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Programme introduction

The Advanced Diploma in Technical and Vocational Teaching (Adv. Dip TVT) programme seeks to provide a structured professional learning pathway for current and aspirant technical and vocational lecturers/teachers. The Diploma will equip them with the knowledge and competences to implement and manage teaching and learning in their TVET colleges effectively and in alignment with national goals.
This module is one of a set of modules that contribute to the Advanced Diploma programme. The overall purpose of the Advanced Diploma is to engage lecturers working in the TVET sector in conversations about what it means to be a quality teacher in a TVET college. Each Module in the programme explores this from a different angle, but for every module the foundational concept is about the type of teacher you want to be. We all know that the relationship between teaching and learning is interrelated. So in order to understand the type of teacher you want to be you will need to engage with what learning means in a TVET context.
We often think about vocational and technical or craft knowledge as different from theoretical knowledge. However, there is increasing recognition of the power of vocational and theoretical knowledge coming together to develop the skilled craftsperson whether it is in plumbing, baking, even mathematics and physics. This integration of theory and vocational knowledge is equally important in teaching as well. Teachers are constantly needing to make informed decisions and judgements as they make a selection of what to teach and how best to teach the specific content, concept or skill. This leads to a question about how different forms of knowledge and skill are brought together and balanced in the curriculum and in teaching and learning.

Approach to learning

To answer the question above in this diploma programme, a framework has been developed which is referred to as know how, know it and know that, or the HIT framework. This framework is introduced, referred to and deepened in different ways all the way through the programme. 
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“Know How” is procedural knowledge, “in our bodies” or embodied knowledge.

For example, following a bread recipe.

“Know It” is recognition, the knowledge of what counts as good; wisdom; technical and theoretical judgments.

For example, is this sourdough good quality bread?

“Know That” is propositional knowledge or 

theoretical knowledge, the knowledge of how and why, cognitive knowledge.

For example, the science of bread baking.

Figure 1: The HIT framework

Think about your own craft of teaching. The kind of teacher you want to be, is one who knows how (the techniques of teaching), knows that (the science and theory behind teaching AND learning) and knows it (knowing and reflecting on what makes a quality teacher). Such a teacher enables students to actively engage with their learning and to develop their full potential. 

If you are interested, click on the link provided to watch a short video in which Wayne Hugo discusses the “HIT model” of TVET knowledge and learning.
Relating theory to practice

In this module new concepts are often introduced by developing them from a practical situation with which you are probably familiar. This process, which moves from your experience towards a more abstract level of theory is known as inductive learning. It makes learning easier and is very different from deductive learning, which starts by presenting abstract theories and principles, then requires you to “deduce” practical conclusions and concrete examples. You are encouraged to relate the ideas you learn from the Adv. Dip programme to your own context and to try to think theoretically about your practice. In other words, to think about the rationale for your practice.
Reflective practice and the use of a learning journal

One of the Adv. Dip TVT modules is called Reflective Practice, and covers the concept of reflection in the life of a TVET lecturer. Of particular importance is unit 2, which describes various models which facilitate reflection. The simplest reflective model that is discussed in this unit, is that of Terry Borton (1970). It consists of three steps as follows:
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Figure 2: Reflective model 
Source: Redrawn from Borton, 1970
The three questions to prompt reflection leading to action:

1. What?  

What happened? In this step you remember or describe the situation or event you have experienced.

2. So what? 

So, if that happened, what does this show you or teach me? In this step you explore what new insights or knowledge the situation gives you.

3. Now what? 

Now that I have learnt something new by reflecting on the situation, what should I do about it? In this step you think about what to do with the new awareness you have gained – i.e. how to make use of it to act more effectively in future situations.

Throughout the Adv. Dip TVT programme, you are encouraged to use a model to reflect on your practices at work in the college so that you can improve how teaching and learning takes place. We have embedded reflective practice throughout the programme, and at the end of most units in the modules you will find a reflective activity to complete. The reflective activity will enable you to make the most of what you have learnt throughout the unit, as well as assisting you to apply your learning in your workplace. Throughout the Advanced Diploma modules, we encourage you to use a learning journal. Keep a file (paper- based or electronic). You will use it to write notes and reflections and complete activities. Start your learning journal at the beginning of the programme, and keep it regularly updated throughout. 
Active learning

Most learning theorists tell us that new understandings and learning depend on, and arise out of action. All the modules in the Adv. Dip TVT programme include activities. Your learning will be more fruitful if you engage systematically with the activities. If you do not do the activities, you will miss out on the most important part of the programme learning pathway.
Thinking activities

At various points in the module you are asked to stop and think and to take some time to reflect on a particular issue. These thought pauses are designed to help you consolidate your understanding of a specific point before tackling the next section of the module. One of the habits many of us develop through a rote kind of learning is to rush through things. Work though each module slowly and thoughtfully. Read and think. This is how we develop a depth of understanding and become able to use the ideas we learn. Try to link the issues raised in each thought pause with what you have read, with what you have already learnt about learning, with your own previous experience, and so on. Think about the questions or problems raised in the module. Jot down your ideas in your learning journal so that you can be reminded of them at a later stage.
Linkages across modules

As you work through this and other modules, you will notice that topics or issues raised in one module may cross refer to the same issue or topic in another module, possibly in more detail. So for example, while there is an entire module dedicated to the investigation of curriculum, key issues related to curriculum will also be highlighted and discussed in the modules dealing with pedagogy, psychology in TVET as well as in the assessment module.
Access to readings

There are links to readings throughout the activities. We have tried as far as possible to provide links to Open Educational Resources (OER). In cases where this was not possible you will be directed in the activity to access these through your university library. The website link is shown in the reference list.
Assessment

The activities contained in this module and the Adv. Dip TVT programme as a whole, promote a continuous and formative assessment process. This approach is intended to support your ability to relate ideas to practice and to contribute to your development as you work through the various modules of the programme.
You will also notice that each module includes a summative assessment task with the assessment criteria set out in an accompanying rubric. This summative assessment task is a model only, intended to illustrate the kind of assessment tasks that may be set by the university providing this programme.

Module overview
Purpose
The purpose of this module is to develop the student’s expertise in working with the theoretical principles of good pedagogy and the broad range of pedagogical options available to them; to enable the student to craft pedagogies that achieve the aims of the Technical and Vocational Education and Training (TVET) curriculum and TVET stakeholders across different TVET subjects, contexts and challenges.
Outcomes 
By the end of this module you will be able to:
	1. Discuss the role of pedagogy in enacting a balanced curriculum that addresses the needs and goals of stakeholders. 

	2. Understand, and evaluate the effectiveness of, different pedagogical approaches used in vocational education.
3. Discuss the contextual challenges that impact effective teaching and learning in the TVET context.

	4. Analyse, select and design appropriate learning-centred teaching approaches and methodologies to achieve a range of outcomes in different TVET contexts. 

	5. Combine all above outcomes to make informed, professional pedagogic decisions and analyse the pedagogical choices made across various dimensions of the TVET educational and training system. 

	


Structure
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Figure 1: Module structure

Credits and learning time

This module carries eight credits. This is equivalent to 80 notional learning hours; in other words, it is anticipated that you will take approximately 80 hours to complete the module successfully. The 80 hours will include contact time with your higher education institution, reading time, research time and time required to write assignments. It is also expected that at least half of your learning time will be spent completing practice-based activities in your TVET college. This will involve your individual work on the activity. You may also need to discuss these college-focused activities with your colleagues. Each activity in this module indicates the suggested time for completion. 

Unit 1: What is pedagogy?
Outcomes

By the end of this unit, you should be able to:

1. Analyse and discuss how content, pedagogy and assessment work together as aspects of the curriculum.

2. Analyse and discuss how the enacted curriculum can diverge from the official curriculum and the role of pedagogy in enacting a balanced, relevant curriculum.

3. Discuss the use of pedagogical choices to create different pedagogical approaches to promote learning.

4. Analyse the pedagogical choices made in a range of scenarios.

Introduction
As a TVET lecturer you need to have expertise in two areas: your technical field, on the one hand, and teaching and learning, on the other hand. Both have theoretical and practical components woven together and both involve a specific collection of skills, knowledge, attitudes and values (which we refer to as SKAVs, for short). In the current context of TVET colleges in South Africa, some lecturers have high levels of expertise in their technical fields; others are expert educators. Some have strong, well-balanced expertise in both. Some who have just completed their training do not have a strong foundation in either. 
At the same time, the TVET context is full of challenges. Students come from various backgrounds and many are disadvantaged in more than one way. Often their basic education did not provide them with a solid foundation on which to build new knowledge. The TVET colleges also face many challenges. And the industry you are preparing your students to enter has its challenges, too – it might be experiencing rapid change and its future might be uncertain. You, as a TVET lecturer, are not in a position to directly solve many of these challenges; yet you have to work with all of them to prepare your students successfully for the workplace. You need to work effectively with where your students have come from (basic education and home circumstances), where they are (the TVET college with its challenges) and where they are going (industry) in order to ensure they have a strong foundation and are adequately equipped. You may feel at times that you have little support, and that even the curriculum that you have been given to teach stands in the way of you doing your job well. 
While many of these factors are beyond your control, there is one factor that you do have control over: pedagogy. Pedagogy is how you teach: it is the hundreds or thousands of small decisions you make – often without even being aware of them – that result in the teaching and learning experience that happens in your classroom with your students. If used expertly, pedagogy can enable you to provide excellent teaching and learning experiences for your students, even when all the circumstances might not be optimal. While you may not have all the resources that you would like available, there are a wealth of pedagogical options that you can choose from and combine. This module is designed to help you explore and use these options in different ways. By the end of the module, you should be able to design successful teaching and learning experiences that work with your specific students, the material you are teaching, and the context of the college and industry.  
In this first unit we will explore how the pedagogy you use plays a central role in determining the curriculum that your students experience. We will investigate the challenges that arise as lecturers teach the curriculum and its approaches, and show you how to achieve a balance. We will explore the pedagogical choices you can make in selecting, sequencing and pacing the curriculum, and you will learn how to make the best choice in different teaching and learning scenarios. 
What is the role of pedagogy in the curriculum?
The word ‘curriculum’ is sometimes used to refer to just the content that is supposed to be taught in an educational programme. However, the content (what is to be taught) is only one aspect of a curriculum. A curriculum is also made up of two more aspects: pedagogy (how it is to be taught) and assessment (the measuring of whether the teaching has been effective and the students have learnt). 
The word ‘curriculum’ originally comes from the ancient Latin word currere which has two meanings: the race-course where a race is run and the actual running of the race. This is quite a useful way to think about curriculum in the context of education. Imagine an empty athletics stadium, like the Panathinaiko Stadium in Greece, in the photograph below (Figure 2). The stadium officials have rules about who can enter races, what they have to do to enter, and how the races will be judged – just as the administrators in charge of implementing the curriculum have conditions about who can enrol, what they must do, and how their success will be assessed.
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Figure 2: The Panathinaiko Stadium in Greece 
Source
Imagine filling up this empty stadium with the following set of characters: athletes who will run the race, coaches who have trained the athletes (and are really hoping their athletes will do well), officials who will make sure the race is run according to fair rules and that there is no cheating, and a crowd of interested spectators who will celebrate the winners. 
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Figure 3: Athletes running a race 
Source
Just as athletes run a race, so students ‘run’ through a course of study and arrive at an end point. Just as coaches train athletes to run as fast as possible, so lecturers train students to become competent in their area of study. The coaches know all about running, but their focus is on their athletes’ performance. Lecturers know their subjects well, but their focus is on teaching students effectively.
Once lecturers have ‘trained’ students and given them feedback in practice, students must actually 
‘run the course’ and get a final assessment. Just as officials make sure that a race is run fairly, so must educational institutions make sure that students are assessed fairly. Coaches and athletes use 
the results of a race to work out how to improve; lecturers and students do the same with assessment results. Finally, just as an interested crowd cheers the race winners, so are parents and employers keen to see the students’ results. With TVET colleges especially, employers watch students’ performance. 

In a race, the ‘what’ that will happen is clearly defined: the race-course has a defined track that athletes will run on from the start to the finish line. This is like the content that has been selected and arranged in a specific sequence in the curriculum. In a race, the ‘how’ is also clearly defined: there are clear rules and procedures for the running of the race, which are implemented by officials and coaches. Similarly, an education curriculum indicates how lecturers should teach the content. There are also clearly defined rules and procedures for assessing the outcome of the race, just as a curriculum specifies how the outcome of teaching is to be assessed.
In your Adv. Dip: TVT course, one of your modules focuses specifically on curriculum and you will go 
into it in much greater detail there. In this module, we will discover how pedagogy, to a large extent, determines how the curriculum is implemented, or enacted. Figure 4 illustrates how curriculum is comprised of the content that is taught, the pedagogies used to teach it and assessment of whether it has been learnt. 
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Figure 4: Curriculum consists of content, pedagogy and assessment
Content 
At this point in human history there is a massive body of knowledge in the world. No educational programme can attempt to teach it all. The content in a curriculum is thus a careful selection of what is most important to learn for the specific purposes of the qualification. Content is not just information or facts. Teaching students facts alone or ‘transferring information’ to them will not equip them to be competent professionals in their industry. As knowledge grows and the world changes rapidly, it becomes impossible to teach students everything they will need to know for their future careers because we don’t know what they’ll need to know. Thus, it becomes increasingly important to teach students key attitudes and values in addition to technical skills and knowledge that they need. We must teach them how to think critically, teach themselves new things, innovate and to be resilient – skills that are sometimes called ‘21st century skills’ – so that they can make their way in a world and an industry that keeps changing.
Ideally, curriculum content has been carefully chosen to meet the aims of the programme and is relevant; it does not include a lot of unnecessary content and it covers everything that is important. However, as we will see, this is not always the case. Sometimes the content assumes students already have a foundation that – in reality – they do not have. There may be a big gap between the SKAVs they have and those they are expected to have in order to progress through the course. Sometimes there is content that is outdated or unnecessary. Sometimes new and important developments in industry are not included in the content, and when students complete the course there is a big gap between SKAVs they have and what they need to have in order to succeed in the workplace. Sometimes the content is not well-balanced; it focuses too much on theory, and students’ practical knowledge and skills are neglected; or it focuses too much on practical skills, and students fail to build an adequate theoretical base. Or the content focuses on knowledge and skills and fails to address attitudes and values that students need to develop in order to succeed.
Pedagogy
Pedagogy is the way in which teaching and learning is done. 
Just as it was useful to understand the history behind the word ‘curriculum’, it is also useful to understand the historical meaning of ‘pedagogy’, which comes from ancient Greek. The first part of the word – ‘ped’ – refers to a boy; as time passed it referred more generally to a child. The second part – ‘agogy’ – refers to a leader. So, the word pedagogy originally meant ‘leader of boys (children)’. In modern times the word has come to mean ‘the art and science of teaching children’. You might point out that vocational students are not children, but youth and adults. Some academics like to use the term ‘andragogy’ to refer to the teaching of adults, as ‘andra’ means ‘man’ in Greek. While the terms ‘humanagogy’ and ‘gynandragogy’ have been suggested to overcome this gender bias, they have not been adopted widely (Conway, 1985). In this course we will use ‘pedagogy’ to mean the art and science of teaching anyone (male, female, boy, girl, or transgender). Pedagogy is thus all the approaches, methods, strategies and techniques that an educator uses to teach, and also assess, the content.
A curriculum often spells out not only what content the educator must select, but also the sequence in which it should be taught and the pace at which the educator should move through the content. In some curricula, these are recommendations for educators, who are free to use their professional judgement to select, sequence and pace the content. In other cases, these are strict requirements, and educators do not have much control over the pedagogical choices. We will look more closely at the three pedagogical choices (selection, sequencing and pacing) further on in this unit.
The curriculum may also recommend teaching methods for different parts of the content. However, ultimately the educator must make decisions constantly about how to implement every aspect of the curriculum. Ideally, the educator is well-trained in a wide range of pedagogical methods and approaches. They are familiar with a range of options and can make decisions about how to handle different aspects of the curriculum in response to a specific context and students. However, some teachers do not have adequate training in pedagogy. They may stick to one approach – often the approach that was used by their teachers in school or the person who trained them in industry – even if it is not effective. Or they may have a favourite approach and neglect other approaches that are important for their students to develop a solid base of SKAVs. They are unable to see a range of options for how to manage the content and assessment, and when they are under pressure they may leave out important things, rather than being able to expertly decide how best to prioritise and respond. This is one reason curriculum developers might specify teaching methods – to encourage educators to use a broader range of more effective methods. For expert educators, however, having pedagogy dictated to them can stand in their way.
Assessment
Assessment is the third key aspect of the curriculum. While we can think of the implementation of the curriculum as a 1-2-3 approach: 1 – choose the content, 2 – teach the content, 3 – assess if content has been learnt, that oversimplifies the way assessment works. Assessment is important not only after learning but also during teaching and learning. 
Assessment after a section of teaching learning is called summative assessment. It usually takes the form of an exam, test, presentation, demonstration or project that is completed and assessed, and marks are given. The curriculum usually spells out exactly what summative assessments need to be done, because they must be consistent across courses and semesters to ensure that the marks that students get in different courses at different times all relate to the same standard, which stays the same. Ideally, summative assessment should be designed to provide a clear picture of the SKAVs the student has learnt and it should use a range of assessment methods to do this. Some students demonstrate their knowledge in a practical context more easily than in an exam, and assessments should allow for this. If the curriculum is loaded with too many assessments, this can use up a lot of time and the lecturer might feel pressure to skip over content that is not covered in the assessment – even if it is important for the students’ future success. This ‘teaching to the test’ undermines learning. If the curriculum favours a certain kind of assessment, the lecturer might feel pressure to focus on preparing the student for the assessment, rather than giving them a balanced variety of learning experiences. For example, if the curriculum favours written exams, the lecturer might teach the students the theory that will be tested in the exams, and might sacrifice important learning experiences that build up the students’ practical skills, attitudes and values. Instead of assessment serving as a tool to ensure all the teaching and learning outcomes have been met, it can become a powerful force that distorts teaching and learning into a series of ‘hoops’ to jump through. This is not in the best interests of the students, who may pass the exam and earn a qualification but find themselves poorly prepared when they arrive in industry.
Assessment during teaching and learning is called formative assessment. Its purpose is to check in on whether teaching and learning are happening effectively. This provides feedback to the educator and the student about where more work, or a different approach, is needed to develop the targeted SKAVs, or where the teaching and learning objective has been achieved and the educator can move on. This kind of assessment is done more informally than summative assessment and is not for marks, so the educator has more freedom to decide how to do it – and also more responsibility to make sure that it is done effectively. 
By getting feedback on how learning and teaching is going and reflecting (thinking carefully) about this, educators and students can adjust what they are doing so that their approaches are more effective. An educator may find a specific teaching method works well for some students but not for others. The educator can then try a different method and check again to make sure all of the students have mastered the content before moving on. Similarly, a student can use formative assessment to identify their weak and strong areas, helping them know where to focus their study or practice efforts. Research has found that feedback is the most important activity an educator can do to improve the learning of their students (Hattie & Timperley, 2007). We will discuss practical ways to give feedback in Unit 4. Reflection is the process of using that feedback to think about what could be done differently to get better results. In your module on reflective practice you will learn how to use reflection continuously in your teaching so that you are constantly improving your pedagogy. In addition, your Adv. Dip: TVT course includes a module specifically about assessment, so you will go into much more detail about it there. 
Having looked at the three components of curriculum – content, pedagogy and assessment – can you see how, even though the institution might lay down requirements through the curriculum, the curriculum that actually happens is determined by your use of pedagogy? As the lecturer, you will ultimately decide if the content specified in the curriculum gets taught, if it gets taught in the way the curriculum indicates it should be taught, and if it gets assessed as indicated in the curriculum. This is a powerful role, and it requires strong pedagogical expertise to do it well. If you have weak pedagogical knowledge and skills, it is easy to be overwhelmed by the pressures of the content, on one side, and assessment, on the other. 
If you have strong pedagogical expertise and you can use pedagogy effectively to manage the content and assessment aspects of the curriculum, you will be able to meet the student’s needs successfully.
You will realise that, depending on how much pedagogical knowledge a lecturer has, the way in which they enact the curriculum will be different.  In attempting to serve the demands of the content or assessment, the lecturer with weak pedagogic knowledge may enact a weakened curriculum, and the students will experience this. While the lecturer with strong pedagogic knowledge, may actually strengthen the curriculum by making expert pedagogical choices about where to spend less or more time, and ensuring that the content and assessment serve the students’ needs. Either way, a different version of the curriculum will be taught – enacted – than the official version that they were given to teach. In fact, no two lecturers will teach the official curriculum in precisely the same way. Teaching involves hundreds of decisions and each lecturer will make their own choices. This means that there will always be a gap between the official curriculum and the curriculum that is enacted. 

Let’s take a closer look at how this gap develops and what the consequences are.
The official curriculum and the enacted curriculum
While the curriculum is designed to specify what is to be taught, how it should be taught, and how it should be assessed, things often don’t happen exactly to plan. Real live lecturers deal with the pressures and limitations of real TVET colleges and teach real live students, with their own limitations and challenges. Inevitably, there is a shift from what is intended in the curriculum to what happens in practice.
For example, if a lecturer has weak pedagogic skills and struggles to work with any aspect of the curriculum, be it the content or the assessment this can result in a negative shift in curriculum (aspects of the curriculum may be left out or poorly taught and assessment may not be effective in accessing the students understanding of key concepts, thus failing to achieve aims of the planned curriculum). Lack of 

appropriate resources to support the curriculum implementation, may also result in a range of problems. However, as in the case of the lecturer with strong pedagogical skills, the shift may be positive. An expert lecturer could use pedagogical choices to modify the content and assessment to work even more effectively for individual students in a specific college context than the curriculum envisioned. Whether the shift is positive or negative – or a combination of both – we end up with different versions of the curriculum: the content, pedagogy and assessment that was planned and intended by the institution (we’ll call this the official curriculum) and the content, pedagogy and assessment that actually happened (we’ll call this the enacted curriculum). 
This is illustrated in Figure 5. Above the line are the content, pedagogy and assessment that were laid out in the official curriculum. Below the line are the content, pedagogy and assessment that were actually enacted.
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Figure 5: Comparison between the official curriculum and the enacted curriculum 

As lecturers work with the official curriculum in the real-life context of their colleges and classes, they have to make decisions about what they will actually teach, how they will actually teach it, and how they will actually assess it. For many reasons, they may find it impossible to enact the curriculum just as it was planned. For example, the institution may place lecturers under heavy teaching loads, restrict their teaching time and require extensive assessment. The lecturer may not be trained in effective teaching methods. The institution may not have the equipment needed to enable lecturers to teach students some of the required skills. The students may have huge gaps in their knowledge base, from the curriculum being enacted poorly at school. These kinds of challenges can result in serious gaps, where the enacted curriculum is missing important parts of the official curriculum.

The government or institution that creates an official curriculum has to decide on how detailed and prescriptive or how flexible and open they should make it. Some countries create a prescriptive curriculum at the levels of basic and higher education. However, other countries take a more flexible approach, and the curriculum allows the lecturer freedom to make choices about what content to select, how to teach it and how assessment should happen. 

In South Africa, after the end of apartheid the government completely rewrote the basic education curriculum and introduced Outcomes-Based Education (OBE), which gave teachers a lot of flexibility. The teachers were required to make sure the learning outcomes were met but had plenty of leeway for how they did this. The idea was to move away from rote learning, where teachers ‘spoon fed’ knowledge to learners, rather than teaching them to think critically about what they were learning. It was intended to open out a space where teachers could use their creativity and professional judgement and engage learners more actively in constructing knowledge together. This sounds like a wonderful vision, but the problem was that, given the poor basic education and teacher training many teachers in South Africa had received under apartheid, they didn’t have a strong enough foundation of knowledge and pedagogical skill to work effectively with such an open approach. It left teachers with too many decisions to make for themselves. The official curriculum looked empowering, but the enacted curriculum was quite different: teaching and learning didn’t happen effectively and outcomes weren’t met. 
The government had to go back to the drawing board. It realised that giving teachers too much freedom when they didn’t have a strong base of expertise actually handicapped them instead of liberating them to be better teachers. They needed more support, and in terms of the design of the curriculum, this meant more structure. So today we have the Curriculum and Assessment Policy Statement (CAPS) curriculum in schools and Further Education and Training (FET) colleges, which is very structured and detailed. It tells teachers all over the country what to teach and when to teach it; it identifies a range of pedagogical methods that should be used and gives detailed requirements for assessment. By providing strong structure, the government hoped to provide enough support (or ‘scaffolding’ – an idea we will discuss more later in this module) so that teachers could focus on doing a good job of teaching, rather than having to think through how to structure and design everything for themselves. 
Did this solve the problem? Not entirely. While teachers are given guidance on what and when and how they should teach and assess the content, all of the detailed requirements of the CAPS curriculum can create a lot of pressure. In addition, the CAPS curriculum does not allow much flexibility for teachers who do have strong expertise and could teach more effectively if they had more freedom. Other problems in the schooling system – such as learners often having to learn in a language they don’t understand well and teachers not showing up to work – result in the official CAPS curriculum and the enacted CAPS curriculum being worlds apart.

Not every country is in this situation, however. Finland, for example, has a very different history to ours in South Africa. The country has been stable for a long time, there is not a lot of poverty, everyone speaks the same language, and the education system has developed steadily over time. Teachers received a strong foundation in their own schooling and many have a master’s degree. They are therefore in a position where they have received support in their professional development and have significant expertise to draw on. Under these circumstances, the curriculum can be very flexible, giving teachers general guidelines to follow. They have a lot of control over the content they select, how they teach it and how they assess it. They work collaboratively with other teachers in their area to discuss the best approach to different issues, rather than having these things prescribed by their education department. This amount of freedom allows them to enact the curriculum in the way that suits their particular learners and context. Because the official curriculum is not prescriptive, the enacted curriculum can more easily comply with it. However, the enacted curriculum might look very different from one school – or classroom – to the next and still satisfy the requirements of the official curriculum.
The higher education systems in a country inherit the results of the curriculum that was enacted in basic education – not of the official curriculum. For example, mathematics may be adequately covered in the official curriculum, but if it is not being taught effectively at school, the students who enrol at TVET colleges will not have the knowledge that the official curriculum indicates they should have. If teachers are using rote learning and memorisation of facts as their main pedagogy in basic education, students will arrive at higher education without well-developed critical thinking and problem-solving skills. Higher education institutions thus have to work with the reality of what the basic education system has or has not achieved. However, the official curriculum for higher education programmes often do not adequately take into account the weaknesses of the enacted curriculum in basic education.
If basic education is not equipping learners with an adequate foundation, it will be difficult in the time available for higher education institutions to fill in those gaps and build the new SKAVs necessary for the student to be well-equipped for their future job. Higher education thus comes under these – and other – pressures and educators who have been trained in this same faulty system may not be in a strong position to make creative changes to improve the system once they are the ones doing the teaching. So the need for structure and support continues.  
In countries like South Africa, the TVET curriculum is very tightly structured with strong national control.  It includes clear specifications of what must be taught, how, and when. It does not leave the lecturer with much choice to change anything, if they see a good reason to, or to add something they think is important. Many lecturers end up following the textbook page by page and don’t look at how to implement the curriculum to suit the needs of their particular students, or how best to work with the context of their college or respond to realities in industry. In countries like Finland, the TVET curriculum is more openly structured, with lecturers expected to make their own decisions about what to teach, how to teach it and how to assess it. The central government only provides general guidelines for local institutions to follow, empowering them to adapt to their own conditions and respond innovatively from their own situations and contexts (Cedefop, 2009).

When the official curriculum of a higher education programme, such as a TVET programme, is detailed and prescriptive it may not work realistically with the needs of students or industry. It may not meet students where they are – with the SKAVs they gained from the enacted curriculum and which make up their prior knowledge (see Figure 6). (A student who has had industry experience before enrolling at TVET may have different prior knowledge, and the curriculum needs to work with that, too.) It might instead expect students to have the SKAVs that are indicated as outcomes of the official curriculum. This can result in a huge gap right at the start of a student’s TVET education. The student can ‘fall into’ this gap and never get out. In addition, the TVET curriculum can fail to keep up with changes in industry. It may continue to include outdated content or fail to add new, more relevant content that the student will need to be well-equipped to enter industry. A good TVET lecturer who is trying to tick all the boxes of a detailed, prescriptive curriculum and ensure that their students’ needs are met can have their hands very full! The purpose of this module is to help you develop the expertise to work with the realities you encounter as a TVET lecturer as effectively and competently as possible. 
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Figure 6: The TVET curriculum needs to meet students where they are (prior knowledge) and take them to where they need to go (industry requirements)

We have now mapped out some of the realities and challenges with the curriculum and the key role of pedagogy in working with these successfully. As you have been reading, some of your own experiences may have come to mind. Let’s now watch an interview with two TVET lecturers who are discussing the challenges they face enacting the curriculum and how they have used pedagogy to try to manage these. 
Activity 1: Exploring the challenges of working with the curriculum 
Suggested time: 1 hour
In an interview with electronic engineering lecturers Mark Sanjeevy and Thirushen Odayer from uMgungundlovu TVET College in Pietermaritzburg, Wayne Hugo asks them about the challenges they faced teaching the National Certificate (Vocational) – NC(V) – and Vocational Curriculum Report 191 (NATED) curricula and how they have worked with these challenges. Mark and Thirushen compare the NATED and NC(V) programmes in their discussion. 
NATED programmes are also called Report 191 programmes and are organised in levels from N1 to N6. A student needs to have completed Grade 9 to enrol for NATED N1 and Grade 12 to enrol for N4. The N1 to N3 programmes have tended to fall away, with most NATED programmes starting at N4. The N4 through N6 programmes consist of 18 months of theoretical studies at a TVET college and 18 months of relevant practical application at a workplace. There is therefore no practical component in the courses provided at colleges. The NC(V) is an alternative pathway for youth to complete school as the NC(V) Level 4 is equivalent to the National Senior Certificate (matric). This Level 4 qualification should provide students with the knowledge, practical skills, applied competence and understanding required for employment at an elementary level of a particular occupation or trade. The subjects consist of academic knowledge and theory integrated with the practical skills and values specific to each vocational area. 

Read the four questions that follow the video below and think about them as you watch the first segment of the video interview.

[image: image8.png]kes for a Good TVET lecturer

10:05/ 53:48

Home | Inset  Pagelajout  References  Mailings

B Calibri T A A Aa

g% 8 -
Module purpose
Module outcomes
Module structure
Module credits and learning time
4 Unit 1: Whatis pedagogy?
Introduction
Unit 1 outcomes
4 What s the role of pedagogy in the curriculum?
Content

1 The official currculum and the enacted curricul,

 Adtivity 2 Looking at the long term impact of
4 Awell-balanced approach to curriculum
Organising the curriculum to achieve technical

Emphasis on developing student’s situated un.

Emphasis on developing the ritical consciousn.
» Balancing technical outcomes, ituated underst.
What s the best pedagoay?

4 Unit 2: Pedagogy for the technical and vocational con.
Unit 2 outcomes

4 Introduction

edge.

4 The development of vocational pedagogy as a nat.

Activity x Identify your prior kno

v Case studv: master craftsman of sh.
Nords: 62148 | English (UK)

Adtiv
Page: 23 of 134 |

P Type here to search

Review

Pedagogy module full draft Units 1234 May 27 - Microsoft Word

# Find -
2 T AaBb AaBbC AaBbCc AaBbCc smceose sssbceosk AaBbC | (A 550:6:‘“6

-+ | Adnowle.. Adiviy Comment.. Fonti2  fonts  Footnote Keypoints..  Change
= s | styles~ | by setect~

engineering lecturers teaching the National Certificate Vocational (NCV) and how they have responded.
Sanjeevy and Odayer compare the NATED and NCV programmes in their discussion. To provide you with
some background, in case you aren'tfamiliar with the differences between these programmes, NATED
programmes are also called Report 191 programmes and are organised from N1 to N6. A student needs
tohave completed Grade 9 to enrol for N1 and Grade 12 to enrol for N4. The N1 to N3 programmes
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Watch the following segment of the interview and answer the questions that follow.
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Title: What makes for a good TVET lecturer? [Wayne Hugo CCBY]
Link: https://youtu.be/Xve732YOgww [Duration 10:46]
Discuss the following questions with your peers who are also studying this module and write down your conclusions in your learning journal. Keep in mind that the content in the curriculum must start with students’ prior knowledge and take them to the point where they are ready for workplace requirements (see Figure 6).

Questions:
1. What is Thirushen’s (seated on the right of the screen) view of his role in selecting the sequencing and pacing of the curriculum? 

2. Thirushen explains that the content in NATED is strictly theoretical because it was originally designed for students coming in from industry, who had practical backgrounds, and who needed theoretical input. Now, however, most of the students who come into the NATED programmes come straight from school, with no practical experience. Mark notes that in their field of electrical engineering, a student might complete the programme and not even be able to recognise a multi-meter – a standard tool they will need to use – because they have not had any practical engagement during their TVET education. 
According to Thirushen’s and Mark’s explanations, how does the NATED curriculum fail to meet students’ requirements when they arrive and work hand in hand with their prior knowledge? What do you think are the consequences of this problem with curriculum content?

3. Thirushen explains that lecturers have had to adjust to the reality that a gap exists between students’ prior knowledge and where the curriculum content starts. When they enact the curriculum they have to add content that is not in the official curriculum but that students need in order to understand the content in the programme. 
Do you think that this a reasonable and reliable solution, or do you think it is unfair for students and lecturers? Do you think all lecturers have the pedagogical skills to do modify the content to meet students’ needs? What do you think should be done to address the problem?

4. The lecturers discuss how their pacing of the curriculum comes under pressure because of factors that shorten the class time available. This, in turn, pressures them to select content based on what they know will be in the tests. However, if they ‘teach to the test’ the students might pass but have limited understanding. Important content will have been left out, creating holes in their knowledge and skills. If they teach in a thorough and integrated way, their students will develop better overall competence, however they may not perform as well in the tests. As lecturers are assessed on their pace rate, rather than the more holistic competency of their students, they come under pressure to enact the curriculum in a way that ‘serves’ assessment at the expense of content.
Have you encountered similar problems in your TVET teaching? Have you faced other challenges or pressures that were not mentioned in the video? Discuss your experiences with your peers. What do you think lecturers can do to ensure that students are taught deeply and thoroughly – without resulting in a lower pass rate? What do you think the college administration and national department should do to support lecturers and students, so that teaching and learning can be thorough and coherent?
Discussion of activity
TVET lecturers can find themselves caught in a situation where the demands of the curriculum and the challenges of the TVET context – strikes, delays, gaps in students’ prior knowledge – put pressure on them to take shortcuts in order to get through the material and prepare their students to pass the tests. This, however, undermines solid learning. To handle these pressures, a TVET lecturer needs to be able to make decisions about the selection, sequencing and pacing of what they teach, to ensure that their students’ competence can develop from their prior knowledge to the point where they are ready for the workplace. 
The enacted curriculum is full of holes and gaps – content, pedagogy and assessment that did not happen as laid out in the official curriculum. Going back to our analogy of the curriculum being a racecourse, the enacted curriculum is like a racecourse full of potholes. Let’s use the pothole concept as a way to look at different problems that can arise during the enactment of curriculum when it fails to cover the official curriculum. As we look at the scenarios below, think about the approach you use as a TVET lecturer. If these ‘potholes’ developed in the enacted CAPS curriculum that your students experienced as learners in school, before reaching the TVET college, how does this affect your students and TVET programme?
The BIG pothole problem: At the end of the week, the educator finds that students have not been able to get through the required content. This leaves the educator with a dilemma: what should they do about the content that has not been taught? One option is to teach the content that hasn’t been covered, rather than skip it, even though this will put them behind. They don’t want any small gaps ​– ‘potholes’ – in their students’ learning. As the weeks pass, they continue trying to cover everything, instead of leaving some things out. But every week they fall further behind. When they reach the end of the semester, or year, they are far from finishing the content, but time has run out. They prevented little potholes from developing along the way, but there is a big pothole at the end. 
The MANY SMALL potholes problem: Instead of carrying on with the content in sequence, teachers skip to the required place they should be in the curriculum each new week, and simply leave out what they could not get to the previous week. They start fresh with the correct content at the correct time as the new week starts. Small chunks are left out each week, resulting in small potholes in knowledge and in the sequence of learning. 

The FATIGUE pothole problem: Fatigue potholes are little cracks that develop across the whole road, looking like a spider web or a crocodile’s skin. A similar problem arises when educators keep to the daily sequence and the pacing requirements of the official curriculum, even if the pace is too fast and the students are not really understanding or engaging enough to learn deeply. Like tar that has been laid down too thinly on the road, the foundation of learning is not laid deeply enough and nothing holds together properly.
The SINKHOLE problem: All of these issues result in a fourth problem, which is the most catastrophic of all.  When a road is built over unstable ground, eventually whole parts of the road can collapse. In basic education, an unstable learning foundation can result in learners ‘collapsing’ and dropping out of the schooling system. In TVET education, students who arrive without basic literacy and numeracy may face a huge gap – sinkhole – between their knowledge base and what is required by the course. They attempt to jump across the gap but fall in and can’t get out. 
Stop and think 
	Are any of these ‘pothole’ scenarios familiar to you – either from your experiences in basic education or from your experiences in the TVET sector?




When students continue forward without having the basics in place, and educators are unable to set up the foundations, miss key parts of the official curriculum, and fail to complete the official curriculum, the results are inevitably negative. Let’s take a closer look at how the problem of missing content – holes – in the curriculum pressures educators to ‘teach to the test’.
Activity 2: Looking at the long-term impact of holes in the enacted curriculum
Suggested time: 1 hour
Wayne Hugo’s video: Official curriculum, enacted curriculum, assessed curriculum, and learned curriculum in two minutes provides a brief visual overview of what happens when the enacted curriculum regularly skips content in the official curriculum, leaving it full of holes. Watch the video then answer the questions that follow in your learning journal.
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Title: ‘Official curriculum, enacted curriculum, assessed curriculum, and learned curriculum’ in two minutes [Wayne Hugo CCBY]
Link: https://www.youtube.com/watch?v=GAXPFvi3V4Q [Duration:1:53]
Questions:

1. Can you remember, when you were a learner at school or a student at a TVET college, being aware that the official curriculum was not taught fully, or that you were being ‘taught for the test’? Can you remember being rushed through material that you had not grasped properly? Write down what you remember and comment on how you think these teaching and learning experiences affected you at the time, based on what you know today as a TVET lecturer. 

2. Do you see students who arrive in your TVET programme with poor foundations or gaps in their basic SCAVs due to having experienced an enacted curriculum full of ‘potholes’? Where do the biggest ‘holes’ tend to be?
3. What factors and challenges do you encounter that make it difficult to enact the curriculum as it was intended? 

4. Do you think you create potholes in the curriculum as you attempt to enact it amidst these challenges? 

5. What strategies have you tried in order to fill in holes or avoid creating new holes? Have these strategies been successful?
6. Think about your colleagues in your TVET programme. Do you think their approaches to the challenges of teaching the official curriculum are different from yours? Do they result in ‘pothole’ scenarios – which you perhaps encounter when students come to you after being taught by a colleague?

7. What interventions do you think are needed in basic education and in TVET colleges to ensure learners and students do not ‘fall through the cracks’ of a poorly enacted curriculum?

8. What options can you think of for using your own agency (power) as a lecturer to try to ensure that your students build solid foundations with minimal potholes – given the challenges you (and they) face? 
Discussion of activity

As a TVET lecturer you will encounter the challenge of addressing the holes in your students’ foundational knowledge, which resulted from a poorly enacted basic education curriculum. You will also encounter numerous other pressures and difficulties in your attempt to teach the TVET curriculum in your programme without creating new holes. While you cannot, as an individual, make all of these problems go away or revise the official curriculum to suit you, you can develop powerful pedagogical approaches that enable you to work expertly amidst the challenges. As this module continues we will explore in greater detail the pedagogical choices available to you.
Addressing the ‘holes’ in the enacted curriculum
It is not enough to identify where the potholes are on the roads we drive on: we must also fix them. Let’s look at four approaches to ‘fixing the potholes’ that might exist in the enacted curriculum. 

One approach is for lecturers to find extra time before or after classes on the weekends, or during holidays, to work with their students to fill in all the holes in their understanding. By finding extra time, teachers are able to students work through they were not able to understand, or did not have enough time to get to. This work is similar to that done by public service technicians, who spend their weekends and off-peak periods repairing small potholes. 

Another approach is to offer learners (in basic education) or students (in higher education) extended study camps during the holidays. Here, educators can repeat the basic knowledge and skills, providing enough understanding and practice, to ensure that learners or students build a strong foundation. Some of the more radical educators call for normal teaching and learning to be suspended and for all energy and focus to go towards fixing the underlying foundations before carrying on again. Some schools have been very successful with this approach, starting the school year earlier, ending it later, and providing additional lessons during weekends and holidays. However, this requires significant energy and sacrifice and is exhausting for both educators and students. This work is similar to that done by roadwork teams who strip down sections of the road and make sure the foundation is solid by laying down steel mesh and stone substrate before tarring again. This approach fixes sinkholes, but also sorts out small and large potholes. 

A third approach is to simply decide that the pothole problem is too difficult to solve and so the content that is crucial for passing tests and exams should be taught properly, while everything else should simply be left out or quickly passed over. This is a ‘teaching to the test’ approach. Assessment is used as the basis for selecting what to teach and how to teach it. If the learners/students do well in the tests, then this is seen as success. Many teachers and lecturers across South Africa have adopted this strategy, especially because they are under enormous pressure to show good results. This approach may result in acceptable marks, but it does not solve the pothole problem! It results in small sections of the road being in good condition, but between these are sections with no road at all! 
There is a fourth approach – and this is the one this course is designed to teach you. Expert educators use their own deep understanding of the curriculum, their knowledge of how learning works, and their knowledge of the context ​– the background of their students, the resources available at the college, and the needs of industry – to make choices about what content to select and how to teach and assess it in order to ensure that the enacted curriculum is a strong solid surface that their students can run on from start to finish, without disaster. They start with where their students are (connecting to their prior knowledge, rather than expecting them to jump across an impossible gap) and take them on an effective and efficient path upwards towards higher and better levels of SKAVs to ensure that they are adequately prepared for their careers (and don’t face another impossibly large gap to cross when they enter the workplace). Professional educators work hard to ensure they select, sequence and pace the content in the best possible ways to suit their students. They continually assess learning, not just for the sake of giving marks but to gather feedback to see if they are teaching effectively.  They reflect on this feedback and use it to inform their next choices about selecting, sequencing and pacing the enacted curriculum – as well as their choices about teaching methods and approaches – so that their students are able to learn more deeply and effectively. Figure 7 shows how this approach uses formative assessment to constantly assess whether the road that has been laid down is solid or if there are potholes in it; and if there are holes to go back and fill them before moving on. 
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Figure 7: Feedback loop in pedagogy 
This process makes sure that poor foundations are strengthened, and new sections of road are built with solid foundations. To succeed, we need expert basic education teachers who ensure learners can read, write and calculate with meaning from Foundation Phase upwards. In higher education, we need expert lecturers who know how to use formative assessment to identify the holes in SKAVs and are able to work under the pressures created by the official curriculum, without creating new holes. Expert educators often do this by working closely with each other to solve problems and share ideas. By building up this kind of professional community (often called a ‘community of practice’) they are better able to cope with the challenges and respond to them effectively.

Ultimately, we need a strong core of expert educators who can analyse the problems with our current curricula and approaches and contribute to better approaches going forward. This course is designed to develop your expertise as an educator, so that you can teach effectively in the current reality of TVET education and also play a role in improving TVET education.
A well-balanced approach to curriculum
We have looked at how the official curriculum is intended to provide clear instructions to educators to ensure that students learn what they need to know in an integrated way, but many factors and pressures interfere with the smooth enactment of the curriculum. The very detailed guidance provided in the official curriculum is supposed to support educators. However, in their attempts to stick to closely to what it tells them, educators can feel too much pressure to cover content and conduct assessment. The result is that it actually creates more obstacles. 
As a lecturer you need to continually make decisions about how best to respond to the official curriculum in order to ensure solid learning for your students. To do this, you need to be guided by a clear sense of what to focus on – of what the curriculum needs to achieve, apart from students learning specific content. If there are different areas of focus that are important, your approach needs to keep these in balance as you make choices about how to enact the curriculum.
Let’s look at three different approaches that you could take – each of which has been argued by some theorists as most important: 

· A ‘product’ approach focuses on achieving the technical objectives of the curriculum.
· A ‘process’ approach places the focus on the learning process itself.
· A ‘critical’ approach focuses on developing students’ ability to engage critically with whatever they are doing.
As we look at each of these, ask yourself which you think is most important – or do you think aspects of the different approaches should be combined?
Organising the curriculum to achieve technical outcomes
The ‘product’ approach to curriculum planning was developed in the 1940s by an American educationist, Ralph W. Tyler. It is a tightly structured and ordered way to approach the official curriculum, where goals are clearly set out as well as definite steps that should be taken to reach the goals. This was described in his book ‘Basic Principles of Curriculum and Instruction’ (Tyler, 1949).

Tyler said that there are four basic questions that inform the planning of a curriculum. The starting point of any curriculum plan is to ask, ‘What is the purpose of the curriculum?’ If a curriculum is to be planned for a TVET programme, before anything can be selected for the curriculum it must first be clear what aims the programme needs to achieve. A TVET programme must address the aims and needs of its stakeholders: students, industry and the broader society. First, students must be adequately equipped to earn a living by working competently in their chosen industry. Second, industry must be provided with competent new employees. Third, the community (or society) must have specific needs met. A TVET programme should ensure that it equips a student adequately, so that all these needs can be met.
The second question is, ‘What must be taught to achieve these objectives?’ This deals with content. So, if the aim of the a TVET programme is to provide solid work-based learning foundations to prepare students to work competently in industry, then the relevant content (SKAVs) must be selected for the curriculum. 
The third question is, ‘How must learning be organised and what teaching methods are needed to ensure the content is understood in ways that meet the educational purpose?’ This deals with pedagogy.
Tyler’s fourth question is, ‘How will we know whether the purposes have been achieved?’ This is the assessment part of the curriculum, where processes are determined to find out if the learners/students have learnt the content adequately. 
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Figure 8: Tyler’s four basic questions that inform curriculum planning 
Tyler argued that it is important to have a clear official/planned curriculum. Otherwise lecturers could simply teach whatever they personally liked to teach and could leave out other important content and skills. He believed that if curriculum planners were clear about the purpose of the qualification and indicated clear outcomes for the programme, then everything else would fall into place: the content, pedagogy and assessment would be carefully structured to ensure those outcomes. There would be explicit, clear structures beginning with purposes and objectives of the curriculum, leading into specifications of what should be taught to ensure these objectives are reached, and how the curriculum should be taught and assessed to achieve the stated goals. This should result in the official curriculum being better enacted. If the official curriculum provides a clear idea of what should be taught, why it should be taught, and how it should be taught, then this clarity should carry through to how the curriculum gets taught in real life. This ‘technical’ approach to teaching provides clear goals as well as explicit ways to reach the goals that can be set out in steps. First you do this, then that, and finally you will reach the goal that has been set out for you.
Emphasis on developing student’s situated understanding of the topic
The work of Tyler was influential in America and Britain in the 1950s and 1960s and continues to be important today. However, in the 1970s, a British educationist called Lawrence Stenhouse critiqued Tyler’s product approach and argued that curriculum should focus much more on the process of learning and less on the technical specifications of the content to be learnt (Stenhouse, 1975). 
Stenhouse said that Tyler’s approach was too technical and too focused on the product of learning rather than understanding how teaching and learning happened in situations that demanded flexibility. Stenhouse’s approach to curriculum, pedagogy and assessment prioritises ‘situated’ understanding – where education is a process that happens in a context rather than only the achievement of prescribed objectives. There are real dangers in over-specifying the official curriculum in a technical way, as this can damage creative ways of enacting the curriculum. The most important learning happens in processes during which unpredictable and creative ideas arise to solve a developing situation that do not have a pre-given answer or set of steps. If every educational objective is specified in detail, then both lecturers and students do not learn how to find creative and imaginative solutions, or how to respond flexibly to the demands of a specific situation. Lecturers need to develop an understanding that is alive and responsive to the current situation and process underway, and not cut it off because it does not meet a pre-specified outcome or set of steps. 
Stenhouse’s view was that the official curriculum must give clear space and guidance that enables active engagement and practical adaptations to specific contexts. According to this approach, the main aim of education is to learn how to actively solve problems, rather than learn lots of facts for a test. Stenhouse argued that a curriculum that focused on prescribing technical outcomes would take power away from educators, who would simply have to implement the objectives that that had been decided on by national curriculum designers. The designers would become the curriculum experts, telling educators what to teach and how to teach it. The official curriculum could become so technically heavy and specific that it would damage the real live process of teaching and learning. Educators would simply become the executors of a prescribed curriculum, tasked with ensuring that it got taught and tested according to the rules. Stenhouse believed that the national curriculum should only be a recommendation – and not a strict prescription – because classroom contexts and students are not the same. Educators should be able to adapt the curriculum to their own situated understanding in their classroom contexts.  
Emphasis on developing the critical consciousness of students
It is very important for a lecturer to work both with technical knowledge of what needs to be taught and a situated understanding of knowing how to teach in specific and challenging situations where there are no clear steps and given solutions. But there is a third key approach, which adds another perspective to this picture; in this approach the emphasis is on teaching students to develop a critical consciousness about the unequal state of society and the skills needed to engage, challenge and change unequal relations. This perspective was championed by Paulo Freire, a Brazilian educationist who published an influential book called ‘Pedagogy of the Oppressed’, translated into English in 1972. This approach is called ‘critical’ because it focuses analysing and critiquing unequal power relations in society. 
Freire was an educator who taught poor rural peasants (adults) in Brazil to read and write. The problem he encountered was that all existing educational materials had been written for the wealthier people in society and dealt with their privileged lives. Using these materials made poor people feel more marginalised and powerless. Similarly, to Stenhouse, Freire argued that the process of learning is important; it is not just a transfer of knowledge from those who know to those who don’t. Those who are learning construct new knowledge themselves, as they engage from their own perspective with what the educator is sharing with them. 
Freire argued that curriculum planning is not a ‘neutral’ activity; it is political because it reflects the points of view of those who have power in a society. He believed that a curriculum should be based on the needs and interests of the students, and that the content should be generated by the life experiences of the students and speak to their realities. Education should become a means for critiquing and challenging inequality, not just a means for a student to get a position – a job – within an unequal system. 
Engaging with critical consciousness enables lecturers to reflect on the dynamics of privilege and power in their society, industry and students’ lives. It provides them with an opportunity to think about the role they can play in challenging and changing the realities that disadvantage their learners – including by helping their students develop critical consciousness.

In the South African context, the stated aim of the TVET curriculum is to provide a solid foundation to students who have chosen a vocational career for their lives. The reality, however, is that many hopeful students will complete their TVET education and find no way forward into a vocational career, ending up unemployed and in despair. Those involved in the TVET sector who watch this process need to engage critically with the reality and their role in it.

Stop and think

	You have now considered three different approaches that could ‘drive’ the curriculum: 

· an emphasis on technical outcomes; 

· an emphasis on situated understanding; and 

· an emphasis on critical consciousness. 

1. Do you agree with one of these approaches more than the other two? 

2. Do you think any of the approaches is ‘wrong’? Why?




Balancing technical outcomes, situated understanding and critical consciousness in the curriculum

To be effective in your teaching as a TVET lecturer you need to engage with all three of these focuses – technical knowledge, situated understanding, and critical consciousness – and keep them in balance. You may find you prefer one over the others, in which case you need to reflect on your teaching and make sure you are not leaving the others out. You may also find that the way the institution has set up the programme or the physical space forces you to focus more on one of these aspects. For example, if the curriculum is overloaded with theoretical content, or there are a large number of students in the class and the institution does not provide adequately equipped workshop or practical space, the lecturer will be pressured to get through all the technical knowledge, will find it difficult to construct practical learning experiences for all of the students to develop situated understanding, and will struggle to find time to engage the students in thinking critically about what they are learning as they speed through the material. You will need to engage with the college and your colleagues to find a way to ensure that these priorities remain balanced. Without having a clear view of them, you may just be swept along by the pressures and challenges of the situation.



Figure 9: A well-balanced curriculum aims to achieve technical outcomes, situated understanding and critical consciousness
Let’s explore how these three emphases can be woven together to provide a balanced approach to enacting the curriculum. 

What is the best pedagogy?

We have seen that an enormous amount of power – and responsibility – rests in the pedagogical choices that educators make. Even when a curriculum is badly designed (leaving out important things and including unnecessary things) or is too prescriptive (telling educators what to do every step of the way) it is ultimately the educator’s choice if and how to follow the curriculum. And in their lesson design and day-to-day interactions with students, educators use pedagogical approaches that reach far deeper into the teaching and learning process than the official curriculum ever could. This brings us to the question: what pedagogy is best? Is there one specific way that should be followed to ensure that teaching and learning is effective?
In education a lot of attention is given to whether pedagogy is centred on the lecturer (or teacher) or whether it is centred on the student (or learner). In a teacher-centred (lecturer-centred) pedagogy the educator is the main actor and makes decisions. It is likely that a teacher-centred approach to pedagogy was used by your teachers through much of your school experience. The teacher is in charge. The learners are expected to sit quietly and pay attention, putting their hands up when the teacher asks a question. The teacher knows what needs to be taught and spends the lesson teaching the content, uses questions and answers to check for understanding, and then gives a clear task that the learners have to do silently in a set time. Does this sound familiar? Let’s call this a ‘solid’ approach. Maybe you can think of a very ‘solid’ teacher you had in school: they were going to do things their way, nobody else’s way, and they were going to keep doing it like that. 
A learner-centred (student-centred) approach to pedagogy gives more choices and freedom to those being taught, so they can explore the content more actively and make sense of it for themselves. There are more activities where students work together, trying to solve problems; more open discussion between students and educator; and more flexibility about what the lesson is about and where it is going. In learner-centred classrooms, the focus is on learners actively discovering knowledge for themselves through projects, activities, and group discussion that directed towards solving a problem or working deeply on a theme. Let’s call this an ‘open’ approach. An educator who follows a learner-centred approach finds out what the students are interested in and gives them opportunities to come up with their ideas and act on them. You probably remember fewer teachers like this at school, but perhaps there were some.
These two very different approaches have been stereotyped or oversimplified, so that it can seem as though educators have to choose between them. Some people might argue for the one approach, believing it is best, while others argue for the other approach.
Stop and think

	Reflect for a moment on the following questions: 

1. How have you experienced educators who consistently took a teacher-centred (solid) approach? Did you find this positive or negative?

2. How have you experienced teachers or lecturers who consistently took a learner-centred (open) approach? Did you find this positive or negative?

3. Do you think one approach is better than the other? Why?

4. Do you think you tend to follow one of these approaches as a lecturer? If not, how would you describe your own approach?




There is a third approach, which combines both solid and open approaches by using each when it is best suited to the situation. According to this approach, what really needs to be placed at the centre in teaching and learning is not the teacher/lecturer or the learner/student but learning itself. In every situation, the approach that is chosen should be one that will most effectively bring about learning. This is a learning-centred approach. An educator who follows this approach will use a more solid pedagogical approach when they think that will best facilitate learning in one situation, and will use a more open pedagogical approach in another situation. Instead of becoming comfortable and inflexible in their methods and style, they remain flexible and responsive to the specific demands of the situation. 
How would you decide if a solid or open approach should be used in a situation? There are a lot of factors that could influence your choice, but here are two key considerations: 

· The approach should be chosen that best suits the content. Some content is best learnt by following a strict, inflexible teaching process. If there are safety issues involved – for example, working with dangerous machinery, or medical procedures – students should not be invited to explore on their own and decide on the content, sequencing and pacing that suits them. They need a closed pedagogy: a clear, structured, well-contained, learning experience directed firmly by the lecturer. If the content is something that will best be learnt by them discovering certain principles for themselves, then a more open pedagogy is appropriate.
· The approach should be chosen that provides the right amount of support that students need at that time. A basic principle that runs through much of teaching and learning is the idea of scaffolding. Scaffolding is providing just enough support to enable students to cope successfully with what they are learning. When students are new to a topic or a skill, using a very solid pedagogical approach can provide students with clear expectations and directions. They do not have to make a lot of decisions for themselves and they can focus on beginning to learn about the new material. They feel supported by a lecturer who is strongly directive and decisive. Where a lot of support is needed, a more solid style is thus the most learning-centred approach. A lecturer who gives students too many options may leave them feeling confused and overwhelmed. However, as they gain knowledge and skill, they will need less support and more freedom to explore and make mistakes. The lecturer gradually provides less and less scaffolding so that they can use the new knowledge more independently. A lecturer who is too solid in their pedagogy at this point will prevent students from developing the self-managing skills they will need to transition to the workplace. Where students are becoming confident and competent, a more open style is thus the most learning-centred approach.
In reality, you can choose an open or solid approach for every pedagogical variable that you are working with. This might sound confusing, so let’s look at how this would work for three pedagogical choices you have in managing the curriculum: selecting content, sequencing content and pacing content. 
1. Selection of knowledge refers to what is going to be taught in the lesson. In a solid approach, the selection of knowledge is strongly defined by the lecturer, and there is not much opportunity for the student to make any selections or to choose any topics that they might find interesting. The student arrives at class expecting to be told what is important to learn. In an open approach, the students themselves are given some opportunities to select the knowledge that they want to study. For example, a tourism lecturer may give the students a project studying a country of their choice.

2. Sequencing of knowledge refers to how the knowledge is ordered during the lesson. Is the lesson set out with specific and clear steps, or is there a range of different sequences that students may follow? In a solid approach, the sequence of the lesson is mostly determined by the lecturer, who pushes each part of the lesson forward according to a set pattern. In an open approach, students are given some control of the sequence in which they do a task, depending on their interests, knowledge and creative ideas. 
3. Pacing of knowledge refers to how quickly a student is required to complete a task. In a solid approach, the pacing of the lesson will be fairly strict and the lecturer will provide clear time frames for each task. In an open approach, students are often allowed to work at their own pace, so long as they get the overall project done by a certain date. In some cases, students may be given the freedom to decide how long to work on a project and they may move onto another task if they finish early. 
Here we have been talking about whether lecturers choose a solid or open approach to students’ involvement in selection, sequencing and pacing; earlier we talked about whether the curriculum (government) prescribes a solid approach or allows an open approach to educators’ involvement in selection, sequencing and pacing. We looked at how the South African government currently uses a more closed approach, while some countries use a more open approach. However, even where the official curriculum takes a strongly closed approach, prescribing selection, sequencing and pacing, the ultimate choice still remains with educators how closely to follow. Modifying content, sequencing or pacing may be in students’ best interests.
Notice that with each of the three pedagogical choices, there were two main options: a more closed and solid option (lecturer-centred) and a more open and flexible option (student centred).
Just three choices, each with two options, gives us eight different pedagogical approaches that could be used in a situation, like this: 
	APPROACH
	SELECTION
	SEQUENCING
	PACING

	1
	SOLID
	SOLID
	SOLID

	2
	SOLID
	SOLID
	OPEN

	3
	SOLID
	OPEN
	SOLID

	4
	SOLID
	OPEN
	OPEN

	5
	OPEN
	SOLID
	SOLID

	6
	OPEN
	SOLID
	OPEN

	7
	OPEN
	OPEN
	SOLID

	8
	OPEN
	OPEN
	OPEN


Let’s look at an example for each of these. 

	APPROACH
	SELECTION
	SEQUENCING
	PACING

	1
	SOLID
	SOLID
	SOLID


Example 1: The CAPS official view on how pedagogy should happen: CAPS clearly specifies what should be taught by giving a clear list of all the content that should be selected. CAPS clearly specifies the order of what should be taught by giving the exact sequence that should be followed across the whole year for each subject. CAPS clearly specifies the pacing of teaching, by giving precise hourly estimates of how long each topic should take, and when in the week it should be taught. 
	APPROACH
	SELECTION
	SEQUENCING
	PACING

	2
	SOLID
	SOLID
	OPEN


Example 2: A NATED 2D animation class: The lecturer designs a series of activities for the students to practise 2D animation principles. The principles build on each other and the activities go from simple to more difficult. The lecturer provides some class time every week for the students to work on the activities on the college computers but they are also free to come in whenever they are available and work their way through the sequence.
	APPROACH
	SELECTION
	SEQUENCING
	PACING

	3
	SOLID
	OPEN
	SOLID


Example 3: Problem-solving lesson: In Japan it is popular to use a problem-solving lesson where the TVET lecturer is very clear about what the topic and the problem are. They give the students a specific amount of time to solve the problem but do not tell them how to solve it, forcing the students to think of the different possible routes they can take towards an answer. Because time is limited, it forces the students to work quickly in an experimental, attentive, excited state.
	APPROACH
	SELECTION
	SEQUENCING
	PACING

	4
	SOLID
	OPEN
	OPEN


Example 4: Tourism project: A tourism lecturer gives the class a project to research a specific country. The students are not given the freedom to select the country, but they are completely free to decide the order in which they will do different components of the project and how quickly they progress. The only time requirement is that they hand it in two weeks before the end of the term. 
	APPROACH
	SELECTION
	SEQUENCING
	PACING

	5
	OPEN
	SOLID
	SOLID


Example 5: Massive Open Online Courses (MOOCs): you can go online to sites such as Coursera.com and EdX.com and find a considerable selection of courses you can choose from, any of which you are allowed to do. However, these courses are only offered over certain time periods, and during that time you have to follow the lectures week by week in a set sequence, until the course is finished. Once the course is finished it is taken off-line, and only appears again when it is offered. 
	APPROACH
	SELECTION
	SEQUENCING
	PACING

	6
	OPEN
	SOLID
	OPEN


Example 6: The Khan Academy: Salman Khan has created a website (www.khanacademy.org) that offers free online courses with over 4 000 video lessons on a range of mathematics, science and engineering, and computing topics. You can choose whatever topic it is you want to do, but once you select your topic, you are given a sequence of instruction and practice, which builds from simple to more complex topics, so that your knowledge and skill develops step by step. You can do these lessons anytime and anywhere (as long as you have access to the internet) and take as long as you want to complete them.
	APPROACH
	SELECTION
	SEQUENCING
	PACING

	7
	OPEN
	OPEN
	SOLID


Example 7: A NATED yacht and boat maintenance course: Students have learnt principles and skills for first aid, installing marine electrical systems, maintaining inboard engine systems and repairing corroded metalwork, and several other areas. They must choose four of these skills for demonstration for assessment. Demonstrations are done and assessed every Friday; students can choose the order in which they demonstrate the skills.
	APPROACH
	SELECTION
	SEQUENCING
	PACING

	8
	OPEN
	OPEN
	OPEN


Example 8: Outcomes-Based Education (OBE): the initial vision of outcomes-based and learner-centred education in South Africa set out how pedagogy should happen. Teachers and learners together would decide on the content (so long as it led to a specific outcome); different learners could do things in different orders; and the lessons should go at the learners’ pace, to ensure meaning making and engagement. 
Notice how the CAPS curriculum which is now used in basic education in South Africa provides us with our first example: SOLID-SOLID-SOLID while the (earlier) OBE curriculum that was introduced post-apartheid provides us with our final example: OPEN-OPEN-OPEN. While basic education swung from one extreme (completely open) to the other (completely solid) in an attempt to provide teachers with adequate support to cover the curriculum, there are many options in between. TVET colleges inherit the results of these experiments in basic education, currently following the approach of keeping the curriculum quite solid to support – and push – lecturers and students down the ‘racetrack’ of the TVET programme towards the finish line.
In the following activity you will watch a video that engages with the way these options work and you will practise analysing the choices made in other examples. For now, we are looking at two options – or ‘states’ – for each pedagogical variable: open or solid. Later we will see that there are lots of possibilities between these two extremes as well. 
Activity 3: Exploring different options for using pedagogical variables

Suggested time: 1 hour
1. Watch Wayne Hugo’s video demonstrating how the choices available for different pedagogical variables can be combined. Then answer the questions that follow.
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2. Now read the following examples and analyse whether the pedagogical choices for selection, sequencing and pacing are open or closed. Justify your answer.
a. In a course on client services and human relations in an NC(V) hospitality programme, the lecturer gives the students an assignment to visit any hotel or bed and breakfast (B&B) of their choice and collect information about their practices on any five of ten possible topics. They can submit the project whenever they complete it during the semester and can present their information in any format or order they choose.
	SELECTION
	SEQUENCING
	PACING

	
	
	


b. In an applied policing course in the NATED safety in society programme, the lecturer gives students a choice of legal topics to research. They are given three weeks to do the research and prepare a PowerPoint presentation. At the end of the first week they must submit a draft of their content, at the end of the second week a plan for their presentation, and the presentation must be delivered at the end of the third week.
	SELECTION
	SEQUENCING
	PACING

	
	
	


c. In a soil science course in the NC(V) primary agriculture programme, the lecturer assigns each student a site with a particular soil profile to study. The students are required to take a range of different measurements of the soil conditions at the site at two-week intervals and submit a report of their findings each time.

	SELECTION
	SEQUENCING
	PACING

	
	
	


d. In a NATED early childhood development course, the lecturer divides students into groups. They are instructed to role play four different activities: storytelling, movement, morning ring and a fine-motor activity. They can work through these in any order and take as much time as they need for any of them, but they should finish by the end of the session. 
	SELECTION
	SEQUENCING
	PACING

	
	
	


3. Now pair up with a colleague who is also taking this module. Each think of a TVET lesson or activity you have taught and describe to your partner the choices you made in terms of selection, sequencing and pacing. Discuss together whether they were open or solid. What differences can you find between the pedagogical choices you have each made in your two examples?

Discussion of the activity
We have seen that by recognising and using your power to choose between two options (open or solid) for just three variables (selection, sequencing and pacing) you have eight pedagogical approaches you can use. As we continue with this module we will explore the choices you have between open and closed – being slightly open or slightly closed, for example – as well as the many other pedagogical variables that a lecturer works with, in addition to selection, sequencing and pacing. All these options result in an infinite number of ways a pedagogical approach can be put together – just like a painter, choosing from a range of colour options, can decide which colours to combine and in what strengths, resulting in an infinite number of colours to use. 
The important thing to understand at this point is that there is not one best pedagogy, or one worst pedagogy. This would be like a craftsperson working only with a hammer rather than all the tools in their toolbox, because they think the hammer is the best tool! This course is directed at developing your own expertise as a lecturer. An expert is able to use professional judgement in a situation: instead of always turning to the same method or approach, they adjust or design their approach to suit what the situation demands – and different content and challenges you work with will definitely require different pedagogical approaches. 
To check your answers to Question 2, click on this link: Activity 3: Question 2.
In conclusion

In this unit, we have explored the role of pedagogy as a powerful set of tools that you, as a TVET lecturer, need to master in order to be able to enact an imperfect curriculum in a challenging context so that your students will be well prepared to enter the workplace at the end of your course. But what pedagogical approaches are most effective in the TVET context – and in your particular discipline? In the next unit, we examine and analyse what pedagogical approaches are most effective in the context of TVET teaching and learning today.

Unit 2: Pedagogy for the technical and vocational context
Outcomes

By the end of this unit, you should be able to:

1. Contrast vocation-specific pedagogies with general TVET pedagogies and analyse the influences of industry needs and academic institutions on TVET pedagogy.
2. Discuss and evaluate the influence of behaviourism, cognitivism and constructivism on TVET pedagogies. 

3. Discuss the competence approach and the importance of a student developing integrated SKAVs.

Introduction

In Unit 1 we looked at the powerful role that pedagogy plays in enacting the curriculum and some of the pedagogical options that exist, which can be used to create different pedagogical approaches. In this unit, we explore the question of what vocational pedagogy should be like. Should the TVET lecturer use the same pedagogies used at schools or in various university courses? To determine how we should shape TVET pedagogy, we need to look at what it needs to do and then how it can do that. Once we have thought about our aims in teaching TVET and the outcomes we are trying to achieve, we can select or develop the approaches, strategies, methods and models that will most effectively get us there. 
You might be thinking, but surely someone has already worked this out and all we need to do is to learn what those aims, outcomes and methods are? The answer is both yes and no. Yes – in the sense that vocational pedagogies have been around for nearly as long as we humans have ourselves, and many of those pedagogies are still used effectively today. No – in the sense that as our world has rapidly changed, the way vocational training and education is done has also changed and some of the new approaches to teaching have worked well and others have not. This means that we need to evaluate what has come before in light of what we know today and what we think our students will need tomorrow, and design the best teaching practices we can to equip them for success. 
We begin by tracing the story of vocational pedagogy until today to gain the insights and lessons it can offer us, and then turn to look at what vocational pedagogy needs to do in the context of the realities of the workplace and the TVET context.

Activity 4: Identify your prior knowledge

Suggested time: 30 minutes

An important aspect of pedagogy is accessing and activating students’ prior knowledge. This recognises that students arrive at a new topic, discussion or session with a rich background of knowledge and experience, some of which will intersect with your learning aims for them. By helping them think about what they already know and pool their knowledge together, you will engage them actively as co-creators of new knowledge. This will help them to remember and ‘own’ what they learn and to integrate it into their existing knowledge. It will also help you work out where the groundwork is already laid for what you plan to teach, and where you need to fill in gaps or correct misunderstandings before moving into new territory.

In this activity, you will be identifying your own prior knowledge. It is important that you write your responses down in your learning journal. 

1. What are the differences and similarities between academic education and TVET? Think of as many aspects as possible, such as context, students, institutions, etc.

2. What aims does the TVET programme you are teaching have? What outcomes do you want for your students, industry and college?

3. What are the current strengths and weaknesses of the way TVET is taught and learnt in your college? Do you think anything is missing? 

4. What are your own strengths and weaknesses in how you teach your students?

Discussion of the activity

This activity was designed to identify some of the aspects of TVET teaching and learning that you do not necessarily think about on a daily basis. As you encounter new ideas in the unit, you can compare them with your existing ideas and see what you think you can be add to or change in your existing understanding. This is how knowledge is constructed; the student (you, in this case) works actively from a position of what they already know and believe, and questions and restructures this as they encounter new ideas and knowledge. 
Vocational pedagogy has developed as a natural human activity

If you think about it, vocational pedagogy has been around for almost as many years as humans have. It was around long before formal general education existed. Perhaps the first pedagogy to develop was that of parents teaching their young simple survival skills – and this is true not just of humans, but of all creatures who raise their young. But people developed more complex and specialised strategies, skills and sets of knowledge to help them survive. People began to focus on one area of making or doing which helped people survive or have a better life. Farmers learnt through experience, experimented and came up with new strategies and tools, developing a mastery that they passed on to their children and others. Some people specialised in healing techniques or protection against enemies (warriors). By trading skills or goods with others they could focus more on their area, thus specialising more. 

Eventually this system of trade became more complex and people began to use a currency with symbolic value – money, gold, or other objects – that could be exchanged. If a shoemaker needed a chicken but the chicken farmer did not need a new pair of shoes but rather a new pot to cook chicken in, the shoemaker could pay for the chicken with money rather than shoes. And the chicken farmer could get a warm coat from the tailor by exchanging either chickens or money. As our goods and services have become more complex, trading goods and services (chickens for shoes) directly has become quite rare, and money serves as the ‘middle man’ in almost all situations. But the system of developing and passing on the knowledge needed to produce these specialised goods or services carried on much the same:  experts taught others – often their children – by working alongside them until they were usefully contributing and eventually became experts themselves and able to pass on their expertise to others. 
Through the ages, another way that a person might enter a specialised occupation has been through a sense of having received a ‘calling’. A person might feel that God, the ancestors, or their own inner nature is directing them to follow a certain path that might be different from any trade their family is associated with. The sense of being called to an occupation often has little to do with making a living but is more about fulfilling one’s purpose in the world. (In fact, the word ‘vocation’ comes from ‘vocatio’, which means ‘call’ in Latin). In some cases, a person may not want to do what they feel called to do, but they feel compelled to follow the call, anyway. The call may be spiritual, for example the person feels that God has called them to become a priest or nun, or the ancestors have called them to become a sangoma. Or they may feel that God has given them a special gift or ‘assignment’ to do service for others, such as being a teacher or a nurse. In other cases, the person may feel a strong inner drive or ‘need’ to be or do something creative. There are many cases where a person has turned away from their parents’ wishes or opportunities offered by the family business in order to become an artist or a musician, because their intense ‘need’ to create felt more important than financial security or social status.  For those entering a vocation about which they have little prior knowledge (such as becoming be a sangoma), there is usually a lengthy period of mentorship, during which they learn the knowledge, skills, beliefs, values and attitudes of the vocation, at the side of a watchful expert.

Stop and think

	1. Do you know anyone personally, who entered their occupation through a sense of calling? 
2. How did they acquire the skills they needed to enter this vocation?




As we have seen, a big part of vocational education has involved passing on the tried and tested SKAVs from one generation to the next. The pedagogy mostly consisted of demonstrating the skill to the apprentice, giving them components to practise under supervision until they built up more complex skill sets, and gradually training them to make sound independent decisions and manage themselves in the trade with the attitudes and behaviours that were expected of them. 

In trades that evolve and change, passing on tried and tested knowledge from generation to generation is not enough. Experts in changing trades must know how to imagine, problem-solve and invent. They must be able to take their vocation into new areas never imagined by the experts of previous generations. Think of how the manufacturing of wheels has changed over the centuries – from wooden to steel structures and then tyres were added. An expert in a quickly changing trade might experiment with materials, theoretical concepts, technologies and market demands that their grandparents might not have dreamt of. This involves more than one generation showing the next how to replicate what they do. It means developing artisans or technicians who know their trade inside out from theoretical and practical angles and can shape, change and develop it to meet the needs of society. They can use theoretical knowledge handed down to them as an important foundation to build on; and the more
they understand how to apply the theory in practice, the more they can use it to guide new experiments.
Vocational pedagogy thus came to include developing the student’s identity as a master and an innovator who can change or reposition their craft to benefit society, for their own profit, or for their own fulfilment – the pleasure of creating something new that hasn’t existed before. Many vocational experts have managed to achieve all three: their trade makes them a good income, provides for the needs of their community, and gives them the opportunity to be creative and contribute new ideas or solutions to the world. 
Stop and think

	Think about the following statement in the context of traditional skills or trades in your family or community and then in the context of your TVET college: 

Vocational pedagogy thus came to include developing the student’s identity as a master and an innovator who can change or reposition their craft to benefit society, for their own profit, or for their own fulfilment – the pleasure of creating something new that hasn’t existed before.

1. Have the traditional craftspeople you know developed this powerful sense of identity? 
2. What about the lecturers and students involved in your trade at your TVET college – what vocational identity have they developed? 
3. Have the traditional craftspeople been able to adjust to meet the changing demands of society? 
4. Do they derive financial profit, create benefit for society or experience a sense of fulfilment through their contribution to their trade? 
5. What about TVET trained practitioners and craftspeople? 

6. If you see a clear difference between traditionally trained and TVET trained people in your industry, what do you think accounts for this difference?


Let’s examine a case study of a family business that has been going for many generations in a traditional craft that has been gaining increasing status over the years rather than becoming obsolete (outdated and no longer needed). We will see how some of these elements of vocational pedagogy have played out in this situation.
Activity 5: Case study: Master craftsman of shoes

Suggested time: 45 minutes

Making shoes is a trade that had very low status in Europe hundreds of years ago. Over the years, however, shoemakers (called cordwainers) in Italy have developed their craftsmanship to such a level that some wealthy people are willing to spend as much as R20 000 for a pair of handcrafted Italian shoes. This craft has been passed down from one generation to another. However, the tradition is starting to weaken as young people complete a general education at school and are attracted to other occupations. 

The Peron family business in Italy has made handcrafted shoes for generations. The father, Simone, learnt the trade as a boy at his father’s side, while his son, Bruno, was apprenticed to another master shoemaker. The following interview with Bruno provides some valuable insights into the vocational pedagogy that continues to be used.

Read the three extracts from the interview with Bruno Peron about making handcrafted shoes and answer the questions that follow each extract, in your learning journal. 

Extract 1
	Interviewer: 
Where did you learn the secrets of shoemaking?

Bruno Peron: 
I started when I was seventeen. At school, I could not get along with one of my professors, and I had to repeat a class. So, my father said: no one in this house sits at home doing nothing, tomorrow morning you will get up at six and come to work with me. My father is a master craftsman, which also means that he is a ‘master of life’. For this reason, he entrusted my training to his craftsmen, making sure I was not treated as the son of the owner, but just as an apprentice. Everything I know I learned from Pietro Draghetti, a master shoemaker who was awarded the Lesina d’Oro title in 1947. As soon as I understood that he was the man that could teach me all the secrets of the trade, I diligently dedicated myself to learning, leaving the girlfriend I was dating and reducing to a minimum the time I spent with my friends. I had to work untiringly for a year and a half before I could see the first results. From eight o’clock in the morning to the middle of the night, seven days a week. Then I had to go through another three and a half years of ‘real’ training until, after a five-year apprenticeship, Draghetti gave me ‘his’ diploma telling me: the pupil has finally become the master. 



1. What do you think Bruno means when he says ‘my father is a master craftsman, which also means that he is a “master of life”’? Do you think that developing mastery in your trade has an effect on the rest of your life? Explain.

2. Why do you think his father made sure the craftsmen treated him as just an apprentice, not the son of the owner?

3. What do you think apprenticeship status meant in terms of the craftsmen’s pedagogical choices: how would their pedagogy have been different if they had given Bruno ‘special’ treatment?

4. What do you think the master’s pedagogical choices were at the start of the training: were they open or solid? Do you think this changed over the years? Explain.

5. Bruno did not initially have an interest in following the family business. He describes quite a lot of discipline and sacrifice. Where do you see the discipline applied by the master, and where did Bruno make sacrifices due to his own determination and commitment? How do you think those attitudes developed, even though he had little interest to begin with?

Extract 2
	Interviewer: What are the secrets of the shoemaking art? 

Bruno: 
We must be innovative without forgetting tradition. We must give our clients 100 per cent of what they want. We must build a special relationship, to understand the way our clients live, their needs, in order to give the best advice and always find the solution that will make them feel at ease and gratified. Technically it requires very high manual skills and imagination: we have to be able to visualise the shoe in its becoming, in order to obtain a product that is not only beautiful but also comfortable, because comfort represents the added value of a made-to-measure pair of shoes. We also have to be humble, because every shoemaker knows that learning is a process that continues with every new pair of shoes he makes. 

The result is always unpredictable, as it depends on the materials – every type of leather is different – and on the last [a mechanical form shaped like a human foot], which is created expressly for each client. In the past, the schools were responsible for the preservation and transmission of these rules ... Nowadays the schools have disappeared, and only a handful of cordwainers, like my father, still possess the necessary skills to master a craft to such a degree that they can overcome any type of difficulty. On top of this, I believe that there is some confusion over the meaning of ‘artisan workmanship’. Many big brands that use this term do not know the rules behind it, but they were smart at creating their own rules, ‘comforted’ by their marketing. 


6. Bruno says ‘we must be innovative without forgetting tradition’. Do you think this tension gets held in TVET today, or does one get sacrificed for the other? What about in your particular industry?

7. Do you think the Peron family business works primarily to satisfy their own needs for income as well as to fulfil their own creative interests, or do they work primarily to meet the needs of their clients or society? Or do they balance these?  Do you think this tension gets held in TVET today, or does one get sacrificed for the other? What about in your particular industry?

8. Bruno notes that his work requires 1) very high manual skills and 2) imagination ‘in order to obtain a product that is not only beautiful but also comfortable’. He goes on to say that it also requires the master shoemaker to 3) stay humble ‘because every shoemaker knows that learning is a process that continues with every new pair of shoes he makes’. Do you think these three characteristics that Bruno notes are also important in your trade – or perhaps all trades? Do the masters of your trade see themselves as ‘knowing all’ with no need to learn further, or do they see learning as a lifelong process?

9. Bruno refers to schools in the past that successfully transmitted the rules of the trade, but no longer exist. He comments that ‘only a handful of cordwainers, like my father, still possess the necessary skills to master a craft to such a degree that they can overcome any type of difficulty’. Do you think, if Bruno had learnt shoemaking at a TVET college, that he would have had the necessary foundation to become a master craftsman who could ‘overcome any type of difficulty’ over the course of his career? Do you think your TVET programme is laying the foundation for your students to be able to reach this level over the course of their career? 

Extract 3:
	Interviewer: Among the different shoe constructions – Tirolese, Bologna, Goodyear, Norwegian – which is the most difficult to make by hand?

Bruno: 
Until last October, I would have answered that the most difficult is the triple stitching on a thin ‘single hide’ [a shoe upper that is obtained from a whole piece of hide, not from bonded leather]. The thinner the leather, the more precise you have to be. That same month I was invited to an event promoted by the cordwainers of Parma, where I met the man I consider the real genius of shoemaking, Kota Kishi from Japan. Together we worked on a construction that was so complicated that neither of us would have been able to do it on his own. 

We used a whole piece of hide to make a pair of ankle boots, with a technique based on a 1954 model made by an unidentified English cordwainer. I had come across this model in the footwear museum in Tokyo, where it is preserved like a holy relic. That particular stitching does not have a name, because it is the result of an artistic creation that develops ‘askew’: two parallel rows of stitches that run along the shoe like a scar, and intersect on the upper part. It sounds easy, but it isn’t ... In the one and a half years it took me to reproduce the technique without defects and without breaking the thread, I had managed to make just one shoe, not even the whole pair. Together with Kota, we succeeded in obtaining the result we were aiming at. Today, that construction is the most difficult I can think of. Tomorrow, who knows ... If I lose my passion, I will probably continue to give the same answer even in the future. 

But if I continue to learn and advance, I know I will always get carried away into another crazy adventure!

Peron & Peron shoemaking art. 2020 Fondazione Cologni Mestieri D’arte
Source


10. What kinds of attitudes or ‘habits of mind’ do you think Bruno and the Japanese cordwainer, Kota Kishi, demonstrated when they chose to set themselves a task that was more difficult than anything either of them had done on their own? 

11. Bruno describes this difficult and slow work as a ‘crazy adventure’. This indicates that he experiences enjoyment in the challenge. Do you feel this way about your work? Think about why or why not. What would it take to help your students develop this kind of interest and enjoyment of their work?

12. Bruno describes that now that he has completed his formal training it is up to him whether he continues to learn and advance, or not. He notes that if he loses his passion, he will probably not develop further in his expertise. How does this aspect of ‘lifelong learning’ play a role in the future development of your students?

Discussion of the activity

The interview with Bruno has helped us explore some of the elements of traditional vocational pedagogy, which focuses on developing mastery over time and with consistent discipline, and think about these in the modern TVET context. As this unit continues, we will look more systematically at these elements of vocational pedagogy.
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Figure 10: A pair of Italian shoes made by Santoni Source
Vocational education has thus been going on for many centuries, and started before schools, colleges or universities came along. It was often done completely in the workplace, but in some cases was a structured, formal and rigorous programme of training, in which the trainee was taught a large body of theoretical knowledge.

In some occupations, the amount of theoretical knowledge has built up over time until it is too complex to pass on just by demonstration and imitation. In some occupations, the technical skills are so precise and difficult that they take years of practice to develop. For example, a young person who becomes a heart surgeon will need years under the supervision of an expert or master to develop the technical skills required for delicate surgery and the theoretical knowledge and experience needed to make the best decisions under pressure, when a person’s life is in their hands. A counsellor or psychologist might not need technical skills to become an expert, but theoretical knowledge by itself is not enough and it takes years of practice and experience to know how to address a difficult case successfully. 

Formal schooling was developed to ensure that the growing body of general knowledge and theory and the key skills of reading, writing and mathematics were passed on in an organised, structured way, and a range of more formal pedagogical models were created to do this. Very practical, technical occupations continued to be taught in the workplace. Over time, universities were devoted to teaching ‘ideas’ (knowledge and theory) needed in various professions, and practical training courses were developed for teaching ‘skills’. Although the university world of ‘ideas’ was linked to the world of work, by informing and shaping society, there was only a weak link with the workplace. This tradition continues today. Some degree programmes give students practical workplace training (for example, medical students or those training to be educators), but many degree students leave an institution without 
a direct pathway into the workplace or without the full range of skills they need to do a job.

In the 21st century, there are still places in the world where children grow up to continue their family’s trade, but general schooling has tended to separate children from their family’s work and give them knowledge and skills that position them to choose a career or occupation for themselves. In addition, rapid technological change has resulted in some trades disappearing altogether, while others seem to appear overnight. Today, millions of people are employed in ICT fields that did not exist a few decades ago. In the current age of globalisation, companies like Shell, Coca Cola or Toyota operate across the world, which can make working for them less stable. A technician could spend 20 years working in a factory, only to have the company move manufacturing to another country where labour is cheaper, 
or have a new technology make their job obsolete. For example, while Apple is an American company, iPhones are now made in China, and these manufacturing jobs disappeared in America.
One reason some people choose a university education over a TVET education is that they believe a broader theoretical basis will help them adapt to changes in their field, or to entirely new jobs. They could transfer their knowledge to new situations, even if they need to learn some of the specifics. They also think it will put them in a position where they can rise to higher levels of influence in the sector, such as running their own business or contributing innovations, because they will have the theoretical background to think more broadly about new possibilities. 

The following scenario illustrates the difference that a having a theoretical basis, rather than only practical knowledge of a job, can make in times of rapid change in industry.
Scenario: The story of Sbu and Makhosi

	Makhosi had high hopes of being an electrical engineer and got a loan to do an electrical engineering qualification at university. But after she graduated, she could not find a job. She ended up doing the night shift at an electrical plant, monitoring machinery. Her boss, Sbu, was a technician two years younger than her. He had been trained on the job straight after school after two years at the company had become the shift manager. Sbu could not believe that after three years of formal education Makhosi didn’t seem to know a single thing that was useful at the plant. He had to teach her everything, just as if she had just left high school. Makhosi felt like an idiot because nothing at the plant seemed to relate to anything she had studied. In addition, Sbu was able to save quite a lot of his salary and was planning to build a house. Makhosi thought about her debts and wondered why she had wasted those years of her life at university, when she could have been making money and learning skills on the job.

After six months of doing night shift at the company, a position opened for a civil engineer. Makhosi applied and got the job. Sbu watched with shock as Makhosi moved into her new office, was handed the keys to a bakkie, and started working eight to five. 
A year later, the company decided to close its plant in South Africa. As there were no other similar plants in the area, Sbu could not take his training on the machines anywhere else. He had to get an entry level job at a clothing factory. Eventually, his managerial experience helped him to get a promotion to manager. As an engineer with a year’s experience under her belt and a good reference, Makhosi found a job with another company quite easily. Her work was unrelated to what she had been doing, so at first she felt again that her university and on-the-job training had done her no good, but after a month or two she had caught up and felt confident and capable. 




The story of Sbu and Makhosi is a simplified illustration of some of the challenges in education and the workplace these days. Note that neither of them had a TVET education – Makhosi had a university degree and Sbu had on-the-job training. But the point of the story is that, without a strong theoretical base, you can be vulnerable to changes in the economy and industry; at the same time, without solid practical knowledge your theoretical knowledge can leave you fairly useless in the workplace. 
There is no longer – and maybe there never really was – a neat divide between ‘academic’ (university) and technical (practical) education. In the modern world we need both. Every university is increasingly reshaping its courses to try to help students develop the skills they will need. A degree is no guarantee of a job. In the past, with a master’s degree you could become a lecturer at a university; now you are required to have a PhD. Every discipline requires skills, in order to be used in the workplace. Even in the academic world, you cannot advance without strong teaching, research and theorising skills – the skills of that particular trade.  

One might argue that there is no solid line between vocational education and general education.
Or one could say that university education tends to deal with occupations that require more theoretical knowledge and less practical skill, while technical educational tends to deal with occupations that require more technical skill and less theoretical knowledge. However, these generalisation are not all that meaningful. As we have seen, a surgeon requires plenty of theory and skill, a counsellor requires little technical knowledge and lots of theoretical knowledge, and an artist requires technical skills that develop over years. 
The fact that vocational education is more directly linked to the economy ‘keeps it real’ in a way that universities are realising they have to find a way to do, or their graduates will have no bridge into the ‘real world’. Vocational education is structured differently from general education because it deals with the complex realities of work and college. However, vocational education may be in the best position to chart a way forward with pedagogies that general education needs as well. 

While informal vocational education has been around much longer than formal academic education, TVET as a formal endeavour is more recent. It has, thus, been influenced by approaches to formal academic education – for better and for worse, as we shall see. At the same time, it continues to feel 
the pressures and realities of the workplace. Let’s look at how these forces have shaped vocational pedagogy in the context of formal education. 
The development of formal TVET pedagogies

Approaches to vocational education have varied across different vocations and parts of the world. As they have become more formal – from apprenticeships to college training courses – some approaches have solidified. We know that these methods are not always effective. Many students come out of training courses to unemployment. This is not just a South African problem, so it bears looking at. What is missing, or what are we doing wrong? Is it the poor economy? Is it the rapid change in industry? Or are there things about the way TVET is being done that contribute to its failure? 

Originally, vocational education took place in a very natural way, embedded in everyday life and the workplace. Today, however, the formal approach to vocational education that is based in an educational institution is that it straddles two worlds: the workplace context, and the academic world of the educational institution, which teaches many different vocations. In the attempt to deal with this, some vocational pedagogies have tended to follow the pedagogical approaches used in academic education, while others have taken their cue from the workplace. Each of these approaches has resulted in some difficulties and weaknesses. 
Let’s look at each approach. We will use a pedagogical technique called ‘ten-two’ and combine it with another called ‘think-pair-share’. In ‘ten-two’, when the lecturer is explaining something to students (in this case, working through the text you are reading) they stop periodically (roughly every ten minutes) and give students two minutes to discuss what has been presented with a partner, summarise it, and 
ask any questions they may have. In ‘think-pair-share’, you think about your response to a question posed by the lecturer, discuss your ideas with a partner, and then share with the larger group. 
Should traditional academic pedagogies or workplace demands shape TVET?

TVET stands with one foot in education and the other foot in the world of work. Trends in both influence what is taught and how it is taught. 

While students need to learn the ‘what’ and the ‘how’ of their trade, they also need to learn the ‘why’. As we saw earlier, having a theoretical understanding of what one is doing is important, to be able to adapt, change career directions if necessary, problem-solve and innovate. TVET has been brought into formal educational institutions because substantial factual and theoretical knowledge underpins many types of work, and this knowledge may not be learnt easily on-the-job. Educators have attempted to make this knowledge explicit and package it in courses with credits to ensure that each student has covered all the bases. Usually you can observe a person working to assess their mastery of certain technical and practical skills; it is a bit more difficult to measure someone’s theoretical understanding without a systematic (formal) approach. This has resulted in a split between the classroom (where theoretical learning is done using the traditional classroom and lecture-style approaches used for basic education and general higher education) and the workshop or workplace (where practical, technical learning is done using equipment). In some cases, classroom-based learning has taken over more time, with less time allocated to learning physical and technical skills. 

The problem with this is that when knowledge is separated from the contexts in which is useful, it often doesn’t ‘stick’ or doesn’t come easily to mind when it is needed in a real-life situation. The knowledge may exist somewhere in one’s head, but it is not networked to the practical world in ways that enable one to activate it when it is needed. This is ‘inert’ (passive) knowledge, which Boehner (2017) describes as ‘a body of knowledge that an individual may possess but cannot apply in real-life situations. The reason is the individual does not have a clue how to put that knowledge to action’.  In fact, as we will see in academic education, there is increasing recognition that learning almost anything happens best when the student is actively engaged in a situation or context. For TVET, where the aim is to prepare a student to succeed in a specific working environment, this is even more the case.

Boehner (2017) explains that:
study upon study have piled up evidence that pure theory teaching in TVET commonly results in inert knowledge, if at all in any knowledge base. Mostly theoretical knowledge input is quickly and profoundly forgotten, especially if presented via lecture and verbally only. Disbelievers may consult the bulky scientific evidence for the overwhelming inefficiency of pure theory lecturers in TVET ...  The inert-knowledge problem calls the following three teaching modes into question entirely: abstract theory lessons; the methodological concept of lectures and, more generally; longer teacher-centered talks that fail to include student-activating application. The result of such modes is knowledge that cannot be used in real-life situations because transfer is impossible. The knowledge is fact-based and insulated in the learner’s brain—and to large degree quickly forgotten.

The diagram in Figure 11 illustrates how learners can rapidly lose knowledge after learning it through a verbal, theory-based lecture approach, rather than through becoming engaged in real-life, active learning experiences.
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Figure 11: Curve showing the rapid loss of information learnt in TVET 
Source: Boehner, 2017
In light of this, Boehner (2017) argues that: 

[lecturers] should altogether get rid of the notion that they can teach knowledge independently, i.e. in a classical lecture on theory ... the concept of ‘theory’ in TVET is mistaken, as theory (i.e. understood as pure knowledge or content) is inextricably interwoven with skills and abilities ... there is no such thing as teaching abstract theory that is meaningful in any way for application in the world of work, or even possible. 
That is a taboo, if [lecturers] want their students to be equipped for life ... The artificial separation of theory lessons and practice-based teaching in workshops (practicals) should be eradicated in TVET. Any teaching and learning process should be practice-based or practice-related and interweave knowledge background and skills to be acquired. That will make reflection phases indispensable in between and at the end of any TVET session taking place.
Lucas et al. (2012) note that, where developments in academic learning are useful to TVET, they are not always integrated effectively:

While general education and informal learning have, over the years, developed much useful theory which could inform vocational pedagogy, when such thinking is transferred to vocational education it tends to be bolted on rather than fully integrated. So approaches such as problem-based learning may sit side by side with didactic instruction with no apparent justification or thought as to the situations in which one might be chosen in preference to the other.
Stop and think-pair-share

	Consider the following questions and discuss them with your partner.

1. What do you think about Boehner’s (2017) and Lucas et al.’s (2012) comments? Do you think they are correct? 
2. Do you think it is possible to remove the ‘artificial separation’ between theory lessons and practicals? How would you go about doing this?

Contribute your insights to the larger group discussion.


We will explore this in much greater detail as we continue.

If traditional academic education does not serve as an effective engine to ‘drive’ TVET pedagogy, then what does? Would it be better to keep it grounded in the ‘real world’ of the workplace, and let teaching approaches be shaped by what the industry and employers demand? Lucas et al. (2012, ) put the problem like this: 

Even today, there is a sense in which vocational pedagogy sits in a no-man’s land between what is taught, in colleges and by training providers, and what is needed in the workplace. And too often employers complain that the content taught does not connect closely enough with the requirements of a particular occupation. 

It is obviously important that needs and trends in industries and fields (types of employment) are considered in the decision of what should be taught and how it should be taught in TVET. Many fields are rapidly changing, and by the time students enter the workplace they may be required to use technologies that didn’t exist when they started their training. On the other hand, some of the skills they have developed may no longer be relevant. While it is impossible to anticipate all future changes and innovations, TVET programmes need to keep their ‘finger on the pulse’ of their industry, to anticipate, as much as possible, what competences their students will need. Lecture-style teaching is not only an ineffective way to teach students knowledge or skills they will need to access quickly in the workplace, it also deprives them of the opportunity to develop other skills they will need. Passively and ‘obediently’ taking notes in a lecture may prepare a student to take their place in a factory assembly line, but not to think independently and under pressure, contribute ideas and solve problems. The pedagogies used in their TVET training thus need to provide them with plenty of exposure and practice to develop these kinds of skills.
It is key that TVET works closely with professional bodies in industry to ensure that TVET programmes are relevant to the workplace. However, while it is essential that TVET takes important cues from industry and employers in choosing what to teach and designing pedagogies to teach it, the workplace as a driving force for TVET also has its limitations. Although employers may know what their industry needs, they don’t always know how to identify the educational requirements that correspond to this. They may miss complexities in the industry or not recognise the underlying theoretical knowledge or ‘soft skill’ that their most effective workers are using. Alison Wolf (quote in Lucas et al., 2012, p. 26) offers this observation: 

To involve employers in debates about these issues, you have to make it concrete. To sit around tables and talk is ineﬀective. The only way to get them involved is when they actually see a training programme on the ground and rather than looking at it on paper, they are actually seeing it in action. Then they will have thoughts.
Stop and think-pair-share

	Consider the following questions and discuss them with your partner.

1. What is the current relationship like between your TVET programme and your industry? 
2. Do students get enough exposure to, and interaction with, the workplace? 
3. Do you think your programme adequately takes the needs and changes in industry into account?
4. Does industry have input into the design of your programme? Do you think it might have too much input, or too little input? 
5. What is the most beneficial arrangement between your programme and industry that you can envision? Are there things that you or your department could do to develop the relationship in this direction?

Contribute your insights to the larger group discussion.


It is important that TVET is undertaken properly as an educational task, rather than as a training-for-workplace task. Lucas et al. (2012) note that if TVET is only ‘training for work’ and not ‘education for work’, it may as well be removed from educational institutions and the job of training handed back to employers. Corson (1985) quoted in Lucas et al. (2012) puts it like this:

Being educated demands more than being highly trained; it involves the possession of a body of knowledge along with a conceptual scheme to raise that body of knowledge above the level of a collection of disjointed facts.

The TVET curriculum and pedagogy thus cannot be directed or dictated by employers, professional bodies, or industries, though their input is needed. It is ultimately the responsibility of educators – including yourself – to wrestle with the question of how best to educate TVET students. But this requires that you have a ‘dual professionalism’ in both teaching and vocational excellence. Teaching vocational subjects may thus be more complex – and possibly more difficult – than teaching purely academic subjects (Lucas et al., 2012).

In thinking about this we must ask ourselves: What are the multiple purposes of training TVET students? Obviously, TVET is to prepare students for the world of work. But what assumptions or aims actually underlie that goal? Is the main reason for training TVET students to meet the needs of society, or the needs of the students? Is it to ensure that the products and services that society needs and wants are available? Or is it to equip people (TVET students) with a path for income, dignity and perhaps even meaning in their lives? Does any of the original meaning of the word ‘vocation’ – feeling called to something that will fulfil your purpose or potential – still exist in vocational education? Or are TVET students being prepared to be servants of society – or perhaps servants of the capitalist market? Are TVET students who come from poorer backgrounds being equipped to improve their own lives and the lives of their family – or of people in the communities in which they live? Or are they being equipped to ‘grease the wheels’ of the wealthy and powerful in society, while they, their families and their communities stay more-or-less where they are?
Stop and think-pair-share

	After considering the questions above, share your thoughts with your partner. Then contribute any key insights or questions to the group discussion.


Linked to this is the question of whether technical occupations are seen – by society, employers, TVET institutions, lecturers and TVET students – as meaningful and valued work, as a way to do what you love and are naturally gifted to do. Or is TVET ‘Plan B’ for students who ‘couldn’t make it’ academically? Lucas et al. (2010, pp. 15–16) answer this question regarding the United Kingdom:

Virtually all young people are allocated to a pathway based on their suitability or unsuitability to the academic route, rather than their suitability or unsuitability to the vocational route. Young people are often allocated or counselled into a vocational pathway not on the grounds of talent or interest in those domains, but because they are thought unlikely to succeed at the next level of academic education. Conversely, those young people expected to succeed in academic education are tacitly or openly discouraged from considering vocational pathways.

Indeed, this view is supported by writers such as Richard Arum and Yossi Shavit (1995, p. 187), who consider vocational education as ‘a safety net that reduces the risk of falling to the bottom of the labour queue’ in their paper on high school vocational education. Lloyd and Payne (2012) suggest that in England and Wales, FE [further education] colleges work on a ‘deficit model of provision offering a second chance to those who have struggled in mainstream schooling’ (p. 3).
In the South African context, under apartheid, many South Africans were deprived of access to an academic education and directed towards technical and vocational occupations. This approach was developed on the basis of a racist political ideology that saw white people as created by God to be ‘masters’ in the world with everyone else as ‘servants’. One of the burdens that TVET bears is this historical role of being the ‘lesser’ career path. This is not the case everywhere in the world: for example, in Germany TVET has the same social and educational status as traditional academic education and career paths. However, it is clear from the comments above by Lucas et al. (2010) that in countries such as the United Kingdom TVET also acquired lower social standing than university education.

It is a key responsibility of TVET institutions and lecturers to raise the status of TVET education and occupations and to address the poor image of TVET, particularly given our apartheid history. Part of this is ensuring that theory and professionalism are effectively integrated, providing a high standard of education that is not just training, but that develops students’ capacities for analysis, theorising, innovation, agency and leadership in their field in the same way that an academic education should. All these aspects will be explored during this module. Another aspect to effective TVET is to ensure that, while the needs of society and the demands of the market are thoughtfully worked with, the education you provide your students is designed to serve their own needs and aspirations as human beings. This is key as it can make the difference between TVET perpetuating social inequality and becoming a vehicle for transformation.
Avis (2014) points out the danger that education can be in the service of the rich, maintaining their power and wealth, and that, while vocational education may appear to provide a democratic way past this, it can actually entrench social inequalities more permanently:

Education plays a key role in the perpetuation of the capital relation; this is the
skeleton in capitalist education’s dank basement. It is just one of the many reasons
why, in contemporary capitalist society, education assumes a grotesque and perverted
form. It links the chains that bind our souls to capital (Allman, et al., 2003, pp. 149–150).
Schools of the vocational type, i.e. those designed to satisfy immediate practical
interests, are beginning to predominate over the formative school, which is not
immediately ‘interested’. The most paradoxical aspect of it all is that this new type of
school appears and is advocated as being democratic, while in fact it is destined not
merely to perpetuate social differences but to crystallise them.

Avis (2014) warns that:

arguments that seek to validate workplace learning can easily fold over into an instrumentalism concerned with enhancing variable labour power, marked by a genericism [a general approach] that addresses employer needs and is business facing.

He urges that:
We educators need to reclaim our professional freedom of thought and action; to introduce a curriculum that deals with the threats we face; and to renew both our educational ‘system’ and our society through democratic values and practices.

Avis (2014) goes on to say, however, that if educators aim for the transformation of society as part of their goals in TVET, that TVET can, possibly, offer a path for people to take hold of the knowledge they need in order to achieve social justice:
disciplinary knowledge when allied to workplace experiences can be appropriated by oppressed and marginalised groups, thereby becoming ‘really useful knowledge’ to be marshalled in the struggle for social justice. This then is the pedagogic challenge – to open up possibilities that themselves presage not only the transformation of practice but also social relations.

Stop and think-pair-share
	Consider the following questions. If possible, discuss them with a partner.

1. In Unit 1 we looked at the critical consciousness perspective advocated by Paulo Freire as an important priority in how the curriculum should be enacted. How do Avis’ (2014) ideas help to focus a critical consciousness perspective on the way that TVET is positioned in society currently? 
2. What role do you think TVET currently plays in South African society? Does it adequately serve the interests and needs of students, or do other interests take priority? 
3. What can you do to ensure that your teaching offers students the tools (SKAVs) to achieve greater justice in their own lives and also in society?

Contribute your insights to the larger group discussion.


If TVET primarily exists for the wellbeing of the TVET student, while also for the benefit of society, this must be firmly in focus in the development of curriculum and pedagogy.
The influence of behaviourism, cognitivism and constructivism on TVET pedagogies

While TVET pedagogies have been influenced by traditional general academic models, on the one hand, and workplace demands on the other, they have also been influenced by changes in theoretical perspectives on teaching and learning that come from research on psychology, thinking and learning and the brain (Boehner, 2017). As new learnings come along, however, they may be incorporated by some institutions or lecturers, while others may stick to the old models. Three of the most influential theoretical perspectives are behaviourism, cognitivism and constructivism. Let’s take a brief look at each of these. They are discussed in more detail in the ‘Psychology of Education for TVET’ module.
Behaviourism

Behaviourism is based on the idea that you can get people to do the things you want, the way you want, by giving them positive or negative consequences (rewards or ‘punishments’). You motivate them to behave in the way you would like them to by rewarding them with something positive when they do, and you move them away from behaving in ways you would not like them to by having them experience something negative when they do. For example, you demonstrate to a group of students in a woodworking class how to make a dovetail joint, then you guide them with feedback (praise or disapproval) and award high marks for making it correctly. This approach is familiar to all of us from our school experiences. However, it is useful in only limited ways. It is based on copying a master or a model and on passive obedience. The teacher is ‘full’ of knowledge/skill and pours this into the passive, ‘empty’ containers, which are the students. 
This model may be effective in teaching you how to do something ‘correctly’, but not how to analyse why it is ‘correct’ and other ways are ‘incorrect’. It doesn’t build on your prior knowledge, develop your capacity to problem-solve or innovate, or teach you to analyse your context. It teaches students to become diligent servants of their trade, not to theorise or transform their trade. During stable times, when things did not change much, this performance-orientated approach resulted in trades and skills being passed on successfully over the generations. But as the world began to change, the approach did not adequately equip people for their role in that change. And as we have discussed, in a socio-political context where there is inequality this can reinforce the lower status of the worker not being a thinking or a changer – a ‘mover’ or a ‘shaker’ – in the way that a businessman, professor or lawyer might be. 

Cognitivism

New research brought along a new approach: cognitivism. This approach dug deeper; instead of just knowing what to do and how to do it, you should understand why. By understanding the theoretical foundations and underlying knowledge and processes of your work, you have a far more comprehensive base from which to think and act. However, this took the ‘full teacher, empty student’ situation to the extreme, with educators loading students with more theoretical knowledge. The problem was that this knowledge, out of context, was inert. Students couldn’t necessarily access it when they needed it, or see how to use it in a new situation. Students could sit for tests and pass them, but the rote learning approach didn’t really integrate new knowledge into their abilities to think and act. 

Constructivism

In the 1990s, constructivist theory began to influence TVET pedagogy. Instead of ‘full’ teachers passing knowledge and skills to ‘empty’ students in a one-way dynamic, constructivism put students, with their existing knowledge and abilities, at the centre. Students are the agents who construct their own learning, with the support of their teachers who mediate the process and even learn alongside them. Teachers engage students about what they already know (their prior knowledge) and may give them a brief lecture to consolidate this, then pose realist, work-related problems or challenges that enable their students to explore, consider and learn through their own actions. The constructivist approach will be discussed in greater depth as we continue through the module.
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Figure 12: Three key influences on TVET pedagogy over the years 
Source: Boehner, 2017

Activity 6: Engaging with reading on TVET pedagogies
Suggested time: 45 minutes

Click link to access Reading 1, Boehner reading on models of TVET pedagogy. 
Discuss the following questions in small groups or with a partner to strengthen your understanding of these ideas. 

1. Boehner discusses how behaviourism fits well with a colonial view that the majority of people should be trained to provide services correctly for the ruling class, and discouraged from original or independent thinking. We can see that in our own context in South Africa, this attitude continued through the apartheid era. 
Do you think this approach has become entrenched – ‘built in’ – to TVET education, to some extent? What do you think the impact has been on lecturers and students? Linking this to Freire’s goal of creating ‘critical consciousness’, which we discussed in Unit 1, what do you think needs to be done to free TVET education of the negative aspects of a behaviourist approach – for example, a focus on rote learning that does not encourage critical thinking? Do you think the behaviourist approach has positive aspects that TVET should hold on to, or use more effectively?

2. Boehner notes that cognitivism put more emphasis on teaching theory, as a way to correct the ‘imitation without understanding’ that could happen with a behaviourist approach. However, having TVET students memorise lots of theory in the classroom did not produce much better results because the knowledge they gained was ‘inert’; it wasn’t integrated into the active processes involved in TVET trades and thus students couldn’t make use of it when they arrived in the workplace.

Discuss whether the teaching of theory so that students don’t know how to apply it is a problem in your TVET context. What could you do to address this?

3. Boehner describes how constructivism holds onto some of the elements of behaviourism and cognitivism which were effective, but approaches teaching and learning as an active, engaging process, where students must be involved in figuring things out for themselves and trying out theoretical concepts in practical situations, so that they can ‘discover’ their value and integrate them into the way they think about and respond to challenges in the workplace.
Do you see a constructivist approach being used in your TVET context and do you use it yourself? How do you think it could be used more effectively to ensure that students are prepared to handle new situations and solve new problems when they reach the workplace and are not simply trained to perform tasks ‘correctly’, or have theoretical knowledge stuck in their heads which they don’t know how to use?

Discussion of the activity

Being aware of the approaches and focuses that have developed in TVET pedagogy places you in a position where you can critique the way teaching and learning is done in your TVET context and the practices you use yourself. You can then consider whether these practices are effective in achieving the aims of TVET today, or whether they need to be challenged and adapted. 
Skills and competences as a driver of TVET pedagogy

We have explored how behaviourist, cognitivist and constructivist approaches have influenced TVET pedagogy. Another approach to TVET pedagogy is to focus on the individual skills that are required for a job. An ability that is needed for a job is broken up into the component skills and each is taught and assessed separately. A defined set of skills together make up a competence. 
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A set of competences together make a trained, work-ready baker, childcare worker, plumber etc. 
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Figure 13: The competence approach sees separate skills making up simple competences, which together make a student qualified for the job
This is a neat and systematic approach, which tries to make sure that everything is covered, and nothing is missed, and also tries to teach things in the most logical sequence possible. It is appealing to educational institutions, because each skill (or micro competence) can be assigned a credit value and a place in the programme. A competence can be allocated a qualification, and a group of qualifications can make up a more advanced qualification. It is also appealing to students, because they build up a set of skills over time, skill by skill in the skills programme, or level by level in the NATED programme. 

The problem with this approach is that it focuses the whole programme intensely on the assessment of measurable (testable or observable) individual outcomes. It becomes a ‘production line’, where the actual process of learning and the development of the student on different levels can take a back seat or begin to disappear completely. Lucas et al. (2012) warn that the competence approach can put the focus on students producing particular desired behaviours that are seen to demonstrate particular skills and abilities in assessable way, and this can take the focus off deeper learning and development. As a result, TVET can be downgraded from providing the student with a comprehensive education to producing workers for the needs of the market. Instead of developing a well-integrated set of skills, abilities and attitudes that enable the student to work expertly in our world where technologies and industries are constantly changing, TVET gets reduced to ‘filling a prescription’ (like a chemist) of required learning outcomes as they tick off a checklist of micro-competences.

There is a funny scene in a movie where a guy is getting ready to go to work and as he is making coffee his one and only cup falls onto the floor and breaks. In desperation, he tries to have his coffee by putting the individual ingredients in his mouth: a spoon of coffee powder, then a spoon of sugar. Then he pours a little milk and some boiling water from the kettle directly into his mouth. It was not a success! 
Let’s imagine an even more absurd scenario: you decide that you will be more efficient by having all your coffee for the month one ingredient at a time. First, you eat a whole bag of coffee powder. Next, you eat a whole bag of sugar. Then, you drink a litre of milk. And finally, you drink several kettles of hot water. The point is that consuming the individual ingredients of a good cup of coffee does NOT equate a good cup of coffee. A good cup of coffee requires all the components to come together in a way that they are perfectly dissolved into each other. This idea is also what is meant by the saying ‘the whole is more than the sum of the parts’. When the parts work together, they become something different, and greater, than just compiling all the parts, like a list. 

The competences (or individual outcomes) approach can result in a list of assembled parts with the transformation of these parts into a new thing. The student can take a variety of cooking courses that teach knowledge and skills, but to become a master chef requires something more: it means all those skills and facts blending together and coming out at a new level. What can be missing from the competences approach is the ‘something else’ that combines the bits and pieces into something more than their sum.

Stop and think

	1. Can you think of examples in your TVET experience where a student passed all the courses and ‘ticked the boxes’ for competences but still hadn’t ‘become’ something new: a competent welder, hair stylist, or whatever the programme happened to be? 
2. Can you think of someone else working in industry who has achieved that? 
3. What do you think made the difference?


To prevent this from happening, competences need to be understood not as a list of somewhat unrelated skills to be checked off, but as a balanced and integrated set of SKAVs that are available to a person in a real-life situation (Boehner, 2017). The degree to which a person can deal successfully with a work situation is a measure of their competence. Thus, a competence cannot be a collection of unintegrated knowledge and skills – this is like trying to make a cake by lining up all the ingredients listed in a recipe on the counter. The ingredients must be mixed (related to each other) and then baked (integrated) in the oven (context). The person who tastes what comes out of the oven can tell you whether you have made a cake or not. The proof of the pudding, as they say, is in the eating! 

Boehner (2017) models competence in Figure 14, which is explained below. 
[image: image21.png]Competence

Skills and abilities

Knowledge

Contextually relevant skills
& knowledge

+

Attidudes





Figure 14: Components of competence as commonly understood 
Source: Adapted from Boehner, 2017, page 14
Skills and abilities 
The first layer of Boehner’s (2017, p. 14) model is skills and abilities. He argues that while many TVET experts use the term ‘skills’ for both, it is important to note abilities as something different. He defines the two concepts as follows:

· Skill is the power to perform a certain practical task that involves a high level of routine and that is mostly done by handicraft.

· Ability is the power to perform a certain practical task that involves a high level of cognitive awareness and steering. 

One could say, then, that in most occupations a person needs both skills that are built up over lots of repetitive practice (such as using a welding torch), and abilities to think clearly and make good decisions in the moment (such as ensuring the quality of your work as you use the welding torch, or being alert and responsive to safety risks as you handle potentially deadly equipment).
Knowledge 
The next layer needed for competence is technical knowledge. This must be embedded between skills and abilities and context or it will end up as inert knowledge, which the person may know but cannot apply in the actual situations they encounter at work.

Occupational context /contextually relevant skills and knowledge
The third layer needed for competence is the ability to use skills, abilities and knowledge successfully across the different situations that occur in the work context. This means transferring and applying what you know successfully, even when variables such as the project, client, materials, environment (such as weather conditions) or team may change. It is not enough to be able to do something well in one situation that you have been trained for and is controlled. In reality the situations we encounter are constantly changing and are often not ideal. 

Attitudes 
The final layer of competence looks like it has been added on afterwards, with a plus sign. Boehner (2017) did this to indicate that it is often left out of the picture in competence-based teaching, although it is just as important as the other elements. Attitudes are your combined beliefs, feelings and actions that cause you to choose to, and want to, use your abilities, knowledge and situational coping power to do the work in a particular way (for example, with excellence).

Lucas et al. (2012) describe three different approaches to identifying competences. A behaviourist approach aims to identify which behaviours are used by people who are successful within a particular work context, and which are not used by those who are not successful. These are then selected as key competences to be taught. A generic approach aims to identify the abilities that are shared by successful people across all professions. A cognitive approach aims to identify the mental resources used by successful people to enable them to take in and master new knowledge and perform successfully.

Lucas et al. (2012) note that a skills-focused approach that lacks a developed notion of citizenship, broad competence development and occupational identity neglects general education and also personal development. They note that in some countries a broader understanding of competence mitigates this: 
[competence is] a multi-dimensional concept, whereby individuals integrate theory and practice, bring together resources, and apply the ‘whole person’ by reﬂecting on a given work situation, and upon their own actions: ‘students and workers thus become producers of knowledge, central to the success of knowledge-based labour processes. (Emphasis added)
In conclusion

In this unit you have explored how vocational expertise and competence were approached before the introduction of TVET colleges, and some of the weaknesses and pitfalls of the pedagogical approaches that have been used in formal vocation education. We have looked at how TVET can get caught up with trying to follow overly theoretical approaches used by universities, or trying to meet the demands of the workplace, which can leave students without an adequate theoretical foundation. The student is then not fully equipped to be able to think and act effectively as they face new challenges in their industry. An approach that focuses only on skills may fail to integrate them in a way that is meaningful and useful. It is also likely to fail to develop broader problem-solving and innovation skills needed for a changing environment. In many TVET colleges there is not enough careful thought given to the design and choice of pedagogy. Rather, lecturers have tended to either follow the lecturer-centred ‘chalk-and-talk’ model of the traditional academic classroom or have relied on the workplace to do more than it can. 
In the next unit we will draw on what we have learnt about pedagogic approaches to build a more complete model for how to achieve effective teaching and learning in TVET.

Unit 3: Building a model for effective vocational pedagogy

Outcomes

By the end of this unit, you should be able to:

1. Discuss the aims of vocational pedagogy at the levels of the student, the industry and society.

2. Identify contextual issues and challenges that vocational education must address to achieve its aims.

3. Analyse the different types of knowledge in vocational education using different theoretical lenses.

4. Analyse what vocational pedagogy needs to do to achieve the aims of vocational education. 

5. Model an approach to making sound pedagogical decisions to produce working competence.

Introduction

We cannot work out how best to teach something before we have worked out what it is that we are trying to teach. And we should not choose what to teach until we have considered what we are trying to achieve with our teaching. To identify what to achieve, we need to look at our aims and the outcomes we want to arrive at, as well as the challenges and realities that we must work with in order to get there. Let’s see this as a four-step process:

1. Identify aims and outcomes: First, put together as complete a picture as possible of what technical and vocational education needs to achieve. What are the aims, both in terms of what happens along the way, and in terms of what is produced at the end of the process – the outcomes?
2. Identify the realities and challenges in the context: Next, identify additional factors that will impact your ability to achieve those aims and outcomes. What limitations are you faced with at the TVET college, what specific characteristics of the students must you consider, and what requirements and challenges in the workplace or society do you need to plan for? From this analysis, you might find more aims and outcomes that need to be addressed in your teaching. 
3. Identify what to teach: Given these challenges, what does vocational education need to address to achieve these aims? 
4. Decide how to teach: What pedagogical approaches and choices will be most effective for what you are trying to teach?
Figure 15 shows the four steps involved in choosing effective vocational pedagogies, as well as highlighting how the steps in the process are interlinked.
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Figure 15: Steps involved in choosing effective vocational pedagogies
This unit will take you through each of these steps. At the end of the unit we will pull all these together to build a model for effective vocational pedagogy. Like the cogs in Figure 15, the four steps are interlinked. 
Step 1: Identify the aims and desired outcomes of vocational pedagogy
As we have looked at how vocational education has developed over time, we have identified that it must address needs and goals at three levels: 
1. the students; 
2. the workplace/industry; and
3. the greater society. 
These levels overlap and interact in many ways. A student is not trained just to satisfy the demand of industry or serve the needs of society: first and foremost, vocational training is about addressing the needs and goals of the student. However, all three work together: for a student to meet their goals and needs through work they must have the SKAVs that enable them to meet the goals and needs of industry. And, of course, industry only exists to meet the goals and needs of society. There is significant overlap between the goals and needs of these three stakeholders who are the ‘clients’ of a TVET college.
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Figure 16: The three overlapping levels of needs and goals in TVET
The aims of vocational education relate to the goals and needs of TVET colleges’ stakeholders: students, industries and society.
Now read the excerpts from Xing’s article, which introduces some important elements to consider as we think about the needs and goals of these three kinds of stakeholders. 
Activity 7: Read and respond to an article and a case study; identify TVET aims
Suggested time: 1 hr 15 minutes

Read the article Revisiting Franklin Bobbitt’s Thoughts on Vocational Education by Liu Xing.
	You will need to access this article online; arrange this via your institutional library service.

Xing, L. (2016). Revisiting Franklin Bobbitt’s thoughts on vocational education. The Journal of School & Society, 3(1), 65–70.




This activity is divided into four parts:
We will discuss Xing’s ideas as we go forward. Discuss the questions in each part with your peers and write your conclusions in your learning journal as you go. 

Let’s now investigate the short- and long-term needs and goals of these three ‘clients’ of TVET education: students, industry, and the broader society or world.

Students
You may be familiar with Maslow’s motivational model (also called Maslow’s hierarchy of needs), shown in Figure 17. The model represents the idea that as humans we have some very basic needs and until these are met we can’t think much beyond them. Our most basic needs are physiological: for food, sleep and shelter. Even our safety is a secondary concern if we have not met these needs; but once they are met, we need to address our need for safety. Having met these basic needs, we become focused on meeting our need for belonging and love, and then for esteem: having a sense of dignity and worth. Maslow called these first four levels of needs ‘deficiency needs’ – we are not ‘okay’ until they are met. Due to poverty, war or personal losses and trauma, many people in the world spend their whole lives trying to meet these basic needs. 
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Figure 17: Maslow’s motivational model
Source: McLeod, 2018

For those who are able to meet these basic ‘deficiency’ needs – for example, we have a regular income and are not worried about food or a place to live, and we have caring relationships with other people who see us as valuable and treat us with respect – we begin to experience another range of needs. Maslow calls these ‘growth needs’ because they relate to our desire (or need) as humans to keep developing and reaching outwards, to become or achieve more than we have before. First are our cognitive needs: to learn and develop our understanding of the world. This is followed by aesthetic needs: for beauty, harmony and balance. Following this is a need for self-actualisation: a desire to realise our potential and feel fulfilled. After reaching fulfilment on a personal level, we experience the need for transcendence: to experience being part of something more than ourselves, either through spiritual experience or through being involved in meeting others’ needs or doing things for the greater good of society. 
It is useful to bear this model in mind as we consider the needs and goals of students – as well as our own. If a student is still struggling to meet basic needs, their focus is likely to remain there, and although they have career goals they struggle to focus on learning. As a lecturer you will have to work with this. Keep in mind that, while a future job will help to secure some of your students’ deficiency needs, ultimately they should continue on a path of lifelong learning, achieving their potential and contributing to society. Part of your role is to prepare them for this.
Short-term/immediate needs and goals
Most of your students have a short-term goal of being able to get a job that will give them a reasonable income and provides dignity: something they can feel reasonably proud to tell other people they do for a living (meeting a need for esteem). Some may have a particular interest in or passion for the type of work they are training for. Others may have chosen the course because they think there will be plenty of job opportunities, they think it will pay well, or they like some aspect of the job. For example, someone may do a course in catering not so much because they are passionate about preparing food but because they enjoy being at gala events and meeting ‘important’ people. For work to provide dignity and meet the need for esteem it needs to be respected by society. 

Long-term needs and goals
Over the longer term, your students’ needs and goals are likely to include more than this, although they may not have thought consciously about some of these long-term goals and needs at this point in their lives. While their first month on their first job may be a success, this is not all they will want from their career over the decades ahead. As humans, we want to feel that our lives have meaning, and if we spend a significant part of our lives working, we would like to feel that our work has meaning. We want to feel fulfilled – that we have developed ourselves to a high level and are living a full and valuable life. 

Xing (2016) comments on this: 

Vocational education ... does not only mean teaching a particular craft which is useful and would ensure a youngster gainful employment. On the one hand, labor, as the foundation of civilization, can give the laborer a sense of existence, honor and value.

Let’s look at a few ways in which work can provide meaning and fulfilment and see how TVET can facilitate this for students. 

One aspect of our work that provides meaning and fulfilment is feeling that we are becoming increasingly expert as we continue with our career. We can look back and see where we have come from; we have knowledge and skill and ability that younger people in the trade do not, and we are in a position to help them develop this. We are masters of what we do.

Another aspect of work that provides meaning and fulfilment is the ability to make your own ideas happen. When you combine your expertise with creativity and innovate – create, design or develop something new – it gives your work and life value in the world (meeting needs for self-actualisation and transcendence). This may involve coming up with concepts, strategies, processes or designs that solve problems or take things in a new and exciting direction in your company or industry. 
Another aspect of professional life that helps to meet the needs for self-esteem and transcendence is helping others; knowing that the service you are providing is valued and respected and is meeting the needs of the community. It could involve mentoring people who are new in the trade, or using your trade to address problems or inequality – for example, working to raise the status of your occupation so that artisans in your industry can charge more for their services and have a better income. 

Finally, something that many people want over the long term is a feeling of security and freedom in their work life – feeling that they will be able to meet their basic physiological and safety needs themselves and are not completely dependent on an employer. Jobs can come and go (as we saw with Sbu and Mbali) and this can cause a huge amount of stress – especially if you have a family to support. Having not only the technical skills but the business skills to be able to work for yourself, rather than depending on employment, can give you more freedom to work in the way you prefer and not feel limited by the decisions of an employer.

Activity 7: Part 1: What must TVET do to meet the short- and long-term goals of students?
1. Reflect on your own journey from the beginning of your involvement with your industry (whether as a TVET student or by another route) until now. Do the short- and long-term goals we have identified match your own goals? Or can you identify others? To what extent have you achieved these? Do you know why or why not? Can you relate your goals to the needs in Maslow’s motivational model? 
2. In your learning journal, write Activity 7: Part 1 as the heading. Write down your thoughts about what TVET must do to equip a student to meet the needs or achieve the short- and long-term goals identified in the discussion above. Think about specific needs and goals of students planning to enter your industry, as well as needs and goals that would be common to all, or most, TVET students. If you think of additional needs or goals your students have, write them down as well.

Industry/workplace 

Now let’s think about what needs or goals the workplace or industry has, which TVET aims to meet. 

Short-term needs and goals
In the short term, the workplace needs competent entrant workers who can perform the job correctly.
Long-term needs and goals 
Over the long term, however, the workplace needs workers who are able to not only perform one job correctly, but who can work at higher levels, where they understand the bigger picture of the industry and can deal with all aspects of the business. They need people who, over time, become experts who can imagine, develop and design solutions and new directions for the company. On a broader scale, the industry needs experts who can contribute new ideas or solutions to the whole industry. A person who can do this will also boost their company’s position in the industry.

In addition, as we have seen, some occupations have a low status in society. TVET needs to raise the status of these occupations by ensuring that students are well-equipped to build and develop them

Xing (2016) talks about Bobbit’s vision for vocational education going ‘far beyond the teaching of some useful technologies which could be used in adult life. First of all, vocational education should be a power for change’. He quotes Bobbit’s vision of what vocational education can do for industry:
Education under the circumstances has, therefore, a double task to perform: 1) to act as a primary agency of social progress, lifting the occupational world to a higher and more desirable level; 2) to do this by educating the rising generation so that they will perform their occupational functions in a manner greatly superior to that of their fathers. The task is to develop in the rising generation, not merely the degree of proficiency found in the world about them, but to carry them much beyond; to look, not merely to the actual practices, but rather to those that ought to be. (Bobbit quoted in Xing, 2016, pp. 66–67)
This means, says Xing (2016), that ‘students of vocational education should develop a competence to judge the existing situation and try to improve it with a view of science’.
Xing (2016) sees improving the status of the occupation as related to improving the occupation itself:

When an occupation improves itself, the whole society should also benefit from it. In such a society, everyone relies on others and should respect others for this very reason. Based upon this, Bobbitt gave vocational education a foundation in social ethics. ‘Occupational labors clearly represent the basic service to humanity, the most fundamental social service’. 
Xing (2016) points out the consequences if vocational education does not raise itself to a professional level and produce innovation and leaders: 
Losing its commitment to innovation and public spirit, vocational education risks being reduced to a production line – one which produces generations of docile youngsters into fixed social positions. Students caught inside would lose the opportunity for self-realization.

This emphasises the links between the wellbeing of the individual student, the industry and society: the aims overlap and can be achieved together.

Activity 7: Part 2: What must TVET do to meet the short- and long-term goals of the workplace/industry? 
3. In your learning journal, write Activity 7: Part 2 as the heading. Now write down your thoughts about what must be taught to achieve the short- and long-term goals identified in the discussion above. Think both about what is specific to the industry your students will be entering and what is general – something that all workplaces would need or want. If you think of any additional needs or goals your industry has, write them down as well.

4. Do you notice any overlap with what you have written about the goals of students?

Society/the world
Now let’s look at the needs of society and, on a broader level, the world. 
Immediate/short-term needs
On the immediate level, the surrounding community and society need artisans who possess the technical skills that enable them to enjoy a high quality of life in every area: who can provide quality services or produce the products they need or want. They need people who are concerned about the needs of the community and meet these needs with consideration and professionalism.

Long-term/big picture needs
In our world today, the rapid advance of technology and the many harmful impacts of climate change are two factors that will bring change to many industries. In the longer term or bigger picture, society needs people who can respond to new problems or needs with innovative solutions. It needs people who have the capacity and curiosity to go where no one has ever gone before. It also needs people who not only have the capacity to find solutions, but who want to solve problems and develop ways of doing things that are better for all people, as well as the planet.
Activity 7: Part 3: What must TVET do to meet the short- and long-term needs of the community/society/world?
5. In your learning journal, write Activity 7: Part 3 as the heading. Write down your thoughts about what must be taught to achieve the short- and long-term needs identified in the discussion above. If you think of additional goals your students have, write them down as well. 
6. Think both about both specific and general needs society has that relate to your industry. If you think of additional needs or goals your industry has, write them down as well. 
7. Now look at your three lists: the needs or goals of a student; the workplace/industry; and society or the world. Are there needs or goals that appear for more than one of these three stakeholders?
Figure 18 shows the short- and long-term needs of TVET’s stakeholders (students, industry and society) that TVET is required to address. 
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Figure 18: TVET needs to address these goals and needs of stakeholders 
Now let’s bring these ideas into a real-life situation. We will look at how someone who was well-equipped was able to meet their own needs and goals as well as those of their industry and society. 
As you read the case study, look out for evidence of the short- and long-term TVET aims for students, industry and society being met.
Case study: Mkhokeli
	Mkhokeli has been a plumber for 15 years. He worked for a large company for 12 years but started his own business 3 years ago. In the company, he became well-known for his expertise and problem-solving abilities. Mkhokeli enjoyed working alongside other plumbers and learning from them, as well as mentoring those who were less experienced. He was promoted through the ranks because of his initiative and leadership abilities. Over the years, he proposed a number of innovations to address common problems. However, although his boss always praised Mkhokeli’s ideas, he never acted on them. Rather than dealing with management issues only, Mkhokeli also preferred doing hands-on work, alongside people who cared about the details of the work. He took a course in basic business skills and decided to set up his own small company. He has an assistant who has no skills but is quick to learn and his daughter helps him with the administrative work. 

Recently, the municipality approached Mkhokeli and several other local independent plumbers regarding a new sanitation project they plan to unroll on the edge of Mkhokeli’s neighbourhood, where an informal settlement has begun to grow. The settlement has only homemade toilets at present, which is creating health and safety issues. The municipality wants to put in well-constructed pit latrines, however the community’s political leaders say that dry toilets are degrading and are insisting that the municipality provide waterborne sewerage. Mkhokeli knows that this is not going to work because the houses are built too close together and there is no room for a servitude for a sewer. He advises representatives from the municipality and members of the community of this at a community meeting. The politicians are insistent, however, and the municipality puts out a tender for alternative ‘sustainable’ sanitation designs. Two designs are presented by their developers at the next community meeting. One of these flushes like a standard flush toilet and has a series of small tanks and pipes that are installed under the toilet to ‘digest’ the waste. The developer insists that these toilets work perfectly. He shows the meeting the various small components he has designed and explains their special functions. The other toilet is far simpler. Instead of flushing with a handle, a small jug of water is poured into the toilet to move the waste through a pipe to a pit behind the toilet.
The politicians and many members of the community take a strong stand in favour of the first, more complicated design. One of the politicians gives an impassioned speech in which he says that this toilet qualifies as a full flush toilet and it will restore the dignity of the residents who have unsuitable sanitation. He speaks at length about the injustices in South Africa’s past and how the flush toilet symbolises privileges that were given to the few while the many were denied, and this must change. Many members of the community clap and cheer. A few try to ask questions about the design: What will happen if some of the components break – how will they be replaced? What if they can’t afford toilet paper and use newspaper instead – will the toilet block? The developer laughs and rattles off some technical language, which makes those asking the questions feel ignorant and embarrassed. 
Mkhokeli feels increasingly alarmed. This is his community; he has lived here all his life and he knows how people live. He also wants people to have safe and dignified toilets that do not put their health or safety at risk. But as an expert plumber he can see many potential problems with the first design. Lots of things could block those small pipes and tanks, resulting in disaster. Also, if the developer stops manufacturing the parts, there will be no way to fix them. He knows the developer is willing to say anything to sell his product. The other plumbers all join ranks with the developer of the more complicated design. They can see that, with the handles and other bits, there will be lots of work for them. 
On the other hand, Mkhokeli thinks the second, simple design is reasonable. It moves the waste out of view and is safer than a toilet where you sit above a deep hole. It is unlikely to block or break, and all the components are standard parts he could easily source from a hardware if he needed to do repairs. Mkhokeli stands up and explains his views carefully. As a well-respected plumber, many people listen to him, but the politicians continued to whip up the sentiment. In the end, the municipality decides to offer each household their choice. 

Toilets following the more complicated design are installed first and neighbours who are waiting for the second option eye their neighbours with envy, wondering if they’ve made a mistake. Then one of the new toilets becomes blocked. The toilet floods all over the house and into the vegetable garden. The plumbers have to dig up the garden looking for the fault. After all these toilets are installed, a few more become blocked. The plumbers need replacement parts, but when they call the developer, he does not take their calls.
Mkhokeli takes apart one of the new systems and studies it. He thinks he can modify the design to overcome the problem, using standard parts and connections, which any plumber could repair. He offers this to the families with broken toilets and they accept. He hires a couple of unemployed people in the informal settlement who have some plumbing experience to help him and trains them on how to do the repairs. Once they have some experience, he suggests they make some business for themselves out of the disaster. They could also install the modified design for new people who move into the settlement. He offers to guide them if they have any problems. 




Activity 7: Part 4: Identify TVET aims met in Mkhokeli’s situation
In the final part of this activity, use what you have learnt about the needs and goals of TVET’s stakeholders (students, industry and society) to analyse Mkhokeli’s situation.
8. Identify which TVET aims for each kind of stakeholder have been meet (think of both short- and long-term aims):

a. students
b. the plumbing industry 
c. society 

9. The scenario doesn’t tell us whether Mkhokeli was trained at a TVET college. Do you think it is likely that he was? Do his skills, knowledge and values correspond to the graduates of your college? Explain your answer. 
Discussion of the activity

On a personal level, Mkhokeli achieved success in that he had a secure income in a job where he was respected (dignity). Over the long term, however, his boss blocked his innovations, and in so doing blocked his ability to achieve fulfilment and meaning. At an industry level, in the short term, he did his job well. He also had the capacity to contribute to the development of the company and industry but was not allowed to realise this capacity. Mkhokeli had the initiative and self-confidence to start his own business, where he found personal fulfilment by working more directly with customers and having control over what he did. At a society level, when the sanitation problem arose, Mkhokeli was able to use his expertise to provide good advice (although not everyone listened) and to innovate solutions, which addressed the needs of householders for sanitation, helped to develop the skills of some unemployed people and facilitate their own business creation, and contributed to his industry. 
Helping to meet the needs of his community also provided him with long-term personal fulfilment. 
By having the needs and goals of TVET colleges’ stakeholders clearly in front of you, you can make informed choices about what to teach and how to teach it. You are choosing to address and balance the different needs and goals, rather than sacrificing some due to time pressure or other challenges, so that your students will be well-equipped when they enter industry. 
Of course, the pedagogical choices you make will be affected by the challenges in your context. We’ll explore this aspect next.
Step 2: Identify realities and challenges in your context

Our first step was to identify the aims and desired outcomes of vocational education. Now we need to consider the challenges and realities that exist at all levels – students, colleges, industries and the greater society. 
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Figure 19: Step 2 identify the realities and challenges in your context 
One of the biggest challenges facing TVET is that it has to deal with a wide range of students, lecturers, workplace contexts and industries. To establish what TVET is and should be about, it has to interface with many different perspectives from all these stakeholders. In addition, many TVET colleges have limited resources, difficult histories or an organisational culture that might stand in the way of efforts to bring positive change or introduce new ideas.
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Figure 20: TVET colleges are challenged by a wide range of students, lecturers, workplace contexts and perspectives.
Wide range among students

TVET students tend to comprise a wider range than students in university programmes in terms of their ages and background experience. In South Africa, around 90 per cent of TVET students are in their late teens or twenties (DHET, 2019). Some may have left basic education after Grade 9 to follow the FET track; others may have completed their matric and immediately begun a TVET course. In either case, their basic education may have been full of potholes and gaps, as we discussed in Unit 1. Still others may have been working for some time and are beginning a TVET programme with some knowledge, skills and experience from the workplace. (In fact, a lecturer without many years of experience in industry could be teaching students with more practical ‘know how’.) Others may be embarking on a new career path, having worked in another sector until now. TVET lecturers need to acknowledge, engage with and build on these differences between students, rather than treating all students as though they have the same background knowledge, or assuming that they have none at all. TVET lecturers also need to find out from students what specific aims and expectations they have for their education and training, and try to work with these in terms of project design and work placements. As discussed in Unit 1, the TVET curriculum that the student experiences needs to ‘hold hands’ with their prior knowledge as well as with their future careers – not leaving them to jump over (or fall into) big gaps in their knowledge, either when they enter the TVET programme or when they leave for the workplace.
In general, TVET students also tend to be different from students in university programmes in how they view and experience theoretical information. They expect their training to equip them with skills they can apply directly and may feel impatient with theoretical learning, as they may not see the direct value to themselves. In addition, some people have chosen a TVET path because they had a negative experience with learning theoretical material in school. The reasons underlying their negative experiences with basic education may also challenge their TVET experience. They may believe all sorts of things about themselves that may be untrue – that they are ‘stupid’ or that that they ‘can’t’ learn mathematical or other abstract concepts. They may feel excited and confident about the practical aspects of the course but pedagogical approaches that feel school-like – such as lectures or written tests – may bring back anxiety, dread or other negative associations that reduce their motivation. Barriers to learning, such as a poor foundation in reading and writing, difficult home circumstances or disabilities that were not supported adequately in school may interfere with their learning in the TVET context and will need to be addressed.

Students may also be struggling with difficulties in their families, such as poverty, unemployment or the death of a family member on whom they relied financially and emotionally. This may cause basic needs – the ‘deficiency needs’ in Maslow’s motivational model – to dominate their minds. While successful learning may open the door to employment, which can help to meet these needs, basic needs can also present an obstacle to learning. 
Lucas et al. (2012) writes that: 

many vocational learners have diverse needs which may be challenging. Of whatever age, vocational learners may not have had fulfilling experiences in their general education to date, leaving their motivation impaired. Alternatively, they may be so hungry for paid employment in the real world that they are impatient to leave formal education.

As we discussed in Unit 1, one of the important roles of the TVET lecturer is to engage with the context and realities learners experience in their lives, to think critically about how to assist them in overcoming disadvantages or barriers they might experience, and to help them develop a critical consciousness that can enable them to analyse their situations and abilities within the broader context of social issues such as our apartheid history, poverty, the position of their home language in society and in the TVET college, and the differences between urban and rural experiences.
Range in experience and qualifications of lecturers

Lecturers in TVET may also have widely different backgrounds in terms of their experiences in the workplace or in institutions of learning. Lucas et al. (2012) write, ‘the dual worlds of educational institution and workplace require two sets of expertise – teachers with current experience of the workplace and workers who can teach’. 

A person who has had 30 years in industry but little experience in an educational context could lecture alongside someone who has a teaching background but has never worked in industry. In South Africa approximately 50 per cent of TVET lecturers are professionally unqualified or underqualified for their position, while over half lack workplace-based experience (Mail & Guardian, 2018). In addition, nearly half have been teaching for less than five years. This can result in quite different competences among lecturers in terms of knowledge and skill related to teaching or the technical aspects of what is being taught, and knowledge of the realities of the workplace. Some TVET lecturers had an unhappy school experience themselves, and share a dislike of theory with some of their students. They would rather focus on learning to do things without thinking about ‘why’ too much. Others feel more comfortable lecturing from the front of the classroom, while students learn by rote, and struggle to create the more active and practical learning experiences that their students need. These different backgrounds can result in different values, beliefs and attitudes toward different aspects of TVET training, as well. One of the purposes of the Advanced Diploma in TVET is to ensure that all TVET lecturers share a common set of SKAVs for their role, regardless of their diverse backgrounds. 
Stop and think

	Reflect on these questions:

1. Do you feel more competent in your role as an educator or as a person with occupational expertise? Give some thought to your reasons for your answer. 
2. Do you feel that your weaker area negatively impacts your ability to teach effectively? Is there anything you could do to strengthen this area? 

3. When new ways of teaching or new models for vocational education are discussed, do you feel 

a. interested and excited; or 

b. threatened and resistant? 
Try to identify the reasons for your answer.




Range in TVET subjects
As a TVET lecturer, you are well-aware of the wide range of vocational and technical fields that are encompassed in the TVET arena. In fact, over 300 courses are offered across the TVET colleges in South Africa (DHET, 2019). These require very different skill sets that need to be taught in very different ways and places: cooking needs to be taught in a kitchen, automotive repair in a workshop, childcare in an environment with young children, and hairdressing where there is hair! It would seem there is not too much that is similar between these skill sets. In fact, before a formal approach to vocational training was introduced, a baker, mechanic, childcare worker and hairdresser would have probably not have seen any benefit to working together to train their trainees.
Different vocations are different in other ways, too. Young (in Lucas et al., 2012) notes that some subjects have more content knowledge than others, while some have more procedural knowledge. This determines where the teaching is done (classroom, workshop, workplace). In addition, some subjects are well established, with a recognised professional body behind them, which agrees on the content or procedural knowledge; while other subjects have developed more recently and have fewer experts or clear outcomes and may be rapidly changing.

Range in how TVET is understood

Different perceptions about TVET also create challenges to providing a good quality vocational education. The workplace may think the college exists only to ‘fill their order’ for competent workers. Some may see TVET as a ‘second chance’ for those who did not succeed academically. Some may think it is just about learning technical skills and theory doesn’t have an important place. These views can pull against each other, with players in vocational education bringing a variety of understandings.

Challenges at the college level

While having to deal with these very wide ranges among students, lecturers, vocational programmes and views of TVET, TVET colleges also have their own challenges. They may be poorly resourced in terms of not having adequate facilities or equipment for some practical courses. If they are in a rural area, they may struggle to make meaningful workplace connections and placements for their students. The colleges may be inefficient, and burden lecturers with a heavy administrative or teaching load. There may be an atmosphere of competition or distrust, rather than professional collaboration and support. There may be staff strikes, or a high rate of absenteeism among staff or students.
Challenges in society and the world

There are also challenges in the wider context of society, and the world, which impact TVET and need to be taken into consideration. One of these is the rapid change in technologies. We can train our students to use particular technologies but these may be irrelevant in ten or less years, and we cannot accurately predict or anticipate what skills they will need or what technologies will exist in the future. Some jobs could disappear as they are replaced with new technologies or systems. We thus need to be sure that students have the skills and ability to adapt to new situations. They should know how to pick up new skills on the job, hunt for resources they need to keep learning, and teach themselves in a world where things continually unfold in unpredictable ways. 

Another challenge is the inequality that we continue to experience in South Africa – and that is a major factor globally. Students from disadvantaged backgrounds, who have few resources and limited exposure to technologies or little access to information (for example, fast internet) have to compete with others who have had these at their fingertips their whole lives. While we cannot erase this great divide, we need to ensure that we give disadvantaged students who have gaps in their knowledge and exposure the opportunity to strengthen their foundation. 

Another major challenge that is beginning to affect society and industries globally is climate change. 

We thus need to consider carefully how to address these challenges and needs that could stand in the way of achieving the aims of TVET.

Activity 8: What must TVET do to address contextual challenges?

Suggested time: 45 minutes

In this activity you will explore the challenges that TVET faces in meeting the short- and long-term needs of its stakeholders and think about how to address them.

You are strongly encouraged to work with a partner or a small group of fellow students who are taking this module, discuss the challenges that are present in your context. Use the following questions and the discussion above to guide you:
1. What difficulties, gaps, or other realities do our students experience, which present challenges to effective teaching and learning? How do they impact successful teaching and learning? What could we do to address or work with these challenges?

2. What challenges to effective teaching and learning do we face in our programme due to the range in experience and qualifications of lecturers? How do they impact successful teaching and learning? What could we do to address or work with these challenges?

3. What challenges to effective teaching and learning come from the college environment? How do they impact successful teaching and learning? What could we do to address or work with these challenges?

4. What challenges in our industry, community or country do we need to consider or work with, in our teaching? How do they impact successful teaching and learning? What could we do to address or work with these challenges?

List the challenges you have identified in your learning journal and jot down how they impact teaching and learning, and the ideas generated in your discussion for addressing them.
Discussion of the activity 

In order for teaching and learning to happen effectively – resulting in students who are well-equipped to meet their own needs and those of their industry and society when they leave the TVET college – it is vital that you work with the realities, challenges and obstacles in your specific situation. This activity has helped you become more aware of these and think through ways to work with them. You may have found that there are SKAVs that are not covered in the curriculum that your students need, or areas where they will need more time to develop a foundation. Your awareness of the goals and needs of your stakeholders, combined with your awareness of the challenges to meeting these, will help you work out what students need to learn from your programme, to be well-equipped when they leave.
Step 3: What must vocational education do to achieve these aims and address these challenges?
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Figure 21: Step 3 Identify what to teach
Now that we have identified aims and outcomes (Step 1), along with the realities and challenges and the needs that result from those (Step 2), we can look at what TVET actually needs to do in order to achieve these aims in this context (Step 3). In Activity 7, you made a substantial start, and you will continue to 
build on that during the next activity.

Activity 9: Identify the SKAVs required to meet the aims of your programme

Suggested time: 30 minutes

In this activity you will brainstorm a list of the SKAVs that students in your particular TVET programme need to learn in order to be able to meet their short- and long-term aims as well as those of industry and society. To refresh your memory, you may want to refer back to Figure 18, which depicts the goals and needs that TVET needs to address.
1.  Make a table on a new page in your learning journal with the headings as follows:
	What students in my TVET programme need to learn to meet short- and long-term aims

	Skills and abilities
	Knowledge
	Attitudes and values

	
	
	


2. Think carefully about the short- and long-term aims of TVET related to students, your specific industry, and society at large. Brainstorm all the skills and abilities, knowledge (topics) and attitudes and values you can think of that your students need to learn in your TVET programme in order to be equipped to achieve these short- and long-term aims. If you have a colleague from your same programme taking this course, you can discuss this together. Write down everything in the relevant columns of the table. 

3. Scan through this unit from the beginning and note any other skills and abilities, knowledge or values that you may have forgotten about, but which you think are important. Add these into the relevant columns.

4. Now compare your list with those of peers in this course who teach in different TVET programmes. Can you find anything on their lists that is also on yours? Do some columns have more items that are shared across programmes?

Discussion of the activity

In this activity you have identified what your students need to learn in order to succeed and meet their aims as well as those of industry and society, and you have given thought to whether each learning outcome relates to skills, knowledge, attitude or values. You have also begun to think about which SKAVs relate only to your programme and which might be shared more generally across different programmes. Let’s explore further what content needs are the same or different across different occupations or TVET programmes.
Analysing the nature and requirements of occupations

As we have discussed, a very wide range of vocational and technical fields are encompassed in the TVET arena. These require different sets of knowledge and skills, which need to be taught in different ways.: 
How do we deal with the wide range of differences between TVET programmes and between the different aspects within one programme? Do they all need different pedagogies, for learning to happen? Or is there one ‘best’ pedagogy that will work for all of them?

Theorists who have grappled with these questions have tried to identify the underlying nature of different kinds of skill and knowledge. Winch (2017) identifies three kinds of knowledge underlying vocational subjects, which he calls ‘knowing HOW’, ‘knowing IT’ and ‘knowing THAT’, also referred to 
as the HIT model.
Knowing how is the knowledge that makes you able to do something. Riding a bike is a good example. Your body knows how to ride a bike. You can ride different bikes in different kinds of places. But can you explain what it is that you know that is different from what someone who can’t ride a bike knows? They also know that you have to get on, pedal and balance. But that other, additional knowledge that you have, that they don’t, is difficult to identify or explain. That’s called tacit knowledge. As a person who is competent in your occupation, there are things you might know how to do well, but you’re not really sure what it is that you know or are doing that makes it come out well. It is important as a lecturer that you do have know-how in what you are teaching, but you need to be able to make this knowledge explicit (explainable).

Knowing it is a bit different. When you are familiar with something, you can recognise when it is right and when it is not. An example might be finding a pair of jeans or shoes that fits. You can tell the salesperson what size, colour and style you want, and they can show you twenty different pairs that all match what you asked for. But when you try them on, they just aren’t right. You might also not be able to say why you don’t like them. But then you try on one more pair, and your body says ‘yes, these are completely different’. The same can apply in an occupation. A person in the food and beverage industry can develop a sense of what a good wine is. They taste it, or smell it, and they know it is good. To ‘know it’ doesn’t mean you necessarily know how. You don’t need to know how to make a pair of shoes to recognise when the shoes you try on are ‘it’. You don’t need to have expert wine making skills to develop the capacity to recognise a good wine. Knowing it is an important kind of knowing for you to have, and for your students to develop, too. In vocational training that happens only on the job, for example, through apprenticeships, a person may develop very expert ‘know how’ and ‘know it’. But 
that still isn’t the whole picture.

Knowing that completes the picture. ‘Knowing that’ is about understanding how and why something works or is right. It’s being able to explain from a physics and mechanics perspective what a person who knows how to ride a bike is doing. It is about being able to analyse why a pair of shoes is not comfortable even though it’s the size. It involves theoretical knowledge and also being able to clearly identify steps involved in processes or actions, which a person with ‘know how’ might not be able to consciously identify, even though they do them effortlessly. 

You may have already watched the video of Wayne Hugo discussing the HIT model in the Programme Introduction, however if you would like to refresh your memory on the three kinds of knowing, they are discussed in more detail in the video which you can also access at this link. 
Title: The HIT model for TVET lecturers [Wayne Hugo CCBY]

Link: https://youtu.be/9GD-DgNLaxw [Duration 5: 06]
There is also a short paper on the HIT model prepared by Ian Moll and Wayne Hugo (2019) which you can access here
Stop and think

	Think about the following questions:

1. What forms do ‘knowing how’, ‘knowing it’ and ‘knowing that’ take in your specific TVET area? 

2. Do you feel your technical/vocational knowledge is stronger in one area of ‘knowing’ than others? 
3. Is the way you are enacting the curriculum enabling your students to develop all three forms of ‘knowing’, or do they tend to remain weak in one or more areas? What could you change about the way you enact the curriculum to strengthen their weak areas of ‘knowing’? 

Look over the table you created in Activity 9. How do the different SKAVs you listed contribute to the development of your students’ abilities to ‘know how’, ‘know it’ and ‘know that’? Do you think that anything should be added to what you are already teaching your students to ensure they are balanced and strong in these three areas? If so, add these to your table.




Lucas et al. (2012) suggest another way of analysing the components of vocational activities (see Figure 22). They propose that vocational subjects can be grouped according to whether their dominant focus is on physical materials, people or symbols. For example, subjects like bricklaying, electrical installation or computer repair have a strong focus on working with physical materials. Subjects like childcare or counselling have a strong focus on working with people. Subjects like accountancy or information technology have a strong focus on working with symbols: maths, programming languages and so on. 
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Figure 22: Vocational subjects can be grouped according to their dominant focus 
Source: Adapted from Lucas et al. (2012)

Although these subjects have a stronger focus on one area, they involve the other areas, too. A hair stylist may work mainly with knowledge related to materials (hair, tools, hair products), but their ability to work with people is crucial. They are working with an extremely personal and sensitive aspect of a person’s identity – how they appear – and if they get it wrong they will affect the person’s mood and possibly even their social life or career. They need to clearly understand what ‘look’ the person wants, work out if this is realistic, get an accurate sense of the person’s personality, and work with the customer’s feedback as they progress. They need to watch for subtle feedback in the client’s expressions to see if they are uncomfortable or worried, and at the same time be able to judge whether the client would prefer less or more conversation. 

Here is a list of some of the courses required in a beauty therapy course:

· Working with others in the hair and beauty sector

· Computer literacy

· Salon reception duties

· Electrical body treatments i+ii

· Eyelash extensions (short course)

· Waxing

· Business awareness and professional conduct

· Nail art (basic and advanced)

· Product training

· Community events

You can see that. while many of the courses relate to materials (electrical body treatments, eyelash extensions and waxing, nail art, product training), others relate to people (working with others in the hair and beauty sector, salon reception duties, business awareness and professional conduct, community events) and some to symbols (computer literacy).

Let’s look at plumbing as another example. Lucas et al. (2012) places plumbing at the extreme of the ‘materials’ section of the triangle: in other words, they see the occupation as being mostly about materials having very little to do with people and symbols. However, if you hire a plumber to fix your kitchen basin you do no only want them to have adequate knowledge of working with the physical materials involved. A plumber could be excellent at fixing basins but fail to show up on time, arrive in filthy boots, lay dirty tools on your kitchen counters and neglect to clean up after working. He could also talk loudly on his cellphone to his friend or flirt with your older daughter. Finally, he could charge you twice as much as he quoted, because he didn’t realise the cost of parts had gone up and it took him longer than expected. This is not a competent plumber! 
So, while a plumbing course may focus on the use of physical materials, it is vital that a plumber develop skills related to working with people. A plumber might not need as much knowledge of symbols as an accountant does, but they must develop an ability to price materials and estimate their time accurately, and put together a realistic quote. 
Another thing we can observe from these two examples is that while all the SKAVs for a profession might be used in specific ways for that profession, some of them are quite general and are required in many other professions, although they might be used a bit differently. For example, the following courses in the beauty therapy course could be requirements for many other courses as well:

· Working with others in the sector

· Computer literacy

· Reception duties

· Business awareness and professional conduct

· Community events

Now let’s look at how people, materials or symbols are involved in your particular industry.
Activity 10: Analysing industry

Suggested time: 30 minutes
Think carefully about the industry you are preparing your students for as you read the following questions and write your responses in your learning journal. 

1. Draw a triangle in your learning journal and label the corners MATERIALS, PEOPLE and SYMBOLS, as in Lucas et al’s (2012) model in Figure 22.

a. Where would you plot the industry of occupation on the triangle? Draw a star where you think it fits best. 

b. Think about the key SKAVs required for the occupation. Plot them on the triangle where you think they fit best.

c. Do you think different pedagogies are needed for teaching and learning in the different areas of the triangle?

2. Now go back to your list. Circle the items you think are general (shared by quite a few different occupations). 

Discussion of the activity

Looking at your TVET industry from different standpoints helps you to identify the kinds of learning experiences you need to provide to your students so that you can craft your pedagogy to deliver these. Some of the SKAVs your students need will relate specifically to your industry, while others are more general and can apply to several different industries. Let’s explore this idea of specific and general in more detail. 
Specific skills, knowledge, attitudes and values

By analysing your occupation, you can identify the SKAVs that are specific to that occupation or activity. Most of these will already be in the curriculum for your TVET programme, but as an educator you need to stay alert to things that may have been missed (such as key values) or emerging things in the field that are new and haven’t yet been added to the curriculum.

Lucas et al. (2012) propose that at the core of working competence is a set of skilled routines involving materials, tools and/or abstract concepts. Any kind of practical expertise needs adequate time and practice to develop.

In addition to the practical ‘know how’ and theoretical ‘know that’ and the routine exposure that develops the capacity to ‘know it’, it is also important for students to have a broader theoretical grounding. This allows them to move ‘sideways’ to a different job, or a related occupation, should they need to, and will provide them with the foundation for new innovation into unknown territory or in response to new challenges or opportunities in the field. A broad understanding of the industry and its relationship to other sectors – for example, the economy and the environment – is also necessary.

General skills, knowledge and attitudes

As we have seen, in addition to the SKAVs that are specific to an occupation, there are many SKAVs   needed across industries. These are talked about in different ways – they may be called ‘soft skills’, ‘transversal skills’ or ‘21st century skills’ – referring to skills that are becoming particularly important in our rapidly changing world. Closely related to these are attitudes, values and ‘habits of mind’. Let’s look at five types of skills and six groups of attitudes and values – both of which are informed by knowledge. Remember, when theorising and analysing, nothing is cast in stone: these could be grouped differently, combined, split into more groups and other categories could be added. Use this to stimulate your thinking about what important connecting skills or knowledge or what underlying values contribute to success, which may have been invisible to you before.

Five important general skill sets
	1. Functional literacies

This includes having adequate literacy (reading and writing) and numeracy (maths) skills for the working world. In South Africa, many school children do not get a good grounding in these in school. Many students entering TVET are weak, or have gaps, in one or more of these areas. Having to study or work in a language that is not their own makes it even more difficult to develop these literacies.

2. Technological skills

This involves having a basic knowledge of technology on which to build more specific skills. For example, a person entering the workplace should know how to use email, have basic skills for using Microsoft Office, and know how to operate a printer and projector. They can use this foundation to learn how to use additional software or hardware specific to their occupation.

3. General workplace skills

This includes basic knowledge needed to be able to function in a work environment beyond the scope of a particular task or skill, such as keeping accurate records, estimating or quoting, invoicing or reporting, in ways that are accurate, complete and timely. 

4. Communication skills

These include being able to understand and respond to clients in a way that satisfies their needs, address problems or conflict with customers or colleagues, express ideas or information clearly and effectively in speech or writing or graphically (such as presenting data in a power point presentation or report). 

5. Thinking skills

Being able to think in a range of different ways is important for success in the workplace and in life in general. Bloom’s taxonomy is a tool that arranges thinking skills from simpler (easier) to more complex (difficult).
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Figure 23:  Bloom’s taxonomy
Source: Vanderbilt University Centre for Teaching [CCBY]
Bloom’s taxonomy arranges thinking skills from easiest at the bottom, to most difficult at the top. The easiest level of thinking is simply remembering information; the next level is understanding, followed by being able to apply what you know in another situation. When rote learning is used in basic education and then in TVET education as the main method of teaching, students are mainly engaged in memorising information. Sometimes not much attention is paid to whether they fully understand what they have memorised and they have not been given opportunities to apply their understanding in different situations. If your students come from this background they may have little practice in higher level thinking skills like analysing, evaluating and creating. These are vital in order for them to be able to problem-solve on the job as well as innovate and contribute to the development of their industry. 
‘Critical thinking’ (which fits on Bloom’s ‘analyse’ level) is a key skill in our world today. It is the ability to question whether the way the things are done, or the views people hold make sense, and to consider other possible options. Critical thinking involves asking ‘why’. When we are young we naturally approach life asking a lot of questions about why things are the way they are, but in school children are often punished, or discouraged, if they think critically, because it can be considered disrespectful – while passive rote learning is rewarded. The ability to think critically is an important skill for your students to have when they enter the workplace, so that when they are a faced with a situation that cannot be solved with the competencies they already have they can analyse it in a structured way to find a new path to overcome the obstacle and reach a solution. Your students should be given the opportunity to develop their thinking skills at all levels through a range of learning experiences. 
Let’s look now at some key values and skills that are important across TVET areas.

The following six groups of values and attitudes you will see also rely on some knowledge and skill. 

1. Craftsmanship 

Craftsmanship is a concept and value that is about more than just doing a technically good job. It involves taking pride in your work and being committed to a high standard of excellence. This is also related to self-confidence, because when you are committed to craftsmanship, rather than just getting the job done, you know your work is the best it can possibly be. Lucas et al. (2012) describe it like this: ‘Students who see their work as a “craft” say of themselves: “I intend making this work activity part of myself. I am going to live it because while I am doing this work, others identify me by it and I measure myself against it”’.

This involves being proud of being part of an industry and taking an interest in the broader state and developments of the industry and contributing to it. A person who is a master of their trade is in a position to innovate and give leadership to their industry, for example, Bruno and Mkhokeli both showed a commitment to excellence and pride in their industry and a desire to develop it to new heights.

2. Professionalism

This includes attitudes and values such as confidentiality, keeping appropriate boundaries with clients or with people of the opposite sex and using funds in an appropriate way. It also includes communicating on the phone, in person or by email in a way that is appropriate and effective.

3. Self-management
This involves attitudes of taking responsibility for your work, your actions, your progress, problem-solving, and ongoing learning throughout your life. A person who is self-managing takes initiative to do what needs to be done or find the information they need to move forward. A key value and skill of a self-managing person is reflection, where you stop and think about your actions afterwards and extract lessons and insights, so that you continually improve. For example, Bruno showed an ability to self-manage when he shut out distractions and focused his energies on learning the trade. 

4. Resourcefulness

A group of related skills and attitudes has been identified as increasingly important as things change rapidly in our world. A person needs to be able to adapt quickly and easily to a new situation, work out what new skills or knowledge they might need in order to succeed, and find out where to learn those. A 
person who is flexible can withstand unexpected change and come out on top, rather than drowning in it. This is sometimes called the ability to ‘pivot’; like in a netball game, a person changes direction while keeping one foot in place in order to respond to an opportunity or avoid a threat. 
A person also needs to have ‘grit’ – a kind of toughness that comes from believing that, no matter how hard the situation is, they have what it takes to win. Contributing to this is self-confidence. And contributing to self-confidence is a belief that you have the ability to learn anything you need to in order to succeed, and that when you fail you can take lessons from what happened and move forward wiser and stronger (this is called a ‘growth mentality’). Innovation requires resourcefulness and problem-solving abilities, where a person who encounters an obstacle or challenge is not afraid to invent solutions or processes that no one has thought of or tried before.

Mkhokeli showed these skills when he decided to leave his company and found out where to learn the skills he would need to become an entrepreneur. He also showed resourcefulness when he responded to the sanitation disaster by working with the situation, bringing in new ideas to modify a poor design so that it would function.

5. Collaboration

This is both the skill and the value of learning with and from your peers and working with others to achieve an outcome. In some environments, it might mean being a ‘team player’ who can see what needs to be done and do it without being asked, and who makes sure their part is done and they don’t let their colleagues down. In other environments (including a TVET college) it can mean participating in a community of practice where colleagues discuss their issues and ideas, experiment with new approaches and conduct research together.

Bruno’s collaboration with another shoemaker to do something neither of them could do alone was an example of collaboration.

6. Social responsibility

This involves caring about the wellbeing of the community around you and seeing yourself as having a role in meeting its needs or keeping it healthy and safe. It involves seeing where there is inequality or injustice and trying to contribute to transforming the way things work, so that they to become fair for everyone. Social responsibility relates to social as well as environmental issues. It involves not doing something harmful to others or to the planet just because it is convenient for you. 

In addition to the attitudes and values that you need to teach your students, there are others that you yourself need to hold as an effective educator. These include feeling enthusiastic and passionate about what you are teaching, valuing the knowledge your students already have (prior knowledge) and believing that you can learn from and with your students – even though you are more knowledgeable or expert than they are. We will explore all of these in the units that follow, but let’s pause now to reflect on the values and attitudes that we have discussed in this section.
Activity 11: Reflecting on values and attitudes
Suggested time: 20 minutes

Review the six groups of values and attitudes discussed in this section. Think carefully about the following questions and jot your thoughts down in your learning journal. 

1. Do you think you have these values or attitudes? If so, where and how do you think you developed them? If there is a value/attitude you feel you don’t have, do you think it would benefit you to develop this?

2. Which of these values or attitudes do you try to teach your students? How do you do this?

3. Can you think of other values or attitudes that are important for your students to develop?

Discussion of the activity

We may tend to focus on the skills and knowledge that our students obviously need to learn in order to pass tests and exams and to develop competencies, forgetting about the attitudes and values that are be less visible but make the difference between students being mediocre or excellent in their work. It is important for you to examine your own attitudes and values regularly and to ensure that you are modelling and teaching your learners the values that will support them in their professional lives.

Now we have arrived at the final step in our model for effective vocational pedagogy, where we use everything we have gathered in the first three steps to inform our decisions about HOW to teach.
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Figure 24: Step 4 Identify how to teach
Step 4: Make good pedagogical choices

We have looked at the needs and aims that TVET should address, the challenges to be taken into consideration, and what should be taught – the skills and abilities, knowledge and values and attitudes. We’ve seen that teaching these in a disconnected way will not produce a working competence that meets all the original aims – just like consuming the different ingredients of a cup of coffee will not produce the experience of drinking an excellent cup of coffee. So, the important, and final, step is the how of TVET – in other words, the pedagogy. How can this content be taught to ensure that the learning is deep, integrated and complete? How can TVET help students to graduate, not with a list of courses completed, but with an adequate working competence? How can TVET enable students to take themselves forward successfully in their chosen occupation, meeting their personal needs and goals as well as those of the occupation and the wider society.

We have seen that past approaches to TVET have tended to favour one kind of pedagogy or another, and all of them have weaknesses and strengths. There is no one, perfect, correct pedagogy for every type of TVET course or for every situation; nor does each type of TVET course need its own pedagogy. Rather, every educator needs to be aware of all of the elements of pedagogy from which they can select and customise an approach that suits what (and who) they are teaching. Let’s identify a range of elements you can manipulate and control to create excellent pedagogy, and build these elements into a big ‘control panel’ that you can use when making pedagogical choices.

In Unit 1, you began to experiment with three elements of pedagogy that can be manipulated: selection, sequencing and pacing. You looked at having two choices for each variable: solid – which we can represent with the symbol  – or open – which we can represent with the symbol . If you have always just assumed there is one way to do something, making a choice between ‘closed’ and ‘open’ already doubles your options. In fact, as we saw in Unit 1, instead of just having one way to teach in a situation, having two options for three elements created eight alternative approaches. However, the reality is even more complex and exciting. There are many more elements, and each of them has more options than open or closed.

Let’s use the analogy of a sound system to explore this idea. 

Think of the sliding volume control on a sound system (the brightness control on a smart phone also works this way). Here the control is slid all the way to low:
	
	VOLUME
	

	Low
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And here it is slid all the way to high:

	
	VOLUME
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But you can also position it anywhere you would like between the two extreme ends, like this:

	
	VOLUME
	

	Low
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 Figure 25: Sliding volume control 
In the same way, the pedagogical choices, ‘solid’ or ‘open’ are the two opposite ends of a whole range of choices.  There are many more elements of pedagogy you can manipulate. This means you actually have an infinite number of possible choices that you can mix together to craft your pedagogy for each teaching and learning experience! You can imagine this as a sound engineer sliding the controls on their mixer board to different positions to create the best possible musical experience.
[image: image35.jpg]



Figure 26 : Sliding the volume control on a sound system

It may sound a bit overwhelming to have so many choices, but the options are already there, whether you think about them or not. By becoming aware of how much you can do with pedagogy, you can take control of these options and craft your teaching and learning to be what you want and need. As you become more experienced with manipulating the variables to suit different situations, you will become increasingly expert at creating high quality, powerful teaching and learning – just as an expert sound engineer manipulates the controls on a mixer board to create high quality, powerful sound, and to craft a different listening experience every time. 
South African DJ Black Coffee expertly adjusts the controls on his soundboard to craft an incredible musical experience for his listeners. 
[image: image36.jpg]



Figure 27: South African DJ Black Coffee Source
As a TVET lecturer, you can expertly adjust the different pedagogical choices to craft the best teaching and learning experience for your students in each encounter.
Let’s look at some of the other pedagogical choices you can work with. The elements we’ve already worked with are: 

	1. Selection

2. Sequencing and 

3. Pacing – are part of a bigger set of eight elements that Hugo (2013) identifies for crafting pedagogy. 


Here are the other five: 
	4. Relationship of theory to everyday experience 

Here ‘closed’ refers to the lecturer keeping a strict separation between theory that is being taught and everyday experience. ‘Open’ refers to the lecturer letting these elements blend together, so that the application of theory in everyday life is explored.  

5. Relationship between the subject you are teaching and other subjects

Here ‘closed’ refers to the lecturer sticking strictly to the subject they are teaching, separating it clearly from other subjects. ‘Open’ refers to the lecturer choosing to make connections and show relationships between subjects.

6. Relationship between the different components of your subject

Here ‘closed’ refers to the lecturer sticking strictly to the particular component of the subject they are teaching and not relating it to other component. ‘Open’ refers to the lecturer choosing to make connections and showing relationships between different aspects of the subject as the content is taught. An example of this could be making connections between the ‘materials’, ‘people’ and ‘symbols’ components of the subject while the focus is on ‘materials’, or teaching them all together in context.

7. Evaluation

Closed evaluation or assessment is rigidly structured and defined and the same for everyone. More open evaluation allows some room for different types of projects or outputs for different students. 

8. Relationship between lecturer and students

The lecturer may choose to keep a strictly defined and separated role when interacting with students (closed relationship). Or the lecturer may allow more give and take in discussion, in leadership of activities and in the construction of knowledge together as co-learners on a continual path of learning (open relationship).




Let’s put these eight pedagogical choices into a set of sliders on a mixer board. As an educator you 
have control over all of these aspects and can have them as open or as solid as you want to in 
different teaching and learning situations. See Figure 28 below.
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Figure 28: Pedagogical choices (A)
Source: Adapted from Hugo (2013)
Stop and think

	Think back to your last teaching and learning session with your students and reflect on these questions: 

1. Where would you position each slider to reflect how you handled the experience? 

2. Do you think you tend to use that set of approaches most of the time, or does it change between different sessions?

3. Are there some options that feel ‘wrong’ or ‘right’, or effective or ineffective to you, or some that you avoid? Why?




These eight variables present a lot of choices for how you design your pedagogy, however, there are other kinds of variables you can manipulate as well. Lucas et al. (2012) identify the following 10 dimensions of vocational pedagogy; some of which intersect with Hugo’s (2013) pedagogical choices.
1. Role of the teacher: didactic or facilitative?

At the one end of the continuum the teacher takes a strongly teacher-centered (didactic) role, such as lecturing or demonstrating. At the other end, the teacher gives the student the more active role, and facilitates the student’s own learning process through engaging the student in discussions or posing a problem for the student to solve. 
2. Nature of activities: contrived or authentic?

On this continuum, a contrived activity is the furthest possible away from a real situation and is ‘out of touch’ with the real context in which the knowledge would be used, while authentic activities are close to real: watching or imitating someone actually doing it, for example.

3. Means of knowing: theory or practice?

This continuum is about whether students are learning things through engaging with them practically or through thinking about them theoretically. Lucas et al. (2012) wrote: 
All vocational education subjects require a judicious mix of theory and practice ... it is not a question of whether learning should be practical or theoretical, rather it is a more precise understanding of when, in predominantly hands-on, experiential approaches, theoretical constructs should be introduced.
In other words, teaching and learning should always happen through practical activities, and the lecturer should look at where, during these activities, to include more directly theoretical content.

4. Attitude toward knowledge: certain or questioning?

At one end of the continuum, the lecturer may consider themselves the one who knows everything and is ‘dispensing’ it to the student (teacher-centred) or, at the other end, may see knowledge as always growing and changing and sees themselves as a lifelong learner alongside their students, encouraging questioning and discussion.

5. Organisation of time: bell-bound or extended?

This relates to Hugo’s pacing: does the session length control the teaching and learning experience, or is the learning allowed to flow to the next session?
6. Organisation of space: classroom or workshop?

Here classroom refers to the traditional ‘chalk and talk’ space, while workshop refers to the practical context – which could also be a clinic, salon, shop or other environment, depending on the occupation.

7. Approach to tasks: individual or group?

Lecturers can either have individual students work on their own or can construct tasks where they work collaboratively. 

8. Visibility of process: hidden or high?

Visibility is about the lecturer enabling the students to know or see what is going on – in the lecturer’s mind, in the students’ own minds, and in the technical process. A lecturer who prefers hidden or low visibility might choose to dispense knowledge without showing why it is true or how it works, and without explaining their own thinking when doing the technical process or helping students to think about their experience in the process. This approach leaves many blind or hidden areas in new learning and the student might not develop a solid foundation. High visibility is achieved by letting students to see a process happen with their eyes (rather than telling them about it), verbalising what you are noticing and how you are making decisions as you do something, and helping them to reflect on their own attempts so that they can ‘see’ (become aware) of what worked and what didn’t.

9. Proximity to teacher: face-to-face or virtual?

Lucas et al. (2012) refer here to the use of online or other distance learning designs, where the teacher is not in the same physical room with the students. However, this continuum also raises the issue of the lecturer knowing and caring about individual students (even online when not physically present) and supporting and being alongside them in the learning process as a mentor, asopposed to having a more distant, impersonal relationship with students.

10. Role of the learner: directed or self-managing?

This continuum refers to the lecturer providing directions that students should follow, versus giving students some power and independence in managing their learning. This ties in closely with the lecturer being facilitative rather than didactic and encouraging questioning rather than ‘dispensing knowledge’. 

Lucas et al. (2012) point out that these 10 sets of choices are also not either/or but represents a range with lots of options between them. Figure 29, shows Lucas et al’s (2012) pedagogical options or choices set up as a mixer board.
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Figure 29: Pedagogical choices (B)

Source: Adapted from Lucas et al. (2012.)
Stop and think

	Think back on your last teaching and learning session with your students again and reflect on these questions: 

1. Where would you position each slider to reflect how you handled the experience? 

2. Do you think you tend to use that set of approaches most of the time, or does it change between different sessions?

3. Are there some options which feel ‘wrong’ or ‘right’, or effective or ineffective to you, or some that you avoid? Why?


Lucas et al. (2012) note that, while one end of the slider is not necessarily the correct or best pedagogical choice, and the other is not necessarily wrong or bad, in general choices closer to the right-hand end of the slide (‘open’) are considered good pedagogy. As we have seen in the discussion on SKAVs, giving students some control and management of their learning, encouraging questioning and collaboration in learning, and engaging actively and closely with them (the right-hand choices for the first five of Lucas et al.’s 10 dimensions) help them to make deeper and stronger connections with what they are learning, and are also important skills for succeeding in the world. However, if students have not experienced these more student-centred, open pedagogical approaches before, they may find them confusing and not have the skills to cope. You will need to scaffold the learning by starting off with pedagogical choices closer to the left-hand side on the first five ‘slides’ of the ‘mixer’, then moving gradually to more student-centred approaches as they gain confidence.
Now, let’s try to do a visual representation that ties all the things we have identified together meaningfully. Let’s begin to build our model: a mixer board for effective pedagogy.
1. We start by identifying the aims of vocational education. Let’s use three musicians performing on stage to represent the students, industry and society that TVET serves. The cables from their microphones carry their needs and goals as inputs into our mixer board. 
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Figure 30: Step 1: Identify the aims of vocational education
2. Now consider the contextual challenges. In response to the inputs (needs and goals of students, industry and society), we need to consider any challenges that impact their and our capacity to address these needs and goals. 
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Figure 31: Step 2: Consider the contextual challenges of vocational education
3. Next, make curriculum choices: based on the needs, goals and challenges, make choices about what you need to teach. While the course will dictate a lot of this, you still have choices about some content selection, pacing, sequencing and if or how you will relate theory to the real world, course material to other courses, or integrate or interrelate different aspects of the course. 
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Figure 32: Step 3: Make curriculum choices (identify content)
4. Finally, make pedagogical decisions. You have a set of curriculum management choices, a set of choices about your teaching and learning approach, a set of methodological choices, and a set of practical choices. We will discuss all of these in more detail as we continue. It may seem overwhelming at first to have so many choices to make, but the point is that you are already making all these choices, whether you realise it or not. By becoming aware of the choices to be made and the many options available to you, you can make sure you offer your students a range of different pedagogies that are best suited to their needs and interests and to the SKAVs you are teaching them. You can customise and build your mixer board however you want to, to make sure you incorporate everything you need.
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Figure 33: Step 4 Make pedagogic decisions
You will practise using these controls and will get increasingly familiar with them as this module continues. Working competence is the perfectly crafted music that comes out of the mixer board, producing the short- and long-term outcomes that meet the needs of TVET’s three stakeholders – the student, industry, and society at large. 
In conclusion

In this unit, you have explored what vocational pedagogy needs to be and do to meet the needs and goals of individual students, industry, society and the world at large – given the challenges in the TVET context and in the world. You have begun the process of constructing a model for effective pedagogy that speaks to your specific college and workplace context. This model offers you a powerful ‘control panel’ from which you can choose how to carefully customise the various aspects of your pedagogy to make sure you are using the best teaching and learning approach in each teaching and learning encounter. 

In the next unit, you will begin to develop a set of tools and strategies that you can use to implement your pedagogical choices. 

Unit 4: How students learn and methods to facilitate their learning

Outcomes
By the end of this unit, you should be able to:

1. Discuss key principles that inform the selection of teaching methods.
2. Identify and analyse different modes of learning that can be used in TVET.
3. Identify and analyse different teaching methods that can facilitate learning by different modes.
4. Select and combine teaching methods for achieving the outcomes of your TVET programme.
Introduction

In the previous unit, we worked through a process of identifying the factors that need to be considered in teaching and learning in TVET. This included the short- and long-term aims and outcomes of students, industry and society as well as the realities and challenges in our context. From this we looked at what we need to teach, to achieve these outcomes. These aims, realities and outcomes, combined with the curriculum, give us a vision for what we are trying to achieve – a bit like the vision an artist has for a great painting they intend to paint. Then we looked at the wide range of curricular and pedagogical choices we have for how we construct teaching and learning to enact the curriculum and realise this vision. These choices are like the wide range of colours an artist can choose from and combine, to turn their vision into a painting. 
An artist is also guided by key principles, which influence the choices they make as they paint. These are close to values and attitudes – they are guiding beliefs about what best supports what they want to achieve. In this unit, we begin by highlighting key principles that guide good pedagogical choices. 
An artist also has a wide range of approaches, methods and techniques to choose from as they paint. Similarly, in this unit we will explore pedagogical approaches, methods and techniques that support different ways that students learn, and which you can use to craft pedagogies that will help you realise your vision for effective teaching and learning. 
Key principles for a learning-centred methodology

Let’s look more closely at the following four principles. 
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Figure 34: Key principles to guide pedagogical choices

Teaching and learning must connect with where a student has come from as well as where a student is going

Learning must connect with where students come from and where they are going. Instead of just ‘delivering’ a course or a class on particular content in the curriculum, lecturers need to make sure what their teaching connects well with what students already know and can do and their personal interests and needs. If there is a gap between where they ‘are’ when they arrive in their class, and where you start teaching, learning will not happen or will not build on a solid foundation. In addition, you need to make sure that what you teach takes them all the way to where they are going: that their competences are not just adequate to pass the final exam for a course. Students must be ready to use those competences independently in the workplace to achieve their own short- and long-term needs and those of industry and society.
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Figure 35: Engage with a student’s prior knowledge, needs and abilities

Teaching and learning must engage with a student’s prior knowledge, needs and abilities.

Each student you teach will arrive with a unique background that includes considerable knowledge and expertise. Some of this may relate specifically to the programme they are taking or the course you are teaching. One student may have already worked in industry, had previous formal training, or even have trained others. Another may have no direct experience or knowledge related to the course; however, they will have general knowledge and life experience and skills they have learnt in other contexts, which you can build on. You will need to assess where each of your students ‘is’ and be aware of this as you teach. This will help you to make sure you challenge each student but leave nobody behind, and that you harness the knowledge and expertise of the whole class to help build and develop each person’s competence – facilitating your students to teach each other (and even you) as you go. 

Each student you teach will also have their own individual goals and interests. By being aware of these you can tap into what motivates them, and also customise the course to help them towards achieving these. Boehner (2017) stresses how important motivation is to students’ learning. He explains the relationship like this: 
MOTIVATION creates

INTEREST which results in 

COMMITMENT which results in 

SUCCESSFUL LEARNING.

Boehner (2017) stresses that helping students find personal meaning and value in what they are learning is vital. In some situations, you can select and design examples, projects and activities that you know will speak to your students’ particular interests and thus trigger their enthusiasm and enjoyment; in other situations, you can give them freedom to choose a project or activity that allows them to explore a particular interest.

Each of your students will also arrive with their own needs or experience of barriers in education. Some might have physical disabilities you need to accommodate. Others may not be confident in the language of teaching and learning. And others may have had less opportunity to develop foundational knowledge or competences that the rest of the students have. By making sure you get to know each student early on, you can design your teaching to give the specific kinds of support that different students need to overcome barriers and learn effectively. 

An idea that has received considerable attention in recent years is that people have different learning styles: such as visual, auditory and kinaesthetic. Educators can feel pressured to try to create individual activities for each student based on that student’s preferred learning style. In fact, everyone benefits from learning through multiple modes. Rather than trying to teach in seven different ways, to cater for the learning preferences of students, think about which style fit best with what is being learnt and how you can create rich learning experiences that allow everyone multiple ways to learn. By giving your students opportunities to develop a particular competency through a variety of activities and experiences over time, all students will have opportunities to firmly establish that competency. 

Stop and think

	Reflect on the following questions. Write down any insights that occur to you in your learning journal.

1. What gaps did I experience between my knowledge and my needs and the educational experience I was offered when I trained? What were the consequences for me?

2. How do I find out about my students’ prior knowledge, existing skills, interests and needs or barriers? How do I work with these in my teaching?




Let’s look at some specific techniques you can use to identify your students’ prior knowledge and get them interested in what you are teaching.
Activity 12: Explore techniques to identify prior knowledge and engage students’ interest

Suggested time: 20 minutes

Click link to access a list of techniques – or ‘mini-methods’ – complied by Kevin Yee (2019), a lecturer who is now the Director of the Academy of Teaching and Learning Excellence at the University of South Florida in the USA. The list is taken from his much longer list of 182 techniques. Yee (2019) writes, ‘This list began in 1992 when I started teaching German in college and has grown ever since. Many individuals have assisted over the years by contributing ideas from their own teaching practices’. You can find the whole list (which will probably continue to grow) at Interactive Techniques. 

It’s a good idea to develop your own list like this one. Use Kevin Yee’s list to get started, and keep adding to it. We will use it in several of the activities in this unit.

1. Read through the techniques in Section I: Finding out students’ prior knowledge, goals, interests or needs and Section 2: Connecting to students’ interests and engaging excitement (Kevin Yee’s list) and respond to the following questions.

a. Are any of these techniques that I already use – perhaps in a slightly different way?

b. Could some of these be useful to me and my students? How would I use them? (Add your own notes below the technique if you wish.)
c. Are there other techniques I use to find out about students’ prior knowledge, interests or goals or get them interested and engaged? (Add these to the list.)
2. Ask your colleagues in your programme and on this course about what techniques they use. Add the ones you think could be useful to the list.

Discussion of the activity

Thinking about how you will find out about your individual students and work with this information can make you more aware of opportunities to use your class sessions more effectively. Even if you have very large classes, there are ways to engage with students about their backgrounds and interests. Some of the techniques we look at later in this unit can also help you to get information about your students quickly and easily to guide your teaching.
Teaching and learning must relate to the real world and bring students to readiness for the workplace
As we saw in Unit 3, it is not enough to perform a particular skill correctly. Students must have a well-integrated set of SKAVs that relate to the specific technical aspects of the job as well as general SKAVs that enable them to adapt, contribute and innovate over time. Teaching and learning must integrate practice, theory, attitudes and values with each other and with real life, so that these are not a ‘laundry list’ of little competencies but are seamlessly woven into the way the student perceives, thinks and acts. 
The classroom and workshop have their place for focusing in on specific aspects of learning, but to prepare students for the workplace, it is important to design experiences for them that are as much like the complex, real world as possible. You can set up simulations at your college, where you create environments and situations that are as much like the workplace as possible. There are computer-based games and programmes that do this, too. While these are helpful, they lack the depth and challenge of real life. To integrate and deepen their expertise, students need to experience the stresses, messiness and complexity of real-life work situations that require them to use several different competencies. Work-integrated learning (WIL) placements are obviously intended to provide this. But if your college is in a rural area you might not have businesses in your industry that you can partner with. Even if you can offer each of your students a WIL placement, they will benefit from having many different experiences in a range of environments over the course of their training.
One option is to create a programme where you offer services to the public. For example, if you are teaching automotive repair, you can open your workshop to the public for repairs. Your students can then get real-life experience under close supervision. You can demonstrate how to do certain repairs under real conditions, as well as how to deal with customers, time pressure and problems that arise. This approach is possible in many TVET fields, for example, hair care and hospitality. 
You can also look for real-life opportunities within the scope of activities happening at your college. New construction, special events and routine activities in the running of the college can all be used to create real-life learning opportunities for your students. The surrounding community may also be a rich resource for real-life experience for your students. Linking up with events or projects organised by NGOs, government, universities, schools, or local business can offer new experiences to your students. 
Even if the opportunity doesn’t relate directly to their trade, they can develop their general workplace and ‘soft’ skills – such as dealing with the public and working in teams.
In addition, technologies used in your industry should be integrated into teaching and learning wherever appropriate. This may sound obvious, but in fact lecturers can get in a rut and stick with the way they were trained or what they are accustomed to. You need to continually keep up with technologies in general use – including basic things like Microsoft Office, the internet and email, as well as more technically oriented tools such as computer-aided design (CAD) and 3D printing – and new specific technologies and changes in processes in your industry. Read trade journals, chat to colleagues at the college, keep in close contact with colleagues in industry and keep up with industry-related news on the internet.
As a TVET lecturer, if you are not using new technologies as they enter your industry, you may feel intimidated by the pace of change and out of your depth. With general technologies, you may find that some of your students know more than you do. It is vital that you see yourself as a lifelong learner and take responsibility for continuing to learn and model that to your students. If there is a new technology or software in your industry, take a course in it. Or ask one of your workplace partners to give you (and perhaps also your students) a tutorial on it. Check the internet for online tutorials. If you have a student who knows more than you do about a general technology, ask them to teach you and your class. Instead of this compromising your ‘authority’ in your students’ eyes, it models to them that even experienced or expert professionals need to continuously learn as things change, and should proactively seek out sources of knowledge around them.

You may need to motivate for budget for new technologies and applications, so your students will have access to them. You can also collaborate with your work placement partners, to make use of the opportunities they can offer students.

Stop and think

	Reflect on the following questions. Write down any insights that occur to you in your Learning Journal.

1. What gaps did I experience between my training and real life when I entered the workplace? What were the consequences for me?

2. What real-life learning experiences do I provide to my students? What other opportunities might exist in the college, industry or community, which I could I explore?

3. How do I keep my knowledge of new trends and technologies in my field up to date? What other resources could I explore?

4. How do I incorporate technologies that are used in my industry into my teaching – both to learn about them and to use them for learning?




Deep learning requires experiencing things and reflecting on them 
	Instead of just ‘telling’ students what we want them to know, we need to create situations and experiences for them where they ‘discover’ and construct for themselves what we want them to learn.




When we learn something through our own experiences and actions, the knowledge becomes embedded in how we understand and respond to the world. When we actively seek solutions for problems we are grappling with, the information we find becomes alive, relevant and meaningful. We integrate it with what we already know and are empowered to act in the world in ways we weren’t before. Can you see how this connects to the previous principle of ensuring students are well prepared for the workplace?
Unfortunately, traditional education is usually quite distant from exciting, engaged, experiential learning. In traditional education, learning is often reduced to the most boring mode of learning possible: students sit passively in rows trying to stay awake while the lecturer talks on and on about something the student feels no urgent need to know. Instead of becoming engaged and excited about learning, the student can end up feeling overwhelmed and bored at the same time. 
The student is overwhelmed because information is ‘delivered’ with no opportunity to unpack it, work with it and construct meaning that can be integrated into the student’s prior knowledge. Very often the lecturer begins with whatever the next topic in the curriculum is, without having found out what each student already knows or doesn’t know and making sure that the starting point connects with this. For those who don’t have the foundation for what is being taught, this can result in little meaningful learning happening. During the lecture, there is no opportunity for students to discuss or ask questions, which could help them to engage with and digest new knowledge. 
At the same time, students may also be extremely bored. There is nothing for them to do except listen, and many lecturers are less than exciting to listen to. Those students with more prior knowledge might already know much of what is being taught. If they could interact actively with the knowledge, it could be meaningful for them, but the knowledge has already been delivered and basically their time is being wasted. 

Many TVET students chose to leave the academic path because they hated their experience with traditional education. Some have almost become ‘allergic’ to the ‘talk and chalk approach’ – their minds freeze up and they don’t learn at all in what they experience as a suffocating environment. In TVET, we know that students need real-life experiences and active engagement to learn technical skills. This is what has distinguished TVET from traditional academic education over the years. And yet, TVET has also tended to rely far too heavily on ‘chalk and talk’ lecturing. There are several reasons for this. TVET colleges may lack the equipment or resources that would allow lecturers to offer a wide range of technical experiences to students. College in rural areas may have limited opportunities for creating workplace experiences for students or finding initiatives in the community where they can develop their skills. Colleges may structure class sessions and allocate venues in a way that limits the options available to lecturers. For example, if a lecturer is allocated a classroom space on Monday and a workshop space on Tuesday, it is more difficult to base all learning in activity, with theory being taught during technical work.

Whatever restrictions you face in your TVET context, there are ways to create active learning experiences for your students. In this unit we will look at a range of methods other than lecturing, but we will also look at ways to ensure that even lectures engage students more actively in learning. 

	We don’t learn automatically from doing or experiencing something, but by reflecting on what happened. 




If you do not stop to think about what you do and take lessons from it, you might keep doing the same thing for years, continually making the same mistakes. We need to learn lessons from the things that we do or that happen to us, and use these to inform our future actions and get better results. David Kolb (1984) described and modelled this process of learning by reflecting after action:

1. Concrete experience: doing or experiencing something;
2. Reflective observation: looking back thoughtfully on what you did or experienced;
3. Abstract conceptualisation: drawing new insights and conclusions from what happened; and 

4. Active experimentation: using new ideas or insights to plan improvements for the next time.  
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Figure 36:  The experiential learning cycle/reflective cycle
It is possible to go through the whole learning cycle without really thinking about it. However, if we make a conscious effort to use it properly, it will help us to improve our practice and deepen our learning. The power of the reflective cycle is that it encourages critical thinking. A person who does not already think critically is unlikely to engage in critical thinking without doing it consciously, using a tool such as the reflective cycle. In a traditional education system learners are often punished for critical thinking; asking questions or challenging the teacher’s point of view are considered disrespectful, rather than being understood as active involvement in constructing knowledge. So, it is important to build critical thinking into the activities you design so that you students can develop their capacity and confidence to think critically.

In fact, reflection is key to your own continued learning and career development (lifelong learning). It is something you need to actively and consciously do, as well as something you should model and teach to your students so that they can actively develop their expertise throughout their own careers. It is crucial, then, that you do not ‘dump’ knowledge on your students but that you engage them in situations and experiences where they play an active part, and then facilitate reflection so that they can learn from their action. You can facilitate reflection through group or class discussions, having students record their thoughts in a learning journal or a voice note on their phone, or having them draw a diagram or sketch to explore how ideas connect together. Because critical reflection may be new to your students, it may feel quite uncomfortable at first, and it’s a good idea to model it to them in the beginning, giving lots of questions to guide them.

It is important to understand that reflection is possible not only after an action or experience; you can also reflect during an experience. This is called ‘reflection-in-action’, and involves stopping briefly to think about something, or consciously reflecting while you are working or experiencing something. You can also reflect before an action or experience even happens (called ‘reflection-for-action’) so that you enter the situation with as much awareness as possible. 

	In experiential learning, our mistakes or failures can yield as much learning as our successes.


Experiential learning with reflection turns mistakes or ‘failures’ from a negative experience into a goldmine. When you are free to explore, experiment and experience, there is just as much to be learnt – if not more – when things don’t go according to plan, as when they do. In fact, mistakes are a key part of learning. When we learnt to walk as young children, we tried, then fell, then tried, then fell, then eventually fell less and less. Each time we fell (failed), however, was not a setback but an important part of the learning, which we drew on for our next attempt. Traditional education works from a ‘fixed mindset’ where people are regarded as being born with a particular level of intelligence quotient (IQ). Getting a wrong answer or making a mistake can be a humiliating, negative experience because people can interpret this to mean that you are ‘stupid’. This results in students feeling afraid to ask questions or make mistakes, which paralyses their learning because exploring and trying new things or ideas carries too much risk. 

A ‘growth mindset’, on the other hand, understands that a person can develop their intelligence by applying themselves and exploring new territory. This unlocks a huge potential for learning, because students are freed to ask questions and their mistakes or failures become ‘interesting to explore’ rather than shameful. This may sound strange if you are unfamiliar with it, but you probably already are used to this way of thinking in the context of science. When you do a scientific experiment, you set up a question or hypothesis that you are going to test. For example: if I wear a purple hat when I teach my students will pay more attention’. Then you try it out, without being too attached to whether your test proves your hypothesis to be true or false. In some ways it doesn’t really matter, because your experiment yields just as much information whether it succeeds or fails: either wearing a purple hat did increase student attention or it didn’t. Then you feed that new piece of knowledge into your design of your next research study or experiment. Experiential learning/the reflective cycle is, really, just another version of the scientific method. Making a mistake can give you and your students more interesting information to consider, leading to greater insights, than when everything goes smoothly. 

As with reflection, this idea is likely to be new to your students and you may need to explain it to them on different occasions. As you respond with positive interest to their mistakes or failures, helping them to draw out lessons (reflecting) and feeding these into the next cycle of action, you will help them to relax and become more willing to experiment and try new things where there is a risk or error or failure. 

Activity 13: Techniques to encourage active learning and reflection during and after a lecture
Suggested time: 30 minutes

Let’s look at some techniques to support active learning – particularly during lecturers. Many of these focus on giving students an opportunity to give feedback, ask questions, express their knowledge, and reflect on their learning. All of these are important to enable students to construct their own knowledge. 
1. Click link, list of techniques, to read the two following sections of Kevin Yee’s list which focus on interactive techniques: Section 3: Techniques to encourage active learning and reflection during a lecture; and Section 4: Techniques for getting feedback and aiding reflection during/after lectures. 
Answer the following questions:
a. Do I already use any of these techniques – perhaps in a slightly different way?

b. Could some of these be useful to me and my students? How would I use them? (Add your own notes below the technique.)
c. Are there other techniques I use to make lectures more interactive, get student feedback and promote reflection? (Add these to the list.)
2. Ask your colleagues in your programme and on this course about what techniques they use. Add the ones you think could be useful to the list.

Discussion of the activity

As you become increasingly aware of the importance of active learning, and your knowledge of techniques to support this grows, you will be able to include these in your pedagogy, creating deeper and richer learning experiences for your students.

The roles of lecturer and student are dynamic (changing) as the student develops competence
As you lecture the same courses over the years you can tend to get stuck in your favourite roles – the ones that come most naturally to you – and lose sight of the need to continuously, expertly adjust the direction and support you provide the students and the amount of freedom, risk and opportunity for discovery you create. 

Effective teaching and learning requires strong direction and support in some situations and freedom to explore and make mistakes in others. As your students master different competencies and become able to use them independently, it is important to give them the room to do so. This involves giving them choices over some of the pedagogical elements that you previously decided on for them. Remember, though, that even when you give your students a lot of freedom in an aspect of their learning, it is you who has chosen to give them that freedom; if it is not working well, you can adjust the ‘lever’ on your ‘control panel’.
Scaffolding

Scaffolding is a temporary platform which is put up alongside something that is being built to support the builders to be able to work at heights that they could not safely or successfully reach otherwise. In Figure 34, you can see a man constructing a second level of scaffolding on the side of a building, while he stands on the first level. 

[image: image46.jpg]



Figure 37: Physical scaffolding 
Source
In education, your students are the builders; constructing working competence from the building blocks of knowledge, skill, values and attitudes. When they are less experienced, they will need more support but as they continue along their learning journey and their competence and ability to self-manage grows, they will need less. By the time they complete their qualification, they need to be completely self-managing as professionals and as lifelong learners. Your job, then, is to give them as much support as they need – but not too much support – at each step of their journey, while continually motivating and equipping them to become more independent and self-managing. 

This means that at the beginning of a teaching and learning experience, you assess how much support is needed, and as your students develop you gradually take it away until they are able to function competently on their own. This process should happen over the course of the programme, but also at the level of a skill or even an activity. Whenever you introduce your students to something new, they may have some but not all the skills and knowledge needed to tackle it. You may need to support them while they figure out how to extend their existing skills into the new situation and build on them. 
In addition, different students will need different amounts and kinds of support. Some may have less background or skill and need more time and coaching to complete an activity successfully. You may have students who experience a range of barriers to learning in general. Some may struggle with the language of teaching and learning, and need things translated or carefully explained. Some students may have disabilities that increase the level of difficulty of a task for them, and you will need to increase the level of support as they gradually master it. 

To illustrate this, let’s look at the process of teaching a child to tie shoelaces, illustrated in Table 1. At the beginning, you provide total support for your child; you do everything while the child does nothing. As your child becomes more familiar with the process, she begins to do some of the steps, while you do the rest. You don’t give her a bigger role than she can do without your support. Eventually, it crosses over from you doing most of the work to your child doing most of the work.
Table 1: An educator scaffolds learning by providing less and less support to the learner or student as they gain mastery
	Scaffolding provided by educator
	Step in teaching and learning
	Self-management by learner/student

	TOTAL
	At first, you tie the shoelaces for your child. Your child watches.
	NONE

	ALMOST ALL
	You ask your child to put their finger in the middle on the knot while you do the rest.
	VERY LITTLE

	MOST
	You ask your child to do the last step while you hold the loop.
	SOME

	SOME
	You ask your child to try to do all steps. You watch closely and help if they get frustrated.
	MOST

	VERY LITTLE
	You ask your child to keep practising and coach them when they have a problem. 
	ALMOST ALL

	NONE
	Your child can tie her shoelaces independently.
	TOTAL


A very powerful idea related to scaffolding is Zone of Proximal Distance (ZPD) developed by the educational theorist Vygotsky. When you are learning something there is a gap between what you already know and can do and what you are aiming to know and be able to do. Vygotsky showed that in that gap there is an area, just beyond what you can do on your own, where you can do it with the support of someone who is more expert. In this area (or zone), because of the support they are receiving, the person engaged in learning can safely take risks or push beyond what they could do on their own and they are able to experience success or new learning. Vygotsky emphasised that the relationship of the teacher to the person learning is thus key. The teacher positions themselves in the ZPD that is just beyond the student’s comfort zone, and from that position gives the student just enough support to stretch beyond what they can do comfortably on their own and still succeed. 
The ZPD is thus the space that you invite a student into that is slightly beyond their abilities but where it is still possible for them to succeed with your support. This puts them in a challenging situation so that they work from their potential, not only from their existing competence. 

The ZPD changes according to student and activity. It is important that you find out what a student’s prior knowledge is when starting something new so that you can help them build knowledge or skill (scaffold) from that point. Signs of frustration indicate that you may be pushing them too far beyond their current abilities. Vygotsky calls this scaffolding in the ZPD ‘mediating’ learning because the educator is working with the student to help them open the next stage of learning.

Providing ‘just enough’ support in the ZPD can take a lot of different forms. You can model the task, highlight the key points, and ask questions can help the student to figure out the next step forward. A question can point the student in the right direction without giving them the answer they are trying to reach. For example, you could say, ‘Are you sure you measured that correctly?’ As students respond to your questions you will get a clearer idea of what they already know and what they are struggling to understand – this will help you identify where the ZPD is.

Give feedback that is specific to their work. Rather than commenting, ‘You are doing a great job’, say, ‘The approach you are using is working well. You’re on track.’ Or, ‘It looks like you’re a bit stuck. Go back to the previous step and try again from there. Remember the important points I told you’. As you observe your students carefully you will get a more accurate idea of their ZPD so you can adjust your teaching. Show your students that you are interested in the work they are doing during the activity and not just focused on the end result. 

Watch for frustration and address it. If a student is getting frustrated because the task is too difficult or too easy (they are bored) step in and address the problem. For the learner who is finding it difficult provide more support, for example by showing them how a task could be broken into smaller, simpler tasks. 

Motivation is itself a kind of scaffolding, because it helps students keep trying even when they are finding something difficult and might otherwise get frustrated and give up. There are a lot of different ways you can motivate students, for example:

· Start the class or activity with something exciting that sparks their interest. This could be a video clip, an intriguing story, or a game that gets everyone relaxed and laughing. 

· Set up something exciting or motivating that they can look forward to after the difficult part, such as showcasing their work on campus or having a competition.

· Create activities where they can choose something that interests or inspires them.

· Set up activities that allow them to express their personalities and sense of humour. Role playing, debates, games and so on.

· Ensure and recognise each learner’s success and competence.

If you work in the ZPD with each of your students, you will provide just enough scaffolding for all of them to experience success – even if different students have achieved with different amounts of support. 
Stop and think

	1. What kinds of scaffolding can you remember your lecturers or those who taught you providing to you? Can you remember ever feeling overwhelmed and being tempted to give up? Can you think of anything you wish you had been given to help you just enough to cope?

2. What kinds of scaffolding do you provide to your students in your courses? If you have new ideas as you work through this unit, write them down in your learning journal. 




Collaboration enriches learning
Traditional academic education focuses on the one who teaches (lecturer) passing knowledge to the one who learns (student) in a single, one-way mode. 
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Figure 38: The lecturer transmitting information
Moving to a more constructivist approach shifts the focus to those who learn constructing new knowledge together with each other and with the one who teaches. 
[image: image48.png]



Figure 39: Lecturer and students construct knowledge together

Teaching and learning approach
Once you shift from seeing the lecturer as the one who is ‘full’ of knowledge and students as ‘empty’ and recognise that everyone in the room has had different life experiences that have resulted in a range of knowledge and skill bases, you can see that everyone has something to contribute to the learning experience. Imagine you want to build a big fire, and each person has a bundle of sticks that they have collected. You might have the biggest bundle (for this particular fire), but if you insist on using only your sticks and ignores everyone else’s it will be a much smaller fire than if you ask everyone to contribute what they have collected. As a lecturer, you facilitate a process where you and your students construct knowledge together – allowing your students to contribute what they have to offer to what you are offering them, and also helping them source knowledge from alternative sources such as the workplace or the internet. You are no longer the ‘all knowing’ lecturer, but the experienced guide on the path to competence.
Practical choices
When it comes to how you construct activities within a course or programme, traditional education often favours students working in isolation, while a more constructivist approach leans towards students working in groups. Because they are combining skills and knowledge, this approach gives students opportunities to work on general relational skills. Boehner (2017) cautions, however, that we should not assume that putting students in groups for projects is better. It takes careful thought and facilitation to ensure groups are the right size and have the right mix of students, to enhance learning. If students struggle to establish productive dynamics, the group experience may obstruct learning, and result in frustration for everyone. A couple of students may work hard while others take advantage of them. You will have to make pedagogical decisions about this.

A lifelong learning approach highlights that you, too, continue to learn throughout your life. Instead of ‘delivering’ the same material semester after semester, you can set up and facilitate learning experiences for your students where they are actively engaged in constructing knowledge. This results in unique encounters, giving you new opportunities to learn with and from your students. 

Wieckenberg (2014) notes that students benefit when there is collaboration not only among students and their lecturer in the context of a course but on other levels as well. Lecturers collaborating with each other, departments collaborating with each other, the TVET programme collaborating with industry, and the TVET programme collaborating with the community can all help to bring about deeper and broader learning. Grouping students in different ways for learning experiences can aid collaboration if students are able to manage group dynamics successfully. There are a wide variety of group activities that help to structure interaction between students so that it is productive. 
An important theoretical concept when talking about social learning is the idea of ‘community of practice’, developed by the theorists Lave and Wenger (1991). A community of practice is a group of people who participate in the same activity. When newcomers enter the group, they begin to learn from those who have been around a little bit longer than them – not necessarily from the experts. As they learn alongside their peers, they become increasingly experienced, and may assist newcomers to learn. They keep growing in their expertise through their experience of doing the activity, while interacting with others, until they eventually are ‘old timers’ with an advanced level of expertise. 
Communities of practice are an important feature of traditional life. Women traditionally learnt to cook this way, in a community of other women with different levels of experience and expertise; people learnt how to farm, raise children, hunt or engage in other activities through communities of practice. Activities involving very specialised skills have often had communities of practice as well. In education and industry, the concept is becoming recognised as a tool for setting up structures to help people learn together. For example, in your department every lecturer might keep to themselves, attending meetings but never discussing their teaching, developments in industry, or sharing ideas and problems. On the other hand, lecturers could establish a community of practice, where they actively engage together with new theory, developments in industry, and issues and opportunities in their teaching. This can become an important vehicle for professional growth that is managed by professionals directly, with no one necessarily at the top. Intentional communities of practice are being set up in occupations as well, some of them online. 

You can introduce your students to the concept of being part of a community of practice in their area of specialisation, where everyone takes responsibility for learning together and understands that a lifelong process of learning from and with others in the same industry contributes to one’s own wisdom. Everyone is a teacher, and everyone is a learner.

Activity 14: Explore techniques that facilitate social learning
Suggested time: 30 minutes

1. Click link, List of Techniques, to read Section V: Techniques to promote collaborative learning in Kevin Yee’s list. Then answer the questions that follow.
a. Do I use any of these techniques already – perhaps in a slightly different way?

b. Could some of these techniques be useful to me and my students? How would I use them? (Add your own notes below the technique if you wish.)
c. Do I use other techniques to promote social learning and collaboration in my classes? (Add these to the list.)
2. Ask your colleagues in your programme and on this course about what techniques they use. Add the ones you think could be useful to the list.

Discussion of the activity

As you develop your awareness of the importance of collaboration and your knowledge of techniques to facilitate social learning you will be able to include them more effectively in the pedagogies you design to create deep, rich learning experiences for your students.

We have explored some key principles for learning-centred pedagogy and reviewed some practical techniques that support them. Now let’s look more deeply at the different ways learning happens and what teaching methods we can use to facilitate learning.

Learning modes and teaching methods
If we think about learning rather than about teaching, then we must give thought to how people actually learn. In which ways do they learn different things best, and which teaching methods will best support their learning?
In other words, once we have identified what our students need to learn (content) then we need to work out how they can best learn it (learning mode) and from that decide how we can best teach it (teaching methods).

Many different theoretical models that have been developed about how learning happens and how people learn most effectively. In the TVET context, Lucas et al. (2012) propose that learning happens through the following modes: watching, imitating and practising (‘trial and error’); feedback, conversation, teaching and helping; real-life problem-solving; enquiry, thinking critically and producing knowledge; listening, transcribing and remembering; drafting and sketching; reﬂecting; learning ‘on the ﬂy’; coaching; competing; learning through virtual environments; learning through simulation and role play and learning through games. Boehner (2017) talks about in-depth learning, exemplary learning, experiential learning, problem-based learning, reflective learning and learning through projects, experiments, simulations, web quests, guiding texts, debates, mind-maps, fantasy journeys and placemats in arrangements like fish blows, ball bearings, freeze frames and stations. Other theorists have their own lists too, with learning modes and teaching methods often overlapping.

It can be a bit difficult to navigate through this complex theoretical landscape. We can find ourselves wondering: is one theorist right and are the other ones wrong? Is one model better? Or are they all equally right; and if so, how do you work with them all at the same time? In fact, most of the models raise valid ideas and place awareness or importance on different areas of emphasis. Remember, a model or framework is just a tool to simplify ideas to make them easier to work with: there are always many different ways to organise the same ideas, and within any main idea are many other important ideas.
Let’s try to explore this wide range of ideas by using a simple set of learning modes that we are all familiar with – because we used them as young children ourselves – as a framework to help us organise and explore these different modes for teaching and learning.
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Figure 40: A simple progression of learning modes that we use throughout our lives
When we were newly born and still too young to speak or even control our body’s actions, we began to learn about how things were done by watching. We watched our parents reach out their arms to us and pick us up. We watched them come to us with food and put it in our mouths. Watching was blended with listening: what we saw helped us make sense of what we heard and what we heard helped us make sense of what we saw. We heard our grandmother’s voice when she arrived to visit and we knew we would soon see her face smiling at us.

As we gained more control over our muscles, we began to imitate what we had learnt from watching and listening. We learnt to reach out our arms to our parents to ask them to pick us up, and we learnt to put food into our mouths on our own. By imitating, we got better at working out how to make our bodies do the same things that we saw other people’s bodies do. We learnt to wave ‘bye bye’ and to say ‘no!’ 

As our skills grew, we began to participate with our families. For example, maybe you stood on a stool next to your mother in the kitchen and helped her to make a jam sandwich. Maybe you helped your grandfather milk the cows: first watching, then imitating, and then participating. When we were watching we were passive – the thing that was being done was not ours. When we imitated (copied), we were focused on being like someone, not on producing something. But when we participated, we began to be part of making things happen. 

Once we had started participating, the next thing was practising. This took time: doing the same thing over and over in the same way. You may have helped to make lots more jam sandwiches and learnt how to do it well and consistently. At first, you probably made mistakes: the butter fell off the knife on to the floor, you made a hole in the bread, or you put too much jam on. But eventually, you could make the sandwiches well every time, and your mother no longer supervised you. If you were milking cows, it would have taken a lot of practice to learn the milking action. Your hands strengthened with repetition.
During that long time of practising (from participating to doing something independently and well), our learning deepens until we master the skill. Embedded in this process is the gaining of tacit and theoretical knowledge. Mistakes are key learning experiences, where theoretical, expert knowledge becomes our own. For example, perhaps your grandfather showed you where to put the milk bucket so the cow wouldn’t kick it over. But only after you experienced the consequences for yourself, by placing the bucket in the wrong place so that the cow kicked it over and spilled the milk, did this knowledge become integrated into your expertise and you never repeated the mistake. 
At the same time, we learn attitudes and values (for example, we don’t waste jam, we clean up after ourselves, and we make sure that there is a sandwich for everyone). The length of this process of learning is different each time, depending on how complex or physically difficult the process is. For example, milking the cows is more physically difficult and complex (more steps) than giving them water, and takes longer to master. 
After mastering one thing, we can take our knowledge and try to use it in another context: we generalise and transfer it. For example, after learning to make a jam sandwich, you may have tried making a chicken and mayonnaise sandwich. You found that your skills as a master jam sandwich maker helped you in many ways – because you had learnt to take jam out of the jar you could now take mayonnaise out of the jar without spilling it. But you could not spread chicken on the bread. You had to learn to use a sharp knife to cut it – so your mother stepped in to help. As the ZPD suddenly became close again, there was a new skill to learn that required scaffolding.

As you worked with your skill in new situations you encountered problems you had to solve and experimented to find ways to solve them. As a master sandwich maker, you had to make a sandwich for someone with special dietary needs, and you had to think of the right ingredients to suit that person. Or you felt the creative desire to try something new. You put a new combination of things together and invented a new sandwich or used your skills in the kitchen to begin the process of learning to bake or cook.

This natural progression through different ways of learning is often driven by the person who is learning. The child watches their mother in the kitchen, and asks, ‘Can I do that?’ or says, ‘I want to help’. A curious child seeks to continually gain mastery. At first their mother provides plenty of scaffolding to make sure they are safe (and that they don’t make too much of a mess!). But as the child begins to feel more confident, they actively try to remove the scaffolding as they seek independence and self-management. They may say, ‘I can do it by myself’, or physically take their mother’s hands and remove them. Their mother steps back and gives them enough room to make mistakes, but not mistakes that could result in harm (or an enormous mess). As the ZPD changes the mother gives less support, so the child can stretch beyond their current skills (but not so little support that it results in harm or damage). If the mother gives too much support, the child will get frustrated and may lose interest in learning, because they have such a strong drive for mastery and self-sufficiency. If the mother give too little support, the child will become frustrated because they will fail, and they may give up.

These modes and stages of informal learning that we used as young children may seem simple, but they are extremely powerful: they enabled us to rapidly learn an enormous body of information and skill. We continue to use them to learn many things throughout our lives. Even a brain surgeon relies heavily on watching and listening, imitating, and then participating, to gain the expertise needed to do surgery. Once a medical student has become a competent general surgeon, they generalise and transfer what they have learnt from one context (general surgery) to a new context (brain surgery), which extends their learning. In the new context there are problems to solve, which result in more learning. Eventually as an expert who has successfully worked with a broad range of situations and problems, the brain surgeon starts exploring or innovating (researching and applying new methods) thus contributing to and developing the profession itself. 

As we saw in Unit 2, before formal TVET education was developed much training happened through this same process of watching, imitating, participating, practising until competent to do the work independently, experimenting, problem-solving and innovating – eventually taking the industry forward. 

Now, let’s think about what the expert teacher needs to do to facilitate these different learning processes. See Figure 41, below.
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Figure 41: A learning pathway progressing from watching to investigating (left) and the teaching methods that support each learning mode (right) 
In real life, we often use several different modes of learning and methods of teaching at once, and they don’t necessarily have to happen in a sequence. But when they do happen in this sequence, the process corresponds to learning and growing processes described in other models. 
Look at Bloom’s taxonomy again, for example, Figure 42, below. At the more basic levels are thinking skills like ‘recognise’, ‘identify’, ‘duplicate’, which occur when learning through watching and imitating. ‘Use’, ‘demonstrate’ and ‘operate’ are thinking skills that occur while learning through practising. ‘Use information in new situations’ requires thinking skills used during learning through transferring and extending. ‘Design’, ‘develop’, ‘investigate’, associated with the highest level of thinking skills, which enable the student to ‘produce new or original work’, are in use when learning through exploration – the final mode identified in our basic organising framework. The point is that there is a rough relationship between increasingly complex thinking and practical skills and more active and self-directed learning modes. It is important to facilitate these most active modes in which this kind of higher-level 
learning happens.
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Figure 42: Bloom’s types and levels of thinking skills
Source: Vanderbilt University Centre for Teaching 
It is also interesting to think about these learning modes in light of Maslow’s motivational hierarchy – which we looked at in Unit 3 and which is reproduced again (see Figure 40). If a TVET student learns through watching, imitating, participating and practising, and becomes competent to do the technical job independently, you could say they are in a position to meet their basic needs (or ‘deficiency needs’, in Maslow’s terms) related to employment. They can hold a job that provides a salary, which provides for their physiological and safety needs, and which gives them dignity (meets need for esteem). They can also meet industry and society’s short-term need for competent technicians at a basic level. However, basic competence does not equip a student to meet their long-term needs (in Maslow’s terms, ‘growth’ needs) of lifelong professional development and self-fulfilment. Nor does it necessarily equip them to contribute creative solutions and ideas and bring industry to a new level, or to solve long-term problems and create a better society. The learning that happens, and competences that result, through transferring, solving problems and exploring new territory correspond to these social and industry needs.
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Figure 43: Maslow’s motivational model, showing a hierarchy of needs 
Source: McLeod, 2018

We have looked at these different modes of learning as a progression from novice (beginner) to expert. This is a neat and tidy way to represent it, and it certainly can happen this way, but learning doesn’t have to happen through a particular sequence of modes. Learning can happen through different sequences or combinations of modes. Bloom’s taxonomy does not illustrate a journey that starts at remembering and understanding and leaves these behind to travel on to evaluate and create. Rather, as each level of thinking gets developed, it continues to be used and creates a scaffold for more complex thinking. An expert continually moves between all six kinds of thinking and frequently uses several at the same time. Similarly, Maslow’s idea was not that you leave needs for food, safety, love and belonging behind and dwell only in the ‘higher’ zones of the growth needs. The focus of where you are developing professionally may shift, but you will still actively and continuously engage in meeting your basic needs. As we saw with the brain surgeon, an expert does not stop using watching, listening or imitating to learn new things. 

If you are working with adult students who already have a wealth of skills and knowledge to draw on, you don’t necessarily need to go through these steps one by one, working from ‘watching and listening’ as a first step. In fact, you could reverse the modes as a process and start from open-ended, self-managed exploration, then solve problems, then generalise the solution you found and practise it, after which you use it to participate in activities with others. This reverse process happens in life too – and as a lifelong learner you will use this approach to your own professional development outside of any formal education. Interestingly, this is also a very natural way that we begin to learn as babies: before anyone decides on any ‘curriculum’. Our natural curiosity about the world drives us to explore and this leads us forward on a self-managed journey, where we actively construct knowledge for ourselves. 
Let’s look at how learning through these modes in a reverse sequence looks:
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Figure 44: A learning pathway progressing from investigating to participating (left) with the teaching methods that would facilitate these modes of learning (right) 
Given everything we have just explored, it is extremely strange that we put our children into structures where there is very little opportunity for them to self-manage their learning based on their own curiosity, and where, in fact, they are discouraged and sometimes punished for not passively following the teacher. Then, after many years in this mode, we expect them at the far end of their education – as masters and PhD students – to be able to research and innovate independently, when their natural drive to carry out self-directed learning has been suppressed for so long, and they have forgotten how! As we saw earlier in this unit, the influence of constructivism and the move toward experiential learning has the potential to bring things into balance – but we have to be careful to not continue to replicate the traditional teaching models we experienced as learners and students ourselves.

Now let’s apply these ideas, to analyse some of your own learning experiences.

Activity 15: Analysing learning experiences

Suggested time: 40 minutes

In this activity you will choose a learning experience that you have had personally, as an adult, and one that you have constructed for your students, and map these against the learning modes we have discussed in this section. 

1. Identify something that you have learnt well outside of a formal classroom environment and that you remember really enjoying learning or that you really enjoy doing now. Choose a skill in which you developed a good degree of expertise. It could be just about anything: for example, a sport such as swimming, driving a car, playing a musical instrument, repairing something mechanical, braiding hair, carpentry, sewing or knitting. Follow these steps:

· Draw a line down the middle of a page in your learning journal. Write the heading ‘learning mode’ at the top of the left-hand column and ‘teaching method’ on the right, just as in Figure 41. 

· Think carefully about how your learning journey started and the modes you used to learn. Write these down as a sequence under the heading ‘learning mode’. Describe what you learnt and the mode or modes by which you learnt it. Note how active or passive you were. Did you initiate the learning to begin with, or did someone else?

· Now thinking about what kind of teaching method, if any, was used at each stage. Was scaffolding provided? If so, what was it? Write this down under the heading ‘teaching method’, opposite the related notes in the left-hand column.

· Reflect on what you’ve written down, as a whole. What do you think made the learning experience or activity enjoyable for you? Where did your motivation come from? What parts of the learning do you think were most effective? Why? Do you notice anything that surprises you? Are there any insights you can use in your teaching?

2. Now identify something that you teach, or have taught, in a TVET context. Choose a skill that the students enjoyed learning, and in which they developed a degree of expertise. Follow these steps:

· Draw a line down the middle of a page in your learning journal. Write the heading ‘learning mode’ at the top of the left-hand column and ‘teaching method’ on the right, as in the previous exercise. 

· Think carefully about how you initiated the learning experience for your students and how it progressed to the end. Try to identify the modes they used to learn at each point and write these down in your left-hand column as a sequence. Describe what they learnt and the mode or modes by which they learnt it. Note how active or passive they were. Did they play any role in initiating, choosing or designing the learning experience?

· Now think about what kind of teaching methods you used at each stage. Did you scaffold the learning? If so, how? Write this down in the right-hand column opposite the related notes in the left-hand column.

· Reflect on at what you’ve written down, as a whole. What do you think made the learning experience or activity enjoyable for your students? Where did their motivation come from? What parts of the learning do you think were most effective? Why? Do you notice anything that surprises you? Are there any insights you can use in your teaching?

3. Share your diagrams with your fellow students taking this course. Look at their diagrams carefully and note how their learning or teaching examples differ. Are there any interesting observations or insights that you want to remember? Note these down in your learning journal. 

Discussion of the activity

By analysing real-life teaching and learning experiences in which you have encountered using the learning modes we have discussed, you are getting practice in recognising which learning modes and teaching methods were operating. As you become increasingly aware of which modes or methods work best for different learning objectives, you will become more able to work with them intentionally and effectively. This activity also provided an opportunity for collaborative learning, where your colleagues’ responses may have broadened and enriched your own learning experiences. 

Let’s now look more closely at each of the broad learning modes listed in Figure 40, and explore how they work and what teaching methods support them. 

Learning by watching 

Learning by watching is probably the earliest way we started to learn. Even before we could imitate, we had learnt that when our parent reached out their arms to us, they were going to pick us up. When they brought a spoon to our mouth, food was coming. This became the basis for us to imitate – soon we learnt to reach out our arms to them to ask them to pick us up, and we learnt to feed ourselves with a spoon.

As we saw in Unit 2, before formal TVET training was developed, training often happened through a trainee watching a more experienced person do something over and over. Watching may seem passive, but showing someone how to do something can be far more effective than just explaining it. As we watch, our brains make important new connections. Imagine if we taught our pre-schoolers how to tie their shoelaces by giving them a lecture but never demonstrating it while they watched! 

Imitating often follows watching as a second step in learning, but this is not always the case. Watching can be a mode of learning on its own. You have learnt a lot throughout your life from watching others do things, or watching things on television that you have never tried to do yourself. By watching, you have built up a bank of knowledge of the world and the relationships between parts and ideas, which is far a vaster and richer than you could gain from just the things you do or master yourself. Watching is a valuable way to be introduced to doing, but it also develops a more expanded understanding of how a skill is used within an industry, how your target industry works in another country, how theoretical principle plays out in different situations, how industries relate to each other, and how industry relates to society’s needs ​– to list just a few examples.  

Our imagination provides us with a powerful tool for watching, even when there is nothing visible for our eyes to see. We can replay something we saw previously in our ‘mind’s eye’. We can imagine different scenarios that could happen, in order to think about how they would play out, or how we should respond to them. When we read or listen to a good book or to someone talking, we visualise things that we have never actually seen before.

Listening or reading often play an important supportive role to watching. Without verbal or written cues to help the watcher interpret what they are seeing, they may not be able to construct meaning from it. It is through combining what is seen and heard that more complete meaning is made. 

Teaching through demonstrating
To facilitate students learning by watching you can immerse them in a complex real-life situation, where they can observe examples of the competences or principles they need to learn. This could be in a workplace environment or in real-life situations on campus or in the community. You might use questions or short explanations to guide their attention to key elements of what they are watching, to scaffold their experiential learning. 
You can construct a demonstration for your students in a classroom or workshop environment, which provides an example of principles or elements that you want them to learn about. In TVET and in the sciences, there can be a tendency to lecture, where students would learn better by watching than listening. You can demonstrate a skill or principle yourself or have another expert or more experienced student demonstrate it. 
You could show your students a video to watch of how things are done in your industry in another country to help them understand the scope or variety in the industry, or a video of how things used to be done so they can understand how the industry has developed and is continuing to develop. You could give your students a video to watch where something is done incorrectly, and they need to spot the errors. You could also ask your students to take photos or videos on their phones of things they observe outside the class that meet specific criteria, to share and analyse with the class. 
You could also have your students visit a workplace to observe how the entire production process works. 

Activity 16: Selecting an effective video resource for demonstration

Suggested time: 30 minutes

This activity gives you an opportunity to compare and evaluate the effectiveness of different kinds of videos available for demonstration.

Select a skill from your programme that is not easy for you to demonstrate to your students with the facilities or equipment you have available. Do a search on YouTube for video demonstrations of this skill. Choose three of the demonstration videos that come up and watch them. Then answer the following questions.

1. Which of the videos did you find most interesting in terms of the instructor’s approach and the visuals that were used?

2. Which do you think was the easiest to understand? Why?

3. Do you think that any of the videos would facilitate your students’ learning better than if you did a demonstration yourself? Why or why not?

4. Do you think you would need to scaffold any of these videos for your students due to language or contextual issues? If so, how would you do that?

5. Would it benefit your students if videos like this were available that were made for their context (for example, South African actors, or situated in a particular work environment)? 

6. Could you imagine making videos like this for your students if you felt they were useful in contact sessions, or if your college required you to create materials for online learning?

Discussion of the activity

By thinking about the advantages and disadvantages of different ways of demonstrating concepts or skills to your students, including using videos available on the internet, you can make choices that provide them with live or recorded demonstrations that are effective in deepening their understanding.

You could also have students act out a role play to demonstrate a particular point or principles, so that their peers can watch and think about it. 
Short explanations during a demonstration can aid learning by directing students’ attention to key elements, noting theoretical principles that are illustrated in the demonstration, or noting how the particular example that is being demonstrated could vary in the workplace. 
You could ask reflective questions to help your students relate what they are seeing to their existing framework of knowledge. For example, ‘why is this person doing it this way when the person we saw previously did it differently?’ 

You can also use students’ ability to visualise to help them ‘see’ something that you cannot demonstrate to them or that they have never seen before. For example, in a clothing design class, you could say, ‘Picture your favourite outfit. Look at it carefully and try to notice all the things that make it “work” for you. Do you like the texture? The colours? The cut? The way the material drapes? How would you apply these elements to a new design?’ You could use this as a way to get students to learn about their preferences and learn to be conscious of a range of different design elements, rather than just liking something or not liking it. 

Stop and think

	1. Which competences do you think your students learn best through watching (observation)? 

2. What methods have you used to facilitate this? How effective were they?

3. What other methods might you try?


Learning by listening
We often learn through more than one mode at the same time and listening often accompanies other modes. As babies, when we learnt through watching, there were also sounds and words that accompanied what we saw and reinforced it. The sounds and words soon became another important way of learning. When at first your mother said, ‘Granny’s here!’ you didn’t know what it meant, but it was followed by Granny’s voice saying ‘Hello!’ and seeing Granny walk through the door. Soon, when your mother said, ‘Granny’s here!’ you turned to look at the door, expecting her to walk through. Listening and watching together provide two powerful channels that support and reinforce each other. 
As we will see, listening as an additional mode of learning aids learning across all modes. As our language skills and our abstract thinking develop, we become increasingly able to learn things through listening to instructions. Some people can easily visualise what they are hearing, but many things are much easier to learn by watching and listening at the same time. Imagine if you had tried to learn how to tie your shoelaces only through listening to verbal instructions, and never watched it being done. 

Below is an example of something that you might not have done before (unless you are familiar with using a sewing machine). See if you can learn how to thread a sewing machine through listening to these instructions. Ask someone to read them to you and try to visualise what you must do. Even if you read them yourself, you are relying on learning through language only.

	Put the thread on the spool at the top of the machine. The post of the spool may be upright or lying down. Place the plastic disk on top of the spool to keep the thread from flying off once you start sewing. Pull the thread through the thread guide on the top. The guide looks like a small button-like knob. Pull the thread down towards you and loop it around the tension discs at the bottom. Then pull the thread back up again into the second thread guide. This guide has a take-up lever with an eyelet which creates a U shape with the thread. Bring the thread down to the needle guiding it into the hooks on the way. Thread the needle from the front to the back.


Can you say with confidence that you have now learnt how to thread a sewing machine? Would you like to demonstrate your knowledge to a room full of people? Probably not! Even though the instructions were clear and accurate, and gave descriptions of how things looked, it is very difficult to work with this kind of information without watching a demonstration or having a visual to guide you. However, while only watching a demonstration (with no verbal or written instructions) is more effective than just listening (or reading), the most effective is to both watch and listen – and then move on to imitating and practising.

In our primary education and the TVET context, students are required to rely heavily on listening and reading – in other words, on language alone – for learning. If a student struggles with the language of learning and teaching or struggles to understand abstract concepts, learning by this mode may not be very effective for them.

Teaching through lecturing, instructing and explaining
Teaching through speaking can be an easy option for teachers and lecturers: it gives you all the control, you can deliver the same material the same way year after year, and it requires no special materials. As your students sit there and stare at you, you don’t know that some of them are daydreaming or confused, until the test or exam reveals that they haven’t learnt – or rather, you haven’t taught – successfully. Teaching through speaking needs always to be paired with other forms of teaching that help to facilitate more active learning.

When you shift from an approach of ‘delivering knowledge’ to your students to an approach of facilitating active learning through experience, you become a coach. You are walking alongside your students on their path of development. Let’s identify some of the ways a coach uses speech to aid learning. Think about how a coach of your favourite sport might do this and how this could be applied in your teaching:

· Short instruction or explanation before action. A coach will start a practice session with a few minutes of focused instruction, reminding you what to focus on and highlighting key principles to follow. Examples may be given as short stories to help you benefit from what has happened in other peoples’ experience and draw on their lessons.

· Give feedback, point out connections and highlight insights during action. While you are practising, your coach may make comments to give you feedback on what you are doing ‘right’ (in terms of what you are trying to achieve) and point out where you are repeating a mistake or suggest something different to try. They may pause action for a few minutes when something happens that provides a good teaching opportunity. They may point out connections to past experiences; others’ experiences; and principles, attitudes and values. This is part of reflection-in-action: becoming aware of and recognising learning as it is happening. There may be some discussion between you and your coach during these pauses in action. 

· Conversation. If you are engaged in practice that is not too intense, or during the transition times (walking to the practice area, putting equipment away) you may have casual conversation with your coach. In casual conversation you and your coach have equal roles – there is no teaching objective, and you are both free to speak. However, the coach may tell you about personal experiences or decisions that communicate important values, attitudes or lessons.

· Critical reflection. After your practice, your coach will sit down with you and review the action, with an aim to draw out insights and lessons, and feed these into how the following practice will be designed. They may ask you probing questions, to get you to think deeply about your action, attitudes or values. You have equal space to speak here, as you reflect on your experience. 
Now let’s look at how these speaking roles would apply in the TVET context. Because you have a formal curriculum and theoretical principles need to be covered explicitly, you are required to be a bit more systematic in ensuring that your students are working consciously, and not just tacitly, with the concepts, knowledge, skills, values and attitudes you are teaching. This means that using direct instruction in a short, focused way (lectures that include you speaking for up to 20 minutes) may be appropriate to 1) help set up a conceptual framework with key knowledge before students engage in an activity; 2) make use of ideal teaching moments that arise during an activity; and 3) draw theory and experiential learning together through reflection and discussion after an activity. Boehner (2017) advises that TVET lecturers hold to the principle ‘Keep it Short and Simple’ (KISS) whenever they use a lecture as a teaching method. Let’s look at each of these briefly.

Instruct, explain or reflect before action

Boehner (2017) suggests providing ‘anchors’ for the action/activity to come. These are key theoretical concepts that will guide your students and help them to link theory and practice during the action phase of the session. You could represent the relationships between these concepts through a mind map on the board or on a handout that they can refer to easily during action.

Having students arrive at class, sit down, and then listen to a lecture – even if it short – is a bit like walking up to a person who has just eaten, giving them a bowl of cold porridge, and asking them to eat it! They have no short-term motivation to open their mouth and receive it: they are not hungry for the knowledge, and the knowledge is cold – there is nothing interesting or appealing about it. In addition, listening/watching are the most passive of all learning modes for the student. There are various ways to ‘warm up the porridge’ or to get them working so that they are hungry for what you want to teach them. 

An important method for warming it up is to activate their prior knowledge, as we discussed at the beginning of this unit. This could involve a simple discussion at the beginning of a class, where you ask students what they know about the topic and give them the opportunity to contribute different pieces of the puzzle. Welcome them to explain with diagrams on the board. Let them argue, discuss and correct each other and see how far they can go with constructing the knowledge themselves. Disagreements may arise, creating heated emotions. This is good: the topic is now becoming more interesting and they will eagerly listen to you to see who was wrong and who was right. 
Sometimes, you may find that all the knowledge you planned to teach in your lecture has been constructed among them, and you do not need to lecture at all – maybe just to recap and tie it together! Or you may affirm where the puzzle pieces were placed correctly and then focus your lecture on key theoretical aspects that were missing or misunderstood. This makes the lecture shorter, and your students also listen far more attentively because they now feel a need – a hunger – to resolve the questions that have arisen within them.

Another approach is to start with a question or activity that purposefully creates an emotional response, thus ‘warming them up’ to the topic. You could aim to make them curious, excited, or even uncomfortable by playing them a short YouTube video clip, doing a role play or asking a puzzling question. They will engage quickly and you can harness their engagement as you bridge across into your short lecture. 

Instruct, explain or reflect during action
Sometimes an ideal teaching opportunity arises while students are in the middle of an activity. 
Something may happen that presents a perfect real-life example of something you have taught. It allows you to explain the theory underlying what happened at a moment when students will be most receptive. This is teaching and learning ‘on the fly’ – using opportunities and going with them. You may ask everyone to stop what they are doing, explain and show them what happened in a particular student’s work, and then give a short, five-minute explanation, inviting questions and contributions. Encourage your students to take the initiative to point out connections they see to the whole class – this will help them build their reflective capacity as well. 

Something may happen that creates a perfect opportunity to teach something you had planned to teach later, but that will be very useful for students to know now, in the situation they find themselves in. This is called ‘just-in-time’ teaching – where you provide just enough of the right new information or explanation so that students can make use of it immediately for what they are doing. It’s as if your auto mechanic student is under the car and asks you to pass them a tool, and you pass them a tool they didn’t even know existed. They are surprised, but they use the tool immediately to solve their problem and the theoretical knowledge becomes seamlessly integrated into their expertise. They are unlikely to ever lose or forget this knowledge; it becomes theirs. If, instead, they encounter that same theoretical knowledge buried in a long lecture, they might have little receptivity to it, and it might never become solidly integrated into their expertise. 

Instruct, explain or reflect after action
A similar way of using a lecture effectively would be to set up a session starting with exploration, rather than listening or watching. Have students grapple with something in an activity that raises questions and problems for them. They discover for themselves that they do not have the theoretical knowledge they need to successfully solve the problem or do the task. Then bring them together and provide a short, focused lecture. They will be much more receptive as the knowledge you are sharing meets a need that they are experiencing. Giving students a lecture after they have been grappling with problems is like offering a bowl of food of steaming food to someone who has been working hard. They will gobble up every bit and may even ask for more!

Research has shown that feedback is one of the most important activities an educator can do to improve learning. Feedback can happen during or after action and can be informal or formal. 
Some teachers and lecturers give feedback that focuses on the learner as person – such as praising them for being ‘good’ or ‘clever’ or showing disapproval by calling them ‘bad’, ‘lazy’ or even ‘stupid’. This kind of feedback is not helpful. It does not provide specific information about whether what the student did was correct or useful or not. By triggering shame or embarrassment a lecturer may actually interfere with the learning, not only of that student but of the other students observing the interaction: they may become afraid to ask questions and reveal what they don’t know or they may become afraid to experiment and make mistakes, in case the lecturer will shame them. 
Useful feedback can focus on the task or product that was produced by the student, letting them know what they did correctly or incorrectly (Hattie & Timperley, 2007) so they can assess what aspects they have mastered and where they need more practice. It can also focus on the process that the student went through to create the product or complete the task, helping the student to see where a step in the process was overlooked or needs more practice. Useful feedback can also focus on the student’s self-management: whether the student is showing self-discipline and taking responsibility for their learning, rather than relying on external factors – like the lecturer or an exam – to motivate them to learn. This kind of feedback helps the student become more aware of their own role and choices in their learning and improve their strategies, attitudes, habits, and thought processes towards learning.

Remember, also, when it comes to using talking as an appropriate teaching method, you are not the only one with something useful to say. Let your students share in the teaching. When a student discovers new knowledge or a key theoretical principle while doing an activity, ask them to explain their discovery to the class afterwards. Facilitate discussion and debate as a way of constructing new knowledge together. Also, make use of short, well-designed videos: you might find someone teaching something in a more interesting, or different way, than you would and it will give your students a break from listening to you. 

Encourage your students to give each other feedback and create opportunities for them to give you feedback. Feedback from your students about what they understood and what they enjoyed will not only help you plan their next lessons expertly but will help you to improve as a lecturer.

Activity 17: Assessing your use of speech in your teaching
Suggested time: 20 minutes

In your learning journal, assess your use of speaking as a method of teaching by answering the following questions:

1. Roughly what percentage of the course time do I spend teaching through speaking from the front of the class (traditional lecturing)? 

2. How long are my lecturers (the number of minutes spent talking from the front of a class during a lesson)?

3. Do I use any other methods before or during my lecture to activate students’ prior knowledge, increase interest or facilitate engagement?

4. Do I use speech in the following ways in my teaching, and if so, how and where?

· Short explanation or instruction before action

· ‘Just-in-time’ instruction or theoretical explanation during student activity

· Discussion

· Conversation

· Feedback

· Asking reflective questions after action.
Discussion of the activity 

By becoming more aware of how you use speaking and how much you rely on it, you will be in a better position to think about where to combine it with other methods or shift to another method completely, to facilitate more active learning for your students.
Learning by imitating and representing

After we have watched someone do something a few times, we are ready to try it ourselves. Since we have seen them do it successfully, we try to carefully copy what we see them doing to reproduce the same action or result. This engages a number of thinking skills, as we try to transfer what we’ve seen to our own muscles, and as we compare and judge whether we have imitated accurately. 
Imitation plays an important role in our learning, from the time we are big enough to start controlling our muscles, all through our lives. We learn many skills in our families through imitation. We learn sports, dancing and many games this way. Throughout human history, people have learnt occupational skills by imitating experts.

In the traditional classroom, the active role of a student can be limited, to a great extent, to imitating and reproducing information. The teacher writes notes on the board. The students copy the notes down in their books. The teacher tells the students what the main points are that they must learn for the test – for example ‘the five main exports of South Africa are…’ and the students study them and reproduce them on the test. A person can memorise facts this way, but it is unlikely they will integrate them deeply into their understanding of the world or remember them for a long time. And they will not really understand new ideas or develop skills this way. To do this, they need to engage with the material in a way that integrates new information with what they already know, construct their own knowledge and understanding, and make it their own.

As we engage more with what we are learning, we often take our imitation a step further. Instead of doing it exactly the same as the person we are imitating, we modify it. When children play together and pretend to be a family, instead of simply taking on the roles and names of their family members, they create a mother, father, brothers and sisters with different names and characteristics. They are beginning to construct their own knowledge: some fathers are like ‘x’, but other fathers are like ‘y’. Copying the behaviour of family members, they set up their own version of it in play. They create scenarios with dolls or friends where they imitate the roles and behaviours of the adults around them, but with their own plot or twist. The way that young children draw pictures showing key people and concepts in their lives can reveal how they see the world. For example, while they may draw all the people they live with (mother, father, grandmother and brother), they may show the mother as much larger than everyone else, indicating that she is most significant in their life. 

In education, a student often makes notes or draws graphics about what is happening or being said in the session. This is one way that we construct our own knowledge from external sources – in this case, the lecturer’s knowledge and our interactions with our peers. This is not same as writing down word for word what the lecturer says. Writing down word for word requires simply copying but taking notes or making visual representations involves selecting what is key, relating bits to a whole, and maybe modelling ideas in a visual way. Representation could take a wide range of forms: drama, reflective writing, sketching, 3D modelling – among others. Some students naturally feel a ‘need’ to represent new ideas in pictures or other ways, although this has not been encouraged in traditional education.
Facilitating imitation and representation

Demonstration facilitates imitation, just as it does watching. When your students are imitating, you might slow down your demonstration or stop more often to give feedback or to explain. You can also provide your students with mirrors or use methods such as photographing or videotaping them, so that they can review their imitation. By comparing their actions with what they saw you demonstrating and have kept in their mind’s eye, they can identify where their actions need to be adjusted. These methods are used in sports, dance and drama, where students need accurate feedback about exactly how they are positioning their bodies. Verbal methods play an important role in supporting demonstration. This could come in the form of a short explanation or instruction before starting, or feedback to the student to help them assess the accuracy of their imitation. Feedback should be specific, for example, ‘That mixture looks wet enough,’ rather general, for example, ‘You’re doing a great job’.

To facilitate representation, a number of teaching methods can be used. 
You can require your students to keep a learning journal and give them the freedom to write or draw anything they want to in it at any time. Encourage them to experiment with sketching concepts and ideas and mapping the relationships between ideas. Mind maps and sketch notes are exciting ways in which to visually represent learning. This approach gives the student a creative space to make connections between ideas. 

Provide opportunities for students to dramatise what they are learning, model it with different materials, or represent it through other forms they might enjoy. Provide scaffolding as they co-construct conceptual models, by using reflective questions and feedback.
Your students’ representations of their learning also provide you with a tool to assess their learning and gain feedback on your teaching, as you can observe whether learning has been successful and where you might need to spend more time deepening it. Asking students to present and describe their representations gives them another opportunity to reinforce their learning, as well as allows you to check their understanding. Other students can also gain a richer and broader understanding of a concept when they listen to peers’ explanations of their representations. 
Stop and think

	Reflect on the following questions

1. Which competences do you think your students learn best through imitation or representation? 

2. What methods have you used to facilitate this? How effective were they?

3. What other methods might you try?




Learning by participating
When we participate in something, we are not required to do it on our own. Someone else – or at least a group of people that we are part of – is responsible for achieving the outcome. This gives us some freedom to watch and imitate, ask questions, and volunteer to take on more of the work, or work more independently, if we are feeling confident and motivated. If we are feeling overwhelmed or lost, we can ask questions, ask for help, or take a step back from the level of action we are involved with to spend more time watching. As we move in from a more passive role on the edge of the activity toward a more central, active place in the activity, we share more load and responsibility for the outcome. We also share knowledge and experience with those we are working alongside. And we help those who are now watching from on the edge to learn, by giving them small ways to participate and giving them feedback, explaining what we are doing, and answering their questions. As we take on an increasingly expert role as a participant, this itself becomes a way of learning, and our expertise deepens as we analyse others’ problems and find ways to communicate our knowledge.
Facilitating participation
If a student is working with just one other person – a teacher, lecturer, mentor or expert (in the workshop or in the workplace, for example), participation is perhaps the most ideal way in which to work with the ZPD that we discussed earlier in this unit. Like the sports coach in the example, you can provide almost total scaffolding or almost none – and anything in between – depending on what the student needs in order to work just slightly out of their comfort zone. 
Remember, the ZPD is working at a level of difficulty where a student cannot succeed on their own but can succeed with ‘just enough’ support from you. You can start the activity by giving the student a small role to play (if it is a new skill) and then asking them to help you with the more difficult aspects of the work as you see that they are coping. If they get stuck, step in closer to support them just as much as they need. Let them take a step back and watch you again, then step in and try it again. As they gain confidence, step back and give them more room to self-manage. Two steps forward, one step back, step forward again: in the ZPD your student is your dance partner, and you are the one who is an expert in the dance. You need to be carefully attuned to the student to judge their frustration and motivation levels and see where scaffolding is needed and where they are ready to be challenged.

In a group context, you can set up activities and choose groupings based on the level of experience the students have and the level of difficulty they are ready for. As students participate together, you can intervene strategically: provide support if the group is stuck, step back if it is working productively. You can introduce an idea or a question to help them think their way through a challenge, or reduce the level of difficulty of the activity if it is proving beyond their abilities. It is a fluid process. 

The teaching method that is closest to real-life is, of course, participation in the workplace. As your students go off to workplace assignments, you can support them in ZPD as well by being available to them for questions, facilitating their reflection on their experiences so that they gain more learning, and helping them work through problems. Ideally, the workplace supervisor who is managing their placement will play this role, too. Lucas et al. (2012) point out that you cannot assume that everything students are exposed to while participating in the workplace will aid their learning: 

Of course, there is always the risk that inappropriate behaviours such as dangerous or limiting procedures could also be learnt from participating in the work environment ... and vocational teachers – both in and out of the workplace – need to be vigilant for evidence of this in order to correct it.

Ultimately, in terms of your students’ lifelong learning, an effective learning method is their participation in a community of practice – a group of others in their field who are motivated to work together to develop professionally. You can introduce your students to this by helping them learn to self-manage their learning and reflection in your course. This means letting them participate in the roles you normally fulfil because if they establish or participate in communities of practice in their professional lives, they will be the ones to organise and manage these. Give your students the role of facilitating discussion after an activity or work placement; let them lead their group or the class through a reflective cycle, helping each other with prompting questions; and let them assess their learning needs and draft plans for what they need to learn next and how they will learn it.

Boehner (2017) recommends using special events that happen on a TVET college campus as opportunities for participation in an accessible, real-life context with workplace characteristics. Special events are often multi-faceted experiences, where many different TVET disciplines could contribute. In addition, special events require the full range of ‘general’ or ‘soft’ skills. Regardless of what TVET discipline you are in, your students could be involved in dealing with the public, planning, organising, budgeting and designing. Boehner (2017) suggests the organisation and running of open days, anniversary days, sports days, graduation ceremonies, industry fairs and field trips as events that offer rich opportunities for learning through participation. Giving groups of students roles and responsibilities that relate to roles they will have in industry can give you and them an opportunity to try out and develop their skills and assess their level of expertise, while getting real-life experience. 

You could also identify events or projects in the community where your students could learn by participating, working alongside people in their professional capacities to extend their expertise and help them develop their general skills. 

You may find that it is difficult to find opportunities for your students to participate in real-life or workplace experiences, to learn certain competences. One reason might be ethics. For example, if you are in early childhood education or healthcare, your students may not be allowed to participate in certain situations for the sake of the privacy of the child, family or patients involved. In that case, you could construct a role play where you simulate the experience. Your students’ imaginations are a powerful tool for envisioning a complex scenario. By introducing a variety of factors into the role play, they can imagine themselves participating in different situations and consider how they would act, and you can give them feedback on their choices. You may also find computer-based simulations designed specifically for your field, which can facilitate this.

By simply participating in events or projects, your students are likely to strengthen their skills. However, you can help them gain far more learning by reflecting with them on their experience. You can engage your students in reflection-for-action before their participation in an activity or event, so that they enter the action aware of what they want to learn and are learning. During the activity you may want to pause and, together with them, reflect-in-action on what they are experiencing, what they can learn from it, and how they can use this to make adjustments to be more successful. You should also bring your students back together to reflect-after-action, when the action is finished. This way, you can help them draw out insights and lessons from the experience. By collaborating in this process, they can share these with each other, thus learning from others’ experiences, not just their own. 

You could facilitate reflection with questions such as these: 

· Why did you choose the actions you did during the event/activity?

· At what point(s) did things go differently than planned? Can you work out why?

· How satisfied are you with your actions during the event? 

· What will you do differently if you are in a similar situation in the future?

· How was your experience with your group? What did or did not go well within the group dynamics? 

· Did any situations arise that brought up a strong emotion for you? Can you see what value or belief this emotion might have been linked to? 

· Can you see any connections between your experience and theoretical or practical knowledge and skill you have gained in your TVET programme?

· What can you tell about your competence from this experience? Where did you experience your strengths? In which areas do you need to develop your knowledge or skills? How will you do this? 
· How could you make use of your experiences and what you learnt in this situation in your future career? 
Point out to them that this is how a community of practice works, and that they can facilitate this kind of reflective collaboration with colleagues throughout their career, to improve their. After your students have reflected on their participation in an experience, give them your feedback on it. 

Boehner (2017) identifies the following competences or benefits that be gained or built through participation in an event: 

· Students develop ‘good work habits’, such as: Completing a goal, completing a task on time, observing budget limitations, taking on Responsibility, making decisions wisely and appropriately and being aware of the concepts of accountability and transparency.

· Students build self-esteem.

· Students identify their interests and skills/abilities.

· Students work independently and act in self-regulated style.

· Students interact in teams and social groups, i.e. find disagreements, common ground and compromises and go through the stages of team building. 

· Students enhance their communicative skills, given the need to constantly adapt to their peers and outside input.

· Lecturers act as facilitators and technical experts, providing support as necessary.

· Teachers give feedback at the very end of a process, i.e. during the reflection phase (but only after self-critical insights uttered by the students).
Activities such as the fishbowl and ball bearing methods in contained in the Kevin Yee list of teaching techniques click link to access the, List of Techniques. Debates and role plays all facilitate learning through participation.
Activity 18: Consider effective methods of facilitating participation
Suggested time: 20 minutes
1. Reflect on the following questions and write your responses in your learning journal.

a. Which competences do you think your students learn best through participation? 

b. What methods have you used to facilitate this? How effective were they?

c. What other methods might you try?

2. Form a small group with three of your colleagues taking this course. Choose an activity that you use in your teaching to facilitate participation. Each person in the group should take a turn to explain their activity. As you listen to your colleagues present their activity, reflect on the following:
a. How are watching, listening, imitating and participating used in the activity?
b. Which methods are used to facilitate these?

c. What is the relationship like between the students and the lecturer: how passive or active are their roles; how much scaffolding is provided?

Share and discuss your reflections with your colleagues. Be attentive to any insights or ideas that arise during your discussion, which you could use to improve your teaching.

Discussion of the activity

By learning to recognise and analyse different teaching methods used by other lecturers, as you have done in this activity, you can build your awareness and skill in using a range of methods in your own teaching to create rich learning experiences for your students. 
Learning by practising
As we discussed earlier in this module, we learn through practice as we repeat something and become better at it. At first, we need a lot of scaffolding from the one who is teaching us, and we need less scaffolding as we progress. Eventually, we master the skill and body of knowledge and are competent to do it on our own. We can still improve with more practice, but we no longer need scaffolding. During the hours, weeks, months or years of practising, it can seem that not much learning is taking place, but there is an important progression of deepening and integrating the learning required on different levels. Traditionally, in some vocations, an apprentice would be required to practise for years before being allowed to do ‘real’ work. Remember the example in Unit 2 of Bruno Peron, the Italian shoemaker who said he worked from eight in the morning until the middle of the night, seven days a week before he saw any improvement in his skill – and then Bruno’s mentor required him to practise for another eight and a half years before declaring him a master shoemaker!

Claxton et al. (2010) identify some of the stages of learning that happen through practice. At first, the student physically gets ‘the feel’ of the thing. When you try something new, your body has no memory of how the action feels (no ‘muscle memory’). Over time, the body develops a sense of how it ‘feels’ when it is done well. As you repeat the action and reflect on it (using feedback from your teacher and from your own self-observation) the skills become more and more automated until conscious thought is no longer required. You can do it correctly without thinking about it. This stage takes time, and you need to have determination and keep your focus. The final development of the skill happens when it is used in stressful or pressured real-life situations.  
Practice is where the experiential learning cycle really kicks in: reflecting while practising or after practising, you notice where you still need improvement and what adjustments you need to make, and you feed this into your next practice. Each repetition of action and reflection brings you back to the starting place, where you will act and reflect again, but this time your expertise is slightly greater. 

Another way of practising is to go over the action in your mind, picturing yourself doing it as you would like to. This is called ‘mental rehearsal’. Lucas et al. (2012) note that this is used in different fields where highly precise physical skills are needed – such as sport, or surgery:
Students do better in exams if they have rehearsed in imagination (Taylor, 1991). Principals do better in a tricky meeting if they have imaginatively rehearsed it beforehand. Musicians learn faster if they supplement their hours of practice with mental rehearsal (Markman, Klein & Suhr, 2009). Though we know of no direct research, there must be a strong presumption that apprentice welders and student nursery nurses would also benefit from such practical knowledge about how to maximise the efficiency and reliability of their own learning.
Facilitating practice

Activities that you design for practice should be fairly routine, achievable tasks, rather than complicated problems that they will struggle with – those we will discuss in the next section. Unlike with participating, where the student is exposed to the full context or activity with its range of easier and more difficult aspects, practice involves focusing on something that the student can do with support that decreases over time. If it is a complex technical skill it may require practice through many rounds of repetition. Your role is to steadily decrease the scaffolding you provide as the student improves until they are completely self-managing. Scaffolding can take different forms: helping students reflect on challenges they encounter; sometimes demonstrating or explaining again; reminding them of connections with theory or workplace; and taking a step closer if they become frustrated or demotivated, to bring the level of difficulty back within an achievable range. A vital part of your role is to facilitate the reflective cycle, asking the student questions to help them review their last experience during practice and identify insights and lessons that they can integrate into their next round of practice. 

Teaching methods to facilitate learning soft skills through practice include role plays, games, competitions or giving your students responsibilities in the class or in the college that allow them repeated practice and development of skills. Competition – through competitive games or more formally organised TVET competitions – can motivate your students to practise more to achieve a higher degree of excellence in their skill. Again, organising workplace practice for your students is optimal, once they have a foundational grasp of the skill, to ensure that their skill is robust and usable in the real world.

You may also find computer programmes or phone applications that enable the practice of competences that your students need or simulations of scenarios. Arranging practice opportunities in real-life or workplace settings will enable students to refine their skills in an environment with more complex conditions. 
The next three modes of learning overlap with each other and frequently more than one will be happening in the same situation. They involve learning by exploring and trying things in new situations and contexts, solving new problems, and innovating.

Stop and think

	1. Which competences do you think your students learn best through practice? 

2. What methods have you used to facilitate this? How effective were they?




Learning by applying in new contexts

One we have learnt how to do something well, we need to be able to do it well in any situation, not just the situation where we learnt it. Similarly, when we have constructed new knowledge, we then need to explore how it applies or whether it works in contexts that are different from the original one. Your students might leave the TVET college for a range of workplace contexts, where they will use the knowledge and skills you taught them in different ways. 
Facilitating generalisation

The primary method for facilitating learning through generalisation is to create experiences and provide examples for them that share some elements of the situation where they originally developed the competence but include some different elements. They should be able to rely mostly on the competence they have but need to stretch and extend it a bit beyond their comfort zone. In other words, now that they have mastered the competence in one context, working in the ZPD will require a new context with new challenges, or a bigger context. In the example of a swimming coach, this might be having a student who is now swimming independently learn a new stroke, or swim in a new environment (such as a dam, or a bigger pool). As the student has to work with new elements, their competence becomes deeper, broader and more robust.

When teaching the original competence, you can lay the groundwork for the next step of learning – generalising – by ensuring that students develop a solid theoretical understanding of what they are doing and by reflecting with them in and after action, so that they become consciously aware of what the key elements of their competence are. Pointing out the theoretical principles or rules while in action helps to build knowledge that works across contexts. In our example of the child making a jam sandwich, if she dropped butter on the floor, she might have developed tacit knowledge that butter is hard to clean up. But if her mother pointed out a more general rule – sticky and oily things are hard to clean up ​– she would have been able to take her experience with butter across to another situation. 

Changing, adding or removing almost anything from the familiar context your students are used to can provide opportunities for them to learn through generalising. The most basic strategy for this is simply to provide as wide a variety of tasks and activities as possible. Change the groupings that they are working in from time to time, so that they achieve things collaboratively with people who have different strengths and personalities. Give them different roles and responsibilities in the class. Give them new material to work with or change the design for something they are used to making (a different recipe to cook, a different hairstyle to cut, a different cabinet to build).  This can be fun and playful. You can create challenges or competitions where students have to create something or solve a problem where one of the tools or resources they rely on is taken away, or they are required to use a tool or resource that is new to them. For example, you could have your cooking students compete to make the most delicious cake using no sugar, or to make the most delicious dish they can using a vegetable they haven’t worked with before. Or have your woodworking students build a piece of furniture without using power tools. 

As always, creating opportunities for your students to use their competences in different real-life situations – in the workplace, college and community – will give them opportunities to learn through generalising. 
And again, you can engage the power of imagination to create different situations where your students can learn through generalising. After an activity using one example or context, you can ask them to imagine a different context, or give them a different example, and ask, ‘How would you handle this situation? What would you do the same? What would you do differently?’ 
Learning from peers plays an important role here, as well. Listening to peers imagine new situations or tell about their experience in new situations creates more opportunities for the student to learn through generalising. 
Stop and think
	1. Which competences do you think your students learn best through generalisation? 

2. What methods have you used to facilitate this? How effective were they?

3. What other methods might you try?




Learning by solving problems

In a practice task or new context, it is clearly laid out what action is required. But when a student is presented with a problem, the solution is unknown. The student is required to construct a way forward, with minimal or no support from an expert. Learning from generalising involves a certain degree of problem-solving as the student tries to use existing expertise in a new situation where it might not fit exactly, and they need to adapt and improvise. Solving problems challenges the student to be self-managing, drawing on their own resources and seeking additional resources they might need, through collaboration and research.
Boehner (2017) notes: 
Authentic work problems are not solved easily. They cannot be approached by some standardized pattern of work or some work routine. Thus pedagogical problems always involve some degree of creative thinking, flexibility, combination of prior experience based learning effects, group communicative exchange and synergy, research, planning, trial and organization 

This in turn helps to develop values and attitudes such as self-confidence, initiative and a commitment to excellence.

Lucas et al. (2012) describe an analysis by Farrar and Trorey of how learning happens through problem-solving in the real-world context of building a dry-stone wall:

First, putting rules into practice by applying them in real-life scenarios allows the learner to gain valuable experience to the point where, over time, he is able to treat rules as ‘guidelines’, working around them if a ‘better’ result will ensure from an alternative action. In the case of the dry stone wallers, the ‘rule’ was that walls had to be built to a straight string line. The ‘better’ result was greater speed (faster walling) and efficiency (less wastage of ﬂat stones) brought about by knowing when to ignore the rule. Second, dry stone wallers followed certain ‘maxims’. These weren’t rules, but summarised a great many aspects about walling, and were often hard to grasp in practice. For example, they all knew that picking up ‘the right stone’ was key to successful walling. And yet it was only through the experience brought about by real-life problem-solving that the instinctive selection of the right stone developed. Third, practical problem-solving gave wallers the opportunity to stand back – literally – and reﬂect on their progress. Fourth, real-world problem-solving gave wallers the opportunity to experience a state of ‘ﬂow’, the state of being totally engaged in an activity, and within a deeper application of thought. Fifth, real-world practical experience gives learners the opportunity for emotional involvement. Farrar and Trorey found that wallers linked emotion with the learning of their craft. A better appreciation of the beauty of the product, or the ingenuity that went into creating it, for example, gives the learner a desire to do the job well.
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Figure 45: A waller using guidelines to rebuild a dry stone wall in South Wales, UK Source
Facilitating problem-solving

When you give a student a task, for example to facilitate learning through generalising or practice, there is a clear starting point, clear pathway, and clear goal. The fact that these are already decided provides a considerable amount of scaffolding. When you give a student a problem, however, the starting point may be clear, and the goal may be clear, but the path is not clear. The student must find the path for themselves. Sometimes the goal (desired outcome) may not be completely clear, either – other than that the problem should be resolved. Problem-based learning (PBL) is an approach in which complex, real-world problems are used as a method to promote learning, rather than presenting information to students. Problems can be constructed with different levels of complexity. Problem-solving tasks also give students the opportunity to develop their skills for critical thinking, research, communication, collaboration and lifelong learning. 

Mistakes or difficulties that students encounter during other modes of learning – particularly during participating, practising and generalising ​– can be excellent problem-solving opportunities. Instead of immediately showing them the correct way or giving them the solution, encourage them to problem-solve by asking questions that help them look at the problem in useful ways. Provide enough scaffolding so that they aren’t overwhelmed but allow them to operate just beyond their comfort zone (in the ZPD) and experience the satisfaction of arriving at the solution on their own. Knowledge gained this way is likely to be remembered forever – and used by your students to teach others over the course of their careers.
Stop and think

	1. Which competences do you think your students learn best through problem-solving?

2. What methods have you used to facilitate this? How effective were they?

3. What other methods might you try?


Learning by exploring 

As we have examined the different modes of learning we have looked at modes that support increasingly complex skills and growing self-management. Students who have a solid body of competences can innovate and chart their own learning paths, with minimal support from you. Self-initiated exploration is an advanced way of learning for a person who is ready to manage their own learning; and it is also a valid starting point for a beginner. A young child can start exploring something with no previous knowledge or foundational skill at all, and learn through a self-initiated and self-driven journey of discovery; or a child who has mastered a skill can use that competence as the scaffolding to launch a journey into unknown territory.

Your beginner students are just as ready to learn by open-ended exploration as those with more expertise. If they are unused to this, however, they may initially be paralysed by fear of doing something wrong or making mistakes. Having plenty of open opportunities to experiment, explore, invent and create with no required outcome can help students rediscover a sense of curiosity and excitement, as well as experience themselves as creators and contributors of knowledge. Learning this way also helps students develop the attitudes and skills that will enable them to innovate and meet the ‘growth needs’ or long-term goals of their industry and society, while realising their own potential more fully.

Boehner (2017) advocates ‘in-depth’ learning in TVET, where students are given the opportunity to learn through deep, sustained investigation into one small area of an occupation, until they know as much about that particular area as any expert in the world does. Through in-depth learning the student has opportunities to develop initiative, make choices, integrate lifelong learning skills, and experience the confidence that comes with mastery.
Facilitating enquiry

Enquiry-based learning (EBL) is a methodology that uses a question that is either posed by the lecturer or chosen by the student (or a group of students) to drive the learning process through the experiential learning cycle. The student investigates and discovers knowledge for themselves rather than being given information by the lecturer. 

When you give a student an opportunity to investigate or explore, the student uses even more initiative (and you provide even less scaffolding) than when solving a problem. The student may formulate the problem them self, or choose a topic of enquiry or research. The process for investigating this will be up to the student and the outcome will be the result of their journey. This methodology puts the student, who is acting almost completely independently, in a strongly active role, while you step back to a more passive role. 

Lucas et al. (2012) writes:

Whether teachers choose to use enquiry-based methods is more than just a simple methodological choice. For adopting such approaches brings with it an attitude to knowledge that assumes that vocational learners are capable of undertaking enquiry, that such enquiries are worthwhile and that students may know or discover things not necessarily known by the teacher. It assumes that learners are worthy co-creators of understanding. 

As with other methods, the role of the lecturer in enquiry-based methods is to provide just as much support as students need to progress through the learning cycle, eventually leaving it to students to seek out support if they need it, once they have gained confidence working this way. While experiential learning starts with doing an action or having an experience and then reflecting on it, enquiry-based learning starts one step before action by planning the action carefully around a question. This is very much like the scientific method, where you carefully define a research question or hypothesis to frame an investigation. Methods for open-ended exploration could also focus on facilitating students’ creative work and innovation. You could use a broad design challenge to frame their exploration: ‘Develop a sustainable and cheap method for filtering water’, for example. 

Boehner (2017) explains how in-depth learning would be facilitated in a TVET course. The student would be given the opportunity to choose a narrowly focused area for investigation – such as a catalytic converter in automotive repairs course or adapter kits in an electrical course. Students’ exploration would include: 
to find out what you can do with that equipment, including all potential usages, when invented and how, what material they are made of and all alternatives, check the prices from different suppliers and in different countries, explain the usage to potential customers and colleagues, fantasize about applications in very different areas and introduce laymen to the equipment in simulated roadshows. (Boehner, 2017)
While you may provide the least scaffolding of all when using enquiry, you should also not leave the student entirely alone. Your role is to watch attentively and be available. Like a swimming coach, whose student is now a competent, independent swimmer, your role is to ‘sit on the edge of the pool’ but keep your eye on the student and be available if help is needed. The student can turn to you at any point for support but – working in the ZPD – you try to give just enough support to help them move forward. Your goal is to help them reach the point where they become completely self-managing professionals, and while it may be easier to just tell them what you think they should do, try to facilitate them finding their own way forward. Instead of providing them with information or resources, for example, you might give them suggestions about how to search on the internet. Instead of suggesting a solution to a problem they encounter, you might ask them questions to help them reflect on the problem and find their way forward. At the same time, don’t sit at the edge of the pool and watch them drown in the deep end. If you can see they are becoming increasingly frustrated and losing motivation, step back in with some support to ease the level of difficulty until they feel ready to go forward on their own again. 

Stop and think

	1. Which competences do you think your students learn best through enquiry? 

2. What methods have you used to facilitate this? How effective were they?

3. What other methods might you try?


Activity 19: Identify modes of learning and select teaching methods for your target competencies

Suggested time: 90 minutes

In Activity 9 in Unit 3, you identified the specific SKAVs that your students need to master to meet the aims of your programme (which should address the short- and long-term needs and goals of your students, industry and society). You have thought about methods of teaching you have used in the past and been exposed to other methods you may not have tried before. In Unit 3 we also looked at key competencies that are required across programmes and are especially important in the rapidly changing environment of our 21st century world:
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In the ‘stop and think’ reflections and activities in this unit you have considered what learning modes might be most effective for different competencies and what methods and techniques might be most effective to facilitate these modes of learning.

Now complete the following activity in your learning journal: 

1. Draw a table with three columns on a new page in your learning journal as follows, using the whole page:

	Competencies
	Modes of learning
	Teaching methods and techniques

	
	
	


2. List all of the SKAVs that you identified in Unit 3 in the ‘competencies’ column. It doesn’t matter for now if they are integrated competencies or parts of competencies for now – just try to make sure everything is covered. 

3. In the middle column, note the modes of learning that you think would be most effective for developing each competency. Review your responses in the ‘stop and think’ reflections in this unit, in order to do this.

4. Identify the teaching methods and techniques you think would best facilitate your students’ learning of each target competency through the identified learning mode. You are welcome to include methods or techniques not discussed in this unit.

You will need several pages to think carefully through how you could work more effectively with the teaching and learning that you currently do. The more details you provide, the more you will gain from this activity.
Discussion of the activity

You have now practised analysing the content you need to teach your students; deciding what learning modes would best facilitate their learning of these competencies, and selecting and combining teaching methods and techniques that will support these learning modes to achieve these outcomes.

In conclusion

In the next and final unit, you will use the knowledge and analytical skills you have developed to analyse and create different pedagogies across a range of situations.

Unit 5: Making and analysing pedagogical choices in TVET

Outcomes

By the end of this unit, you should be able to:

	1. Recognise and identify the pedagogical choices made in real-life TVET lectures. 
2. Apply the concepts taught in this module to analyse and evaluate the pedagogical approaches used in real-life TVET lectures.

3. Demonstrate a practical understanding of teaching methodologies and the ability to combine and integrate them into your lesson plans.

4. Apply the concepts taught in this module for ongoing reflection on, and self-assessment of, your use of pedagogy.

5. Select and combine pedagogical options across a range of variables to design effective pedagogical approaches in your course and lesson planning as a TVET lecturer. 


Introduction

In the previous unit you deepened your understanding of key pedagogical principles that should guide teaching and learning. You explored how learning happens through a range of modes and broad teaching methods that facilitate these different ways of learning. We summarised these into eight main combinations of teaching methods and learning modes, as follows. The first four have the lecturer (L) taking the lead, and often the most active role, while the student (S) responds to what the lecturer is doing – although in increasingly active ways. In the final four, the student is the main actor and increasingly leads and directs the action, with the lecturer playing supportive and guiding roles. 
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Figure 43: Eight combinations of learning modes (left) and teaching methods (right), which provide methodological choices

It is important to keep in mind that categorising ways of teaching and learning into these eight broad methodologies is just one way to represent the huge range of options in a manageable way. We could unpack these methods and make even more categories, combine them into fewer categories, or use different terms – for example, we could use ‘instructing’ instead of ‘lecturing’ or ‘enquiring’ instead of ‘exploring’. As you work with these ideas in your own teaching you are free to adapt the way you describe or distinguish methods to better suit your particular TVET programme. For the purpose of this course, this model allows us to identify and analyse methodologies across all TVET programmes. 

Now we can integrate these methodological choices into the pedagogical ‘control panel’ which we built in Unit 3 as follows
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Figure 47: A ‘control panel’ showing several sets of pedagogical choices available to an educator
Let’s walk through how a lecturer would use this control panel again.

CURRICULUM CHOICES. First, you would select which content from the curriculum is to be taught, considering SKAVs that are specific to the topic as well as those that are general to all trades.


CURRICULUM MANAGEMENT. Then, you would make decisions about how you would manage the curriculum content you have selected – how much you would control the content taught in a session, make connections with other courses or topics or let your students have input into these aspects. You would also decide whether you would determine the sequence and pacing of learning and do all assessment in a certain way, or whether you would let some of these aspects unfold in a more open way, responding to the students’ interests, initiatives and differences. 


TEACHING-LEARNING APPROACH. The view that you choose about how knowledge is acquired would determine how you approach teaching and influence how you would set up your overall role as a lecturer, and the role of your students in the session.


METHODOLOGICAL CHOICES. You would select methods to best support the learning objectives you have chosen and identify techniques, tasks or activities that align with the content and methods you have selected.


PRACTICAL CHOICES. Finally, you would make practical choices to support the tasks and activities that you use for teaching the content.
Stop and think
	1. Slide all the sliders in Figure 44 to the extreme left – what approach does this represent?
2. Slide all the sliders to the extreme right – what approach does this represent? 

3. Which approach do you tend to favour? Why? 



In the areas of the control panel of Figure 44 that have sliders, if you slide all the sliders to the extreme left, this represents the traditional teacher-centred, theoretical and classroom-based approach many of us are used to from school? On the other hand, if you slide all the sliders to the extreme right, this represents an approach that favours student-centred, practical, real-life learning? This does not mean that positioning the slider to the extreme right is always a better choice.

Remember, the best learning-centred choice will depend on careful consideration of all factors. Positioning the slider to the left often creates more support and scaffolding for students, which may be the best learning-centred choice in lessons where you are introducing new skills or knowledge, as it allows students to focus on just one thing while you control everything else. In addition, not all knowledge is most effectively taught in a real-life environment: the classroom, or simulated examples, can strip away distractions and enable the teacher to create more ‘perfectly’ sequenced and designed learning experiences to address the learning objectives. Further, it is not always necessary to engage prior knowledge in every lesson if it has already been done adequately at the beginning of the topic (in an earlier lesson). 

However, as we discussed in Unit 4, students do need real-life learning experiences that connect to their prior knowledge and future goals, that include collaboration with others and that give them increasing opportunities to manage their own learning. Because the traditional approach to teaching – which has become the norm in many TVET contexts – does not support this well, it is important that we try to overcome this bias towards the left-hand options on the sliders by considering how we can move our choices more towards the right. And even if a left-hand choice is justified early in a topic or programme, because students need strong scaffolding, we need to look at gradually shifting our pedagogical approach towards the right as the students gain expertise, so that they become increasingly self-managing and acclimated to a real-life environment as they progress. 
In this unit, you will be working intensely with all the variables represented on the control panel in Figure 47. Look at each variable carefully and ask yourself if you know what it represents. If you are uncertain about any of them, this is a good point to go back and review the relevant sections in Units 3 and 4. 

In this unit, first you will analyse the pedagogical choices and approaches used by different TVET lecturers in sample lessons. Then you will analyse one of your own lessons. Finally, you will use the principles and pedagogical choices you have worked with in this module to plan and teach a lesson.

To do this, we will work with several methodologies to provide scaffolding – and gradually remove it       – as you become more experienced with using these analytical tools. First, we will demonstrate how to analyse the pedagogical choices made in a lesson while you watch, then we will demonstrate as you imitate our analysis. As you become more familiar with the analysis we will instruct as you participate. You will then practice, learning through generalising as you use your skills across different contexts, while we coach you. Finally, you will learn through exploring as you use your pedagogical options to design a pedagogical approach to use in a lesson and teach and evaluate this lesson, while we play an advising role. Can you see how many methodologies in the model above you will be using in this unit? 
Analysing pedagogical choices made in TVET lessons

Let’s start by analysing a lesson recorded by Mokoena (2018) in his study of TVET in automotive mechanics. For this first analysis we will use the methodologies of demonstrating and watching and demonstrating and imitating. As we demonstrate how to do the analysis you will ‘watch’ actively by reading the text, making your own notes and attempting to identify pedagogical choices in the text.      As we demonstrate identifying choices, completing an analytical table and plotting choices on a control panel, you will imitate these steps.

This lesson is about setting the valve timing. This is specialised knowledge that you may not have. You may find it difficult to understand the technical aspects they are talking about just by reading the transcript. If you could watch a video of the lesson it would be easier to grasp the concepts being taught. This is true for your students too: if you can show them how concepts work – rather than just tell them through words on a page or delivered in a lecture – understanding will be enhanced. However, the aim here is to learn to identify the pedagogical choices being made, no matter what the content is – even if you don’t possess the specialised knowledge or skills involved. 

You can see that the template (Table 2) is made up of the pedagogical categories and choices we have discussed in Units 4 and 5 and that are represented on the control panel. Read through the template now and the instructions for how to use it so that you are familiar with it. For the first few examples, we have taken out some of the curriculum management choices (connections between courses, topics and assessment) that were discussed earlier in the module, because these first examples don’t provide enough context to identify those. We will bring them back into the analysis later. 
Table 2: Template for analysing pedagogy

	ANALYSIS OF PEDAGOGICAL CHOICES USED IN A LESSON
	INSTRUCTIONS ON HOW TO USE THE TEMPLATE FOR ANALYSING PEDAGOGY



	CURRICULUM CONTENT COVERED
	

	Skills, abilities and knowledge
	

	
	Specific skills, abilities and knowledge
	
	In the next section, ‘CURRICULUM MANAGEMENT CHOICES’, we’ve narrowed it down to selection, sequencing and pacing, as the examples you’ll work with will not give you information about connections with other courses, topics or assessment. We’ll add these for later examples. Here you can note down the examples you find in the right-hand column and, in the left-hand column, circle whether the lecturer has chosen to keep them ‘closed’ (C) ​– where the lecturer makes these decisions, or ‘open’ (O) – where students have some say in deciding these. If you think both are used, note these examples and circle both.



	
	Functional literacies
	
	

	
	Technological skills
	
	

	
	General workplace skills
	
	

	
	Communication skills
	
	

	
	Thinking skills
	
	

	Attitudes and values
	

	
	Specific attitudes and values
	
	

	
	Craftsmanship
	
	

	
	Professionalism
	
	

	
	Self-management
	
	

	
	Resourcefulness
	
	

	
	Social responsibility
	
	

	CURRICULUM MANAGEMENT CHOICES
	

	C / O
	Selection of content
	Closed / open?
	

	C / O
	Sequencing
	Closed / open?
	

	C / O
	Pacing
	Closed / open?
	

	TEACHING / LEARNING APPROACH
	

	T / C
	View of knowledge
	Transferred / constructed?
	The next section ‘TEACHING / LEARNING APPROACH’ deals with whether the lecturer approaches knowledge as something to be transferred from their head to the heads of the students, or something that the student needs to construct under the lecturer’s guidance; and therefore the choices the lecturer makes about their role and the role of students. Again, you can write the examples you find in the right-hand column and circle the letter corresponding to the choice in the box on left side – or both letters, if you think both are used.

	C / F
	Role of lecturer
	Controls / facilitates?
	

	P / A
	Role of student
	Passive / active?
	

	METHODOLOGICAL CHOICES
	

	DW
	Demonstrating / watching 
	
	In the section ‘METHODOLOGICAL CHOICES’ the methods we explored in Unit 4 are listed. Simple codes are given in the left-hand column to make it easy to refer to them. For example, ‘DW’ is used to refer to ‘demonstrating and watching’. Note down any examples you find of the different teaching and learning methods in the right-hand column. Circle the letters in the left-hand column. Remember that there are different terms that could be used, and some categories could be broken down into more categories, so don’t get stuck trying to memorise these terms or categories. For example, we could say ‘enquiring’ instead of ‘exploring’ and we could break ‘imitating’ into ‘imitating’ and ‘representing’. So, there is nothing perfect or untouchable about the way we are doing this – it is just one way of working with these concepts and you are free to experiment with using other terms, categories or approaches that you think work better for your programme. The intention here is to give you a starting point, no matter what TVET discipline you are in, and give you experience in analysing, so that these tools start to become familiar to you. You can then decide which tools work best for you and how you can use them most effectively.

	L L
	Lecturing / listening 
	
	

	DI
	Demonstrating / imitating 
	
	

	IP
	Instructing / participating
	
	

	PC
	Practising /coaching 
	
	

	GC
	Generalising / coaching 
	
	

	PF
	Problem-solving / facilitating 
	
	

	E
	Exploring / advising      
	
	

	PRACTICAL CHOICES
	

	T / P
	Means of knowing
	Theory / practical? 
	In the section ‘PRACTICAL CHOICES’, again note the examples you find of choices that the lecturer makes in the right-hand column and circle the letter or letters that correspond in the left-hand column.

If this is confusing at this point, don’t worry. This first example is mainly for you to watch while we demonstrate (DW). By participating as much as you can, you will observe more carefully, which will make it easier for you to work on your own in the next example. 

	N / E
	Prior knowledge
	Not engaged / engaged?
	

	N / R
	Nature of tasks
	Not real-life / real-life?
	

	N / S
	Visibility of processes
	Not shown / shown?
	

	C /W
	Use of space
	Classroom / workshop?
	

	I / S
	Approach to tasks
	Individual / social?
	


By recording your analysis in the grey column down the left, you will be able to see a ‘profile’ of the lecturer’s pedagogical approach – noticing what lies more to the ‘left’ or ‘right’, how many content areas are used, and whether the methodologies used tend to be more teacher-driven or student-driven.
Let’s start the demonstration by reading the transcript. As you read, try to identify any selections and choices made. Use notes, underlining, highlighting or circling text when you spot examples of pedagogical choices. Eventually we will put the information we find into the template.
Table 3: Transcript from lesson on setting valve timing taken from Mokoena (2018). 

	Lesson: Setting the valve timing

	The lecturer has moved with the group of 16 students from the workshop into the demonstration workshop which houses two engines. The engine to be used is one that is partially cut away to show clutch assembly, cylinders, camshafts, prop shaft. [...]

The lecturer turns the two cams at the top of the engine.

Lecturer: Here we have two camshafts. This one is for the exhaust ... and this one is for the inlet. Today we are going to learn how to set the valve timing. [He shows the students the timing belt]. 
Many times when the timing belt is torn, the car will refuse to start. What many drivers will do is keep starting the car many times, hoping it will eventually start. What is happening when you do that, from my experience, is the following. The valves will bend. Why? Because the camshaft is not turning. When you crank you move the pistons and they hit against the valves which are not in synch. Remember: the valves are moved by the camshaft, and the camshaft is moved by the timing belt. If the valves have been fitted, you now need to set the valve timing.

First determine TDC [top dead centre]. How did we say we do that? [None of the students answer.] Which pistons should be at the top – this is a four-cylinder engine?
Student: 1 and 4.

Lecturer: Remember, most engines rotate clockwise when you are standing at the front – where I am standing – this way [he demonstrates]. But some engines – like the Honda engine – rotate anticlockwise.

Lecturer shows them the clutch.

This is the clutch.

He shows them the pressure plate.

This is the pressure plate ... we will come to these later in our training ... for now we just identify them.

Lecturer loosens and removes the timing belt.

Student: Why don’t we mark it first so that we know we know how it fitted?

Lecturer: Don’t worry. But you are wise. Remember I said you would rather be a fool once than be a fool for the rest of your life? He [referring to student] is correct. I want us to assume the timing belt is torn so we will fit with a new one. But the new one will be this same one that I have just removed.

Now time the engine: let’s put theory into practice.
[The lecturer calls two students to come forward.]
Bring piston 1 to TDC. Take that wire, and put it in the plug hole for piston 1. And you [referring to second student]: turn the engine to the left ... now back a bit.

Student [holding wire]:
We are at TDC.

Lecturer: Let me check. [He checks the wire and turns the engine back and forth a bit.] Yes, it’s at TDC: piston one is at the topmost position. Now what I do is find this pointer [timing mark] or mark on the crankshaft pulley, and mark against the block where it is pointing using chalk or tippex.

But mechanics may grind off the pointer so that other mechanics won’t know what to do – so that the owner may have to take it back to them [laughs]. In that case, what I do: [...] I pick one point on the crankshaft pulley, mark it, then I mark the point it aligns with on the block – like here, and here [marks].

Now what do you do? [No answer from students].
Why do you mark TDC on the crankshaft pulley?

So that you lower the pistons halfway and can now work on the camshaft.

[Student who has been holding wire now attempts to turn the camshaft with the hope that the pistons will lower.]

Lecturer: No – you see, the valves hit against the pistons. Now, watch me again.
[Lecturer puts wire into plug hole for piston 1, turns crankshaft pulley until piston 1 is at TDC. He then marks the two aligning points on the pulley and on the block. He then relaxes the belt on the crankshaft pulley by pulling it backwards a bit, with the result that the timing mark on the pulley is no longer aligned. He then adjusts the camshafts and explains that the valves will not hit against the pistons as he lowered the pistons when he relaxed the belt on the crankshaft pulley. When he adjusts the camshafts, he says they should watch that when the exhaust just about closes, the inlet is opening bringing in the fuel mixture ... that is it is at induction. At this point, he explains, he has finished with the valves, and needs to now align the timing marks on the crankshaft pulley. 

Lecturer: Bring number 13. 

[He tightens the tensioner, then fits the timing belt and tensions it. He then explains that using this procedure there is no need to worry if there were timing marks on the pulley or on the timing belt.] 

Now the valve timing is correct. 

Now we have done valve timing. We will still have to learn ignition timing. Once you have set valve timing, you have to set ignition timing for the car to be able to start.

So you see, I want you to be knowledgeable mechanics. Good mechanics. A bad mechanic will say he can’t do valve timing because the timing marks were scratched and he can’t see them. But a good mechanic needs no marks.

So you make your first set TDC, then you mark the timing making sure the mark on the crankshaft pulley is aligned with the mark you make on the block. You then turn the pulley – you actually turn it 90 degrees backwards to lower the pistons, so that the valves don’t hit the pistons when you adjust the valves from camshafts. And as the exhaust opens, the inlet opens. Now you align crankshaft pulley marks into position, you insert the timing belt, and you tension.

He asks one student to do the valve timing, and he watches like the others.

Lecturer [as student finally tensions timing belt]: Now fasten . . . not too tight. This is a demo engine – we do not want to destroy it.  

Lecturer checks belts, alignment of timing marks.
Not bad for a beginner! [...]

Lecturer then asks each student to set the valve timing in turn, making sure the timing belt is first removed before each student begins.


You have read the lesson and tried to see if you could identify pedagogical choices made by the lecturer. Now have a look at how we have done it. Here we’ve used a highlight to demarcate a section in which a learning mode / teaching method is used, underlined to note other specific choices, and added comments (in boxes with arrows) to identify the examples of choices that are found. 
Table 4 Demonstration of analysis of lesson in Table 3
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Stop and think

	1. Were you able to identify most of the pedagogical choices that we noted on the transcript, or were there some that you did not spot? 
2. Did you spot some that we missed?


You will probably find that, as you practise analysing pedagogical choices with more examples and become more deliberate about the choices you make in your pedagogy, it becomes easier to recognise them. Based on our example of how to mark up the text, make changes to your own mark up. Add anything you missed and change anything you think you did not identify correctly.
Now let’s analyse the examples we have found and put them into our analytical table. As we demonstrate how we do it for each section, you can complete the same section (imitate) in your blank table.
Curriculum content covered

Skills, abilities and knowledge

Specific skills, abilities and knowledge. The specific skills, abilities and knowledge targeted in this lesson are those associated with setting the valve timing. However, the lecturer also reinforces what they have learnt previously about determining TDC and begins to lay the groundwork for future topics by teaching them to identify parts.
Functional literacies. He refers to turning a pulley back 90 degrees but does not teach them what that means, so he is expecting them to be able to use this functional knowledge.

Technological skills. No technological skills are addressed in this lesson.

General workplace skills. No general workplace skills are addressed in this lesson.
Communication skills. The lecturer did not teach or reinforce any specific communication skills in this lesson. He did ask the students questions (which they did not answer) and responded positively to questions asked by students, thus encouraging verbal interaction in the lesson, but when the students did not respond he did not push this further. 

Thinking skills. The lecturer encouraged the students to actively apply their knowledge to the new topic of the lesson, which is an important thinking skill, but when they did not respond he did not scaffold or facilitate this further but moved on. At one point a student demonstrated critical thinking by questioning what the lecturer was doing. The lecturer commented: ‘Don’t worry. But you are wise. Remember I said you would rather be a fool once than be a fool for the rest of your life?’ Even though the student’s concern turned out to not be an issue, the lecture encouraged the student’s approach of asking questions as a way to learn more and preventing future errors, by saying that it’s better to ask a question that reveals your lack of knowledge but then results in you gaining new knowledge than to keep going forward without that knowledge. 
Attitudes and values

Specific attitudes and values. The lecture cautions a student not to tighten the timing belt too much as it could cause damage, and the demo engine needs to be properly looked after. This teaches a value of taking care of equipment.

Craftsmanship. The lecturer expresses his desire for his students to become ‘good mechanics’ and defines a good mechanic as someone who can perform their work well even when conditions aren’t ideal because they have a wide enough knowledge base to be resourceful and develop strategies to overcome challenges. The lecturer also comments to one student that his demonstration of the valve timing was ‘not bad for a beginner’. This affirms that the student is on a path from beginner to expert and is doing well at the current stage but that there is a long road ahead to develop full expertise.

Professionalism. There is no direct teaching of values of professionalism in this lesson, although care of equipment and ensuring that one has the expertise to solve a problem that a competitor might not are closely related to professionalism.
Self-management. In this first lesson on this topic the lecturer manages the learning process firmly. The students aren’t asked to manage their learning in this situation. However, when the lecturer praises a student for raising a concern he points out that by taking the initiative and asking questions one takes responsibility for learning and avoids repeating mistakes. He communicates that it is good for a mechanic to be able to find ways to solve his own problems.

Resourcefulness. The lecturer teaches the students how to set the timing belt even if another mechanic has ground off the pointer (timing mark) as a strategy to force the customer to come back to them in future. The lecturer stresses that the ability to develop strategies to overcome challenges like this is part of what it means to be a good mechanic.

Social responsibility. There is no direct teaching of a value of social responsibility toward the community in this lesson.

We can complete the first section of the analytical table like this:
Table 5: Demonstration of analysis of choices made about curriculum content in the lesson

	CURRICULUM CONTENT COVERED

	Skills, abilities and knowledge

	(
	Specific skills, abilities and knowledge
	Setting the valve timing, determining TDC, identifying parts, tensioning without timing marks

	–
	Functional literacies
	No

	–
	Technological skills
	No

	–
	General workplace skills
	No

	–
	Communication skills
	No, but questioning encouraged

	(
	Thinking skills
	Recognising, remembering, problem-solving

	Attitudes and values

	(
	Specific attitudes and values
	Take care of equipment



	(
	Craftsmanship
	Journey from beginner to expert; defining ‘good mechanic’

	–
	Professionalism
	No

	(
	Self-management
	Taking responsibility for own learning; pride in self-sufficiency

	(
	Resourcefulness
	Finding ways to overcome competitors’ strategies

	–
	Social responsibility
	No


Looking down the column on the left, we can see that, although the lesson was focused on a single, specific skill and knowledge set – setting the timing valve – it engaged the students in developing a number of attitudes and values and promoted a range of thinking skills.
 Stop and think

	1. Do you think more content areas could have been easily included in the lesson without undermining the main objective of the lesson?

2. Reflecting on your own teaching, do you think you address a range of different objectives in a single lesson?


Curriculum management choices

In the lesson transcript you have just read, the lecturer controls the lesson content: how it will be covered, how it will be sequenced and the pacing of the session. Students are not given any say in these decisions. As they are new to the content, this creates scaffolding. Students can simply follow the lecturer’s plan and do not have to make many choices. Once they are more familiar with the content, he may put them in a situation where they have to operate more independently and decide the sequence of actions, and can spend more or less time on it as they choose.

At one point, the lecturer points out the pressure plate and mentions that for now they just need to be able to identify it; it will be covered in depth at a later stage in the sequencing of content. He also mentions that ignition timing is content that is sequenced after valve timing. 
We can complete the next section of the analytical table like this:
Table 6: Demonstration of analysis of curriculum management choices made in the lesson

	CURRICULUM MANAGEMENT CHOICES

	C / O
	Selection of content
	Closed

	C / O
	Sequencing
	Closed

	C / O
	Pacing
	Closed


Looking down the column on the left, you can see that all the lecturer’s curriculum management choices are strongly to the left. The lecturer’s firm control of curriculum in this first lesson on this topic provides strong scaffolding to his students; their roles are limited, and the focus is clear.

Teaching / learning approach

View of knowledge. The lecturer designs the lesson to allow students to construct new knowledge by experiencing it first through live demonstration and then trying it themselves. Key concepts are provided ‘just in time’ as they are needed in the process. 

Role of lecturer. The lecturer controls the demonstration part of the lesson but welcomes students’ questions, and once the process has been demonstrated clearly shifts into a role of facilitating the students’ learning through practice. The setup of lecturer and students gathered in a group around the engine allows for the lecturer to easily move back and forth between lecturing, demonstrating, participating, observing and coaching. At the beginning, the lecturer demonstrates, while the students watch; at the end, the students demonstrate, as the lecturer watches. On the analytical table, we can place the circle in the middle.
Role of student. Students are gathered around, watching a live demonstration where they are free to ask questions. Although this is fairly passive, it is more active than they would be in a classroom environment where the students are all seated, facing the lecturer who is teaching from the front of the class. Only a few students are asked to assist during the demonstration. For most of the lesson, no individual student has an active role. However, each has the opportunity to demonstrate to the rest of the class as they practise individually at the end. On the analytical table, we can place the circle in the middle.
Table 7: Demonstration of analysis of choices made for teaching and learning approach in the lesson

	TEACHING / LEARNING APPROACH

	T / C
	View of knowledge
	Constructing

	C / F
	Role of lecturer
	Mostly controlling, with some facilitating

	P / A
	Role of student
	Passive and active at different times


This approach is suitable for a first lesson on this topic. Students construct knowledge in a strongly controlled environment, first through passive watching and later through active practice. The lesson provides strong scaffolding to students, who are guided strongly through a learning process with clearly defined expectations and roles.
Methodological choices

In general, the lecturer started with demonstrating/watching, moved on to instructing/participating once the students were more familiar with the process, and then spent the last part of the lesson on practising/coaching. If you look more closely, however, you could see that the lecturer steps back and forth between methods as he involves students, and then demonstrates again. In Table 4, we used highlighted sections to show a change of teaching-learning methods, with text boxes at the side to signal which method the lecturer changed to. Did you notice some of these changes? 
If you were watching a video, you could analyse what percentage of the lesson time was spent using each method. We can do a rougher analysis by just counting the times. Note that there is a good mix of the first five methods, but no use of the last three. This fits with a pedagogical approach of: introducing a new skill by working from the first methods, where the lecturer is in a more controlling and active role; providing significant scaffolding to the students who are more passive; and working eventually to practising/coaching, the first level where the student is in the more active role, with the lecturer on the side-line. In a subsequent lesson, the lecturer might use generalising and problem-solving to extend the students’ developing skills.

We can complete the next section of the analytical table like this:
Table 8: Demonstration of analysis of methodological choices made in the lesson

	METHODOLOGICAL CHOICES

	DW
	Demonstrating / watching 
	Used 4 times

	L L
	Lecturing / listening 
	Used 3 times

	DI
	Demonstrating / imitating 
	Used 1 time

	IP
	Instructing / participating
	Used 3 times

	PC
	Practising /coaching 
	Used 2 times (toward end)

	GC
	Generalising / coaching 
	Not used

	PF
	Problem-solving / facilitating 
	Not used

	E
	Exploring / advising      
	Not used


Practical choices

Means of knowing. Knowledge is almost completely practical in this lesson. The lecturer states, ‘Let’s put theory into practice’, referring to theory that has been learnt previously.

Nature of tasks. The task involves a real engine, but the engine has been specially prepared to enhance learning by cutting away the cover to facilitate demonstration and practice. In this case, the demo engine is preferable to a customer’s engine because the parts can be viewed. However, it takes real-life aspects, such as the risk of damaging a customer’s car out of the lesson. These can be covered in another lesson when students have gained knowledge of the interior of the engine, through working with the demo engine, and have adequate experience to work safely on a customer’s car.
Prior knowledge. We don’t see any example of the lecturer engaging the prior knowledge of individual students in this lesson. He may have engaged their prior knowledge before the lesson, but we have no way to know that. While his 16 students can be expected to have varying prior knowledge of car parts, he identifies the camshafts, clutch and timing plate as though they do not already know how to recognise them or where to find them. He does engage knowledge that he has taught them previously: how to determine TDC, which pistons should be at the top, and the direction which engines should rotate, for example. 

Visibility of processes. Everything that the lecturer tells them he can show them visibly.

Use of space. Note that at this college there is a workshop where the students participate in actually servicing cars for the public, but in this case they move to a separate demonstration workshop, where engines are especially prepared for simulation.

Approach to tasks. The lecturer involves the students in practice one at a time in this lesson. However, as one student practises the others watch and learn from each other, and so they are learning socially, although not working together. For this reason, we’ve placed the circle in the middle, between ‘Individual’ and ‘Social’.

Table 9: Demonstration of analysis of practical choices made in the lesson

	PRACTICAL CHOICES

	T / P
	Means of knowing
	Practical

	N / E
	Prior knowledge
	Not engaged

	N / R
	Nature of tasks
	Real engine but has been modified for simulation.

	N / S
	Visibility of processes
	Throughout the lesson processes are shown.

	C /W
	Use of space
	Demonstration workshop

	I / S
	Approach to tasks
	Students participate one at a time, but learn from each other


Looking at the column running down the left, you can see that, overall, the lecturer has made choices that support the principles of real-life, experiential and social learning.
Stop and think

	If the lecturer has not already engaged the prior knowledge of his students about this topic previously, how could he draw from it in this lesson to help him and the students become aware of how much students already know and help them to become interested and focused on the topic, without taking a significant amount of time?


Let’s look at the assessment table as a whole. By looking down the left-hand column, you can get a quick ‘snapshot’ of this lecturer’s pedagogical approach in this lesson: quite controlled and directed, focused strongly on a specific topic, but with a strong emphasis on students constructing knowledge together through active learning in a real-life practice situation. If you collected a file of analyses like this it would be quite easy to flip through and see the range of different pedagogical approaches used. 
Table 10: Completed analysis of the lesson shown in Table 3
	ANALYSIS OF PEDAGOGICAL CHOICES USED IN LESSON ON TIMING VALVE

	CURRICULUM CONTENT COVERED

	Skills, abilities and knowledge

	(
	Specific skills, abilities and knowledge
	Setting the valve timing, determining TDC, identifying parts, tensioning without timing marks

	–
	Functional literacies
	No

	–
	Technological skills
	No

	–
	General workplace skills
	No

	–
	Communication skills
	No, but questioning encouraged

	(
	Thinking skills
	Recognising, remembering, problem-solving

	Attitudes and values

	(
	Specific attitudes and values
	Take care of equipment

	(
	Craftsmanship
	Journey from beginner to expert; defining ‘good mechanic’

	–
	Professionalism
	No

	(
	Self-management
	Taking responsibility for own learning; pride in self-sufficiency

	(
	Resourcefulness
	Finding ways to overcome competitors’ strategies

	–
	Social responsibility
	No

	CURRICULUM MANAGEMENT CHOICES

	C / O
	Selection of content
	Closed

	C / O
	Sequencing
	Closed

	C / O
	Pacing
	Closed

	TEACHING / LEARNING APPROACH

	T / C
	View of knowledge
	Constructing

	C / F
	Role of lecturer
	Mostly controlling, with some facilitating

	P / A
	Role of student
	Passive and active at different times

	METHODOLOGICAL CHOICES

	DW
	Demonstrating / watching 
	Used 4 times

	L L
	Lecturing / listening 
	Used 3 times

	DI
	Demonstrating / imitating 
	Used 1 time

	IP
	Instructing / participating
	Used 3 times

	PC
	Practising / coaching 
	Used 2 times (toward end)

	GC
	Generalising / coaching 
	Not used

	PF
	Problem-solving / facilitating 
	Not used

	E
	Exploring / advising      
	Not used

	PRACTICAL CHOICES

	T / P
	Means of knowing
	Practical

	I / E
	Prior knowledge
	Not engaged

	N / R
	Nature of tasks
	Real engine but has been modified for simulation.

	N / S
	Visibility of processes
	Throughout the lesson processes are shown.

	C /W
	Use of space
	Demonstration workshop

	I / S
	Approach to tasks
	Students participate one at a time, but learn from each other


Now let’s transfer our analysis of the pedagogical approach used in this lesson to the control panel, to see an overview of this lecturer’s choices represented visually in this way.
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Used 2 times (toward end)

o | TSt ucking / par cipating

Ny
[[@ | Practicing /coaching

GC_| Generalising / coaching Not used
PF_| Problemsolving / facilitating_| Not used
E | Exploring / advising Not used

Practical choices

Means of knowing. Knowledge is almost completely practicalin this lesson. The lecturer states, “Let’s
put theory into practice,” referring to theory that has been learnt previously.

Nature of tasks, The task involves a real engine, but the engine has been specially prepared to enhance
learning by cutting away the cover to facilitate demonstration and practice. In this case the demo engine
is preferable toa customer's engine because the parts can be viewed. However it takes real world
‘aspects such as the risk of damaging  customer's car out of the lesson. These can be covered in another
lesson when students have the knowledge of the interior of the engine gained through working with the
‘demo engine and have adequate experience towork safely on a customer's car

Prior knowledge. We don't see any example of the lecturer engaging the prior knowledge of individual
students in this lesson. It is possible he did engage their knowledge about this topic prior to this lesson,
but we have no way to know that. While his 16 students can be expected to have varying prior
knowledge of car parts, he identifies the camshafts, clutch and timing plate as though they do not
already know how to recognise them or where tofind them. He does engage knowledge which he has
taught them previously: how to determine TDC, which pistons should be at the top, and the direction
which engines should rotate, for example.

Visibility of processes. Everything that the lecturer tells them he is able to show them visibly.
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Use of space, Note that at this college there is a workshop where the students participate in actually
servicing cars for the public, but n this case they move to a separate demonstration workshop, where
engines are especially prepared for simulation.

Approach totasks, The lecturer involves the students in practice one ata time in this lesson. However,
25 one student practices the others have the opportunity towatch and learn from each other, and so
they arelearning socially, afthough not working together. For this reason we've placed the circle in the
middle between Individual and Colective.
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Figure 48: Pedagogical choices made in lesson on setting valve timing mapped onto control panel
Figure 48 represents how the lecturer’s pedagogical style in this lesson looks as a whole. If this lecturer completed an analysis of each of his lessons, he could glance through several of them and see if he is succeeding in addressing all the content areas he has selected, if he is using a variety of methodologies and if he is gradually reducing scaffolding and moving his students towards becoming more self-managing in their learning.

You have now actively ‘watched’ a demonstration of an analysis of the pedagogy used in an automotive mechanics’ lesson and imitated parts of it. We’ll use another example from Mokoena’s (2018) study later. However, let’s now turn to a different TVET context and a different medium for engagement: a video of a TVET session on daily routine in Early Childhood Development (ECD).

Now that you are familiar with how the analysis is done, you will play a more active role by participating in the analysis as you follow instructions. By moving to an example that is very different in content to the last example and that is presented as a video, rather than a transcript, you will also engage in learning by generalising the principles you are working with across contexts. Because the situation is new, however, we will support you by providing an opportunity to imitate our demonstration at the end.

Activity 20: Analyse a video recorded lesson of an ECD lecture

Suggested time: 2 hours 

In this activity you will watch and analyse a video of a TVET lecturer teaching Early Childhood Development (ECD) students how to manage the different activities that are structured into an ECD (preschool) programme. 

1. Watch the video. As you watch, look out for examples of pedagogical choices. You can pause the video when you spot something and make notes in your learning journal. Use the analysis template (Table 2) to remind yourself what to look for.
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Title: Early childhood development lecture at TVET college, Pietermaritzburg [Wayne Hugo, CCBY]
Link: https://www.youtube.com/watch?v=MH8_6IEelzU
2. Were you able to identify the pedagogical choices being made by the lecturer as the lesson progressed? Now while we discuss each section, you can put the examples we find into the table in that section. If you don’t remember something we are discussing, or the discussion is not making sense to you, go back and watch the section in the video again to help you.

Curriculum content covered

The lecturer indicates that the objective of the lesson is to work through the practical aspects of structuring and managing the different activities that make up the daily programme at an ECD centre. She works through the sequences of activities, spending time briefly on each, including the weather, news, storytelling, taking a break for the toilet, music and movement, themes and free play. The lesson is used to describe and explore these. In terms of general skills and knowledge, students are engaged to some extent in using the thinking skills of retrieving knowledge of childhood songs and of applying the main ideas taught in a new situation. No values or attitudes are taught in this lesson.
Table 11: Demonstration of analysis of choices made about curriculum content in the ECD lecture
	CURRICULUM CONTENT COVERED

	Skills, abilities and knowledge

	(
	Specific skills abilities and knowledge
	Structuring and managing daily activities including weather, news, storytelling, music and movement; theme; free play

	–
	Functional literacies
	Not covered

	–
	Technological skills
	Not covered

	–
	General workplace skills
	Not covered

	–
	Communication skills
	Not covered

	(
	Thinking skills
	Remembering, applying

	Attitudes and values

	–
	Specific attitudes and values
	Not covered

	–
	Craftsmanship
	Not covered

	–
	Professionalism
	Not covered

	–
	Self-management
	Not covered

	–
	Resourcefulness
	Not covered

	–
	Social responsibility
	Not covered


Curriculum management choices
· Selection of content: The lecturer makes all the content selection (closed) although it is unclear how she would have responded if students had asked questions redirecting the content, as this didn’t happen in the lesson. 
· Sequencing: The lecturer creates quite a strongly managed framework for the sequencing of the lesson, but within this framework she creates several open spaces where some of the students can determine sequencing within a role play. As she uses both closed and open sequencing, we’ll place our circle in the middle.

· Pacing: The lecturer uses quite closed, fast pacing to structure the lesson, but in the practice period she steps out of the action and opens the pacing completely to the students to determine. We can represent this by saying the style is somewhere in the middle (although this doesn’t represent how the lecturer uses both approaches in an alternating way).
Table 12: Demonstration of analysis of curriculum management choices made in the ECD lecture
	CURRICULUM MANAGEMENT CHOICES

	C / O
	Selection of content
	Closed for lesson objectives, open within role plays

	C / O
	Sequencing
	Closed for lesson objectives, open within role plays

	C / O
	Pacing
	Closed when instructing, open during practice


Teaching/learning approach

The lecturer approaches learning in this lesson as a process in which the students construct knowledge by experiencing what she is teaching them as participants in role plays. She controls the overall framework of the lesson but then facilitates the students experiential learning through observing, participating or demonstrating. She assigns some students active roles, giving demonstrations themselves; others she gives the role of following instructions as participants in her role play;  and yet others have a passive role of watching from the side-lines. While some of the students swap roles, all do not have an equal opportunity to play active roles.

Table 13: Demonstration of analysis of choices made for teaching and learning approach in the ECD lecture
	TEACHING / LEARNING APPROACH

	T / C
	View of knowledge
	Constructed through live demonstration and direct experience

	C / F
	Role of lecturer
	Controls framework, facilitates student initiative within that 

	P / A
	Role of student
	Watching group is mostly passive, active group is active


Methodological choices

The lecturer uses demonstrating and watching, with participating and imitation as the main methodology in this lesson. She introduces the lesson and each activity in the ECD programme with a short explanation (lecturing/listening), and then sets up a role play in which she demonstrates and some of the students participate in the roles they are given, while others watch. She then gives some students an opportunity to imitate the demonstration of leading different activities in the ECD programme. Some students have opportunities to think of their own examples and direct the role play, which facilitates some learning through exploring, while the lecturer removes herself from the action and observes.

Table 14: Demonstration of analysis of methodological choices made for teaching and learning approach in the ECD lecture
	METHODOLOGICAL CHOICES

	DW
	Demonstrating / watching 
	Demonstration with participation (role play) is the main method 

	L L
	Lecturing / listening 
	Short introductory explanations for each ECD activity taught

	DI
	Demonstrating / imitating 
	Students imitate giving demonstrations

	IP
	Instructing / participating
	Used in role plays

	PC
	Practising /coaching 
	A few students practise; no coaching.

	GC
	Generalising / coaching 
	Not used

	PF
	Problem-solving / facilitating 
	Not used

	E
	Exploring / advising      
	Minimal: students think of their own examples; no advising.


Practical choices

· Means of knowing: The lecturer notes that the objective of this lesson is to demonstrate the practical application of what was taught in a previous lesson. The lesson deals only with practical aspects of the ECD programme and doesn’t involve any theory.

· Prior knowledge: Students are not surveyed for their prior knowledge on this topic in this lesson – although we don’t know if the lecturer engaged with this aspect during a previous lesson, as this lesson is a continuation of a topic. The lecturer asks a few students to choose songs or games from their own knowledge.

· Nature of tasks: All tasks involve simulation of the activities in an ECD classroom; however materials and props are not used. The tasks are, thus, real-life in nature, but not implemented in a realistically real-world environment.

· Visibility of processes: The actions and interactions that an ECD teacher would use are acted out visibly; the materials that are referred to are not present and so are not visible.

· Use of space: In the context of an ECD TVET programme, ‘Workshop’ is not a relevant choice and so this could be substituted with ‘simulated ECD classroom’, contrasted against ‘lecture room’. In this case the lecturer instructs some of the students to arrange their chairs in a circle to simulate an ECD environment; other ECD classroom elements are not included in the simulation, however. What do you think of how the classroom space is used for the observing students? Could it have been used in a way which facilitated their learning more effectively?

· Approach to tasks: The lecturer set up the lesson for collaborative, social learning, with students learning together and from each other as they took turns role playing and practising.

Table 15: Demonstration of analysis of practical choices made in the ECD lecture
	PRACTICAL CHOICES

	T / P
	Means of knowing
	Practical

	I / E
	Prior knowledge
	Engaged a little: students’ own knowledge of children’s songs

	N / R
	Nature of tasks
	Simulation, but with no props

	N / S
	Visibility of processes
	Role play, but without props

	C /W
	Use of space
	Classroom, but without ECD classroom elements

	I / C
	Approach to tasks
	Learning from each other through participation


3. Click the link to access the blank control panel template, download and print it out. Now plot the information from your analytical table onto the blank control panel. 
· Fill it in using a pen.

· Fill in the appropriate open circles in the sections on curriculum and methodological choices. 
· Position your slider by drawing it on or marking its position with an ( in the sections on curriculum management, teaching-learning approach and practical choices.
4. Once you have plotted this lecturer’s pedagogical approach on the control panel, click link to  view the Activity 20 model response provided. How does yours compare? Pay close attention to any differences and see if you can resolve them. If not, discuss your questions with your lecturer.

Discussion of the activity

You have now worked through the analysis of two lessons from very different TVET programmes where the educators use a combination of pedagogical approaches, presented in very different formats: transcription and video. You can begin to see that the same underlying pedagogical decisions can be identified regardless of how different the context is.

Now we return to Mokoena’s (2018) study of pedagogical approaches to look at another lesson on automotive mechanics. The topic of this lesson is determining gear ratios on a gearbox. While the context is very similar to the lesson on setting a valve timing, the lecturer uses a very different pedagogical approach.
Activity 21: Participate in analysing a second lecture on auto mechanics

Suggested time: 1.5 hours 

1. Read the lesson actively, and use the analysis template (Table 2) to guide your search for pedagogical choices and approaches. Make your own notes in your learning journal to record your findings.
Table 16: Transcript from lesson on setting valve timing taken from Mokoena (2018). 

	Lesson: Gear ratios

	Today the students are taken to the workshop to be shown a gearbox in order to determine gear ratios on a 4-speed gearbox. These students are relatively new to automotive terminology as they started classes about four weeks earlier.

[The lecturer tells students they are going to determine gear ratios using the gearbox. (The gearbox has no gear lever, instead, there is a cover that impedes access to where the gear lever inputs.) They will mark the top side of the input spigot using chalk, as well as mark the output spigot shaft on the top side. They will then engage each gear starting at gear 1, and turn the input spigot shaft until the output spigot shaft returns to its starting point, observing how many times the input spigot shaft is turned for the output spigot shaft to return to its marked starting point.

The lecturer writes on the board the following:

Input

Output

Gear 1

4

1

Gear 2

2.5

1

Gear 3

1.5

1

Gear 4

The lecturer leaves without saying another word.]
Student:
How do we put it in gear 1 without a gear lever?

[Another student rushes over with a screwdriver, tries but with no success. Another student suggests that the cover for where the gear lever should fit should be removed.]
Another student:
What spanner size should it be?

Student:
       Let’s try a 10.

[Another student tries a 10 and is able to remove the cover. He then tries his finger to move into gears – with some success.]
Student:
Is that really gear 1? [Laughs]
Student:
Clutch!

Student:
There’s no clutch here. It’s a bicycle! [All laugh]
[A student turns the input spigot shaft, but another student stops him.]
Student:
Wait. How we will see where we started on the spigot shaft? Let’s get some chalk to mark. [He takes some chalk to mark the starting points on the spigot shafts.]
[One student turns the input spigot shaft one time, the output spigot shaft still has not returned to the marked position, and he continues turning, and asks another to observe when the output spigot shaft returns to its starting position.]
Student: [turning input shaft]

One ... two ... three ... four.

Student: [observing output shaft]
Yes, it’s now in line.

Student:
So the ratio is 4:1.

Student:
No, I don’t understand.


[The students who are turning and observing the spigot shaft signal they are starting again, and they redo the process. One student notes on the board that for each gear – gear 1, gear 2, gear 3 – one turn on the input spigot shaft results in the following turns on the output spigot shaft.

Another student indicates to the team he wants to try the gears also.]
Student:
Number 1 ... number 2 ... Ha ingena kamnandzi [they just engage smoothly]. It’s like a true car!

Student:
[looking at table on chalkboard]. I can see most of the drive is in gear 1.


Input

Output

Gear 1

4

1

Gear 2

2.5

1

Gear 3

1.5

1

Gear 4

[Lecturer comes, notes the progress, and does not comment on what the students have done.]
Lecturer: 
Now engage gear 4. [He checks as student engages gear].

Student: [observing output end of spigot shaft] Ha! It also turns one time only?

Lecturer: 
Yes. That is why it is called top gear: the drive from the engine is equal to the drive on the final drive. The drive is smoother.

[Another student completes the table:]
Gear 4

1

1

Lecturer:
We need to go to another gearbox with 5 gears forward. [...] 

[Lecturer first demonstrates how the gears 1 to 5 are engaged, and how reverse is engaged on the gearbox.[...]


He lets one student try them and to engage gear 5. The student engages gear 5.

The lecturer instructs one student to mark the upside of the input and output spigot shafts. He asks one student to turn the input spigot shaft and the others to note how many times the output spigot shaft turns.

In one turn of the input spigot shaft the output turns one and a half times.]
Students: [almost together] Ha! 

Student:
The output turns more than the input. So, Sir, is the ratio 1: 1.5?

Lecturer:
Yes. The output is faster than the input at gear 5. That is why it is called overdrive. Each time you engage gear 5, the revs go down: engine wear is reduced.


(NOTE: Added or removed text is indicated with [...]. Minor edits have been made to adapt the material to the context of this module.)

Did you notice significant differences in this lecturer’s pedagogical approach from the approaches used the previous two lessons we analysed? He starts by briefly using lecture/listen methodology to explain the objectives of the lesson and what they should do to complete the task. Then he writes a table on the board and leaves the room, leaving them to work on their own. They are thrown immediately into problem-solving and exploratory learning modes, but without their lecturer at their side providing facilitation and advice. As these students are just at the beginning of the course and do not have much experience, this is clearly not because they have practised the task so many times that they can now go confidently forward to explore on their own. At first, it appears as though the lecturer has irresponsibly abandoned them without adequate scaffolding and facilitation to complete the activity and that learning is unlikely to happen. Mokoena (2018), who was observing the lesson during his research, noted:

As an observer, I was unsure at that point what the students were expected to do. For a moment I expected the lecturer to return and direct the process. The students, however, having heard the instruction, proceeded with the task, working together although appearing unsure of the way forward. They engaged in trial and error, reflection and interest in experiencing the action.

As we discussed in Unit 4, one way to promote learning is to begin by providing plenty of scaffolding and directing the learning with strong control while the students have a more passive role, and gradually removing the scaffolding and giving them a more active role as their knowledge and expertise builds until they can initiate exploring on their own. At this point the lecturer takes a back seat, only getting involved and advising if the students ask them to. Another approach, however, is to start with exploration and as students construct knowledge through discovery during their own experiences, begin to scaffold and shape their learning to meaningful outcomes, with more theory and practice coming in as they progress. 
In this lesson, the lecturer provided the scaffolding of carefully preparing the learning experience beforehand, clearly defining the task for the students and then removing himself so that they were forced to rely on and develop their own problem-solving capacities. While initially uncertain, they learnt many things which they would probably never forget because they had discovered them for themselves. Students were given the freedom to experiment and make mistakes – which they learnt from as they reflected on them. They successfully constructed the knowledge they needed. The lecturer allowed them to gain confidence in their problem-solving abilities and self-management abilities. When he returned, they calmly continued and he stepped in with guidance, providing theory ‘just in time’ as the students ask for it and affirming their learning.

Mokoena (2018) describes the motivated and self-managing atmosphere in the classroom while the lecturer was not present:

The students also competed for a chance to be involved in the practical aspects of the task. One student indicated he wanted to try the gears himself. He wanted to have a feel and experience for himself what he was observing. In this exploratory pedagogy, sometimes a student may note a key concept that might otherwise have slipped by. A student looked at the table on the board, and commented that he could see that most of the drive was in gear 1. As an observer I heard his comment and noted it – but at the time it did not register in my mind what he really meant. As I re-read and thought about the notes, it suddenly dawned on me what he meant: that the engine worked the hardest in gear 1, with the input shaft turning the most times for one turn in the output shaft. 

The student had arrived at an understanding of the process on his own terms. This was knowledge he had constructed and owned.

Here are the things we identified in the interview. Compare this with the notes you made on the interview transcript and add anything you missed or anything new you realised while reflecting on this lesson. You are learning through demonstration and imitating in this case.
Table 17: Demonstration of analysis of lesson on setting valve timing
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Stop and think

	1. We found examples of all eight of the methodologies in this lesson. Did you notice and identify all the pedagogical choices we did? 
2. Did you identify some differently? Think about the differences in what you and we identified. Are both reasonable or perhaps both are happening at the same time? Is one more accurate than the other? 
3. Did you find anything we missed? 
As you become more experienced with analysing pedagogy you will develop a keener eye. Comparing your analysis with someone else’s (as you’ve just done) also helps you sharpen your perception and become more aware of the things you might typically not notice.


2. Now record all the examples you have found into the analytical table below.
	ANALYSIS OF PEDAGOGICAL CHOICES USED IN YOUR LESSON

	CURRICULUM CONTENT COVERED

	Skills, abilities and knowledge

	
	Specific skills abilities and knowledge
	

	
	Functional literacies
	

	
	Technological skills
	

	
	General workplace skills
	

	
	Communication skills
	

	
	Thinking skills
	

	Attitudes and values

	
	Specific attitudes and values
	

	
	Craftsmanship
	

	
	Professionalism
	

	
	Self-management
	

	
	Collaboration
	

	
	Social responsibility
	

	CURRICULUM MANAGEMENT CHOICES

	C / O
	Selection of content
	Closed/open?

	C / O
	Sequencing
	Closed/open?

	C / O
	Pacing
	Closed/open?

	TEACHING / LEARNING APPROACH

	T / C
	View of knowledge
	Transferred/constructed?

	C / F
	Role of lecturer
	Controls/facilitates?

	P / A
	Role of student
	Passive / active?

	METHODOLOGICAL CHOICES

	DW
	Demonstrating/watching 
	

	LL
	Lecturing / listening 
	

	DI
	Demonstrating / imitating 
	

	IP
	Instructing / participating
	

	PC
	Practising /coaching 
	

	GC
	Generalising / coaching 
	

	PF
	Problem-solving / facilitating 
	

	E
	Exploring / advising      
	

	PRACTICAL CHOICES

	T / P
	Means of knowing
	Theory/practical?

	N / E
	Prior knowledge
	Not engaged/engaged?

	N / R
	Nature of tasks
	Not real-life/real-life?

	N / S
	Visibility of processes
	Not shown/shown?

	C /W
	Use of space
	Classroom/workshop?

	I / S
	Approach to tasks
	Individual/social?


3. Once you have completed your analytical table, you can compare your analysis with ours. 

Click link to view Activity 21 Model response. If there are any significant differences, think about these carefully. If you are confused about our analysis, discuss your questions with your lecturer.
4. Now plot your analysis into the control panel. 

· Click the link to access the blank control panel template, download and print it.

· Fill it in using a pen.
· Compare your control panel with those of your peers in this course. If there are any differences, discuss your reasons with each other
· Now write a summary paragraph of your analysis of this lesson. Discuss the pedagogical choices made. Did this lecturer’s approach lean more to the left or right? Evaluate whether this was effective in achieving learning. Consider whether other general SKAVs could have been included easily. Compare the pedagogical approach used in this example with those used in the previous two examples. Present your summary to your peers on this course and consider theirs carefully. Did you evaluate this lesson differently? Are there any new insights you can gain from your peers’ analyses?

Discussion of the activity

In this activity you’ve worked with three different representations of your analysis: sorting the examples you found into an analytical table; plotting your analysis onto a control panel to create a visual representation of it; and writing up and sharing a discussion of your analysis. Did you notice that you enjoyed one of these steps more than the others? Did you find that you learnt more when collaborating with your peers than you did alone? 

You have now worked through three analyses with reduced support from us. You will now practice using these skills to analyse lessons in your own TVET programme.
Analysing pedagogical approaches in your TVET programme

Now that you have worked with analysis in different TVET contexts, let’s focus in on your own TVET programme. 

Activity 22: Analyse a colleague’s lesson and have them analyse a lesson of yours 

Suggested time: 4 hours

In this activity, you will observe a colleague teaching a lesson and have that colleague observe you. If possible, pair up with a colleague from your same TVET programme who is also taking this module. If that isn’t possible, pair up with a colleague from another TVET programme who is taking this module. If you can’t pair up with a colleague taking this module, choose another colleague whom you would feel comfortable asking to sit in on one of your lessons and asking if you could sit in on one of theirs.

Try to video record the lessons on your phone or using a video camera on a tripod if you have access to one. If for some reason you or your colleague cannot physically attend each other’s lesson, you could also arrange for the lesson to be recorded and it could be watched later. If you are not able to video record the lesson (for example, if you are not permitted to video students at your college) then do an audio recording only. However, in that case it will be very important that the person doing the analysis is present in the classroom or workshop during the analysis and takes detailed notes, so that later when you listen to the recording you can accurately reconstruct what you observed in detail.

1. Have the colleague observe and record a lesson taught by you.

2. Observe and record a lesson taught by the colleague you have chosen. Watch and listen to the recording again later and try to identify as many examples of pedagogical choices as you can. Make detailed notes of what you find.

3. Analyse the examples you have identified in your colleague’s lesson. Record these in a blank analytical table template. Click on the link to access the Template analysing pedagogical choices used in lessons, down load & print a copy.
4. Write up a summary of your analysis. For this activity, only describe the pedagogical approach used – don’t evaluate whether it was effective or not or give recommendations, unless you and your colleague have a relationship where both of you would feel comfortable receiving criticism or advice from each other.

5. Give a copy of the analytical table and your summary to your colleague, if they are also taking this module. If they are not, you do not need to give them your analysis unless they request it.

6. Now watch the recording of your own lesson and conduct an analysis of it, also recording your analysis in a blank analytical table template. Click on the link to access, download and print a copy of the Template analysing pedagogical choices.
7. If your colleague is also taking this module, they will provide you with an analysis of your lesson as well. Compare their analysis of your lesson with yours. Reflect on the following:

· Did they note anything which you missed? Why do you think you missed this (is it perhaps something you don’t value highly, or aren’t very aware of?)

· What can you learn from their analysis and your comparison of theirs with yours?

· How can you use what you have learnt from this activity in your future teaching?

Discussion of activity

In this activity, you have applied your knowledge of pedagogical choices and your growing skills for analysing pedagogical approaches to your own TVET area and your own teaching. As you integrate what you have learnt in this model into your awareness, and you begin to see options for other choices in addition to those you usually select, it can give you more control over the pedagogical choices you make. You can repeat what you have done in this activity on a regular basis to assess your pedagogical approach. You can plot your analyses onto a control panel as well, and keep these in a file. That way you can flip through them and monitor whether you are using a broad range of approaches in different lessons over time, and giving your students adequate opportunities for real-life, collaborative and experiential learning in which they become increasingly self-managing.

Summative assessment 

In this activity, you will use your knowledge of pedagogical choices to plan and design a lesson for one of your TVET courses, teach it and evaluate it.
Design and implement a pedagogical approach for a lesson

Suggested time: 2 hours

In this final activity let’s consider in your planning the contextual factors that you as a TVET lecturer face, and the short- and long-term needs and goals of your TVET stakeholders, which we discussed in Unit 3. You will be assessed against the rubric you will find at the end of this activity.
1. Draw the following table in your learning journal and complete it. In the first column, list the learning outcomes you plan to achieve in the lesson. In the second column, list short- or long-term needs of students, industry or society that the lesson contributes to meeting. In the third column, list any contextual factors you are aware of. These could be barriers students face, limitations at the college or opportunities in industry you are responding to, for example. 
	Learning outcomes for the lesson
	Short- and long-term needs and goals to be addressed
	Contextual factors

	1.

2.

3.

4.
	1. Students

2. Industry

3. Society


	1. Students

2. College

3. Industry


2. Now design your lesson, carefully considering each pedagogical choice on your control panel. 

In your ongoing teaching practice, you do not need to try to cover as many content areas or use as many methods as possible – that would be overwhelming to you and your students – but for the sake of practice see how many you can reasonably accommodate in this lesson. Make sure you include an activity for prior knowledge. 

3. Click link to access, the blank control panel template, download and print a copy of it. Use the control panel template to plot your pedagogic choices.
4. Now complete the analytical table, listing some of the details of the decisions you have made. Clink link to access Template analysing pedagogical choices, download and print a copy. Fill it in.
5. Write up any additional notes you need to plan the lesson and take any steps you need to prepare activities or tasks. Then teach the lesson. Have someone record it, if possible, so you can review it again afterwards. If you don’t have an opportunity to teach it at this point in the module, teach it to a group of peers in this course, colleagues or friends. 

6. Reflect on the pedagogical approach you have used. Which of your choices do you think were effective in achieving your objectives for the lesson? Which choices were not effective? Did you try any methodologies or tasks that you have not used before? How did you experience this?

7. Now write a paragraph summarising the pedagogical approach you used. Discuss strengths and weaknesses in your approach. Note whether the learning objectives were met. How well did you work with the contextual factors? Did the lesson contribute to the short- and long-term needs or goals of students, industry and society in the way you intended?

Rubric
The following rubric has been provided so that you have a clear understanding of the assessment criteria. Read these carefully before undertaking the summative assessment.
	
	Component
	Excellent
	Good
	Needs development
	Inadequate

	Engaging with the context

	1.
	The needs and goals of students, industry and society
(10)
	Needs and goals of all three stakeholders have been identified comprehensively and each is related clearly to the learning outcomes.
	The key needs and goals of all three stakeholders have been identified and relate to the learning outcomes.
	Some, but not all, of the key needs and goals of some stakeholders have been identified; their relationship to the learning outcomes is weak.

	The needs and goals of all three stakeholders have not been identified and/or have not been related to the learning outcomes.

	2.
	Contextual factors affecting students, the college and industry

(10)
	Contextual factors affecting students, the college and industry have been identified comprehensively.
	Contextual factors affecting students, the college and industry have been identified.
	Some of the key contextual factors affecting students, the college and industry have been not been identified.
	Contextual factors affecting students, the college and industry have not been identified.

	Planning pedagogical choices

	3.
	Skills, knowledge, attitudes and values (SKAVs)

(10)
	Several SKAVs are selected that correspond to the learning outcomes.
	A few SKAVs are selected that correspond to the learning outcomes.
	Only 1 or 2 SKAVs are selected; or the SKAVs do not correspond strongly to the learning outcomes.
	SKAVs are not selected or do not correspond to the learning outcomes.

	4.
	Curriculum management choices
(5)
	Well suited to the learning outcomes.
	Acceptable for the learning outcomes.
	Not well suited to learning outcomes.
	Not identified.

	5.
	Teaching/learning approach 
(5)
	Well suited to the learning outcomes.
	Acceptable for the learning outcomes.
	Not well suited to learning outcomes.
	Not identified.

	6.
	Methodological choices

(25)
	A variety of methods are chosen that are well suited to the learning outcomes.
	Methods are appropriate for the learning outcomes.
	A broader range of methods could have been chosen; or methods chosen are not well suited to learning outcomes.
	Methods are not identified; or are not appropriate for the learning outcomes.

	7.
	Practical choices

(15)
	Well suited to the learning outcomes.
	Acceptable for the learning outcomes.
	Not well suited to learning outcomes.
	Not identified.

	Reflection on pedagogical approach

	8.
	Reflection on strengths and weaknesses of approach

(20)
	Strengths and weaknesses are clearly identified; effectiveness of meeting objectives and addressing goals and needs is evaluated comprehensively.
	Strengths and weaknesses are identified and the effectiveness of meeting objectives and addressing goals and needs is evaluated.
	Not all strengths and weaknesses are clearly identified; effectiveness of meeting objectives and addressing goals and needs is evaluated only in some aspects.
	Strengths and weaknesses are not clearly identified and/or the effectiveness of meeting objectives and addressing goals and needs is not evaluated.

	
	100
	
	
	
	


Discussion of the activity

You have now carried your knowledge of pedagogical choices and methods through to the level of your own teaching planning, learning through exploring. You can continue to use these tools and the knowledge and skills you have gained to design effective pedagogical approaches for each lesson you teach. Remember, there is no single best approach, and your students will benefit from experiencing learning through a range of different methods and tasks. 

In this unit you have put your knowledge of pedagogical choices and methods to use by analysing TVET lessons across a range of contexts, working increasingly independently. You have also applied the SKAVs you have gained in this module to your own teaching: first by analysing and evaluating the pedagogical approach you used while teaching a lesson, and then designing a pedagogical approach to use in another lesson. These are tools you can continue to use to make effective and increasingly expert pedagogical decisions throughout your career as a TVET lecturer.

Conclusion

This module has taken you on a journey. We started by exploring what pedagogy is and how it relates to the curriculum and to assessment. We examined critically how TVET education has been shaped by both workplace demands and the norms in academic education as it evolved from work-based training to institutionalised education, and how this has shaped the TVET pedagogies that are commonly used today in TVET colleges. Against this backdrop we looked at what TVET education needs to be, in order to meet the needs and goals of its stakeholders – students, industry and society. We saw that in the short term, these stakeholders need TVET education to train students to a point where they can do a job in the workplace competently and independently. However, in the long term these stakeholders need TVET education to develop students into resourceful, critically thinking lifelong learners, who can solve problems, respond innovatively to change and envision new ideas that meet the needs of society, and to meet their own need for fulfilment over their careers. We also took into consideration the challenges that our students and TVET colleges face. Considering all these factors, we explored how TVET pedagogy needs to create an effective bridge from where students are coming from to where they want to go and what industry and society needs. 

You have learnt that there is not a ‘correct’ or ‘best’ vocational pedagogy. There are a wide range of choices and you can expertly manipulate factors to create pedagogies that are effective for your students, your context and your subject. You worked with recognising and making choices around content selection, managing the curriculum, crafting your approach to teaching and learning, selecting methodologies and designing activities that will support learning. You practised analysing pedagogical choices made by other TVET lecturers, as well as yourself, and worked with using pedagogical choices to carefully design teaching and learning experiences for your students. As you take the SKAVs that you have gained in this module forward in your TVET teaching, they will help you to develop a range of pedagogical approaches for effectively teaching the particular SKAVs that your students will need, to progress from where they are when they arrive in your programme to where they should be when they leave, and to succeed in the short and long term in their careers.

Remember that you are on a journey of lifelong learning and you will continue to grow and develop expertise as a lecturer if you keep learning and applying what you are learning. If you adopt the following strategies, they will take you on your way:
· Make the decision to continually learn more about your industry, subject, students and pedagogy for the rest of your career. 

· To keep learning about your industry, keep up to date by reading news and articles about new developments, and spend time in the workplace, observing and building relationships with colleagues in industry who can keep you informed.

· To keep learning about your students, find out about their backgrounds, needs (such as learning barriers), interests and goals and keep checking their prior knowledge as you move into new topics. Create an atmosphere where they are free to share these things with you.

· To keep learning about your discipline and effective pedagogies and techniques, read articles on education regularly and attend workshops and seminars when you have the opportunity. Expose yourself to other lecturers’ teaching: from time to time, sit in on a colleague’s lecture in your programme, or ask colleagues from different TVET programmes if you can sit in on their lectures to get fresh ideas. Form a community of practice with colleagues in your TVET programme or join one online. Help each other solve problems, share ideas and develop new strategies to meet your students where they are at and empower them to get where they want to go.

· To keep improving your pedagogy, reflect on how your knowledge of industry, students and your subject should be incorporated into what and how you teach. (Your module on reflective practice will help you to develop reflection as a key part of your professional life.) Use your assessments of your students’ learning to assess your teaching as well – if they are not learning, take responsibility for thinking about what learning modes would be most effective and select methods, techniques and activities accordingly. Experiment, explore, create, innovate. As you try new things, you will learn what works and what doesn’t, and you will become increasingly aware and observant of what is going on in your classes. Share what you discover and the strategies you invent with your colleagues.

The role you play as a TVET lecturer is of critical importance in the lives of your students, your industry and society. To a large extent, the way you teach the future tradespeople of South Africa will determine whether they simply perform their jobs at a minimum level, or whether they have the knowledge, confidence, resourcefulness and vision to develop their industries and address the needs of society. In this sense, our future as a nation is in your hands. In addition, you have a key role in developing TVET itself as you contribute the new strategies and knowledge that you create. We wish you well on your journey forward!
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Appendices

Activity 3: Question 2 Answers 
	a. In a course on Client Services and Human Relations in an NCV Hospitality course, the lecturer gives the students an assignment to visit any hotel or B & B of their choice and collect information about their practices on any 5 of 10 possible topics. They can submit the project whenever they complete it during the semester and can present their information in any format or order they choose.

SELECTION

SEQUENCING

PACING

OPEN students are free to choose the hotel and select topics

OPEN 

Students are free to do the project in any order they want

OPEN 

 flexible within the timeframe of the course

b. In an Applied Policing course in the NATED Safety in Society programme, the lecturer gives students a choice of legal topics in the course content to research. They are given 3 weeks to do the research and prepare a PowerPoint presentation. At the end of the first week they must submit a draft of their content, at the end of the second week a plan for their presentation, and the presentation must be delivered at the end of the third week.

SELECTION

SEQUENCING

PACING

OPEN

Students choose topic

SOLID

Determined by lecturer

SOLID

Determined by lecturer

c. In a soil science course in the NCV Primary Agriculture programme, the lecturer assigns each student a site with a particular soil profile to study. The students are required to take a range of different measurements of the soil conditions at the site at two week intervals and submit a report of their findings each time.

SELECTION

SEQUENCING

PACING

SOLID

Lecturer assigns site

SOLID

Determined by lecturer

SOLID

Determined by lecturer

d. In a NATED Early Childhood Development course, the lecturer divides students into groups. They are instructed to role play 4 different activities: storytelling, movement, morning ring and a fine motor activity. They can work through these in any order and take as much time as they need for any of them, but they should finish by the end of the session. 

SELECTION

SEQUENCING

PACING

SOLID

The topics are determined by the lecturer

OPEN

Students can do the components of the activity in any order they like

OPEN

Students can take as long as they want on any of the activities as long as they complete them all by the end of the class period.




Reading 1
Extract from Boehner, M. (2015) High Quality Teaching and Assessing in TVET: The Road to Enhanced Learning Outcomes

. . . 

Unsurprisingly, in colonial times there was a heavy focus on discipline and order, mirroring the world view of a reigning class and a serving majority that had to perform menial work and all blue-collar jobs. As a consequence, it was shown to apprentices and trainees what to do in formal settings or very informally by some master in a company workshop. The apprentices and trainees had to imitate the models as closely and precisely as possible; no independent thinking and no creativity was required. Employees were meant to obey.

That went along with the pedagogical and philosophical concept of Behaviorism, which believed in the possibility to steer human behavior by providing certain stimuli and triggering as well as training asked for responses. That worked up to a degree, in a static world order with little change in required job skills and a submissive workforce in non-democratic regimes.

In the waning days of colonialism after World War II, something stirred in TVET pedagogy as well. Newish concepts such as John Dewey’s Pragmatism and Georg Kerschensteiner’s Arbeitsschule (industrial school) took hold, which propagated self-organized and self-regulated learning as well as project-based and on-the-job teaching and learning (Martin 2003 and Roehrs 2000). Some of these ideas were integrated in TVET programs, especially by entrenching dual training set-ups in the Germanic world and by exploring job-based and project-based training. 

Nonetheless, the prevalent concept of teaching was teacher-centered “preaching from the pulpit” in TVET, i. e. telling learners what and how to do it. In workshops, at least, imitation of live human models, that is the workshop trainers and demonstrators, was still the concept of the day.


That all gradually changed only with the introduction of cognitivism, which demanded more conscious understanding of tasks and work to do and therefore required fundamental background knowledge in depth. Even though the realization that understanding theoretical principles underlying work processes and handling of affairs is very important, flaring-up criticism of a purely cognitive approach laid bare that so-called inert knowledge, even in greater dimensions, does not necessarily help in TVET.

Inert knowledge means that a worker may know a lot, but might not be able to apply that knowledge to work tasks at hand. That is a problem that was pointed out as early as 1929 by Alfred North Whitehead (Whitehead 1929) as the major obstacle of the pure cognitivist approach, giving rise to the concept of useless inert knowledge following cognitivist teaching.

The existence of inert knowledge was furthered even more along the lines of academic teaching, being ever more teacher-centered and dumped on students. Teaching professionals felt this teacher-centered method was justified by the cognitive approach and by “making students learn”. That went along with so-called programmed instruction, which focuses on strictly formulated and knowledge-based learning objectives. Whether or not these objectives are met can be ticked, simply by having taught them and making students sit tests, which mostly require learners to reproduce knowledge that was learnt by heart, i. e. making rote learning a preferred mode of learning--instead of lateral or creative thinking, which are required in the labor market these days. Therefore, such an approach is particularly devastating in TVET, as students are not ready for the job after training, and may possess quite a litany of subject knowledge that is not applicable, in other words and “pedagogy-speak”: the technical knowledge is inert and isolated, not usable in everyday work life!
As a consequence, companies complain, to these days, that TVET graduates do not have the skills needed and must be re-trained on the job--what a waste of time and public money. As this phenomenon is still present these days, with the private sector complaining about a TVET system that is not churning out competent graduates for the workplace, teaching must change.

Behind that is that the TVET sector still makes students sit knowledge tests. What for? Why are students not asked to solve case studies and real-life work situations, in which they prove that they are able to apply knowledge, skills and abilities in solving everyday work tasks and problems?

Answering that question pedagogically, one can look at the dawn of pedagogical constructivism for “salvation”, even if most ideas of that new teaching paradigm are eclectic in nature, i. e. the ideas have been around for a while, but without a coherent learning theory to back it up:

· emphasizing a teaching-learning process with the student at its center,

· continuously activating students in the classroom by utilizing work-related tasks and real-life problems,

· bringing the training of soft skills onto the agenda and integrating it into everyday teaching and, ultimately,

· focusing the learning process on competencies needed in life and at work.

The so-called constructivist approach has been all the rage since the 1990s. It has amalgamated best-practice from older days, incorporating “methods that work” from behaviorist and cognitivist TVET teaching, such as demonstrating and fading of demonstrators and instructors or example-based teaching, but adding a reflective component to it.

The outcome was a repertoire of learning and teaching methods that reigns supreme in TVET these days (see Boehner 2015), as methodological tools to facilitate the acquisition of competence needed in work life. As matter of fact, the competencies learned are to an overwhelming degree the ones that are needed in private life too, turning the trainee into a responsible and worthy holistic human being or citizen simultaneously.

[ ] These days a moderate constructivist approach to learning and teaching in TVET seems to reflect the findings of neuro science and sophisticated international competence studies best. That means the teacher is present, but commands a comprehensive repertoire of student-activating and student-engaging methods, to be applied continuously and in alternation.

Pure theory teaching in lectures are proven to be most inefficient, so teachers are strongly advised to refrain from that approach!

Teacher-centered lectures have not disappeared completely, but they are supposed to get rare, if TVET learning shall be efficient.
…

List of teaching techniques

Use in Activities 12,13 and 14

	Yee, K. (2019). Interactive techniques. https://www.usf.edu/atle/documents/handout-interactive-techniques.pdf



I: Finding out student’s prior knowledge, goals, interests or needs 

(These can also be used for baseline assessment)

1. Interest/Knowledge/Skills Checklist – Assesses interest and background knowledge at the start of the course, use this adjust teaching agenda.
2. Student Questions (Index Cards) – At the start of the semester, pass out index cards
and ask each student to write a question about the class and their expectations. The cards
rotate through the room, with each student adding a check-mark if they agree this
question is important for them. The teacher learns what the class is most anxious about and interested in.
3. Background Knowledge Probe – Use a questionnaire (multi-choice or short answer)
when introducing a new topic.

4. Goal Ranking and Matching – Students rank their goals for the class, then instructor
combines those with their own list.

5. Time Traveller – Students video themselves on their phones at the start of the semester answering questions or doing tasks similar to those that will be in the final exam. This helps you and them see what they already know and can do and what they need to learn.  It also helps to give them a sense of where the course will be going and to set their own learning goals. This can be done in pairs (one videoing and one speaking/demonstrating.

6. Circle the Questions – Pre-make a handout that has a few dozen likely student
questions (make them specific) on your topic for that day and ask students to circle the
ones they don’t know the answers to, then turn in the paper.

7. Picture prompt– Begin the lecture with a picture meant to provoke discussion or
emotion (another option: a cartoon). Or show students an image with no explanation, and ask them to identify/explain it, and justify their answers. Or ask students to write about it using terms from lecture, or to name the processes and concepts shown. Also works well as group
activity. Do not give the “answer” until they have explored all options first.
8. Twitter Poll – Use PollDaddy or other apps enable to  ask your students about their existing knowledge or needs
II: Connecting to students’ interests, engaging excitement

1. Make Them Guess – Introduce a new subject by asking an intriguing question,
something that few will know the answer to (but should interest all of them). Accept blind
guessing for a while before giving the answer to build curiosity.

2. Make It Personal – Design class activities to address the real lives of the individual students. Use problems the community is experiencing or personal family experiences.

3. Twitter teaser – Send a tweet an hour before class with an interesting question, puzzle or fact related to the topic you will be teaching. You can include a poll for them to respond with their guesses.

4. Photo Homework – Students are given homework of taking a picture on their phone of
something at home (or out in the city) that provides an example of a specific concept or problem discussed in class.

5. Cliffhanger Lecturing – Rather than making each topic fit neatly within one day’s
class period, intentionally structure topics to end three-fourths of the way through the
time, leaving one quarter of the time to start the next module/topic. This generates an
automatic bridge between sessions and better meets learning science principles of the
spacing effect and interleaving topics.

6. Pop Culture – Infuse your lectures, case studies, sample word problems for use during
class with current events from the pop culture world. For example, analyse the houses, hairstyles, cars or clothes of famous musicians (depending on your industry)

9. Share the Board.  Tell your students that in the first five minutes as they are arriving to class, they can write questions or comments about what they have been learning on the board. Address and discuss these before starting new material. 
10. Polar Opposites – Start a new topic by writing two opposite statements on the board (this can be theory, facts, etc). Do a quick poll to find out how many agree with each statement. As a few to explain why they hold that view. Their goal is to find out which is true during the work they do during that class.
III: Techniques to encourage active learning and reflection during a lecture

1. Ten-two - interactive lecture – Share information with students (e.g., through lecture, presentation) for ten minutes. Stop for two minutes while students, in pairs, summarize/recap the content or address a question you’ve posed. Ask if students have questions. Repeat the procedure.
2. Drawing for Understanding – Students illustrate an abstract concept or idea as you explain it. Comparing drawings around the room can clear up misconceptions.

1. Socratic Questioning – The instructor replaces lecture by peppering students with
questions, always asking the next question in a way that guides the conversation toward a
that was desired from the beginning.
Variation: A group of students writes a series of questions as homework and leads the
exercise in class.

2. Reverse Socratic Questioning – The instructor requires students to ask him/her
questions, and the instructor answers in such a way as to goad another question
immediately but also drive the next student question in a certain direction.

3. Updating Notes – Take a break for 2-3 minutes to allow students to compare their class
notes so far with other students, fill in gaps, and develop joint questions.
4. Why Do You Think That? – Follow up all student responses (not just the incorrect
ones) with a challenge to explain their thinking, which trains students over time to think
in discipline-appropriate ways.
5. Think Break – Ask a rhetorical question, and then allow 20 seconds for students to
think about the problem before you go on to explain. This technique encourages students
to take part in the problem-solving process even when discussion isn't feasible. Having
students write something down (while you write an answer also) helps assure that they
will in fact work on the problem.
6. Pass the Pointer – Place a complex, intricate, or detailed image on the screen and ask
for volunteers to temporarily borrow the laser pointer to identify key features or ask
questions about items they don’t understand.
7. Empty Outlines – Distribute a partially completed outline of today’s lecture and ask
students to fill it in. Useful at start or at end of class.
IV: Techniques for getting feedback and aiding reflection during/after lectures

1. Fingers on Chest – Students vote on multiple choice questions by showing a finger
count (1 through 4). Rather than raise them into the air, they hold their fingers across
their chests so other students don’t see what the majority is voting.
2. Snowballs – Students may write a question on a piece of paper, crunch it up, and throw it to you or to the front of the room while you are lecturing. This allows them to ask their question when it’s clear in their mind, allows you to answer the question when you choose to (rather than having students’ hands raised while you’re speaking) and creates a playful atmosphere.

3. Turn My Back – Face away from the class, ask for a show of hands for how many people
did the reading. After they put hands down, turn around again and ask to hear a report of
the percentage. This provides an indication of student preparation for today’s material.

4. Total Physical Response (TPR) – Students either stand or sit to indicate their binary
answers, such as True/False, to the instructor’s questions.
5. Student Polling – Select some students to travel the room, polling the others on a topic
relevant to the course, then report back the results for everyone.
6. Classroom Assessment Quality Circles – A small group of students forms a
“committee” on the quality of teaching and learning, which meets regularly and includes
the instructor.

7. Electronic Poll – ​ PollEverywhere is a cloud-based clicker alternative that uses cell phone texting (SMS) for student responses. The free option allows polling of up to 35 students. Sli.do is a website that allows for free polls; in this case, up
to 1,000 participants (but the free version is limited to three questions).

8. Plickers – free handheld response cards for download (https://www.plickers.com/) that
get scanned by teacher’s smartphone, even at a distance, to “collect” results.

9. Hand Held Response Cards – Distribute (or ask students to create) standardized
cards that can be held aloft as visual responses to instructor questions. Example: handwrite a giant letter on each card to use in multiple choice questions.

10. Colour Boards – Students are issued (or create their own) a set of four paper-sized cards.
These can be used to vote on questions raised in class by lifting the appropriate board into
the air. Optionally, the back of each card should be white so students do not see what
others have answered.

11. Online Evaluation – For those teaching in online environments, schedule a time which
students can log on anonymously and provide feedback about the course and your
teaching. Understand, however, that anonymity online sometimes breeds a more
aggressive response than anonymity in print.

12. Snowballs Remix – This time you ball up several blank pieces of paper and throw them around the room. Each time a “snowball” lands on a desk, the recipient must write three takeaways from today’s class, taking care not to duplicate other ideas already on this
paper, and then throw it onward. After nine ideas are on each page, pause for students to
debrief the pages in groups
13. Lecture Reaction – Divide the class into four groups after a lecture: questioners (must
ask two questions related to the material), example givers (provide applications),
divergent thinkers (must disagree with some points of the lecture), and agreers (explain
which points they agreed with or found helpful). After discussion, brief the whole class.

14. One-Minute Papers – Students write for one minute on a specific question (which
might be generalized to “what was the most important thing you learned today”). Best
used at the end of the class session.

15. Muddiest Point – Like the Minute Paper, but asks for the “most confusing” point
instead. Best used at the end of the class session.

16. Harvesting – After an experience/activity in class, ask students to reflect on “what” they
learned, “so what” (why is it important and what are the implications), and “now what”
(how to apply it or do things differently).

V: Techniques to promote collaborative learning

1. Think-Pair-Share – Students share and compare possible answers to a question with a
partner before addressing the larger class.
2. Pair-Share-Repeat – After a pair-share experience, ask students to find a new partner
and debrief the wisdom of the old partnership to this new partner.
3. Discussion Row – Students take turns sitting in a front row that can earn extra credit
as individuals when they volunteer to answer questions posed in class; this provides a
group that will ALWAYS be prepared and interact with teacher questions.
4. Teach-OK – The instructor briefly explains a concept. The teacher then says “teach!”,
and the students respond “OK!” Students then form pairs and take turns re-teaching the
concept to one another.
5. Wisdom of Another – After any individual brainstorm or creative activity, partner
students up to share their results. Then, call for volunteers of students who found their
partner’s work to be interesting or exemplary. Students are sometimes more willing to
share in plenary the work of fellow students than their own work.
6. Thy Neighbor’s Notes – Students silently trade notes with a partner and can only use
THOSE notes to ‘cheat’ from on a test (in the final seconds of allowable time).
7. Thy Neighbor’s Brain – Students are given some precious seconds to talk to each
other, usually done WITHOUT allowing them to access notes, just before a test.  Variation: force the conversations to be in whispers only.
8. Group Test / Group Mark – Allow students to take an exam as a team, speaking out
loud to each other during the exam (but not so loud that other groups can hear them),
and they all share the same mark.
9. Group Test / Individual Mark – Allow students to view and discuss the test as a
team, but each student fills out an individual test sheet and thus results are not
necessarily the same across the entire group.

10. Tournament – Divide the class into at least two groups and announce a competition for
most points on a practice test. Let them study a topic together and then give that quiz,
tallying points. After each round, let them study the next topic before quizzing again. The
points should be carried over from round to round. The student impulse for competition
will focus their engagement onto the material itself.

11. Community-Building - A Twitter or WhatsApp group for your specific class creates inclusiveness
and belonging.
12. Twitter Projects - Tweetworks and other apps can enable student groups to
communicate with each other more easily.
13. Backchannel Conversations in Large Classes – unlike a whispered conversation, a
Twitter conversation (searchable by agreed-upon hashtag) becomes a group discussion.
Students may also help out other students who missed a brief detail during the lecture.
14. Student Summaries - Make one student the “leader” for tweets; she posts the top five
important concepts from each session to twitter (one at a time); other students follow her
feed and RT for discussion/disagreements

15. Brainstorm by Tweet - Small Twitter assignments can yield unexpected brainstorming
by students, since it’s happening “away” from the LMS.
16. Shared Account – Instructor creates a generic YouTube username/account and gives
the password to everyone in the class, so student uploads all go to the same place.
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Activity 21 Model response [Gear ratio lecture]
	ANALYSIS OF PEDAGOGICAL CHOICES USED IN LESSON ON GEAR RATIOS

	CURRICULUM CONTENT COVERED

	Skills, abilities and knowledge

	X
	Specific skills abilities and knowledge
	Determine  gear ratios on 4 and 5 gear gearbox

	X
	Functional literacies
	Creating a table to represent ratios.

	–
	Technological skills
	Not addressed.

	–
	General workplace skills
	Not addressed.

	X
	Communication skills
	Students have to negotiate and share information and ideas

	X
	Thinking skills
	Deducing, negotiating, validating, experimenting, hypothesising

	Attitudes and values

	–
	Specific attitudes and values
	Not addressed.

	–
	Craftsmanship
	Not addressed.

	–
	Professionalism
	Not addressed.

	X
	Self-management
	Students are expected to complete the task on their own

	X
	Resourcefulness
	Students are given an opportunity to develop strategies

	–
	Social responsibility
	Not addressed

	CURRICULUM MANAGEMENT CHOICES

	C / O
	Selection of content
	Closed

	C / O
	Sequencing
	Students determining sequencing within task 

	C / O
	Pacing
	Determined by students within time given by lecturer

	TEACHING / LEARNING APPROACH

	T / C
	View of knowledge
	Constructed

	C / F
	Role of lecturer
	Facilitates

	P / A
	Role of student
	Active

	METHODOLOGICAL CHOICES

	DW
	Demonstrating/watching 
	For 5 gear gearbox, at the end

	L L
	Lecturing / listening 
	Short explanation to orient students to lesson

	DI
	Demonstrating / imitating 
	One student on 5 gear gearbox; representing in table on board

	IP
	Instructing / participating
	One student on 5 gear gearbox.

	PC
	Practicing /coaching 
	All students on 5 gear gearbox: noting the number of turns

	GC
	Generalising / coaching 
	Taking the knowledge constructed across to 5 gear box

	PF
	Problem solving / facilitating 
	Students left to solve problem; facilitating by setting up

	E
	Exploring / advising            
	Giving students space to explore; coming back after to advise

	PRACTICAL CHOICES

	T / P
	Means of knowing
	Practical

	N / E
	Prior knowledge
	Not engaged in this lesson

	N / R
	Nature of tasks
	Real engine, but prepared for simulation

	N / S
	Visibility of processes
	Shown

	C /W
	Use of space
	Demonstration workshop

	I / S
	Approach to tasks
	Social


Template for analysing pedagogical choices used in a lesson

	ANALYSIS OF PEDAGOGICAL CHOICES USED IN A LESSON

	CURRICULUM CONTENT COVERED

	Skills, abilities and knowledge

	
	Specific skills abilities and knowledge
	

	
	Functional literacies
	

	
	Technological skills
	

	
	General workplace skills
	

	
	Communication skills
	

	
	Thinking skills
	

	Attitudes and values

	
	Specific attitudes and values
	

	
	Craftsmanship
	

	
	Professionalism
	

	
	Self-management
	

	
	Collaboration
	

	
	Social responsibility
	

	CURRICULUM MANAGEMENT CHOICES

	C / O
	Selection of content
	Closed/open?

	C / O
	Sequencing
	Closed/open?

	C / O
	Pacing
	Closed/open?

	TEACHING / LEARNING APPROACH

	T / C
	View of knowledge
	Transferred/constructed?

	C / F
	Role of lecturer
	Controls/facilitates?

	P / A
	Role of student
	Passive / active?

	METHODOLOGICAL CHOICES

	DW
	Demonstrating/watching 
	

	L L
	Lecturing / listening 
	

	DI
	Demonstrating / imitating 
	

	IP
	Instructing / participating
	

	PC
	Practicing /coaching 
	

	GC
	Generalising / coaching 
	

	PF
	Problem-solving / facilitating 
	

	E
	Exploring / advising            
	

	PRACTICAL CHOICES

	T / P
	Means of knowing
	Theory/practical?

	N / E
	Prior knowledge
	Not engaged/engaged?

	N / R
	Nature of tasks
	Not real world/real world?

	N / S
	Visibility of processes
	Not shown/shown?

	C /W
	Use of space
	Classroom/workshop?

	I / S
	Approach to tasks
	Individual/social?
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