognises 
that there are significant opportunities for expanding the use ofRPL to enable access into post-graduate 
programmes, articulation from other types of learning pathways, and continuing professional 
development programmes or short courses. The HEQC is also requiring institutions to provide evidence 
of an institutional RPL policy. To address the policy vacuum and to provide an enabling environment in 
which student access to UCT can be expanded through RPL, UCT has developed a comprehensive 
policy on RPL. (Preamble, RPL policy, 2) 

However, despite a similar context and time of origin, the documents differ quite markedly in their 

tone, structure and modality. As noted earlier, the CE Policy focuses almost exclusively on quality 

assurance, while the RPL policy has quality assurance as only one of the eight main sections of the 

policy. 

Fairclough (1999) argues that discourse analysis needs to include detailed textual analysis and 

Figure 3 on page 33 offers a useful framework for this discussion. It is possible to see the RPL policy 

as a text which is developing a practice that does not yet fully exist. Both the words used and 

the topics covered indicate a more developmental approach underpinning this policy. In the 13-page 

RPL policy there are only six uses of the verb 'must', but 22 instances of 'will'. The tone of the text 
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is more encouraging and more tentative - implying that this is a policy still emerging. It offers 

'guidelines' (section 4 is entitled Guidelines for RPL process) rather than strict regulations. It outlines 

possible approaches which could be adopted to implement RPL but unlike the CE Policy, it is not 

stated in absolutes. 

4.2. In future, it may be possible for the COL to take candidates through a portfolio-development and 
RPL assessment process ... (Emphasis added) 

This clause recognises that current capacity may change and expand - the policy allows for a future 

scenario, but does not imply that it has to happen. 

5. RPL must be used in ways that allow students a reasonable chance of success in their studies, and 
provide sufficient academic support ... and supportive pedagogical interactions. (Emphasis added) 

Here the obligation is placed on the institution (the term 'must') to make the RPL process an enabling 

experience - expressing both moderation and a positive attitude ('a reasonable chance of success'). 

As Fairclough (1999) points out, what is written down is a choice which excludes other options-

the modes and forms of expression here suggest an approach which assumes a positive developmental 

outcome of the policy's implementation. The same idea could have been expressed in a more negative 

or regulatory tone. In contrast, a different choice oflanguage was highlighted in the analysis of 

the CE Policy. There are also many descriptions of the support required to make the RPL Policy 

workable2o 
- above in clause 5, the provision of academic support and 'supportive pedagogical 

interactions' make assumptions about support. However, elsewhere, there is explicit recognition that 

the policy outlined may not be implementable. 

6.1 ... departments ... are responsible for ensuring that academic staff have access to appropriate 
training and professional development, where available. (Emphasis added) 

This rider clause, 'where available' certainly implies it may not be available. 

The section on RPL Assessment Methodologies includes some interesting contrasts in which it is 

possible to track various discourse strands operating in the institution, and even in broader society. 

RPL assessment methodologies should be chosen based on their appropriateness to a particular context, 
leamer, discipline, and programme. They may be chosen by the individual assessor or by those in the 
leadership of the programme in question. While the choice of methodologies is ultimately an academic 
function, UCT recognises the importance of learners' input into the decision-making process. The 
choice and use of a given set of RPL methodologies must be consistent with the UCT principles of 
assessment more generally. (extract from Section 7. RPL Assessment Methodologies, p.5) 

20 The word 'support' occurs 15 times in the policy text. 
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RPL has not been widely practised at UCT and does not have a single, established methodology. 

In this section, various possible forms of assessment are laid out (see Section 7, p. 4 & 5) and thus, 

the policy reflects some openness - 'assessment methodologies should be chosen based on ... ' and 

' ... (methodologies) may be chosen by the ... assessor or ... the leadership of the programme ... ' 

And even, 'recognizing the importance oflearners' input into the decision-making process'. In the 

mainstream academic programmes, 'objectivity', distancing of the marker from the individual student, 

anonymity, external moderation (further distance and anonymity) are held up as the benchmarks of 

good assessment practice. In this document, the RPL assessment process is presented as a subjective, 

partnered approach between the 'assessor' or 'programme leadership' and the student. The two latter 

sentences in the above quote capture quite sharply the way in which texts can represent the struggle 

for control over discourse. The writerls of this text has placed 'UCT', the institution, in the position of 

both 'recognis(ing) the importance ofleamers' input into the decision-making process' as well as 

asserting that 'the choice and use of ... RPL methodologies must be consistent with the UCT 

principles of assessment more generally' . 

Several of the statements in the RPL policy are put forward confidently claiming an institutional 

identity which may not yet actually exist, and suggest that the text producers are using the process to 

'create a new Discourse' (Gee et at., 1996:26). For example: 

There is a commitment at UCT to redressing inequities and supporting lifelong learning through 
widening access to adult learners. This commitment is based on a belief that there are able people with 
valuable knowledge and experience in workplaces and communities who could benefit from university 
study. (Extract from the Preamble, RPL policy, p.2) 

And even more explicitly: 

RPL is based on a developmental model, not a deficit model of adult learning. It (RPL) aligns with 
existing UCT practices for opening access to tertiary study through alternative means and builds on the 
knowledge and skills adults have already acquired. (Extract from Section B: Critical issues relating to 
RPL, section 2. Further details on principles ofRPL, p.6 - emphasis added) 

However, other texts articulate a different version ofUCT's priorities, for example, the Executive 

Summary of the CHE Audit ofUCT concludes from its study ofUCT documents that RPL seems to 

be almost irrelevant at undergraduate level (CHE, 2006: 27). The audit reports suggest this to be 

'difficult to reconcile with phrases in the UCT mission statement which refer to wanting to be as 

flexible in access, active in redress and rigorous in success' (CHE, 2006: 27). 

To be accurate, both of the documents quoted above do acknowledge that adult learners could be 

recruited for postgraduate level studies - in line with the institutional plan to increase the level of 

postgraduate enrolment at UCT (see for example (Ndebele, 2000) - but the RPL policy explicitly 

suggests that it can be used to open access at all levels and asserts that opening access is existing 

practice. However, the point remains that these texts arise out of the current social conditions and 
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pressures described in Chapter Two. As Fairclough (1999) emphasises (ibid: 183-206), the analysis of 

the processes of production and interpretation illuminates the connection between the language and the 

social context. These texts are produced by people located in the institution who are engaged in 

'mental struggles' which lead to particular identities, values and ideas being written into the text 

(Ivanic, 1997). It is the process of writing which 'connects the wider social context to the words on the 

page through the head of the writer' (ibid). In the case of policy documents, there are likely to be 

several 'writers' and therefore, a more negotiated construction of reality. Aside from the tone and 

modality, looking for 'intertextuality' (Fairclough, 1999; Cameron, 2001), or the borrowing from other 

genres, can show the connections into the broader social processes. 

Picking up on the earlier analysis, there are several discourse themes identified in the RPL policy text. 

They are not identical to the ones analysed in the Mission Statement (in section 5.1), although there is 

overlap. The discourses discussed in relation to this text are: a) academic; b) economic; and c) social 

which in this text takes on an extra dimension of equity and redress. 

5.3.1 Academic discourse 

The discourse of the academy, as discussed in the earlier sections, has a very interesting presentation 

in this text. The unique nature of university education (versus other kinds ofleaming) is given 

emphasis - described as 'academic knowledge and skills' (p.6), 'academic ways of knowing' (p.7), 

'academic knowledge and discourse' (p.7) and 'disciplinary discourses' (p.5). Academics are 

recognised as having the specialised skills to assess whether 'other' kinds of learning prepare adult 

learners to succeed in the higher education. RPL assessment is 'an academic task' (p.3), done by 

'academic experts' (p.3) to 'assess and recognise the achievement of knowledge and skill' (p.8). There 

is little use of the 'excellence' discourse per se. There is much more discussion on how to get these 

students in (access) than on how to ensure they succeed, although there is a strong argument made in 

the policy that RPL can only be implemented if there is sufficient learning support/or students. 

Furthermore, ifUCT wrere to apply the principles ofRPL as they are described in the policy, the text 

spells out that this would be a fairly direct challenge to the traditional practices of academic teaching 

and academic evaluation of success. For instance: 

The relationship between academic curriculum and professional practice differs across programmes and 
disciplines, as does the mix of theoretical study, application, and interface with the broader society. 
RPL provides the occasion to interrogate curriculum, test epistemological and pedagogical assumptions, 
and recognise both the foundational principles and changing face of academic inquiry. 

( ... ) 

Academics will also take the lead in exploring the pedagogical and curricular possibilities opened by 
and through RPL, and in leading the epistemological debates that arise therefrom. 

(Extract from Section B, 3.1 The Epistemological Challenge of RPL, p.7) 
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And, 

RPL recognises that the relationship between academic knowledge and the knowledge created in other 
sites of practice changes with disciplinary context or field of study, and can be the subject of healthy 
contestation. 

(Extract from Section B, 3.2 RPL and Curriculum Responsiveness, p.7) 

One of the five purposes ofRPL is even stated as being 'to enrich the academy and the curriculum by 

facilitating dialogue across sites of knowledge and practice' (p.3). 

Strong elements of change and contestation can be found in those extracts, and this text, presented as 

a policy document, reads more like a discussion of possibilities. It provides individuals in the system 

with tools to challenge the more traditional academic practices. 

5.3.2 Economic discourse 

The discourse around meeting the need for a skilled workforce is found mainly in the background of 

this text. It features only explicitly in the preamble, where the national context is discussed. The 

National Plan for Higher Education is once again referenced where it is stressed that the recruitment of 

non-traditional students 'would also playa significant role in addressing the shortage of high-level 

skills in the short to medium-term, especially as there is a large potential pool of recruits' (p.1). 

But the content of the RPL Policy document - about the recognition of other kinds and places of 

knowledge and learning - is a central element of workplace discourse. The need to continuously 

upgrade skills and acquire new knowledge at work, and continuing to learn while employed is a 

requirement of the modem worker (Gee et at., 1996; Edwards, 1997; Castells, 2001a). Recognition of 

Prior Learning (and Continuing Education, for that matter) is an essential component of facilitating the 

connection between academic learning and workplace learning. Two of the purposes of RPL stated in 

the policy document allude to this . 

• To enrich the academy and the curriculum by facilitating dialogue across sites of knowledge and 
practice . 

• To promote and facilitate lifelong learning. 

(Extract from Section 2. Purpose ofRPL, p.3) 

In the Appendix to the RPL policy, which outlines possible sites for implementing the policy, the 

practical application of RPL to the workplace is spelt out. It identifies many workplace situations or 

sectors where employed people, lacking skills, and without the necessary perquisites for admission, 

could be recruited into higher education using RPL. 
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5.3.3 Social and social responsiveness discourse 

In many ways, the issues of equity and redress, and social responsiveness are presented together in the 

RPL policy. Thus, in outlining the principles governing RPL, the document says: 'RPL is part of 

UCT's broader commitment to be socially responsive to key social needs, and to significant 

constituencies in government and civil society.' (p.3) 

Probably the strongest element of discourse in this text focuses in particular on equity and redress. 

The policy purpose has five clauses, one of which is 'to facilitate access to higher education and 

provide redress for historical inequities' (p.2). The preamble quotes the National Plan for Higher 

Education (2001) which declares that higher education institutions should recruit non-traditional 

students, who are defined as mature learners, workers and the disabled, to provide equity and redress 

(see p.1). RPL is about people, who do not meet the normal entry requirements (which are based on 

academic school performance), gaining access to higher education. It then becomes the job of 

academics to establish whether a candidate's prior experience and knowledge will enable them to 

succeed in an academic environment. 

This (RPL) includes knowledge gained as a result of non-formal study, paid and unpaid work 
experience, community and organisational involvement, and individual inquiry. In the academic 
context, it is the acknowledgement that academically significant and socially useful knowledge is 
acquired through multiple formal, informal, and non-formal means. 

(Extract from Section 1; Definition; RPL policy, p.2) 

As discussed in section 5.3.1, this recognition of 'other' knowledge and skills is difficult for the 

traditional academy to deal with, and challenges the University's role as the primary site for 

knowledge generation. But RPL not only offers a challenge about the type of knowledge that is 

accepted as 'academically significant', it also challenges the traditional view of who can succeed in 

higher education. Using RPL to facilitate access for people who have been denied opportunities by 

the past discriminatory practices brings in a range of learners who not only missed out on formal 

educational opportunities, but who may face other barriers to learning (such as a second language, few 

learning skills and less 'cultural capital' based on social class and other privilege (Bourdieu quoted in 

(Delanty, 2001 :89) - this is the equity and redress function ofRPL. The RPL policy sees itself as 

playing a socially responsive role, blending the tension of maintaining excellence and opening access 

in a way which uniquely reflects the broader context of contemporary South Africa. 

RPL participates in the on-going interaction between the academy and civil society. It recognises that 
this interaction contributes both to the University's knowledge-creation role, as well as its role of 
service to the broader community. RPL is an aspect ofUCT's commitment to equity and redress and 
reflects its openness to a range of different forms of pedagogy and assessment. 
(Extract from Section B, 3.2 RPL and Curriculum Responsiveness, p.7) 
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Analysis of official institutional discourse 

The interaction between the context and social processes which give rise to the text production 

(as outlined by Fairclough's diagram of discourse in figure 3) are evident in this analysis. 

5.4 In summary 

This chapter set out to analyse the discourses of lifelong learning at UCT as represented in three 

selected documents. The documents allowed me to identify at least three discourses - which were 

academic, social responsiveness and a blended economiclhumanistic discourse. Although all the 

documents were 'official' texts, these three documents represent different incarnations ofUCT. 
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In the Mission Statement, the presentation of the identity of the institution reveals multiple concerns 

which include all three of the discourses. The two policy documents analysed - the CE Policy and 

the RPL Policy - show different aspects of the institutional identity. The CE Policy is about 

monitoring and controlling a set of less formal practices at the institution. The academic discourse is 

most evident. The RPL policy is more developmental, creating spaces for new models of recognising 

knowledge and learning which may challenge some ofthe existing ideologies. In this text, the three 

discourses are all visible, but the social discourse is the dominant one. 

Gee suggests that 'each Discourse contracts complex relations of complicity, tensions, and opposition 

with other Discourses' (Gee et al., 1996: 1 0). The interesting question is whether all these discourses 

together represent a permanent part of the 'institutional' discourse (the 'dissensus' - as described in 

(Delanty, 2001), or several different hostile discourses in active contestation where one will finally 

overpower the other? This question is picked up again in the final chapter. 

The identification of discourses in some of the policy documents ofUCT appears to support the 

assertion that the 'emergence of new kinds of discourse is not only a consequence of social change, 

but also an instrument of social change' (Cameron, 2001:130). There are some cases of as pi rational 

discourse (e.g. in the RPL policy) - which demonstrate the way in which a discourse (in this case, 

strongly articulated ideas around redress, equity and access) can map out a practice for the institution 

which is not yetfully in operation. The RPL policy document is an 'instrument of social change' 

in that it can be used by agents within the institution who are working to realise those goals (equity, 

access or redress). 

Referring back to Fairclough's discourse as represented in Figure 3 (page 33), the 'interaction' -

the processes of producing policy texts and the interpretation of those texts by practitioners on the 

ground - is the fuel of social change. Policies are continuously being interpreted and disputed as 

people read and apply them. As the critical discourse analysts point out, the reading and interpreting is 

as much a social process as the writing of text. Thus, these printed words are not static texts, they are 
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changing and developing as they get read, interpreted, argued over, amended and re-negotiated. 

At VeT it is possible to identify some strong discourses (for example: the discourse of the academy 

and the theme of excellence), but, it is also clear that there are competing discourses, both at the level 

of the 'official' text, and in the (hearts and) minds of the individuals who are enacting the institution 

on a day-to-day basis. 

In the final chapter this analysis will be taken up to talk about how close the institutional 

representation is to the actual practices. 
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CHAPTER 6 

6. CONCLUSION 

In conclusion, how do the two sets of data help to answer the research questions: what are the different 

understandings of 'lifelong learning' at VeT? And, what factors have shaped the development of these 

different understandings of 'lifelong learning'? 

6.1 Different understandings of lifelong learning at UCT 

Given the difficulties outlined at the outset in even defining the term, lifelong learning, the thesis 

approached the research questions by capturing perspectives, and trying to trace the influences on 

these perspectives. Two angles were engaged: what people working in the Institution said about the 

topic and what could be read from the official university documentation on the topic. 

In preparing for the interviews, the literature revealed some common discourses about lifelong 

learning, namely economic, humanistic and social. I used these three discourses when considering 

both the interview material and the institutional texts. 

6.1.1 What the analysis of the data revealed about the discourses 

I looked for and could fmd the three discourses in both the interviews and the texts. But in neither of 

the data sets could they be isolated or 'boxed' as I had represented them in my simple model 

(figure 2). Table 2 on the next page summarises my analysis of where these discourses were evident. 

For analytical purposes, I had made separate categories for the three common discourses of lifelong 

learning contained in the literature reviewed (column one in Table 2). When it came to real people (see 

column two) and the actual texts (see column three), these clear divisions at some points merged and 

collapsed into one another, additional categories arose or new ones grew out of the merging (column 

four). The dotted lines represent the blurring of the categories. 
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Table 2: Analysis of results by different discourses 

One Two Three Four 

LITERATURE PRACTITIONER OFFICIAL NEW OR 

REVIEW INTERVIEWS INSTITUTIONAL EMERGING 

(Chapter One) (Chapter Four) DOCUMENTS DISCOURSES 

(Chapter Five) (Chapter Six) 

ECONOMIC ECONOMIC ECONOMIC/ MODERN WORLD 

HUMANISTIC 
-------------------------------

HUMANISTIC or HUMANISTIC or 

personal growth personal growth 
--------------------------

SOCIAL SOCIAL SOCIAL SOCIAL 
--------------------------------
SOCIAL RESPONSIVENESS 

RESPONSIVENESS 
--------------------------

.. ::j,;~' .".:.:', '. ACADEMIC ACADEMIC ACADEMIC 

6.1.1.1 Multiple, blended discourses 

The most important finding from the analysis of both sets of data was that the simple schematic 

representation of the discourses of lifelong learning did not hold up when applied to real situations. 

The categories tended to merge or blend in several different ways, and this was most notable with the 

economic and humanistic discourses. The extent of the blending of these two categories I argue 

suggests a new discourse - education for living in the modem world - which is discussed in the 

next section. 

The humanistic or personal growth discourse was often difficult to isolate in the practitioner 

interviews and the institutional texts. But this does not mean that it was absent. There was a strong 

element ofthe personal growth discourse in some of the data (for example: Interview 8, 

Summer School) but the re-interpretation of personal growth as a career-orientated self-improvement 

motivation was pervasive (see for example, Interview 1, MBA; Interview 2, Diploma in Education; 

Interview 5, Clinicians Educator short course; Interview 10, Third Tenn as well as in the Mission 

Statement). In the data, the personal growth discourse was often tightly woven in with economic 

concerns - education for the workplace, acquiring the knowledge, skills and aptitudes to become the 

ideal worker of the future (Castells, 2001a). Some categories begin to collapse (represented by the 

dotted or absent line between rows in the table above), as individual's motivations cannot be neatly 

categorised as either learning for work or learning for personal development. 
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Aside from blending and blurring, a discourse that I had not considered was evident (the academic), 

and two new, or at least emerging, discourses ('modem world' and 'social responsiveness') could 

be identified arising from the data analysis. 

6.1.1.2 New or emerging discourses 
In column four of Table 2 on page 76, three discourses are presented which are different from those 

with which I began (column one in Table 2). 

• Academic discourse 

An additional discourse was detected in both the official institutional texts and the practitioner 

interviews - concerned with the academic nature of education (added as the bottom row of Table 2). 

This emphasis is not surprising since universities have created a strong academic identity constructed 

out of their own particular site of practice which includes a recognised discourse of its own. 

In the interviews, some informants raised questions about applied, practical or work-orientated 

learning which was seen as different to traditional academic learning (see for example, Interview 6, 

Modules in a Masters Programme and Interview 1, MBA). However, these two informants raised these 

concerns from quite different angles. The first of the two informants referred to above, set up a 

dichotomy between continuing education and short courses as meeting adults' needs for 'functional 

know ledge or immediate sets of skills' on the one side and full academic study which would develop 

a wider range of knowledge on the other. The latter informant was interested in getting traditional 

academics to embrace more applied, practical learning opportunities for learners studying for full 

degrees. Quality oflearning in short courses was another theme which was expressed as a concern by 

the practitioners. 

The academic discourse was also fairly prominent in the institutional texts - for example, underlying 

ideas about 'excellence' (Mission Statement, the CE Policy), the unique nature of academic learning 

(RPL policy), concern about standards and quality (CE Policy), and an emphasis on research 

(in Mission Statement). Even though the interpretation of how academic discourse should be 

understood was contested, I decided that the 'academic discourse' was prominent enough in the data 

for me to include it as one of the new discourses revealed by the research, since some practitioners and 

policies took into account academic 'criteria' when considering lifelong learning at university. 

• 'Living in the modern world' discourse 

Some writings on lifelong learning raise alarm at the blending of the personal into the economic 

motivations (for example Martin, 2003; Edwards et ai., 2001; Crowther, 2004), expressing concern 

that the values of individual human development and social upliftment which have been foundation 
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stones of adult education in the past are being overridden. The data from this study can be interpreted 

in other ways. It is possible rather to see a new discourse being created - I have called it a discourse of 

education for 'living in the modem world' captured in the UCT Mission Statement as 'Educating for 

life'. Instead of looking for a fit or a deficit with old categories, it may be possible to see the changing 

environment as throwing up struggles or contestations over defining new discourses. Other 

commentators, for example, Walters (2006), suggest that the proliferation of the discourses of lifelong 

learning offer unique opportunities for expanding access to learning by people who have been 

excluded in the past. By emphasising the economic value of all education, there are more opportunities 

to lever resources into the traditionally neglected field of adult education (Walters, 2006: 12). But this 

does not mean that the humanistic and social values of education need to be left out. 

• Social responsiveness discourse 

In the analysis of both data sets, the social purpose of education featured firmly on the agenda. 

In neither data set was the social discourse the strongest or most pressing, but the theme of education's 

engagement with the community (in various manifestations) was established as an assumed role. In the 

official university texts, the social discourse altered into a broader 'social responsiveness' category, 

which is itself an elastic concept. In some ways, this epitomises the blending of the discourses since 

the term 'responsiveness' includes responding to political agendas (for example, the Mission 

Statement, RPL policy), to economic determinants (for example, the Mission Statement) as well as 

to moral ideals of realising human potential and ending oppression (see RPL policy and the Mission 

Statement). Broadening the definition of the social discourse (with its strong themes of social justice 

and democracy - see Martin, 2003) to social responsiveness (which has a wider, less radical 

interpretation) allows an easier match with the Institution's variegated identity. In the data it is 

possible to see how the interpretation of the university's social role is contested, for example, in the 

debates about access to higher education (e.g. Interview 1, MBA; Interview 10, Third Term); equity 

questions (e.g. the RPL policy) and how exactly does 'the University' engage 'the community' 

(for example, Interview 2, Diploma in Education; Interview 5, Clinician Educators' short course; 

Interview 8, Summer School and the Mission Statement). 

6.1.1.3 Ongoing challenges for Higher Education 
The analysis surfaces many of the pressures and challenges with which higher education, as a sector, 

is grappling. One interpretation of the data is that UCT's institutional perspective on lifelong learning 

is a superficial acknowledgement that people need to refresh their knowledge more often because of 

the changing pace of the modem working environment (the Mission Statement). Thus, a parallel set 

of continuing education opportunities need to be provided to deliver efficient, high quality, skills­

focused, professional development courses which capture much needed extra income to support 

the core business of undergraduate education and building the research capacity of the university 
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(CE Policy). As shown in Chapter Four, the faculty short courses units and the Centre for Open 

Learning set up with a central income generating purpose would fit into that perspective. 
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Another reading of the data is that the university as an institution is promoting the value of academic 

learning (which is about developing deep understanding and critical perspectives) while also shifting 

its practices to include a recognition that education needs to be socially responsive, applied to the 

challenges of modem living, flexible and continuing throughout a person's life (the Mission 

Statement, the RPL Policy). The analysis of the practitioner interviews and the documents shows how 

these various dimensions of educational practice are struggling to find accommodation at UCT. 

The RPL policy gives an indication how new spaces are being created to incorporate learners and 

types of learning that have not traditionally been part ofUCT's target for student recruitment. 

The interview with the practitioner working on the MBA provided one example of the way in which 

the curriculum is being expanded to include more applied, work-based and socially responsive 

methods of learning and assessment. 

As was noted in Chapter Five, the emerging discourses themselves can help to create new realities. 

Instead of seeing the data as only revealing what exists, the analysis also showed processes which 

are attempting to create what the social discourse describes. 

6.1.2 Lifelong learning at UCT - answering the first research question 

There are many different perspectives - shown through the interviews with practitioners as well as 

the different emphasises in the official texts - although there is only one institution. It may be more 

accurate to represent multiple, co-existing discourses, some of which are creating new realities 

(Mesthrie et al., 2000). 

Indeed, the critical element in the structure and dynamics of university systems is their ability to 
combine and make compatible seemly contradictory functions (Castells,2001b:2l1). 

Castells' description of the university resonates with Delanty's argument that the university be seen as 

'a community of dissensus' (2001). The data has revealed 'dissensus' and this provides a key finding. 

While acknowledging the different context and time in which he was writing, Readings (1996:21-31) 

concern about the changing institutional form of the university is focused on the way in which 

corporate interpretations of education (seen as a product needing quality management) are coming to 

dominate the discourse of education. He draws attention to the danger that these 'corporate' 

approaches are pushing aside more liberal notions about the social purposes of education (also 

discussed in section 1.4.1). The analysis of my data showed evidence of all the various discourses 
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identified (economic, social, humanist and academic), but it also showed how the discourses were 

blending in their articulation by the practitioners and in the texts. This does not have to be problem (as 

argued by Walters, 2006). But it does pose a risk. There are enormously powerful forces operating 

around economic imperatives - global competition for trade pressurising the local economy, pressure 

to evaluate university performance on the same bases as a business as well as domestic financial 

pressures for education to make money for the institution (see sections 1.4.1; 1.4.2 and 2.5). 

The other educational purposes - to contribute to social development, to the culture of human rights 

and democracy and to individual self-fulfillment - are moral and political agendas which may struggle 

to maintain their ground. Giving meaning to the way in which the university interprets lifelong 

learning is partly up to the practitioners engaging with the institutional spaces which have been created 

(for example, the RPl: policy, the Mission Statement) and social opportunities (for example, the local 

socio-political pressures for transformation). As the data revealed, there are many factors influencing 

what choices get made on the ground in the delivery of educational programmes. I argue that the 

'dissensus' which has been identified at VCT is a strength because it allows the discourses of 

development, democracy, personal growth and human rights to be championed alongside the more 

mainstream economic discourse. The nature of the institution tolerates different perspectives 

(as is captured by the multiple perspectives in both the texts and from the practitioners), and this 

allows for the continued expression of conflicting discourses within the same institutional frame -

even though some (such as social discourse elements focused on adult access to higher education) may 

be relegated to the margins. 

6.2 What factors have shaped the development of these different 

understandings of 'lifelong learning'? 

The answer to the second research question, 'what factors have shaped the development of these 

different understanding of lifelong learning?' is even harder to conclude neatly. Contextual factors 

were discussed broadly in Chapter One (drawing on the literature about Higher Education) and in 

Chapter Four (where practitioners were asked to identify particular influences). I selected three key 

factors influencing the understandings of lifelong learning: the changing social and political context 

in South Africa, VCT's particular institutional character and concerns about sources of funding for 

higher education. 

6.2.1 Factors in context 

In considering how to interpret these factors more broadly, I found it helpful to refer back to the 

Fairclough model (figure 3), and discuss the factors shaping the discourses in relation to the social 
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context. The particular institutional character ofUCT was discussed as a local contextual issue, the 

effects of the socio-political environment are most clearly acting out at a national level, while funding 

pressures are being experienced by higher education institutions globally. 

On a local scale, UCT's particular institutional character can make the work around lifelong learning 

challenging. UCT has strong claims to be one of the most prestigious academic institutions in South 

Africa, a status which it is striving to maintain in the changing context oflocal and global tertiary 

realignment. This status of academic excellence can assist the institution to position itself better in 

the increasingly competitive market for learners (and therefore income). The foregrounding of the 

theme of excellence to develop a competitive edge carries with it greater need for central control 

over the quality of offerings. This may in part explain the very controlling emphasis of the CE Policy 

document. Some of the strengths of the institution - established, stable, well-resourced - can also be 

experienced as constraints. It is not always responsive, flexible and able to adapt easily to changing 

demands. Some see this as a positive feature (see Interview 6, Modules in a Masters Programme) 

while others see it as a barrier (see Interview 10, Third Term) to UCT becoming an effective 

institution for lifelong learning. 

Nationally, there has been a total transformation of the political landscape, including education. 

New educational policies have put questions about lifelong learning more firmly onto the university's 

agenda - issues about access by non-traditional learners (including adult learners), flexible delivery 

(after-hours, part-time, mixed mode) as well as demands for greater output of graduates. 

The university is being challenged to be both more socially responsive and to provide highly skilled 

graduates for the economy (Hall, 2003). Many of the practitioners' interviewed articulate uncertainty 

about how these multiple pressures can be successfully managed by the university (See Chapter Four). 

The Centre for Open Learning's creation (as a vehicle for dealing with many of these challenges) can 

be seen in no small way as a response to this particular social context. 

Universities globally are facing problems in finding sufficient funding and must now compete for 

the best students across international boundaries. This manifests itself in a variety of ways and brings 

to bear direct and indirect pressures on the institution and its member parts. Units for continuing 

professional development are founded because they are seen as 'a third income stream' for the 

university. Part-time learners and mature-age people become unattractive prospective students because 

of their slow rate of completion (Duke, 2005: 15) (and therefore delayed fee subsidy earners for the 

institution). Lucrative earnings from research encourage universities to prioritise post-graduate 

enrollments rather than paying attention to entry level access routes. 

As a higher education provider which is subject to a variety of pressures (funding squeezes due to 

decreasing government support, problems with student 'throughput', global competition, the need to 
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distinguish itself from other local HEIs), UCT has defined its priority as 'to promote academic 

excellence and the attainment of the institutional goal of becoming a world-class African University' 

(UCT, 2001). While neither of the these priorities explicitly excludes continuing education or 

increasing access to adult students, neither does expanding continuing education or increasing adult 

student enrollments directly promote the core goals of the University. 

6.2.2 Shaping and changing the institution 

UCT offers an interesting case study of an institution with many demands from external stakeholders 

(government, the private sector) and an active set of competing internal discourses. Having looked at 

discourses from two sets of data (the 'official' and the 'practitioners'), the contextual factors clearly 

playa very significant role in shaping and changing the way that the discourses are created and 

interpreted. Two ofthe policy documents considered in the analysis (the RPL policy and the 

CE policy) specifically mention various external drivers having given rise to their creation. 

Interestingly, the same context gave rise to documents with very different emphases - one regulatory, 

emphasising more academic concerns, the other developmental, emphasising social responsiveness 

concerns. But while the texts can attempt to 'create on paper a version (of what) their authors are 

trying to enact on the world' (Gee et al., 1996:240), it is only the agents (such as the practitioners) 

who can actually make it real. The institution is in a constant process of being shaped by many 

external forces and changed by agents engaging in creating new social practices. 

For contextual insight, four years ago one ofUCT's Deputy Vice-Chancellors, Martin Hall offered the 

following summary of the challenges which South African universities should be addressing. 

In a country such as South Africa, with an urgent need for accelerated social and economic 
development, for cultural resources that build the quality of life, for critical public discourse that 
strengthens democracy, and for the high level technical and professional skills development that will 
make the country more competitive in regional and international markets, overall increases in the places 
available to learners of all ages and backgrounds in higher education institutions, as well as increases in 
the diversity of these institutions themselves, will be both of individual benefit and to common 
advantage (Hall, 2003: 2-3). 

That description of the South African context certainly captures a multiplicity of discourses and to 

meet those challenges, I would argue that universities should be embracing the broadest definitions of 

education -lifelong learning as it has been discussed in this thesis. 

This research has shown how lifelong learning is given meaning in the way it is spoken and written 

about. It is not a single notion, and it is not static. What is documented by this research represents a 

glimpse of a social practice which will continue shifting as the context changes. In the final section, 

I briefly suggest some additional areas of research on this topic which could be productively pursued. 
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6.3 Further research 

It is not unusual for a research process to uncover more questions than reveal answers and this 

research is no exception. Interesting and unanswered questions which could be researched further 

include: 
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• Perspectives from the learners - how do they see learning, work and lifelong learning? What 

factors and motivations have encouraged or discouraged them to keep learning? 

• Perspectives from institutional leaders and administrators - what was going on in their minds 

(the 'mental struggles' referred to by Ivanic (1997)) when policies about lifelong learning 

were being written? What processes of production went on in the institution which produced 

these texts? What were the major factors of influence? 

• What institutional factors are enabling or creating barriers to UCT becoming an institution 

which encourages lifelong learning? 

• To what extent are there specific discourses linked to different academic disciplines 

(Becher & Trowler, 2001), and how do these relate to the overall institutional identity? 

• How is the 'academic discourse' and practice changing in South African universities given the 

multiple challenges which are being faced? 

• How is the identity of the University being redefined by the diversification of the learners, the 

incorporation oflearning in other settings (e.g. applied, work-based) and duration oflearning 

(modular, distance, short courses)? 

This thesis has argued that multiple discourses can be considered part of an institutional identity -

a 'community of dis sensus ' - if this state is seen as a positive response to a dynamic context. 

As expressed by Cameron (2001) new discourses emerge in response to social change, but also act 

as instruments of social change. The multiple discourses around lifelong learning at UCT arise out of 

South African realities, but hopefully, they are also acting to change education practice at UCT to 

better deal with the broader challenges and needs of our society. 
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ADDENDA 

A: PILOT SURVEY QUESTIONNAIRE 

MINI QUESTIONNAIRE ON LIFE LONG LEARNING 

1. Can you give examples of work currently being done in your particular field at UCT (whether 

this be at the level of a facuity, department or unit) which, in your view, represents lifelong 

learning: 

2. Do the initiatives you have described in question 1 match, in broad terms, any of the 

commonly perceived purposes of lifelong learning that I have listed below? 

D For economic progress and development 

D For personal growth and fulfillment 

D For social inclusiveness and building a democratic society 

D (Other) ............................................................................. . 

3. Keeping in mind UCT's history and mission, and the recent launch of the Centre for Open 

Learning, how do you think the purpose of lifelong learning should be conceptualised at 

UCT in the future? Please choose any or some of the purposes listed below which most 

closely fit your view. (If none fit, please indicate and you could elaborate in a follow-up 

interview). 

Tick as many of the options as you like. 

D opening access to high quality continuous learning opportunities to as many 

people as possible 

D producing graduates with the flexibility and sophistication to allow them to hold 

their own in the ever-changing economic environment both locally and globally 

D making UCT programmes more flexible and portable (things like credit 

accumulation, more part time, block release and distance education components) so 
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that adult learners' work and life constraints don't prevent them gaining tertiary 

education 
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D ensuring that VeT widens access to those previously disadvantaged by providing a 

variety of entry and qualifying criteria, and ongoing support in learning programmes 

D ensuring that the educational experience and learning content contribute to the 

development of an equitable, just and humane South African society 

D building greater links between schooling, higher education, workplace learning 

and other social institutions which together can create a 'learning society' 

D ............................................................. . 

D ..... ····· ...... ···· ......... ·· ......... ·· ........ ··· ......... . 

I am available for a short follow-up interview: YES 0 NO 0 

NAME: ..................................................... . 
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B: LIST OF INTERVIEWS 
Table 3: Interviews conducted 

# FACULTY INFORMANT TYPE OF COURSE TARGET LEARNERS 

1 Commerce Senior staff member on MBA MBA and Associate in Management (AIM) Middle-level managers - Post-

programme, Graduate School programmes graduate general management 

of Business • Two-year part-time or modular/block release education to develop leadership skills 

02112/05 UCT credit-bearing courses of business people 

• Work experience essential 

• Post graduate for MBA 

• RPL practiced in both programmes but MBA 

applies standard tests 

2 Humanities Lecturer in Adult Education Diploma in Education (adult education) part-time Professional development for working 

05112/05 programme trainers/educators and access to 

• Two-year part-time higher education for working ETD 

• Work experience essential practitioners 

• Admission by RPL 

3 Engineering and Two staff members from Project management short course Engineers to keep up to date with the 

Built Continuing Professional • 12-week short course latest theories and developments in 

Environment Development Unit • Two cohorts in class - full-time the industry 

03/03/06 registered UCT engineering masters 

students and members of the general 

public 
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• For those not enrolled for masters, no 

entry requirements, but an exam may be 

written to earn a departmental certificate 

of completion 

4 Commerce Senior staff member, Short courses for managers Professional development for 

Executive Education, • range in length from two days to two managers - upgrading skills for 

Graduate School of Business weeks contemporary challenges 

14/03/06 • non~credit bearing 

• no entry requirements 

5 Health Staff development Clinician Educators course Medical practitioners who needed 

practitioner, Education • 12-week course new teaching skills to deal with the 

Development Unit • Must be practicing medical professional new curriculum 

31103/06 • No credit given 

6 Commerce Senior lecturer, Management Modular masters programme Business professionals who need a 

Studies • Graduates who have not meet the particular skill to compete better in 

03/04/06 Masters entry requirements are allowed the market 

to join some semester long modules as 

occasional students 

• Leave with a departmental certificate 

• Are developing short courses without any 
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entry requirements 

7 Science Course co-ordinator, self- Integrated Environmental Management. Mid-career professionals who needed 

funding consulting Unit, • Two-week short course a crash course in environmental 

Environmental and • No entry requirements management skills 

Geographical Sciences, • Certificate of completion 

21106/06 

8 Centre for Higher Three senior staff members, Summer School public education programme The general public - making the 

Education Centre for Extra-Mural • Two-week programme of lectures and intellectual resources of the 

Development Studies lecture series University more widely accessible 

03/07/06 • no entry requirements and no 

certification 

9 Law Senior staff member of the Legal education short courses People working in the legal 

continuing professional • range in length from a few days to a few profession who need to sharpen their 

development programme months skills or people in business who don't 

24/08/06 • courses aimed at the general public and have a legal degree but need to deal 

some more directed at legal professionals with legal issues 

who need to update their skills 

• some courses have departmental 

certification which means people have 

take some kind of evaluation 

• most courses have no entry requirements, 

some require work experience in a 
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Addenda 89 

particular field (e.g. compliance 

management) 

10 Centre for Higher Senior staff member, Third Third term courses Currently registered students at UCT 

Education Term Division, 31/08/06 • one month, intensive courses which (and other tertiary institutions of the 

Development offered a compressed version of a full western Cape) 

semester'UCT crediting-bearing course 

• must be a currently UCT student 

• must have completed at least one year of 

university 

Humanities Background interview done 

with acting deputy dean to 

identify possible programmes 

02/07/06 
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Lifelong learning at a South African higher education institution 

C: INTERVIEW SCHEDULE ON LIFELONG LEARNING 

1) PROGRAMMES OR PRACTICES: 

Description 

• Identify what component of their work we can discuss as an example of lifelong learning 

(it may be an approach to conventional teaching or it can be a special or new programme) 

• Describe how this programme or practice emerged - concentrating if possible on its 

rationale/how it developed 

• Get details 

o content/nature of programme; 

o target group/or type of learners; 

o length of programme's existence; 

o special features of the programme; 

o what makes it an example of LLL; 

o how did it emerge and how has it changed; 

o what have you observed about this programme. 

2) YOUR INVOLVEMENT 

Influences on person - institutional, exogenous and endogenous 

• How did you become involved in this programme/practice? 

• What factors influenced your thinking? (exogenous & endogenous) 

• What do you think about the future of this programmes/similar programmes? 

• How is UCT's history and location affecting your programme? 

3) CHALLENGES, DEVELOPMENTS, BREAKTHROUGH 

Pressures & drivers endogenous & exogenous 

• Can you describe what you see as the major challenges your programme/practice has 

been faced with or is facing? 

• What have been significant factors influencing the development/direction of your 

programme/practices? 

• What do you perceive to have been drivers in the development/emergence of this kind of 

programme/practice? 
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~ ) ·. ·11 1: TRJA,-': (;l.K lW 1' 1., IU' U S t: ( ........ 1;..:1..,..,) 

r",p<lU (tll!.tl' .... 1 diagram) 

• Show th~ triangl~ of purpose "nd ~! x thtm to O<)llUllm! Oll whether \h~1f 

~og,.ammeiprJ ctice/approo.ch oo\\ld IJ.e plotttd OIl thi,. 

• \~l\e,e. why do th .y ,ee it like thlt~ 

• Thmxing obout the liE t.n·~in Jnd UCT· . P;l1llcular Ili,tmy and CllIftnt locJ!ioo. how do 

you ,ee lilt pllIp<:><e5 of LLl ~I th .~ tllltl1ultOfl 

• oren ,t up - m. future , ... , .... , look ,ng for Id~~ OIl duO"Ct; oo. 

, --­..... ..' r·· • 

" 
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lifelong :eoroing.t a South "He." h; ghe, e<tllc.tio" i"stitUl"" 
-------

D: TYPES OF COURSES 

jJ1 Add"fI(lum I:l, .1lthc intcwicw, "rc h'lcd .<:cording to facllliy and type of com'~, In C>fder to 

lOOk" it "",icr for th" ",,,d,,r to loc,,\(, th" COl""" ,elecj(,d, I han d,."is,.d " cat,.gori,ation of four 

b"",,,1 . ['>mI" or ' typ",' u[learniJ1!; a".ibbk.t LTC I' i['Om<:Ol1" is not cmolling a," full-time 

,tml ... nt for" ,I,.gr,.e, 

Part-time study towards a full qualification 

In 2006, thcre were only , ix progf.mm,,';' L sp,'ciftcally mmed 'part-lime' off,.r,.d al I JeT 

Hm'ic"cr. many more pwgmmm'" h"w mo<.k, of ddi,""'y which m"h il lX'.,ibl,. for working 

peoplc [0 <I udy parl _llmc loward< a full qua li(katioll, eVOll lhuugh ,I uckm, 'il~ nut '''I;i,1(",e,1 wilh 

a 'pari-lime' ,101 us_ For example, ,everal of the >!feam, of Ihe 0 1 plorna i~ F,)uc"tiull, Ad\i.~c~,1 

CCril ticale, In Educ'llon an,) \'arious Ilonours and Maslef' pro~,,--arnme~ offcf da" e, i~ th" Mc 
,-

aftcrnoon '0 a, 10 accommodJ!e working people ._ J conducted '''''0 111 lcn Icw, III thi' calegury. 

Single credit bearing course 

ThCfC afC IWU ways il i. possihle to regiSier for a single nCT ere,)il bcanllg c()ur:;c, Th~ ') hir<1 

Term programme in the Centr,. for Open L,.aming is de,igncd 10 allow currcntly rC!;i'[~Te,) GCT 

, rud ... nt,to g"in credit' for intensj\ie \,,.,-,ions of so"",, mainstr~am cour"e< lJught during Ihe 

summer and wi'ller vocation, 

In "dd i tio~, it i, possible w """,II a, a~ 'occa,iolllil' 'tud,,"t for" ,ingle CO<.lfse - but this does not 

cuunt a, • cn"lit IU"ian.l; a ,lq"'T~, NUll~ of the p"'gnm'm<:' I [oc",cd on d"alt with admissions in 

'his way. I C(ln<)"ctcd (lne inlcrvicw 111 lhis calcgory - f,om Ih~ 'J hinl I'enn Progf"mme, 

Shori courses - work-related with or without ccriificates 

Thi, is" ,'cry brood calegory incorponning" witle rang" oft)'P'" oflrarning - lhe common 

dC'nmnin" lu" beill!; thai lhcsc cullTse" uc(1ne lhcm,clvco a, king . ,hurl ~,,,,,,,,,' (l1ot p.It of any 

lonnal degree programme). and lhal th~y are generally oriootaled 10 w(lrK, ,kl]l, ur profe,,;ol1al 

developmem, In moS! case" there i, no g",ling eWIllhough ,lIldent, may k expecI",) 10 engage 

" The "" ".-" ",,,,, I~H " 1""",1.",L_<m., "",",,,,,me , '" UC L ;. , (1(00 . Ok, A~ocio<o '" M.,....,,,,,,, "".,-.m""" ''''t_,,.., •• ,, 
D<plo,,,. io " ,"" ,,,,,,,, ""'t_,,,,, .. ., "",,0'" '" " ..... ' ")0''' " .. <tK" ".Co", ,Ho.,) t, i'i""" 'i~ """,~"n,,,,, . B C,," rlf"~) '" 
Mom-"',,,, S".,,,,,, Port_,;", ,m.". In<o=I un .''''' ' ''"''''", ,*kbe, 200.; 
~ s"""" " " ". " ~OIf ottl>< ~;~h'" ""I Mu' ,",. "."" '"",,, """wn,,,,, 1 '." rIfFOS!lI.~ "' COUL" f" Ifi""'" E, ,,,,, "o, 

Lx vobp"",,' ,CH"LJ)_ 
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in COlli'" work or assign=n(s, or if gr"ding i, oone, Ihe ~onT8e';' n(~ formally linked w 

progression in "ny exi,ting UCT com'~ ,'r tkgre<:, This i, th~ big~'Cst ~atc~"ry of cournes 

di,cussed in the interview,", acw," t k wideot range 0 f t~e racnltic;._ I condncted six interview, 

in this category, 

Short courses for general interest 

rk public cducali~n programme, the an nuall)CT Summer School, wou ld he the he,t example 

w~cTe t~is t)'lX' "f <:omse ,,<,curS, Pcople wi", altend courses in Ihi' category receive no formal 

record of Ihcir allent!ance at aiL I only C""ducled one inlerview in Ihi' calegory -wilh Ihree 

Summcr School Iccmn:rS 

To provide an undemanding oflhe kind "f cour"" I "m describing in relation to (h~ u,ual 

university course" I haye ploned the c"tcgorie, on" ~"n(inu"m of .. cry form .. II" leas( f,,,,nal (in 

relation 10 LCT', r~Cl'gni,cd mainstTC"m programmes) in Figur~ 5 helow_ 

Figu re 5: Contin uum of type of cours~s featured in int~rviews 

Sillgle course­
credit bearing 
(1 i<>te"'ew ) 

I' n, 

cO'''''''''''' '" co",><. f." ,,"," '" t .... int. ",'"'' ('""" 'oo ',am tho .. ma. t ",. 
,,'" Iotmal UCT I"og<'''''''''' ta tho •• Io .. t " • • t .... '",mol UCT ".-"" " mm .. ) 
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TIoc ;nl~TVicw, I c"nducled made;1 p'".iblc I" galhcr dala aboul at least one programme or a 

.ingk course in cach f"cull ~' . T1K"re may han' Ix","n sewral other course, in a particular /acuity 

whi"h could have 1:>een chosen. but basc'd on the definit ions I had created, I tried to .,eloct moe 

which showed clear e\' idence oflifdong learning, In two faculties - Commerce "nd CHFn ­

more than one intc"fview ""d' cond1X,ted, '110"''' intervic""" w(."re conducted in the Commerce 

faculty because the Graduatc' School of Bmim'" (GSB - which is patt of the Comme rce V,c ulty) 

is administe"'d somewhat separately and is physicaUy locatc'd on its OW" satellite campu, , tow 

kilometer, from the main c"mpu;;, The GSB is geared to otfer profes<ional developmem 0' IlOst­

gn,du"te ' Iudi" I" qu"lificd \"!rking p" "ple wh" want I" funhcr their careC"f' in the bmin" " 

,""lor. while- jhc ""I "fthe C"mmerce F"" ulty i, an inlc),.'TlII p"rt ofth" UCT main campus and 

~"jcr. '" mu~h for f"",,,lati"n level ,rudie, "Old un(lcrgr"d',"le", for P'J,t-gmdume ,tudents, Two 

i"te .. view, were do ne within CHFn (which c"mpri,e, Ih. 7'" UCT f""ulty lining" dedicaied 

support .. 'ther tho" di ,ciplinary-ba,e d role) heC" use two unique "nd [de\'"nt prognITOIll<-'" "re 

Ioca,ed 'here: dIe Third Tnm programme (offering 'land-alone UCT credil-he,ring cou,,,,,,) ",,,1 

Fxt,"-Muml Smdie, (which mas the Summer School puhlic e(l",at;"n prog,'<nmc) 
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MdMda 

E: DESCRIPTIONS OF THE PROGRAMMES 

Th~ had;gr,'unt! ckscriplions alx>ullh~ 1"-"b'TamITl" wheT~ l,,-aolili,'ntrs T inttrvleWtt! WeT~ IOCaltd 

.n; oompo<;",l of maILT;.1 colkckd 111 the inltr\';~w, (in n;,pon'~ 10 ~he [jr~1 lNtrvitw '1u.ts~i,"'s 

which asket! P''''plt 10 desorilx their pWb'T'mme) "nd f,,'m publio maleri"1 {,'und On Ihe [>cul~y 

Or unil W~b,ik" 

The OOurS~'S .n; lis ltt! in the onb in whioh T cont!ucted Ihe int~'nitw, .nd, J<.'r easier rtftreJ>C~, 

Ihe), ar~ .h" i,knlifjed by numh<-,- (lioled in brackets). 

Masters of Business Administration, Graduate School of Business, 

Commerce Faculty (Interview 1) 

" 

, 

f>,n qu,lifkati"n """vene' 
........ ____ .. .l .. C--' 

Although it is formally port of the Commerce ['ocully (see ;nfol'mation oooutthe Commerce 

F"oulty in ,ection 4.1.6), "S ooted e"rly. the Gr"duate School of Business (GSB) has" distinct 

;dtntily ant! br"ntl [or its markeling. 

The Masters of Business Admin in ... tion (MBA) is consideled the 'flog,hip programme of the 

Graduate School of Bus;ness' (Interview 1. MBA, Commeroe). TIle MBA I~'o~ramme is 

chamcterised by" dem"lxling curriou lu m. It is tr"diliOlwlly offered os "\'e1)' ime",iYe, full-time 

one ye"r )l"ognullme "nd (resigned to 'develop smdmts ooth p"rsOldly "nd profession"lIy '''. 

When it htgan, Iht :-.mA was ba,ed on Ih~ Amtrican modd, \~hioh is a Ix"t-gradualt deb 'Tee 

aimed at commtrce smde1\t, who wisbet! to .tudy further. Sinc~ th e 1 nos, the UCT MilA. 

programme has rno,'ed toward, a more plofe";,,nal de,'dopment modeL The :-.mA re'lu;ws 

opplicoms to ha\'~ at leaS! thr~e years work exper ience, they must take entrance tests. they ,hould 

Ix dq,'Teed ("Ilhough 10% ohandi'htt, "rt ajjow~d in V;" IU'L) "nd tht), h",'e to go through a 

rigOj()\.ls inttrview process. 

" - ~""w." '.""c"-" 

J 

Univ
ers

ity
 of

 C
ap

e T
ow

n



lif"ong Imlrning"t ~ SO Utll Atri,,,,n hiif.e< e('lICal OJ n inSlilUliun 

The mDdular (at><l p[ltt-tim~) ""lilA is ai med at pwple who con linue 10 work whil~ sn.Jying Ie... 

the ""lilA. Th~ nmdular MBA i, TUn LWer Iwo Y""", wthe, than one y"ar full-ti m.; an(1 it i, Ihi' 

Ihal wa., Ihe f,,,,m of Ihe inl~rY1ew, 

Diploma In Education, Humanities Faculty (Interview 2) 

r,.rully Dep.rtm,'nt Pr"~mmmc.rrifl( f lI'~ of c·." '1[," N~0r~ 

inteL" OI'o" 

Hu",anLtic, Ed,,"at,o)) lJiplou", iubIUC<I'OC'H Pa,t-lime <cuJ)' '~w.HI, a , icctu,", 

(Adult LJu"""0n) flllI'l"'lifi''''on 
--

The Faculty of lTllLnat>iti"" is Dn~ of the mos t di \'(%<,; l~culli",' ~t Ih~ Uuiv~"i Iy, lts research units 

span Ul" Perlorming and Cremive Am, and S""ial & ience<,.' wdl '" Educ~tiuu". Although the 

School of Education tOt"' ''' mainly nn p"'l-graduate 4ua1i lic.1 ions, 100 Diploma 1ll Ed,,,,atio n 

(Adult Educatio n) provide, a programme o f' it>;li al pmfe<,innal e(j"c.liou fo, pra ct itioners who 

hav~ work ~xper i ence it> th~ lield of OOlllt edocminn at>d lraimng. IIi, ~n entry-level coorse and 

largets ,tudent, who haw work exl>elie nce, allowing many to etHcr through a f!I'L pr""ess [.Iher 

Ih~n M"i n!! lunml malr;~ul~liun Te,ulb, 

Th i< diploma developed oUl of the f OTm. 1".lion uf uoo-y~aT non-~ccreditoo cour.,e< through Ih~ 

then Department of Adult Education and Extra-Muml Sill die, (whi ch no long~r ,,-xist, in that 

li.mn), The non-formal, year-lo ng pmgramm~ had ~m"rg~d out a T.n!!e of 'horl courses 

e.<t.blish",1 in lhe l ~80, ~nd ~imed M providing the opportunity lor cnmmunity workers 10 h~v~ a 

chance to re n~cl "pon IheiT pmc li c~ in the cont""t of Ihe ' tmggle against apanheid. Th i.' wa" ",,"n 

a, a PIH1ic LJ~T mk fur U(:-]' a l Ih~l I;m<,; (lnle"';,,w 2, DiplDma in EdllCat iot>, Ilumanil ies). 

Continuing Professional Development, Engineering & Built Environment 

Faculty (Interview 3) 

f;cully Derartmont Pm cm", m '.' r ~ II "'" 
. 

rYl'~ 0' c'."""" :..; ,"nbcr 01 

,"'0."'<\\'<0, 
-

Eng'"CLriu~ ., ,><1 C""\lJUllin~ SllOrl COUTO"' [," 
",, ' w,eK' ""0 'J '''''''"''' '''' 

Built Luviruumcnl Pro[cmonal pmfc."ion. L wittio"t o.J nfkak' "f c,"l\'C'''' L~ 

Pewlopu"'nt UnH atLcnJ,ncc 
- . - - . . . 
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, 

TIle Engineering & Built Environment (EBE) faculty Website promotes its re"m,h-b,,,,d 

leaching methoo"logy, which il argue" has allowed Ihe Faeul!)' to build" slrong partnership with 

po-ivale enler'pri,e and government agenci e, through re,earch proj ect' conducted nnder its 

The Continuing Professional Development (CPD) Programme is affiliated to the EBE F"culty. 

The unit organi,e, ,hort cour,,,,,. work,hops and conferences, which provide , me ans for Ih~ 

ongoing education of professionals and teclmical ,laff, OIItside ofthe. forma l "ca,iemic coursCs 

offered at ucr for degree purpose., lniti,Jly called Ihe C<.mlinuing Engineering Educ"tion 

Programme when it began te.]1 ye,,, "go, il offered short cours", which ,llowcd engineers 10 be 

kept \lp 10 ,bt~ wi lh Ih~ latcs i Ihcari'" and (Icvc1opm<.'nts in Ihe imh,"lry - lmou"h, for exampk 

Ihe 12-week Proj ect lvlan'gement CO\lr"e (which ,Iill run s "\lcc~8,fl!lly today). 

Al!hO\lgh many of Ih~ CourSCS aT~ ,[>Cc; "o"lI y dc,jgTled tOT w"'king prote"ionals in engineering 

relaled field". [hc O"UThe."> are al,o open 10 Ihe general puhlic. Generally !he cOllrse, have no 

formal entrance requirements, although in some c",es, prerequisite 'peci"li,,,d knowledge may Ix: 

required, In agreeme nt with the Engineering C o\lIleil of South Afric, (ECSA), Oou",cs c"n be 

u,ed by Somh African registered profcs<ionah to claim CI'D puinl, ",hioh il[C rcyuiTcd Ii" Ihe 

renewal of their profession"1 registralion", 

EXllcutive Education, Graduate School of Business, Commerce Facu lty 

(Interview 4) 
- . 

f ocnlty tk lMrlmm' 1 r"'l,"mmc.'Cmn~o I Typ< "f<"urse N-,Utlb", ~f 

I in'o",jow<" 

Gr.du"(c Soh".] of 
. 

Cummerce E.,"'Cu,i .. " bloc'tinll Sbort cnurses "j[b 0, t rm~r>mm < 
, 

Rusiness I O<H]"" 
,Whnu, e<nilie",,,. ur <On'oncr 

,11"nJ'n", , , 
- -

In p",allell" [ilc timnal degree programme" the Gra<iuate School ofBusine<s "1'0 ha, ,n 

F~tt'Hive Education Unit. Thi, unit offer, 'hort courses aim~d at ,uppot1ing execut;""s and 

managers, The CO\ll'ses dI1lw ,ignifiCJnlly on th~ philosophy ,nd melho<lology of Ih~ C;SB's 

Executive MBA progr"IIlJIl<:, and Ihc objec[i"c of the unil is 10 "t!;". [,,,.adualc, of Ihe GSB (and 

olhc~ b",ine."<''. [>:ople) co",inuing prot6,ional developmen! op]Xlrtuni!ie" The approach i, to 

, 

I 
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L,feOng le,.rning ot" SOUtl1 NriolO hi~~_'_'~_~~l"", ir<;tituliw"-_________________ _ 

offer new, 'cutting edge' h~wkdgc an d skill s ckyd""menl 10 ke"p Ih. bllOine" leo<krs Up-IO­

dale with ncw d~vclopm"nl'_ 'j h" cOurS~;' C11kr for vanom lev~lo ii-om em~r ging leoders lO 

expel icnced ex,,<,utivcs, ';' w~lI as ~n "l'"," of 'JX'cioli st int..-em, 

'] hc Exec\l1!Y~ n!]ucmion unil 's pu'1=" i, to generate surplus income wh ich can be u,cd by Ih~ 

c,sn fo, Nber p,~j~~t' and progr"lllJl)(C' (jnt~rview 4, Ex~cuti\'e Ed ucotion, Commerce)_ 

Clinician Educators' short course, Health Sciences Faculty (Interview 5) 

I DCra11mcnt Il"1o~"m"",'t:"''lS'' 1\ p< "r , U'Ut« 
. -

NLLnlb.,.ol r""uTty 

ink,-"i<\\'"c, 
. 

Heallb 
, 

f-:ducatiDn Short COHro,c k., GP, Shoe I ,uu'>c', ",ilhur I icctur", 

<;e,elKe, De' ekJprue!Jt UI"' without ccnific.1tc, of 

attend>ulce 
- -

Ih" Facu]ly of Ikalth Sciences 11t UCl has Ihe olde't medi cal ,"b,,,,l in Soutb~m Africo, It, cor~ 

busi ness is r~"-,,ard, in IT\e{lical ond allied fjelds, as well as [c.dling un!krgrwluate atH] 

pn.<1g.-.duale .QUden l8 uwr a ""id~ Tang~ o[ h~altbcare-related d iscipline,_ 

l'l" cour,~ wbich was the focus of the int~rview is cmi lIed TI!a{'hing, Ll!arning and Assessmenl 

{or Clinician Educator> on{1 1'.'", uff~rNI through 0 coll.oorotion bel w~"n th" EDU ll1l<1 the Higher 

and l\!]UI I Educ11tiun Studi", and o.,velopmem L"nil in CHEn Tt". non-c,,,,lit bearing, 

p,~f<'~"on"l !k"doprn::nl cuur,~ aim~d 11t dinicol teaching staff Tt i, otfered owr 18 """"b;. 

11lC ncwly-devisCt] "~nr", was TUn as 11 pilOl C\JUfS~ fo' fomily practitionc.-., who te.ch in th~ 

o.,partmem of F . m' ly Mcdicinc but ah~ have lheiT uwn Gen",o l (rr>;,dical) Prauice,_ "j hc ,cason 

why we slJn~d this conrs~ i., that there was. r"'l UO':<1 that tJJ~y ar~ (being expect~d to) do all lili" 

(t~acbing) and it is diff~rentto thc w.y they Were taugbt' (Int~rvi~w 5, l'linicim Educ alOL" , lw" 

co~r",,)" I'b~'S" medic111 pnlctition".-s wer~ n~v~r given ony lI.i ni ng a, t~ach"", and in o<ldition, 

Ibcy b.v~ nu ~xiXri"n"" uf using th~ new m..-thadologi~' which ore now p",1 ~[th~ Ik,dth 

Science curriculum''- "I h~ cOur.'~ i, 'iXcific11lly {k,j gne{1 to lOke into acommt the conl"xt o[ 

, 
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clin ical eduOjlo,-" ,nd ,in" LO provi d~ th~m with th~ oppommity to d~velop and improv~ their 

un<krstandi ng of, "l<i practical 'ki ll> in I~,chin g, learning and a5Se"m~m", 

Modules in a Masters Programme, Commerce Faculty (Interview 6) 
-c= (j' h,~ I}C- D'1",rt;;:'';;t Pro~mm'it,, "[,. f}'P;:-;;f,,,,,,rs< - , :/urnb,,-of 

, 
,,"en'iewec; I 

Cummorcc M.n"~cmcn t SLuuio, \j()uub in a M",lCTI Siwrl rOm'" w[lh Or I "Illu' 

r'"-~' a<ru'l< "itl", ,,! oort'fio.t .. of loch",:r 

, I ,am""nCC 

n,. Commerce Faculty i, th . brg"'t o[ "11 Ill. f"cultie' ,t UCT and \1.' prognmme, arc ,in",d ot 

pr . I,,"ing gr",hmtes for portieipation in ill. global ecnoomy_ At th~ f><";lgr.duol~ k"d Ihe faculty 

off. " a ,\lid. range of qu"lific"linn" including "'''''01 iOn:l11y 'nd pro[c<Sl[)tla II y_focuo~d 

pr"tgr,duot~ dipl nrm<. full-tim~ and part-tin", l! ",\Durn degree,;, an d Ma,;t~" and DoCIDrat~', N 

Thc School of M"nagemcnl comprise, ,c"cml ,eeliono thot teac h and r~<~arch in Ih e k~y 

manag~ment di"ciplille, and Acmarial Science 

Onc of the Mo'te" progranun::s in the School o[ Managemenl i.' offeT~d "i. cl a~,~, ,chedul ~d in 

lhe cvcllings, two ,I:.y, per '\led,. A11 lemling aeli"il i~, are ")Tangcd LL) ,uil peopl~ who",~ full y 

empioy<'<l, In order 10 qualify foc ,election illtn the programme, )l<'ople usually n~~d 10 haw an 

HonDurs ckgr~~. At the lime of Ih . inl~rview, (>tople who didu'l quolity for the M"st ers degl-e. 

could s ign up for individual modul es aud do the,,", ' hort cour,es, V,1th ecnificme, of 

completiou i,;;ued by Ihe De ponment. ] hi, o)Tangemenl W"S Ihe [,,,,,u.; of lhe in ler.'ie",_ Si nc~ lhis 

imen;ew was con(luc led. thc dePJrtmttll ha.' decid~d Ihat ltlCocporoLing occosional ,ruM,>!,; iUlo 

au cxi,ting yeor-long do" progrommc i, di,rupti ve. Tho,e p<'ople wish in g 10 oludy Ih~ (npic who 

are not , d eeted for the Maslen Prng,-amn", are IIOW direded to a s(><'cial ' hort course cenijicat~ 

pmgramme which ha" r~c~ntly bee n establi,hed 

" ~"" W ."'t.OC." ,"",.",. he.L",,,,""" ," 
,. "'ww .• ct."" ,.'T",~;"""w"",,,,"'," 
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LirelonQ I(wrin~ ot 0 South Alric"n ~ g, ... e<tucotion in&ltutk'n 

Environmental short course, Science Faculty (Interview 7) 
. , , " , , , 

'"" , . , 

~ ~. Ii, , • => ~ -w." ! 1 c'c'"r"" 

unit within tl>e COUrS< On or "itho", w1ificate, COllvener 

c:n\iimnmonbl,nd enviroruuental ol'.ll~nJ'IlCe 

Geogmphical ~c'coccs management 

rh~ h~lllty of Science at LeI' considerS itself. hI' "ario,';' T1\~",ur"', the OC<l in the country. It 

cia"n, Ib"t as "foculty, it has the large" numbe .. of ,o;enli"t;. who h""e bc<:n rat<:d thrOllgh a 

I""""'" of imcTIlmio",,1 ~'\'"IU"lion and who ar~ acknowledged to he world leaden; in Iheir 

l1eld;.", Hw Fa"ully offen; " ,,,ite or undergradume "nd po"tgradua,e progr"rrunc,. 

["he Unil in wh;oh the interv iew lOok pl.ce is "n independent, sel f-funded re,earch-comu lt ing_ 

and tmining-unit bo ,~d i n the Departmetll of Fnvi mD"",,,t"1 "nd Uoographicol Sciences, l'oun.led 

in I ns, the Unit i, well -known in the jiel<L, ofinteg.-alexl ~"lViro!l1TJenml management and 

5lJst"in"ble develq>mem. It 1m, done cOrL<ulting work i" Sou,h Afnc" ant.! ,wthem Africo, 0' 

wdl", p",ticipmed in global research and ralioy initiatiwi. 

lhe lInit becaJlli" involved with ""1\-i ronmetllo[ I ,.,iuin g shonly ofter it< foondin.~ an.l ha, 

uevdoped a mnge of txotes.,ion.l ,hOlt oourse" and traming pro~~"mme., oimed m mid-oareer 

professi onal"~ local ond national gm'emment ofti d.l, and politici"u<, "nd ~omITRInitie,. S~n i'M' 

,Iaff TTJeTUhcH "I", t,-",ch on forITlJluniversity course., an.l prog.-"rrunc, "t UC'] "00 other tenia,y 

in,tilllti.>n" in n1C \\,' C-,;ICTTl (""P<:. 

'11", int erv iew focus ed on a particular shor1 ~()(jr5e which wa, run ,uooessfully for ne"rly 15 

y~ars. With the rise to promin~'IIo~ of Cil\iirmmcntal issue,. the 'two-week com,e . w", ,een", 

" vebicle for mid-cor""r prote"iunal, who come [rom" v"riety of backgrounds' (TUlervicw 7, 

Fnv;ronmc",,[ 'horl course, SCIence). Whil~ it ran, the coor,e hmughl th~ unil lu'ntiv~ income 

umillhe deTU.nd heg"n to urq> off, due mo,nly to inorea"ing onmp::li1ion with formal 

(l<ogmmme" heing ,et "I' acound the ""unlry "nd the growin.~ de.,i,e for Cour,,,, tl,"t C"flY erooit 

, 
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weighting, The cJeciining numocr, llnu rcduced ;neome generation capacity ha, led the unit to 

comider terminating short course w",k. 

Summer School, Centre for Higher Education Development (CHED) 

(Interview 8) 

COliC'" 

wi!hin lh" C'llll~ fOl ~cllc",1 intcro" 

Dewlopm<ut 

'l1,e Ccntre f", Higher Eduealion lJe,'dormen!", ,"i(1 earlier rol e i; to provide speciali,ed 

euuclliiomti nper!i>e ,md fU'lC!;On, !h.t are e"enlial to en.h/jng the facultie, to med L'CT, 

euuclllion,d .nd ,lTalegic go.),." 

The Centre for O!",n Leaming (COL), established in Z005 wiU,in CHED, hrou~ht IOge!he' t"o 

existing unit, - the long-establi,hed Centre lilT Extra-Mural S(,,,iie,", who:;e ,1.led mi«ion is 

'to make the intellectu"l Te"',lllrCe" of the I Ini "e"ity more wi(\ely availahl e' and the 'llljrd Term' 

«eeimervicw 10), 

1lle Cenne lor Extra-Mural Smuie, has offered non,dq,,'l"ec,ba'ed pllhhe,inlere,1 courses for 

nearly r.o year" Its main programme Summer School i, Jc,crihcd "" Ihe 'Iar~ e'l puhlic 

education programme in the c<>untry,JJ, 11, annulli pro,,'l"anHTJe of lecture, and cou"e, offer, in, 

(kplh foem on lradjti,,,~, I Unive",il), suhjcct', ,uch os !he I iheral am, Ihe namral science,. hi,tory 

",,,1 CUIIllJ"e, as "cli as offering ,ome practical learning oppommitie, (such as ,hawing, j,m~~, "ge 

an,1 computer training course,). The Summer School has c<>nsistently dn,wn thou,anu, of 

interested individual, who attend cour,e, on a wide range of topic" The Summer School eOUf'e" 

are open 10 all regardless of Niuc"tional qualification,", 

)( ~"W,""",,,.'f,,,.);,,,,', , ,,,,,"" 
"n, (,,,", r", F,t>'>-M,~" 'M~, .. ,," ,,",,",,' I" L ')"', "'" ha, "'" ...,,,,d be"",,,,, d,ff""" J",,,,",,,,,~j 'k.." "","" 

Y"'''' ~'"cl ",n.,~1 cb.u,,,. "",1<" 'j" um,'w"" "t<r",')" ... <11 " ,,,,",,'. , ,"M~" p"'~~' (,,' ",,,11 , 2«'" to, 0,1k< 
1""· ,,,"1 

" Su"""", ,,"'-'01 ",,,,,"",,, MvnJ. , II rri1<y 2~ ]" ,""" 2001 , C .. ,,', Ico [,""M""I Sh.J;<" un 
" ~'~",''''',.''','','' 
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legal education s ho rt t:Oursos , Law Facu lty (Interview 9) 
",..;...-

, CUu'", 

, Unit 
~ 

om"" 0 

\""," ...... ~ 
! p<u~r"'nn", 

'lhe law faculty i< • very "lcc",.;f ul pror""';I'''''lly·vri~maled faculty otfermg quah(h'~(i ........ in 

the legal li~ld_ The I. .w F a.ully Wcl!:<ilc ~ ..... ,,_ lh~l Ih" .... joe;!'\" ofl.w .lIlderllt ~h(oC»c UeT. 

Law Faculty on the basi. of the l'epYWIM ot iI' ~''''1~''' who aT .. sought after in lh~ n"'J-lct 

l"~"':. » 

J he P'Ofes5ional EducatIon ProJe.:, (>fll."OI ~·."in,"$, Icc(un. ... ;han oourie1 aLld ~011rlClle <>'0Jr""" 

uf ~ p<l'Sl_grll.dual'" .un"."I, hull~ arc .... 11 C<"In'l ,l.;ldy "C!,"rateiy from the 13 W &:g<\.'e ''''In, ..... 

·W~ conc""t"te on specific fLeld l LI' oouc~t l n " ("hc,-e) th"~-c "TC rew deyelopmems, and we .. c 

"Qn. 1Jntl y upd,,(ing and evulvill S: we IT }' to keep l'N~,le Ill' 10 .lalc in (hal regard,' (Intcn'i~w 9, 

Lcg><l Flit, "" ) ,m 'OOrl ooul\ie,) 'J he COUrsel are offered in , \; a ri~ly ol fOfTnJ(s lrum unc-day 

"Y>r~~h'~"; .l1mt C"Urse, of lwo .or (hl\.'C .lays !llfo,,~h 10 more intensive c .. "ttil'\~ ~I~ l:l'U~C! , 'j h..: 

hf11lty sce., 1M I'roi;""",nal [ducalirm Pn'.i~"l "'. "" in<omt -gcnnahng proV~""'''''. 

Third Term. Centre for Higher Education Development (CHEO) (Interview 

10) 

r~,~~!~ i l ...... ,n",'" ,·!fUu-n,.., ~,., ... T}V<'''fw~tk , ...,·f 
I "u.,,"'''''"' 

(".\1'" fo r 11, ~i"" C'-Il'" fo{ 0 1" " f J>i,d J om1 Sj'1j;i< "f""ll-l>eMj u~ 1 JOXluITf 

~,hlC "I' ~n L<.amH'I! OOU"" w\lh T"m\~t 

1)"'o10jl"'<'" """"" .. ,,1 . . 

l~ nmd r<rm Divi,;on. ba.ed III the f"em,¢ kw Open l eaming, on .... UCI ·acf .... ·,Htcd C1 "'r.<e. 

10 luc~l an.! JnI<TJI,DOllll] .lUIknts dunng the L'rm .... .y. ,."11.,,. and ,Unulll.T '·~ l'.lU on'. The-

1llird Term ]JfOgr3mmc h ,b'b'1l"" 'u offer SHJden~ 'M opportuniW ,n ga Ul <kg.:" .:n.'dil for 

cournes "",<ide ,be .",,,dan! fiN and !O;:~(""l KTTTI> (,,,,,u:<le,-.;j. T ",m-]cng,h oour~:" ,re 

comptl!i<cd 1<110 . lou r-wttl hlock "'fl~",ull\O.' in ~i(h~T Ihe ,,,nun .. ' or winter vaClI",n' ,\( time 

'"' 
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Addenda 

of the study, any student registering for Third Tenn had to be a currently registered student at 

UCT, or another higher education institution36
• 

The Third Tenn programme was initially set up to allow students who had failed courses to catch 

up single-course credits that they needed to complete a particular year of their degrees. The idea 

of moving it to CHED was to broaden the course offerings from the Humanities Faculty to 

include other faculties in the University - thereby increasing student throughput and generating 

income through additional registrations (Interview 10, Third Term, CHED). 

Although current students in the Third Term programme are not specifically adult learners, since 

the interview, opportunities to enroll for single courses have been promoted to the general public 

for 2008. The interview dealt with this proposed new direction and related problems which were 

being encountered - and thus had relevance for this thesis. 

36 www.uct.ac.za/continuingedi 
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Lifelong learning at aSouth African higher education institution 104 

F: QUALITY ASSURANCE POLICY FRAMEWORK FOR CONTINUING EDUCATION 
COURSES 

1. Preamble 

UCT obtains accreditation for its qualifications through the Higher Education Quality Committee of the 

Council on Higher Education (HEQC of the CHE), as the Education and Training Quality Assurance body 

(ETQA) with the primary responsibility for quality assurance for the whole higher education sector, as 

recognised by the South African Qualifications Authority (SAQA) (see the Higher Education Bill 2001, 

section 7 (lA). 

All UCT's currently approved qualifications are incorporated in a Programme Qualification Mix approved 

by the Department of Education. These are also recorded on the NQF. Any applications for new 

qualifications have to be submitted firstly to the DoE for approval, secondly to the HEQC for accreditation 

and thirdly to SAQA for registration on the NQF. 

SAQA stopped recording short courses in November 2001. Since then SAQA's policy is that all short 

course providers are required to initiate the accreditation process with their ETQA. SAQA has specifically 

requested the HEQC to develop criteria for the quality and standards of short learning programmes, and to 

include short learning programmes in the institutional audit system for the higher education sector. The 

HEQC intends to delegate the responsibility for the accreditation of short learning programmes to higher 

education institutions themselves, provided that they have adequate systems in place to assure the quality 

of their short learning programmes. The HEQC's criteria for institutional audits include a criterion related 

to short courses. Institutions are expected to provide evidence of how their quality management systems 

are geared to dealing with short courses. Institutions which successfully meet and exceed the minimum 

standards and which provide evidence of their capacity to maintain effective internal quality management 

systems will be granted self-accreditation status by the HEQC. The HEQC will assess the QMS of 

institutions during their institutional audits. If the minimum standards are not met, institutions will not get 

self-accreditation status for short courses. 

2. Definition and Scope 

There is a long tradition within higher education institutions throughout the world of provision of a wide 

range of 'outreach' courses, projects and programmes which fall outside of provision of formal 

qualifications. Various terms have been used to describe these activities, including 'university extension', 

'extra mural studies', ' adult education', 'non-formal education' 'lifelong learning' 'open learning' and 

'continuing education' (Samuels 1992; Osborne et al 2004). The term used most frequently is 'continuing 

education' which includes a wide range of courses and services such as occupationally orientated 
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Addenda 105 

professional development courses, access courses, community education, and specialised training. In line 

with international trends the overarching term 'continuing education (CE)' will be used in this policy. This 

policy will cover all CE courses which are less than 120 credits or 1200 hours. 

For the purposes of this policy four categories of courses are covered: 

2.1 Courses which are taken for personal enrichment for which a certificate of attendance mayor 

may not be required and which are not credit bearing e.g. summer school courses offered by the 

Department of Extra-mural Studies. 

2.2 Courses which are taken to meet the requirements for continued professional registration, or 

continuing professional development, but which are not credit bearing 

2.3 Courses which are designed to enable learners to obtain credits towards whole qualifications, 

or which would enable learners to get exemption from parts of a programme included in UCT's 
1 

Programme and Qualification Mix (PQM). 

2.4 Courses which are based on unit standards registered on the NQF within the higher education 

band, but not aligned with any programme in UCT's PQM 

3. Academic Accountability 

3.1 The Dean is accountable for assuring the academic quality of all continuing education courses 

offered by the faculty or departments in the faculty. 

3.2 The Dean is accountable for providing annual reports to the Institutional Planning Department 

on all courses that fall within the scope of this policy (See 1.1 - 1.4) 

3.3 The Dean is accountable for ensuring that academic staff who teach continuing education 

short courses over and above their normal teaching duties fulfil their responsibilities that form part 

of their approved work load, or for determining whether teaching on such courses should be 

treated as part of the normal workload of the particular staff member. 

4. Criteria for the approval by the University of applications for granting credits for continuing 

education courses 

(a) Courses that carry credits are subject to the same approval criteria and guidelines approved by 

Senate. 

(b) The proposed outcomes of the course for which credit is sought must be clearly aligned with a 

qualification accredited in UCT's PQM. 
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Lifelong learning at a South African higher education institution 106 

I 

(c) The course must have a formal scheme of assessment which is open to external scrutiny and is 

aligned with forms of assessment used in the full-time course. 

(d) The award of credits for courses linked to unit standards registered on the NQF, but not part of 

UCT's PQM, can only be given ifthe requisite evidence of attainment of the standards is provided 

based on approved assessment criteria. 

(e) The application must provide evidence of the quality management systems in place to assure 

the quality of provision. The systems should cover arrangements for quality assurance, quality 

support, quality development and improvement, and quality monitoring and evaluation. 

(f) The application should indicate how the provision of the course is in alignment with UCT's 

mission and strategic imperatives. 

This will only be allowed where the full programme is designed in a way that makes this possible. Credit 

bearing courses offered by UCT must fall within the higher education band. 

5. Internal Approval procedures 

5.1 Courses taken for personal enrichment which are not credit bearing e.g. summer school 

courses 

A proposal must be submitted to the Director of Extra-mural Studies, the Director of the Centre 

for Open Learning (COL), or the Dean in case of courses run in the faculties. The proposal must 

include a brief written rationale for the course or event, reference to the mission and strategies 

of UCT, potential clientele, and assessment of the quality of the lecturers, evidence of likely 

demand and outside support, timing, and break even and target participant numbers, and 

proposed venue. Where the course is being taught during term time approval of the staff 

member's Head of Department must be submitted with the proposal. 

5.2 Courses which are taken to meet the requirements for continued professional registration 

The proposal form must be completed. (See Appendix) and should bear the signatures of 

approval of the relevant Head of Department prior to its submission to the Dean. The proposal 

form must contain details of how the course is aligned with UCT's mission and strategies. 

Additional information should be provided about how relevant professional expertise will be 

utilised and how the professional body will participate in the design and evaluation of the 

course. Proposals for such courses require the approval of the Dean (advised by faculty 

academic planning committees and representatives of professional councils). Evidence of 

support for the course and the course outline should be provided by relevant professional, 
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employer or community groups. Information about these courses must be provided to the 

Faculty Board for noting. 

5.3 Courses which are designed to enable learners to obtain credits linked to full qualifications 

that are part of VCT's PQM. 

The primary decision about whether it would be possible for short courses to enable learners to 

accumulate credits towards a full qualification must be based on whether the design of the full 

qualification enables this to happen. The normal faculty approval procedures for processing 

applications for new courses must be followed. Information about these courses must be provided 

to the Faculty Board and the Senate Executive Committee for consideration and approval. 

5.4 Courses which are designed to lead to credits for unit standards registered on the NQF 

In the case of short courses designed on the basis of unit standards registered on the NQF, the 

proposal form must be completed. (See Appendix) and should bear the signatures of approval 

of the relevant Head of Department prior to its submission to the Dean. Information about 

these courses must be provided to the Faculty Board for approval. 

6. Admissions 

6.1 Students who successfully complete any credit bearing short courses will not be entitled to 

automatic access into the full-time programmes. Admissions decisions about such learners 

will be handled in accordance with policies governing admission. 

6.2 Students who wish to attain credits from appropriately designed courses must register as bona 

fide students. The faculty office must ensure that the normal admission requirements are 

met, including the completion of any AARP tests that may be required, or that proper RPL 

assessments have been done in line with the RPL policy, before any student is registered for 

a potentially credit bearing course. The students would register either as occasional students 

or as students on a programme not approved by the minister for funding. 

6.3 Subsidy would be claimed if the students have matriculated or admitted through senate 

discretion on the basis of the RPL policy. 

7. Registration 

7.1 Once a potentially credit bearing course has been approved by the Faculty Academic Planning 

Committee and noted by the Senate Executive Committee it must be listed on the Register 

of CE Courses in the Office of Registrar and allocated a course code. 
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Lifelong learning at a South African higher education institution 108 

7.2 Students who wish to enrol for a continuing education course which could result in UCT 

credits must register for the course on the central computer system using the allocated 

continuing education course code and a fees model approved by the faculty. 

8. Record Keeping 

8.1 Records of credit bearing courses will be maintained through the student record system 

8.2 Records for all non-credit bearing continuing education courses, of biographical details and 

numbers of participants, must be kept by the relevant faculty office or the Centre for Open 

Learning. This is to enable UCT to provide certification and for annual institutional 

reporting purposes to the Institutional Planning Department. Biographical details required 

are full names, ID number, and prior educational qualifications. These records will 

distinguish between registration, attendance and completing the course. 

8.3 The continuing education course register will be distinct from the student record. 

9. Assessment 

Where courses carry credits towards qualifications, the whole assessment regime applicable to all 

undergraduate courses applies; this includes external examination and the submission of results to 

faculty examination requirements. 

10. Certification 

10.1 Only students who have fully met the requirements of the short course may be issued with 

the relevant certificate. Faculty Officers are responsible for processing the certificates for persons 

who have successfully completed the continuing education courses. 

10.2 The standard transcript will be issued for courses that carry credit. 

10.3 Certificates for non-credit bearing courses will follow a standardised format and must reflect 

attendance or attendance and competency, as advised by the Course Coordinator. 

11. Monitoring and evaluation 

11.1 Monitoring and evaluation o/non credit bearing continuing education courses 

The course convenor or event organiser must produce a brief written report at the conclusion of 

the event, summarising the evaluation forms and any direct feedback from the participants. The 

brief report should include recommended action points associated with the particular event or for 

colleagues who might be organising similar activities. The report should be submitted to the Dean 

or Director of the COL. 
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The Dean of the faculty must undertake a review of the faculty's short course activities annually. 

As a matter of course, participants in each short course or event must be asked to complete an 

evaluation form at the conclusion of each event. These evaluations should be kept for the Dean to 

refer to. Notwithstanding the use of evaluation forms, participants should be encouraged to raise 

directly with tutors or lecturers any aspects of the course which they believe could be improved 

11.2 Monitoring and evaluation of credit bearing continuing education courses in 

Reviews of short courses offered by any department for the purposes of credit or continuing 

professional education must be included in the ambit of any formal academic reviews of the 

department. 

Departments may find it valuable to conduct a follow-up review of its vocationally-orientated 

courses that are offered on a regular basis, to assess the impact of the course. A similar follow up 

review with participants' employers or the relevant SETA should also be considered, where the 

department provides a programme in collaboration with a company or SET A. 

11.3 Institutional monitoring and evaluation 

The Deans are responsible for monitoring policy implementation and impact. They will submit 

annual reports to the IPD who will prepare a consolidated report for the Quality Assurance 

Working Group, who plays an oversite role. QAWG will conduct a review of the policy every 

three years. 

12. Staff Development 

Each faculty should ensure that staff have access to training opportunities to develop the skills to 

design courses that are appropriate for adult learners, for continuing professional development and 

where appropriate to design courses to meet unit standards 

13. Access to University facilities 

Delegates registered for continuing education courses have access to library and computer 

facilities for the duration of their enrolment. Access to other facilities would need to be negotiated 

on a case-by-case basis. 

(Version 7,29/04/05) 
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G: POLICY ON RECOGNITION OF PRIOR LEARNING (RPL) 
*37 

The document comprises three sections. 

• Section A proposes a draft policy on Recognition of Prior Learning 

• Section B expands upon Section A and provides additional information on critical issues relating to 

RPL. 

• The Appendix considers possibilities for implementation of RPL at VeT 

SECTION A: 

Preamble 

The National Plan Higher Education (2001) is based on the policy framework and the goals, values 

and principles that underpin that framework, outlined in the White Paper on Higher Education (1997). 

These are intended to develop a higher education system that will amongst other things: 

'promote equity of access and fair chances of success to all who are seeking to realise their 

potential through higher education, while eradicating all forms of unfair discrimination and 

advancing redress for past inequalities'; (P7) 

The National Plan outlines the implementation framework for achieving the vision and goals of the 

White Paper. In line with the White Paper, it established indicative targets for the size and shape of the 

higher education system, including overall growth and participation rates, institutional and programme 

mixes and equity and efficiency goals. 

The National Plan for Higher Education indicates that 'an important avenue for increasing the 

potential pool of recruits to higher education is to recruit non-traditional students i.e. workers, mature 

learners, in particular women, and the disabled. The provision of higher education to workers, mature 

learners and the disabled, aside from the equity and redress imperatives, would also playa significant 

role in addressing the shortage of high-level skills in the short to medium-term, especially as there is a 

large potential pool of recruits Increasing the access of workers, mature learners and the disabled to 

higher education is an important policy goal in its own right and should be approached as such'. 

(Ministry of Education, 2001, 28) 

Despite this recognition of the importance of increasing the numbers of mature learners in higher 

education, a recent report on Human Resource Development suggests that very little progress has been 

made across the system in this regard. 'In South Africa the further and higher education systems are 

characterised by a bias towards young, pre-employed students. Lifelong-learning opportunities for 

older, employed workers in colleges, technikons and universities are largely absent. Participation rates 

37 This draft policy document was formally approved by the Health Sciences Faculty Board, the Humanities Dean's Advisory Conunittee 
th 

(DAC) on 27 July 2004, the Science Faculty's DAC on 20 August, and by a special CHED staff seminar on 23 August 2004. The Deans of 
Law and Engineering and Built Environment informed us that they had not received any major objections. There was a concern from the 
Dean of Law about the need to prioritise resource for student support to VCT's traditional students. Comment from the Conunerce Faculty is 
still pending. 

Univ
ers

ity
 of

 C
ap

e T
ow

n



References 111 

in the FET and HET sectors compare poorly with the participation rates for other countries. The South 

African post-school education and training system has not modernised and massified to the extent of 

other systems in the world, which have adapted significantly to the needs of adult and continuing 

education'. (Kraak, 2003,18 -19) 

There is a commitment at UCT to redressing inequities and supporting lifelong learning through 

widening access to adult learners. This commitment is based on a belief that there are able people with 

valuable knowledge and experience in workplaces and communities who could benefit from university 

study. In fact UCT has admitted a number of students over time through making use of the 

discretionary power given to the Senate in terms of the Matriculation Board regulations to admit 

students who do not have matriculation endorsement. The exercise of this power has been devolved to 

faculties and each faculty may take advantage of this discretionary power to admit adults with 

potential to succeed on the basis of an assessment of their prior learning and experience. 

Recognition of Prior Learning (hereafter RPL), in the form of various kinds of 'alternative access' 

mechanisms, has therefore taken place in a number of programmes at UCT over a number of years, 

particularly at post-graduate level. However, an analysis of current practices at UCT reveals that there 

are no clear procedures for conducting an assessment of prior learning and experiences. Much of RPL 

presently relies on the academic judgements of lecturers. This is likely to continue to be a dimension 

of RPL given the focus on making judgements about whether candidates' prior learning and 

experience would enable them to succeed in an academic environment, rather than rigidly comparing 

performance against clearly defmed standards. However UCT recognises that there is a need to make 

procedures more widely known and transparent, and to ensure more effective moderation of the 

assessment procedures and monitoring of student performance. 

. t 
Recently UCT's Council approved the establishment of a Centre for Open Learnmg38

. VCT 

recognises that there are significant opportunities for expanding the use of RPL to enable access into 

post-graduate programmes, articulation from other types of learning pathways, and continuing 

professional development programmes or short courses. The HEQC is also requiring institutions to 

provide evidence of an institutional RPL policy. 

To address the policy vacuum and to provide an enabling environment in which student access to VCT 

can be expanded through RPL, UCT has developed a comprehensive policy on RPL. 

1. Definition 

38 t The Centre for Open Learning (CoL) is in the process of being established within CHED. Its purpose is to make the academic resources 
of the institution accessible to a wider range of participants, to enable the institution to become more socially responsive, to facilitate 
improved throughputs and student mobility, and to generate income for the University. 
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In the University context, the recognition of prior learning (RPL) is the evaluation and 

acknowledgement of the knowledge and skills that a candidate has gained other than through 

formal study to enable them to gain access to higher education even though they don't meet the 

normal entrance requirements. This includes knowledge gained as a result of non-formal study, 

paid and unpaid work experience, community and organisational involvement, and individual 

inquiry. In the academic context, it is the acknowledgement that academically significant and 

socially useful knowledge is acquired through multiple formal, informal, and non-formal means. 

When evaluated through appropriate and reliable assessment practices, that knowledge can be 

used for purposes of academic access and accreditation. (For further information on varieties of 

RPL, and related epistemological issues which form part of the debate about RPL in higher 

education, see Section B). 

2. Purposes of RPL 

In the University context, the purpose of RPL is: 

• To recognise and, where appropriate, grant advanced standing for the expertise gained by skilled 

individuals in non-academic contexts. 

• To contribute to the holistic assessment and self-assessment of people entering onto a learning 

path. 

• To enrich the academy and the curriculum by facilitating dialogue across sites of knowledge and 

practice. 

• To facilitate access to higher education and provide redress for historical inequities. 

• To promote and facilitate lifelong learning. 

3. Principles Governing RPL at UCT 

• UCT is a broad institution with multiple forms and sites of academic practice. RPL practices 

for specific programmes must be context-sensitive and framed to suit those differing contexts 

where RPL is deemed appropriate 

• The evaluation of prior learning is an academic task and, like other forms of assessment, is 

done by academic experts in a given field, drawing on other experts as needed. Academics 

make the decision on whether to introduce an RPL access route into a particular programme of 

study. 

• RPL is based on a developmental model, not a deficit model of adult learning; it builds on 

knowledge and skills that adults have already acquired. 

• RPL is part ofUCT's broader commitment to be socially responsive to key social needs, and 

to significant constituencies in government and civil society. (See Section B: RPL and 

Curriculum Responsiveness). 
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4. Guidelines for RPL process 

The assessment of RPL candidates and the decisions concerning their admission are the ultimate 

responsibility of the Deans in consultation with the heads of department to which they are 

applying, facilitated and supported by the Centre for Open Learning, and drawing as needed on the 

expertise of other units in CHED. 

RPL processes at VCT will typically be located in one of two sites, and will involve the following 

procedures: 

4.1 RPL procedures where learners' choice of programme is clear: 

• Adult learners seeking alternative access to a specific programme of study will approach the 

Admissions office or a Faculty office and will then be directed to the appropriate 

programme leader. 

• Programme leaders seeking guidance or assistance in developing an RPL assessment process 

will approach relevant staff in the Centre for Open Learning for support. 

• The outcome of the RPL process, including a written report by the assessor(s), will be 

forwarded to the Head of Department concerned. The Head of Department is responsible 

for ensuring that quality assurance requirements have been met. (See Section 8) 

• The final decision regarding the admission of the RPL candidate to a particular programme 

of study will be made by the appropriate faculty committee or dean. 

• Appeals concerning RPL results will be handled consistently with other forms of academic 

appeal. In cases in which RPL candidates appeal, the department or programme will 

provide written reasons for the decision and an explication of the inadequacies in the 

evidence of knowledge and skill. 

• For the purposes of record-keeping and quality assurance copies of initial RPL assessment 

documents will be stored in the Faculty Offices and annual reports on the number of people 

assessed and admitted should be sent to the Institutional Planning department at the end of 

each year. 

4.2 RPL procedures where learners' choices are not clear or where courses are offered through 

the COL 

Where potential RPL candidates are not clear as to what programme of study they wish to 

pursue, they should seek advice from the Centre for Open Learning. In the future, it may be 

possible for the CoL to take candidates through a portfolio-development and RPL assessment 

process before referring them to an appropriate department or programme of study and 

recommending acceptance, where this is appropriate. 
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5. RPL and Academic Development 

RPL must be used in ways that allow students a reasonable chance of succeeding in their studies, 

and provide sufficient academic support and appropriate and supportive pedagogical interactions. 

(See Section B: RPL and Student support). 

In the case of undergraduate programmes, candidates who intend to register for a degree may enrol 

for foundation courses in the formative disciplines in order to gain exposure to foundational 

academic literacy skills necessary for coping with the academic discipline. Students can register as 

occasional students for these courses and then design an assessment portfolio. Ideally these 

students should be tutored by people with knowledge and experience of adult education and RPL. 

Candidates accepted into Postgraduate programmes may be required to follow an extended 

programme because of bursary requirements or because of the results of an RPL assessment 

conducted by the relevant lecturers. For example, in their first year of study candidates could 

register as occasional students for individually determined undergraduate courses and up to a 

maximum of one third of the postgraduate programme or they may be required to register for 

modules at other levels to address particular gaps that may have been identified in the RPL 

assessment process. Subject to satisfactory performance, in the second year of study candidates 

register for the postgraduate degree and complete the balance of the postgraduate programme. 

6. RPL and Staffing 

6.1 Opportunities for Staff development and training 

Programmes and departments developing RPL processes are responsible for ensuring that 

academic staff have access to appropriate training and professional development, where 

available. 

Administrative staff are often the point of first contact and the staff who help students 

negotiate the institution; they serve an important role in serving non-traditional students, 

including RPL candidates. Faculties should ensure that administrative staff involved m 

administering programmes with a significant number of adult learners have access to 

training (where available), designed to build their understanding of the needs of adult 

learners and RPL candidates. 

6.2 Workload and Promotion Opportunities 

RPL is recognised as an important and legitimate site of teaching practice and research. 

Academic staff who take the lead in such activities should be recognised as meeting 

teaching obligations and should be encouraged to publish research on their experiences. 

7. RPL Assessment methodologies 
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RPL assessment methodologies include but are not limited to portfolios of evidence, interviews, 

demonstrations and simulations, observations, written and oral exams, letters of recommendation and 

other forms of expert testimony, case studies, and documentation of successful past learning 

experiences. 

RPL assessment methodologies should be chosen based on their appropriateness to a particular 

context, leamer, discipline, and programme. They may be chosen by the individual assessor or by 

those in the leadership of the programme in question. While the choice of methodologies is ultimately 

an academic function, UeT recognises the importance of learners' input into the decision-making 

process. The choice and use of a given set of RPL methodologies must be consistent with the ueT 

principles of assessment more generally. 

RPL practices should meet key criteria for validating assessment practices, and in particular: 

transparency, fairness, legitimacy, attention to unintended negative consequences, and feasibility. 

Faculties need to ensure that mature learners admitted through RPL are provided with the necessary 

support to acquire effective academic literacy in English, and to providing students with opportunities 

to use their home languages as a tool for learning, and to scaffold access to disciplinary discourses. In 

some cases, it may be possible and appropriate for RPL candidates to demonstrate their learning in the 

principle language of their professional practice. 

8. Quality Assurance 

Quality assurance in RPL is multi-levelled and multi-faceted. It covers: 

• Academics who assess potentia11earners for RPL should design appropriate assessment methods 

that will allow judgements of past learning in relation to the outcomes of the particular 

course/programme. 

• Sufficient evidence should be collected to enable judgements of different kinds of skills and 

know ledge of the applicant in relation to the entrance criteria of the particular course in which the 

candidate is interested. 

• The head of department should evaluate the recommendation of the lecturer/course coordinator 

by examining whether the evidence provided justifies the evaluative judgement made by the 

lecturer. 

• The head of department should also ensure that the assessment methods used to arrive at any 

evaluative judgements were valid and fair. 

• The faculty needs to ensure that there are mechanisms m place to provide educational 

counselling and advice for adult learners. 

• A review of the quality management systems related to RPL needs to be incorporated into the 

scope of the Academic reviews where appropriate. This should include a focus on assessment 

methods, moderation, support for students, curriculum review, and staff development. 
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• An open and transparent appeals process, including the explicit detailing, when requested, of 

reasons for any negative RPL outcome. 

• Continuous review of procedures for RPL and success rates of students admitted via RPL should 

be conducted by faculties and annual reports submitted to the Institutional Planning Department. 

SECTIONB: 

CRITICAL ISSUES RELATING TO RPL 

1. Varieties of RPL 

VCT recognises that different approaches to RPL are appropriate in different contexts, and that 

within VCT, programmatic and organisational contexts will play an important role in shaping the 

RPL process. The form that RPL assumes is also shaped by its purpose: 

RPL for access recognises prior learning that has prepared a learner to enter an academic 

programme for which he or she does not have the conventional entry requirements. In addition to 

the assessment of academic readiness and the identification of academic developmental needs, 

RPL includes recognition of the content knowledge the learner has gained in the area of study for 

which he or she seeks admission. In the short term, RPL will likely be used most often for access 

purposes. 

RPL for exemption recognises that a learner has sufficiently mastered the content of sections of a 

course of study through prior formal, informal, or non-formal means and therefore will exempt 

those sections of the course of study and replace them with an equivalent number of alternatives. 

RPL for advanced standing recognises that a learner has sufficiently mastered the content of 

sections of a course of study through prior formal, informal, or non-formal means and therefore 

grants formal recognition for that knowledge. In most cases, this form of RPL will be used for the 

purposes of admission to a post-graduate degree. 

RPL for lateral movement recognises that many forms of academic knowledge and skill are 

portable and relevant across disciplines and that qualifications in one area may, with appropriate 

interventions, serve as entry into study in another. 

2. Further details on principles of RPL 

• VCT is a broad institution with multiple forms and sites of academic practice. RPL practices 

for specific programmes must be context-sensitive and framed appropriately to those differing 

contexts. 
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• If RPL is to be a vehicle for bringing students into UeT who will be successful in their 

studies, this requires that appropriate academic support be available, and that pedagogical 

practice and curriculum must recognise diverse backgrounds and ways of knowing 

• The evaluation of prior learning is an academic task and, like other forms of assessment, is 

done by academic experts in a given field, drawing on other experts as needed. 

• The revisiting of prior learning on the part of learners is a learning experience in itself. Given 

appropriate academic contextualisation and institutional structure, in the future RPL may form 

part of an accredited academic programme of study. 

• The knowledge and skills reflected in successful applications for RPL contribute to the fund 

of human knowledge and thus inform and enrich the curricular, pedagogical, and critical 

practices of the academy. 

• RPL is based on a developmental model, not a deficit model of adult learning. It aligns with 

existing UeT practices for opening access to tertiary study through alternative means and 

builds on the knowledge and skills adults have already acquired. 

• In general, RPL activities will combine assessment of prior learning with the exploration of 

the relationship between academic and other cultures of learning and between formal and 

informal knowledge domains, and will typically be linked to the creation of a plan for future 

learning. 

• RPL assessment methodologies vary within academic contexts and will be chosen based on 

their appropriateness to a given learner, circumstance, or field of study. 

• RPL is part ofUeT's broader commitment to be socially responsive to key social needs, and 

to significant constituencies in government and civil society. 

3. RPL and the Curriculum 

3.1 The Epistemological Challenge of RPL 

UeT recognises that knowledge is created, organised, and utilised differently across 

disparate sites of practice and that negotiating the relationship between them is one of the 

challenges of RPL. The relationship between academic curriculum and professional practice 

differs across programmes and disciplines, as does the mix of theoretical study, application, 

and interface with the broader society. RPL provides the occasion to interrogate curriculum, 

test epistemological and pedagogical assumptions, and recognise both the foundational 

principles and changing face of academic inquiry. 

In the University context, RPL is premised on the expectation that adults acqurre and, 

indeed, create knowledge through a variety of formal, informal and non-formal learning 

experiences. Adult learners especially need an environment in which their prior learning can 

be respected, a space to explore and articulate that prior learning, an opportunity to explore 
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the relationship between their prior learning and academic ways of knowing and guidance in 

developing an appropriate plan for future learning. 

In RPL procedures in the University context, the assessment of knowledge, including prior 

learning, remains the domain of academics with expertise in a given field. Admissions 

decisions are made by faculty managers in consultation with appropriate academic staff, but 

guiding learners through the exploration of their own learning and the relationship of that 

learning to academic knowledge and discourse is an academic function. Academics will also 

take the lead in exploring the pedagogical and curricular possibilities opened by and through 

RPL, and in leading the epistemological debates that arise therefrom. 

3.2 RPL and Curriculum Responsiveness 

RPL participates in the on-going interaction between the academy and civil society. It 

recognises that this interaction contributes both to the University's knowledge-creation role, 

as well as its role of service to the broader community. RPL is an aspect of UCT's 

commitment to equity and redress and reflects its openness to a range of different forms of 

pedagogy and assessment. RPL recognises that the relationship between academic 

knowledge and the knowledge created in other sites of practice changes with disciplinary 

context or field of study, and can be the subject of healthy contestation. 

3.3 RPL and Curricular Change 

RPL processes that bring experienced adults into the academy provide the opportunity for 

mutual exchange across forms of expertise. Where appropriate, and depending on the 

disciplinary context or field of study, faculties and programmes may chose to create 

curricula tailored to such learners to accommodate and empower RPL learners whose self­

worth may have been undermined in the past. Such curriculum-development provides the 

opportunity to revisit curricular structures and pedagogical practices created with school­

leavers in mind and takes account of learning that has occurred in a variety of contexts. The 

academic exploration of current knowledge in the field that RPL invites contributions, in 

turn, to the development of interdisciplinary and innovative programmes and research. 

3.4 RPL as a Learning Process 

Like other forms of assessment, RPL has a diagnostic and evaluative function. However, 

UCT recognises that self-assessment and articulation of one's prior learning, the creation of 

a learning pathway, and the exploration of the relationship between experiential and 

academic learning is itself a learning experience. Where appropriate, faculties and 

programmes will develop credit- or non-credit-bearing modules in which such assessment, 
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self-assessment, and educational planning can take place. Even when not credit-bearing, 

such modules are more than assessment exercises but rather provide the opportunity to 

interrogate past learning experiences and explore the meanings of and possibilities for new 

learning. 

4. RPL and Student Support 

UeT is committed to the academic, intellectual and professional development of its student body, 

to the support mechanisms necessary for student success, and to the defensible use of resources as 

reflected in rates of through-put. RPL does not, therefore, exist in a vacuum. RPL mechanisms 

across the University must be embedded in broader structures of student support. These include a 

holistic assessment of learners' current levels of academic readiness; provision of appropriate 

opportunities for academic development (including language development), where needed; and 

support for portfolio-development and educational planning/advising. 

Whatever their content knowledge of the field in question, learners applying for alternative access 

to higher education come from a variety of educational, professional and organisational 

backgrounds. Their preparation for academic work may be strong, they may have professional or 

organisational skills that quickly adapt themselves to academic contexts, or there may be a distinct 

gap between their content knowledge and their ability to express and utilise that knowledge in 

academic terms. 

Evaluation of academic readiness and a plan for the academic development of such learners is 

therefore a legitimate part of the process of access. Such assessments, which seek to identify gaps 

in learners' academic preparedness, however, are not RPL as such. Rather, RPL mechanisms to 

assess and recognise the achievement of knowledge and skill are used along with assessments of 

academic readiness to develop viable learning pathways. 

5. RPL and Academic roles 

RPL affords academic staff the opportunity to develop their competence in the following roles: 

• Assessment: It is a fundamental principle of RPL in the University context that assessments of 

prior learning are done by academics with expertise in the area being assessed. Assessors are 

thus drawn from the University ranks and from equally qualified colleagues in the field. 

• . Advising: Helping learners to explore and articulate their prior learning, become oriented to 

academic modes of communication and inquiry, and design learning pathways is an academic 

function. 

• Programme Coordination: RPL is recognised as a site for programme development, curricular 

transformation, and innovations in learning and teaching. 
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• Research: RPL processes of assessment, development of academic readiness and curriculum 

transformation and innovation provide rich potential sites of academic research, and contribute 

to intellectual enquiry in the field of Higher Education development. 

APPENDIX: 

PossmLE SITES FOR RPL AND A PROPOSED IMPLEMENTATION STRATEGY 

This section explores existing programmes, and potential new areas of provisions that could contribute 

to meeting social needs, and where RPL could help to facilitate access. The suggestions are based on 

the work of a sub-committee of the Centre for Open Learning Task Team, recommendations from a 

consultant, Dr Elana Michelson, who worked with the task team for a while and generated proposals 

for an implementation strategy and a list of possible opportunities for new RPL sites. 

The following documents were analyzed to extract national and provincial growth and development 

priorities and needs: 

• Ikapa Elihlumayo Growing the Cape (Provincial Trade and Industry Lekgotla 16 August 

2003) 

• National Critical Scarce Skills within the context of the HRD Strategy in South Africa -

(report of an inter-departmental workshop) 

• Framework Agreement on Growth and Development in Western Cape (November 2003) 

• Towards 10 years of Freedom: Progress in the First Decade - Challenges of the Second 

Decade (produced by the President's Office at the end of2003) 

• NEP AD Action Plans extracted from the NEP AD web-site 

• Western Cape - Provincial Government Socio-Economic Review 2003: Western Cape 

Provincial Treasury 

• Proposals for an Expanded Public Works Programme - (Unpublished report of 1 July 2003) 

• A Framework for developing a human resource and skills development strategy in the 

Western Cape: A Final Report (Department of Economic Development, 2003) 

• Unofficial report on 'The Labour Market and Institutions of Human Resource Development' 

produced by Paul Lundall of the Development Policy Research Unit at UCT in 2003 

1. Possible sites for RPL 

A list of possible areas to explore for attracting adults learners to approved UCT programmes has 

been drawn up based on an analysis of the needs highlighted in the above documents. Access 
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could be expanded by developing new courses or initiatives, or adapting existing programmes, in 

the following areas: 

1.1 FET colleges: 

The recent study of the HSRC on Human Resource Development in South Africa has 

highlighted the importance of increasing the pool of people with intermediate level skills, 

which are at the old artisan level. The FET colleges have a critical role to play in this 

regard but relatively little work has gone into equipping the staff in the colleges to design 

effective curricula. Staff could be drawn into specialized education or management 

programmes working in collaboration with the School of Education, the Commerce 

Faculty and the GSB covering topics like curriculum design/development, academic 

management, quality assurance,career development, understanding the labour market, 

identifying and developing demand led skills programmes, educator training via new 

ACEs specifically designed for FET for colleges and schools. 

1.2 Tourism and Heritage 

Specialized training in the field of tourism and heritage studies could be offered to the 

following groups drawing on expertise within the University. The area of tourism has been 

chosen because it is a growth area in the Western Cape economy. UCT has a lot of 

expertise, which could supplement existing forms of training in tourism offered by the 

Technikons and the FET colleges. 

The following areas of expertise exist at the University and can be drawn upon to develop 

specialized training courses on eco-tourism for local tour guides, tour companies and 

international tourists: 

• astronomy 

• botany 

• geology 

• ornithology 

• entomology 

• archaeology 

• palaeontology 

• history (historical sites) 

• social and cultural history 

• social reconstruction 
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• drama 

• art 

• mUSIC 

• theatre 

1.3 Clothing Sector 

The clothing sector is critical to the local economy but more and more workers are being 

retrenched due to the inability of the clothing sector to survive international competition. 

The government has set aside a large amount of money to explore ways of strengthening 

the sector. Several members of the University's staff have extensive knowledge of the 

sector and good networks amongst workers and employers. CHED has an agreement with 

the Clothing and Textile SETA to train facilitators. Therefore this seems to be an area 

where we could potentially build on our expertise and make a meaningful contribution to 

the local economy through developing and offering customized courses for different 

constituencies in the clothing sector. Courses could be designed for managers, designers, 

unionists, and employers related to various aspects of the crisis in the clothing sector and 

exploring opportunities for growth and development. 

1.4 Public Works programmes: 

The government has set aside millions of rands for expanding the public works 

programmes as a way of accelerating infrastructure development and providing jobs at the 

same time. Many of these jobs would be aimed at unskilled and semi-skilled workers and 

the government has expressed a commitment to providing skills training for such work. 

However, there is also likely to be a need for more high level skills training to be provided 

in order to improve the management, planning and costing of the programmes as well as 

the more technical aspects involved in designing the various infrastructure programmes in 

areas such as transport, roads development and water. UCT would be able to integrate 

management training with various aspects of technical expertise required in relation to 

public works. 

1.5 Community Site-facilitators in the Health Sciences Faculty. 

For the past three years, there has been an initiative under way in the Health Sciences 

Faculty to explore professional development opportunities to Site Facilitator Staff, who 

currently supervise health sciences students during their community-placement modules. 

The Site Facilitatators are UCT employees. Thus opening up access for them to pursue 

further studies could be an important precedent and 'redress' activity on UCT's part. It 

could be funded through the Skills Levy since the students would be UCT employees. It 
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might allow for the development of new curriculum initiatives organized around an 

innovative epistemological and pedagogical logic. 

1.6 Industrial Health 

The Industrial Health Research Group (IHRG) currently offers a range of non-certificated 

short courses to Health and Safety officers in industrial settings. If this provision were 

expanded, and made part of a formal, UCT qualification, there would be the potential for 

bringing in students from a variety of backgrounds, values, commitments, and social 

locations. This area of work could raise interesting issues about the relationship of science 

to other knowledges. Courses could be linked to Postgraduate diplomas in the Health 

Sciences. 

1. 7 MPhil in Housing Development and Management: 

This is currently being re-designed. The faculty is trying to get World Bank funding for it, 

which, if successful, would mean that resources would be available. 

1.8 Film and Media: 

Opening up access to the Film and Media Studies programme would be a high-profile 

offering of UCT resources to an economic sector which is increasing playing a significant 

role in local economic development. In this sector, community and media NGOs are 

already an organized grouping, and expanding this programme could open access to less 

well resourced people and a chance to enrich the student body with people who already 

have highly developed skills and alternative perspectives. A partnership with 

organisations in this sector would also offer the opportunity to place UCT's current 

students who want media apprenticeships. 

If an RPL pilot was located here, it may be necessary to hire an additional staff member 

with the specific brief of working with adult learners. This would be an excellent site for 

some external funding. Companies could be approached and asked for the funding to 

support such a post. There might also be a chance to get funding from the MAPP SET A. 

Such an initiative might also act as a 'tap-root' to further study at postgraduate level, for 

example, the several post-graduate diplomas on African culture in the Centre for African 

Studies. 

1.9 Other possible areas linked to the need to pursue equity imperatives, or skills 

development geared to growth and development priorities within the province 

• disability studies 

• construction economics and construction management 

• property studies 
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• transport studies 

• financial services/insurance management 

• environmental and geographical sciences 

• project management 

• legal literacy and labour law 

• gender studies 

2. Proposed Implementation Strategy 

2.1 Examine and perfect current practice 

• Identify a current site of practice to be interrogated and transformed 

• Conduct a participant research project on the current RPL practices and curriculum 

of that program 

• Make needed changes in RPL practices, curriculum, and academic support 

• Share findings with other sites of RPL practice and explore ways to apply lessons 

2.2 Admissions and Registration 

Formalise faculty admissions and recording-keeping policies and procedures in line 

with the institutional policy 

2.3 Appoint an RPL coordinator in the COL 

2.4 Initiate two pilot projects 

• Identify two pilots, to begin in 2005. 

• Fund-raise if necessary 

• Interrogate curriculum and identify needed changes 

• Liaise with AARP, Academic Development, Adult Learning Group etc. 

• Design! Anticipate curriculum interventions 

• Initiate a marketing and recruitment drive for potential adult students 

• Admit first cohort of students 

• Begin projects 
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2.5 Language, Multilingualism, and Applied Linguistics 

• Liaise with the Centre for Applied Language and Literacy Studies III Africa 

(CALLS SA) 

• Bring together a group of UCT academics to address Issues of language, 

assumptions concerning academic' deficit,' and RPL. 

• Identify ways in which RPL and innovations in language research and policy can 

support each other. 

2.6 Staff Development 

• Design staff development opportunities for academics concerning RPL assessment, 

advising, curriculum implications, etc. 

• Design staff development for PASS staff in faculties and the Admissions Office who 

may be involved in RPL 

• Institute series of staff development activities 

• Monthly seminars on RPL-related epistemological, pedagogical and curricular issues 

• Develop and offer programme-specific Portfolio-Development and Educational 

Planning modules appropriate to pilot sites or else embed them in foundation courses 

in those programmes. 

• Offer non-programme-specific Portfolio-Development and Educational planning 

course 

3. Possible Funding Sources 

Funding for RPL activities can be derived from the following: 

• RPL candidates could pay a nominal assessment fee of Rl 00; 

• Where RPL portfolio development, educational planning and academic development 

comprise a course for credit, a standard course fee should be charged. 

• Where external sources of funding are available, or where learners are not able to cover the 

full costs, an appropriate fee could be negotiated 

• Where RPL candidates register for foundation courses as occasional students fees could be 

charged and the faculty can claim fie credits for these students. A scale of fees could be drawn 

up linked to means tests or whether external sponsorship is available 

• Funding can be acquired through SET As or from employers who can claim the money back 

if their skills plans include provision for the students studying at UCT 
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• Fundraising can take place for the specific purposes of supporting RPL activities, and for 

bursary support ofRPL candidates . 

• Funding for staff development within UCT can be claimed from the Skills Levy if these 

training activities are incorporated into UCT's skills plan. 

Judy Favish, Director Institutional; Planning, 24 August 2004 
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