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CHAPTER 8: CONCLUSIONS AND RECOMMENDATIONS 

 

8.1 LEARNINGS FROM THIS STUDY  

In chapter one this thesis traced the evolving apprenticeship system in South Africa, 

highlighting some of the critique levelled at it, and alluding to the stigma of a ‗sit by Nellie‘ 

approach that has characterised apprentices‘ learning in the workplace historically. A major 

assumption of policy which I reiterate here is that although there may be imperfections, 

workplaces are critical sites of learning, since practical learning is necessary in order for 

candidates to achieve competence.  

 

My own assumption based on my earlier experience as a vocational lecturer and qualified 

artisan was that work placements for candidate artisans often held little ‗real learning‘. In 

addition, local anecdotal evidence and a lack of empirical evidence had resulted in a general 

view that learners‘ experiences of the workplace are largely negative, with not much learning 

actually taking place. However, neither the policy, nor the personal and general anecdotal 

assumptions of workplace learning had put forward an account of the kind of learning that 

actually occurs in the workplace, the methodologies by which candidates learn, or the 

affordances in the workplace by which they do so.  

 

It was therefore with a keen and genuine interest in what my research might turn up, that I 

embarked on this study. By virtue of the conclusions set out below, I could confirm the 

policy assumption that workplaces are indeed critical spaces for learning, but I could go 

further and actually state in some detail, on the basis of candidate experiences as they were 
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reported to me, the quality of learning that candidates are receiving. My own expectation that 

candidate apprentices were by and large receiving the same kind of desultory training that I 

had received long ago, I could, to my surprise, refute on the basis of the evidence gathered 

herein. The findings in this study show conclusively that learners in the workplace are 

enriched with an abundance of learning interventions and opportunities for learning that 

occur in a variety of ways, and are crucially linked to the role of an ‗expert other‘ and 

modern, high tech artifacts as additional affordances. 

 

8.1.1 Learning Number One  

Candidates experienced learning in the workplace through a range of methodologies, 

and artifacts, which catered to a variety of learning styles. 

Candidates were involved in varied problem solving activities, finding solutions to the 

situations as they occurred. The situations in the workplace provided opportunities for 

learners to interact and engage with the mentor in a variety of ways such as talking, asking 

questions and also modelling their actions on what they had observed. 

 

The candidates‘ in this study interacted with their mentors and other experts and valued their 

guidance, such interactions stemming mostly out of situations of observation, 

demonstrations, trial and error, and verbal guidance followed by questioning. Traditional 

apprenticeships have often been viewed as ‗lacking an explicit theory of instruction and not 

dependent upon any formal teaching‘ (Coy, 1989; Scribner & Cole, 1971 in Guile & Young, 

2002). However, this research has shed light on how learners experienced learning which 

was dynamic and ongoing. Candidates were privy to a workplace environment that supported 
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teaching and learning in a number of ways. The learning experience of candidates included 

goal directed activities instrumental in assisting individuals to learn new work related 

knowledge and strengthening that learning (Billett 1993, 1994a, 1994b, 1996, Harris & Volet 

1997). Learning in the authentic environment of the workplace provided candidates with a 

perspective of the world of work that was unlike the classroom and the college workshop 

environment. Novices were exposed to a variety of learning opportunities in the workplace 

such as: observing others; trial and error; figuring things out for oneself; and practicing the 

skills learned in the workplace. This constituted the workplace pedagogy, a way of 

distributing knowledge and skills to learner. Despite the dominance of methodologies of 

learning such as observation, demonstrations and, question and answer, learners valued their 

engagements with their mentors and experts and the verbal guidance emanating from such 

engagements.  

 

The findings indicate that candidates had access to affordances in the workplace such as 

computers and videos, texts, manuals, drawings, duplicate parts, donor vehicles and 

machines to support learning.  Learning was significantly enhanced by candidates‘ access to 

a variety of high tech artifacts which assisted with fault finding procedures when attempting 

to solve problems, and these were valued for providing visual assistance on how to proceed. 

Fitting and turning, auto electrical, diesel and petrol trades made use of drawings and 

sketches as a means of communication. Graphically and symbolically, drawings provided an 

accurate blue-print of an object or product to be manufactured, or provided detailed 

descriptions showing the positions and locations of components in minute detail. The 

findings indicate that artifacts contributed significantly to candidates‘ mastery of their tasks 
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in the workplace.   

 

Mentors in the workplace did not always directly use the artifacts as mediating tools to 

instruct candidates, but in most cases referred candidates to the artifacts to assist them to do 

the job correctly. In such cases learners benefitted from the indirect instruction in the 

workplace environment via artifacts, and here such artifacts as were used as mediating tools 

to bridge the mental-manual divide. The use of artifacts to strengthen the link between theory 

and practice proved to be critical to developing competence. 

 

8.1.2 Learning Number Two  

Candidates were able to link their practice in the workplace to their theoretical 

institutional learning, and to recognize the theory within the practice. 

The findings of this research indicated a very high correlation between institutional learning 

and practice in the workplace, and there can be little doubt that practice in the workplace was 

underpinned by theoretical knowledge.  Candidates confirmed that they were able to relate 

their work activities to the college theory they had learned and from their own accounts it 

could be noted that activities in the workplace were not done in isolation of the theory.  

Candidates had ample opportunity to develop an understanding of the ‗what‘ and ‗why‘ of 

their actions in the workplace. Responses indicated that doing things procedurally correctly 

was an important part of applying practical knowledge in the workplace, where actions had 

to be justified. The focus in the workplace was on the execution of the job, the doing of 

which they valued as a means of learning. Candidates dealt with problems through a process 

of elimination and applying efficient methods of working expressed in handbooks, rules or 
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company–specific codes of practice, since domain specific trades such as those in this study 

are known for their procedural knowledge in executing trade specific activities.  

 

Candidates acknowledged that it was the systematic way of doing things at college, deemed 

to be the ‗safe‘ way without posing unnecessary hazards that stood them in good stead. They 

found that the importance of following rules and procedures specific to the trade was a 

hallmark of practice in the workplace. Candidates were therefore able to find the links and 

could correlate their theoretical learning with practices on the workshop floor. Knowledge 

integration focused on domain-specific practices where knowledge of how things are done 

was dominant and was deemed to be important to ensure compliance with rules.  

 

While much of the knowledge in the workplace is deemed to be tacit and practical such 

knowledge was made explicit through learners by connecting their principled or 

propositional knowledge with work activities, or with the ‗knowledge of how things are 

done‘ (Cohen and Bacdayan, 1994: 554). While Bhyat showed in his study (2011) that the 

general and the particular could be connected when taught in a structured way, my study 

showed a wide array of methodologies for teaching and learning, which though often 

unstructured, resulted in learning. Mjelde‘s (1993) allusion to ‗a pedagogy that surmounts the 

contradictions between intellectual and manual labour‘ were epitomised in this study. 

Judging from the kinds of tasks that candidates performed in the workplace which they 

perceived to indeed enhance their competence, it could be posited that ‗theory and practical 

integration are key to raising competency levels‘ (Bereiter & Scardamalia, 1993); (Martinez 

and Badeaux, 1994). 
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8.1.3 Learning Number Three  

Workplace settings offered a range of affordances to candidates, but the most 

important affordance was the presence of the expert under whose guidance the 

candidate became both confident and competent. 

What emerged unequivocally from the research was the learning that was acquired through 

engagement of the candidates with the mentor or expert other, a notion located within 

Vygotsky‘s (1978) Zone of Proximal Development (ZPD) and juxtaposed with Lave and 

Wenger‘s (1991) concept of community of practice. My study showed that candidates were 

not left to their own devices in the learning process but were supported by a mentor or other 

expert who through social, cultural and technological engagement provided an abundance of 

direct and indirect guidance to learners.  

 

Far from a ‗sit by Nellie‘ approach, these novices engaged extensively with the mentor or 

expert. They were certainly not passive receivers of knowledge and skills but were socially 

engaged, and they experienced learning through their social situations and interactions. 

Candidates sought out and trusted the advice of the expert in the workplace which they 

experienced as direct guidance, and indirect guidance was given based on observations made 

and questions asked and answered. In spite of professing that they would learn best by doing, 

candidates discovered that the presence of the expert was needed to affirm their learning, and 

none of their assertions about learning by ‗doing it myself‘, was unaccompanied by a 

reference to the oversight of the expert. 
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Seen through the lens of the activity system theoretical framework, the expert operated across 

domains, in that the expert‘s domain included direct guidance within the learner‘s ZPD, and 

indirect guidance within the community of practice to ensure that the rules governing the 

workplace practices were applied and implemented (see Fig 4).  

 

The expert had an overarching role in the collective activity system of the workplace with its 

many facets, role players and, its dynamic environment that included the rules that govern 

work practices. His/her mentoring role included modeling the work activities in order for the 

subject to see how things were done, and in this regard the expert had to mediate the 

methodologies of learning.  

 

While learning in the workplace was dominated by methodologies such as observation, 

questioning, demonstration and practice, none of these methodologies could be performed in 

the absence of the expert. Under this watchful oversight, and with artifacts as additional 

affordances, candidates were able to make sense of theory, while direct guidance provided 

information and knowledge that candidates might not have had access to through observation 

only.  

 

A challenge to the candidate-expert learning scenario was posed by the production pressure 

in the real work environment. The expert was tied to a production schedule, where time was a 

commodity – s/he had to ‗sell hours‘ and meet production targets. Thus pressure on the 

expert potentially limits the quality of learning which the candidate is able to rely on, and 

ways may need to be found to free the expert from the production space from time to time, in 
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order to be able to mentor the candidate in work processes. 

 

Candidates in this study aspired to qualify as competent artisans ready to take their place in 

the world of work, where competence was defined in chapter one herein to mean, ‗…an 

undivided complex of knowledge, abilities, ideas and ways of doing things that make it 

possible to carry out an occupation‘ (Meghnagi, 2004, p. 62).  In order for candidates to be 

found competent in the trade test they needed exposure to an abundance of learning 

opportunities that enhance their occupational competence. Maximum exposure to work 

activities was viewed as a way to enhance knowledge and skills acquisition and sufficient on-

the-job ‗practice‘ was perceived as important to develop the confidence to face the final 

competency test.  

 

The findings in this study showed that learning occurred predominantly through interactions 

with, and the mediation of mentors and other experts, locating the outcomes of learning 

within the observable performances of the learners. Seventy seven percent of the learners 

said that the assessment of how they performed on the job in the workplace was done 

visually, and that whilst they practiced they were guided and coached to ensure they worked 

according to workplace requirements. Coaching ensured that previous knowledge acquired 

was secured and strengthened through repetition (Billett 1994).  

 

In spite of limitations, learners experienced an abundance of learning opportunities in the 

workplace via the various methodologies and the vital, mostly unstructured interventions of 

the experts within their communities of practice.  
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8.2 CHALLENGES AND RECOMMENDATIONS 

From the data, there were two major challenges that emerged: first, the limited time for 

mentoring by the expert given the pressures of production in the real work situation, and 

second, limitations on the scope of practice particularly in light of candidates‘ concerns about 

trade test readiness. These two challenges are elaborated on in the sections which follow, and 

a recommendation is offered in respect of each of them. 

 

8.2.1 The challenge of time: production pressures 

 Candidates mentioned often the issue of limited time due to production pressures – both for 

practicing their skills in the workplace and to engage with the expert, since practice formed 

part of the job activity and was not performed separately of that. The findings showed that in 

most cases learning time was also ‗time on the job‘, and candidates were primarily assessed 

to ensure that the job had been done correctly in order to sustain the ‗well-being of the firm‘ 

(Eraut, 2004).  

 

Candidates themselves credited the expert, acknowledging the many ways in which 

assistance and guidance had been given, and evidencing deep respect for the advice from the 

more experienced teacher. Direct and indirect guidance from the expert contributed so much 

to their learning, but the engagement between expert and learner left much to chance, as both 

parties were caught up with production targets. Candidates too were expected to conform to 

work outputs which were time based, using the term ‗selling hours‘ to describe his work 

activity.  
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While the role of the expert in the development of the candidate was undisputed and 

predominant, there was little acknowledgement in context of its value as a critical component 

to skills development. The availability of the expert to the learner was constrained by 

production demands and workplaces were unable to suspend processes in order to create 

dedicated ‗learning time‘. Therefore the question becomes one of how to ensure that 

candidates spend as much time as possible in practice, in the presence of experts who are 

willing to impart their experience and expertise during the course of everyday activities. 

 

8.2.2 Recommendation 1 

In my view, this challenge is unlikely to be resolved by the employer alone, as business 

might not survive curtailing production to provide more intensive learning time. 

Collaboration will need to be fostered among the workplace, the training institution, the 

relevant industry authority, organised labour, and the appropriate policymakers. The purpose 

of such collaboration would be to recognize the role of the expert artisan in training up 

novices and preparing them for trade testing, and to look at ways in which to harness their 

expertise in a more structured arrangement which allows them the time to attend to the 

candidate in a less ad hoc manner. A stakeholder driven forum, where much is at stake, could 

seriously consider how to create periods of non-production for expert artisans where they 

could focus their work on the enhanced learning and preparation of the candidate. This would 

no doubt entail funding for the production hours lost by the expert or for a replacement 

worker to fill the gap created by the expert‘s teaching/mentoring time.  Freeing up the expert 

artisan from a full production schedule would allow him/her to engage more purposefully 

with the candidate, taking into account issues that the candidate has difficulty with, assessing 
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what needs to be addressed for trade test purposes and so on. A closer relationship with the 

training provider where the candidate spends up to sixteen weeks before entering the 

workplace, would ensure that the each aspect of the training, in the workplace as well as in 

the institution, are covered adequately by both parties. 

 

Given the centrality of the use of artifacts for mediating learning in the workplace as detailed 

in above, there could be much greater use made of such artifacts in the learning institution, 

and workplaces could assist training institutions with advice or procurement of these 

artifacts, particularly in the case of high tech artifacts which might be expensive to set up. 

 

8.2.3 The challenge of scope of practice: adequate preparation for the trade test 

A second challenge noted often in the data, was that of the scope of activities at particular 

workplaces. Candidates expressed their anxiety that they had not had a sufficiently broad and 

deep exposure to the range of tasks that they would be required to perform at the trade test. 

To reiterate, candidates recognised much of the topics that they had covered in theory 

classes, as underpinning the activities they carried out in the workplace, but they recognised 

too that their confidence which resulted from sufficient practice, was dependent on the kinds 

of jobs the particular workplace had to deal with at the time. At times candidates might 

repeat a number of the same tasks, but not have the opportunity to practise other skills if such 

jobs were not in the workshop at the time.  
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8.2.4 Recommendation 2  

Currently colleges offer the Competency Based Modular Training (CBMT) modules but 

these modules are expensive private training packages and are not part of the officially 

prescribed national programmes. Discussions with college staff and employers revealed that 

the practical training in the CBMT modules is far more hands-on and materials based for the 

learner, and workplaces value the skills for work and production which are located within the 

CBMT modules. These practical modules appear to complement well the theory components 

that TVET colleges offer and they cover a wider range of skills in practice than candidates 

might obtain from one workplace. This arrangement is closer to that of the German ‗dual 

system‘ of apprenticeship training. The CBMT in addition to theory would ensure that the 

future artisan exited the college with two knowledge types for work: formal knowledge 

(scientific and technological) embedded within the engineering qualification, as well as the 

hands on work skills located in the revised CBMT package. 

 

With regard to exposing candidates to all the prescribed trade test topics, a system of host 

companies could be explored, where the candidate could rotate to other vendors who could 

provide the additional exposure that is lacking. The apprentice log book offers a window into 

the skills needed to be practiced and what modules are yet to be signed off on the job. 

Rotating candidates to placements where they are likely to obtain the full range of skills 

practice required, would also afford them wider exposure to different ways of doing and 

other communities of practice, a further enriching experience. 
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8.3 SIGNIFICANCE OF THIS RESEARCH 

Skills development and TVET in particular have been the target of extensive policymaking in 

the last fifteen years, with much policy borrowing from other contexts. The local research 

base in the skills development domain has been shown to be thin, and there is much that is 

not known about how vocational/occupationally directed students learn in both the academy 

and the workplace apart from a popular notion that ‗learning by doing‘ is beneficial to trainee 

artisans. While there has been a major policy drive to encourage employers to partner with 

TVET colleges and to open their workspaces for practical learning, there is little 

understanding of how the candidate learns in and from practice in the workplace. This 

research has attempted to fill this gap by focusing on the students, their experiences of 

workplace learning and their perspectives on how they might learn best. In spite of their 

assertions that they indeed learn best by ‗doing things themselves‘, the data is interspersed 

with evidence that they needed constant reassurance from the expert practitioner, the mentor, 

the ‗expert other‘ to affirm that they were doing the right thing and to push them to further 

understanding.  

 

This window onto apprenticeship learning holds important implications for how learning in 

the workplace should be planned for, organized and supported, taking into account the 

production pressures upon qualified artisans and their limited availability to guide, model and 

engage with the novices, and in the light of just how powerful their leadership of the student 

could be. It is hoped that the tentative recommendations offered herein will find purchase in 

the spaces where skills development decisions are made. 
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8.4 IMPLICATIONS FOR FURTHER RESEARCH 

At the outset of this research my interest was in how apprenticeship candidates are learning 

in the workplace, in light of policy imperatives that workplaces become learning spaces, and 

the anecdotal critique that for many learners they are not. I wanted to give voice to 

candidates about their own experiences of learning in light of my own experience as an 

apprentice many years earlier. The scope of this research was therefore deliberately limited to 

candidate perspectives rather than the accounts of employers and college representatives, 

except for the purpose of obtaining programme information. Further research might 

profitably probe these other views on how learning takes place in the workplace as 

experienced by role-players other than candidates.  At present the body of local research on 

workplace learning and how the workplace is utilised as a learning environment is thin, 

hence the intention of this research to fill some of the gap in our understanding. 

  

A second limitation of scope was the fact that this research was concerned only with the 

engineering trades, the rationale being that these trades account for large numbers of college 

student intakes annually, and the centrality of engineering skills training in South African 

skills development policy. Other training domains, for example the service industries might 

reveal different kinds of predominant learning methodologies and modalities. Though 

beyond the timeframes of this research, tracer studies of candidates‘ performance in the trade 

test, whenever that might occur, could shed light on the relationship between their 

institutional learning and their learning on the workshop floor if the candidates were afforded 

the opportunity to reflect further on the role of their workplace training in that ultimate test of 

their competence. 

 

 

 

 



 

 177 

  

It is inevitable in a study of this nature, within a context where the terrain is still largely fresh 

and untrammelled, that questions will not be finally answered, and that much will remain to 

be interrogated from a variety of angles and with other lenses. That is a prospect to look 

forward to, in my view. 

 

8.5 CONCLUDING REMARKS 

In conclusion, I refer to the key learnings which have emerged from this study, given its 

focus at the outset: First, there can be little doubt that workplaces currently provide essential 

and complementary learning to that which takes place in TVET colleges, offering real work 

experiences and situating learning within communities of practice. Second, workplaces in 

this study offered an abundance of learning opportunities, using a range of methodologies 

and affordances, as well as direct and indirect instruction. Third, candidates in this study did 

not simply ‗sit by Nellie‘ – they engaged dynamically with expert others, mentors and co-

workers, learning from the periphery and at the centre, and demonstrating through their 

responses that their most valuable learning resource was the expert practitioner.  

 

Despite the positive feedback around the huge learning potential of the workplace, this 

research also identifies challenges to be addressed in strengthening that context, such as 

harnessing and nurturing the role of the expert, increasing the use of (high tech) artifacts and 

enhancing the scope of practice opportunities for candidates in preparation for the Trade 

Test, the final test of their competence. Finally, it can be confirmed that candidates are 

learning in the workplace, far more than we might suppose, and that their occupational 
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competence is being advanced in no small measure. Our job as policymakers, institutional 

providers, employers and concerned individuals is to ensure that we retain and reward our 

expert practitioners in order to build a secure foundation for the next generation of artisans. 
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APPENDIX A   Permission to conduct research 

Mr. Gerald Vollenhoven 

49 Gemsbok Avenue 

Lotus River 

7941 

February 2013 
 
Research Unit 

Dept. Higher Education and Training 

Private Bag X 174 

Pretoria 

0001 
 
Dear Sir/Madam 

I am a registered PhD student at the University of the Western Cape. The title of my 

research is “Workplace learning experiences of TVET College candidates in 

learnership programmes: An exploration of the workplace learning environment”. I 

hereby request permission to conduct my research at a public TVET college. The 

research will entail collecting data via interviews with learnership candidates, college 

facilitators and learnership coordinators. Respondents will be asked for their consent 

to participate in the research and they will be assured of anonymity. 

 
It is my intention to conduct my research during March, April and May 2013 should 

permission be granted. 

 

I hope that this application will be considered favourably.  

Yours in education 
 
G. Vollenhoven. 
Student No. 3079553 
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APPENDIX B  Participants’ covering letter 

PARTICIPANTS COVERING LETTER 
 

Workplace learning experiences of TVET College candidates in learnership 
programmes: An exploration of the workplace learning environment  

 

Dear Student 

 

I am currently conducting research into the above mentioned topic namely, 

„Workplace learning experiences of TVET College candidates in learnership 

programmes: An exploration of the workplace learning environment'.  

 

The aim of this research is to understand the workplace learning experiences of 

TVET college learnership candidates by investigating the learning opportunities 

afforded to learners in the workplace under the constraints of production.  

This study is intended to contribute significantly to an understanding of the 

workplace learning environment and its role in enhancing learning in the workplace. 

With the above mentioned in mind, I wish to invite you to participate in this study by 

allowing me to interview you. I wish to assure you that your input will be treated with 

the utmost confidentiality and that you will be given feedback of the results of this 

study. 

 

Thank you for your co-operation and your time. 

 

Yours in Education 

 

 

……………………….. 

Gerald Vollenhoven (PhD Student-3079553) 
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APPENDIX C  Consent forms for participants 

CONSENT FORM FOR RESPONDENTS 
 

Workplace learning experiences of TVET College candidates in learnership 

programmes: An exploration of the workplace learning environment  

 

You are hereby invited to participate in this study on workplace learning 

 

I…………………………………………(full name and surname- please print) hereby 

give consent for data to be collected from me by means of an interview for the 

purposes of this study. I have been informed that permission to conduct the research 

has been obtained from your employer. 

I am aware that I may refuse to participate in the interview or have it 

audiotaped/video recorded. 

The purpose of this study has been explained in the covering letter. My participation 

is voluntary and I may refrain from answering any or all of the questions with which I 

feel uncomfortable. I have the right to withdraw from the study at any time if I so 

wish. 

Information gathered from this study will be treated with the utmost confidentiality 

and pseudonyms will be used to protect the respondent‟s identity. 

I am assured that the information will be used for research purposes only and that 

there is no risk in my participating in this study. 

 
 
(Participant‟s signature)  ……………………………………….. 
 
(Place) …………………………………… (Date) …………….. 
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APPENDIX D  Critical incidents learning journal 

CRITICAL INCIDENT JOURNAL 

 

Question Response Date 
Start 

Date 
End 

1. Identify a situation at work that you 

dealt with successfully during the last 

month spent at the company. 

   

2. Please describe the situation that 

arose as fully as possible? 

   

3. How did you go about dealing with 

this situation successfully? 

   

4. Why do you think you dealt with it 

successfully? 

 

   

5. Can you describe the knowledge 

that you had to apply? 

   

6.How was the problem that you 

faced solved? 

   

7. Was there anyone who assisted 

you to understand or solve the 

problem? 

   

8. What helped you to deal with the 

problem successfully? 

   

9. Was there anything that you think 

hindered you from dealing with the 

situation? 

   

10. When you think back over the 

situation that you have just 

described, what in your opinion could 

you have done better or differently? 
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APPENDIX E  Interview schedule 

 

SEMI-STRUCTURED INTERVIEW SCHEDULE  
 

 
A. How did learning occur in the workplace? 

1. Did you know what you would be doing or learning for the day, week or 

month? Did you follow a structured programme or did the workplace organize 

or schedule your activities for the day, week or month?  

2. Did you know what was expected of you to do for the day? Were there 

activities that were prescribed by the mentor/supervisor? 

3. Was there a specific task that you had to do? 

4. What was it that the workplace expected from you? 

5. Did the activities in the workplace support what you did in the college 

curriculum?  

6. Did the activities involve your peers or others persons? How? Can you 

elaborate? 

7. Did you learn any new skills and knowledge? 

8. Can you explain how you acquired the new skills and knowledge? 

9. Did anybody assist and help you? If so, in which way? 

10. Did you acquire the skills and knowledge using any of the following: 1. 

Texts/manuals; videos; interactive computer? 

11. Did you engage with any other persons or experts besides your mentor? 

12. Can you describe how you learned from these persons or experts? Was it by; 

observing them, listening to them; talking to them; engaging in everyday 

activities with them. 

13. Did the experts or mentor use any theoretical concepts to explain practical 

operations?  

14. Did you work in group activities; did you have any specific responsibility within 

the group activity? 

15.  Were you involved in any problem-solving activities? Can you elaborate? 
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16.  In terms of the problem solving activities, were you asked to figure things out 

by yourself or in groups? 

17. Were you involved in problem-solving activities in the group? 

18.  Were these problem-solving activities planned beforehand? 

19.  Did you get any guidance from your mentor and other experts? 

20. What form of communication was used in the activities? Did the mentor us 

language, drawings, demonstrations? 

21. What specific event or occasion do you think really helped you to understand 

what you were doing in the workplace? 

22.  What in particular do you think helped you to master the task? 

23. What did you think was the best way for you to learn at the workplace? 

 

1. Were learnership candidates able to apply theory learned in the 

classroom in the workplace? 

2. Were you able to apply the knowledge and skills that you acquired at the 

college to the workplace activities? How? 

3. While you were working on the activities, were you asked by your mentor to 

explain why you did certain operations or tasks the way you did it? 

4. What principles or procedures learned in college could you apply in the 

workplace? Can you please explain? 

5.  Were you asked to explain the principles and procedures that underpinned 

/supported your practice or the way that you were doing things? How? 

 

6. What learning opportunities in the workplace enhanced candidates’ 

occupational competence? 

7.  Were you granted opportunities to practice the skills that you have learned? 

When?  

8.  Were you given a specific time frame to practice the skill? 

9.  Did the workplace provide you with sufficient tools and equipment to practice 

with? 

10.  Was it required of you to work according to any standard criteria? 
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11. Did you practice in the company of your peers and other artisans? 

12.  Did their presence assist you in any way? Please explain 

13. Were you assessed on the skill practiced? How was this done? 
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APPENDIX F  Consent from DHET to conduct research 
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APPENDIX G  Targeted Respondents 

 

Date of 

Interview 

Code 

Name 

Age Race Highest Grade 

Passed 

Work 

Experience 

Current 

Designation 

Supervision 

14-03-13 R1 22 W 12 3 App Printers 

Mechanic 

Yes 

22-03-13 R2 38 W 12 20 App 

Maintenance 

Fitter 

Yes 

25-03-13 R3 22 C 12 3 App Turner Yes 

25-03-13 R4 34 C 12 13 App 

Maintenance 

Fitter 

Yes 

26-03-13 R5 25 C 12 3 App Printers 

Mechanic 

Yes 

27-03-13 R6 26 B 12 3 App Printers 

Mechanic 

Yes 

27-03-13 R7 29 C 12 7 App Fitter Yes 

27-03-13 R8 38 C 12 20 App 

Maintenance 

Fitter 

Yes 
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Date of 

Interview 

Code 

Name 

Age Race Highest Grade 

Passed 

Work 

Experience 

Current 

Designation 

Supervision 

26-03-13 R9 41 C N2 24 App 

Millwright 

Yes 

26-03-13 R10 23 B 12 2 App 

Toolmaker 

Yes 

        

13-05-13 R1a 25 C 12 1.3 App Auto 

Electrician 

Yes 

13-05-13 R2a 30 W 12 1.3 App Auto 

Electrician 

Yes 

14-05-13 R3a 28 B 12 1.3 App Auto 

Electrician 

Yes 

14-05-13 R4a 28 C 12 1.3 App Auto  

Electrician 

Yes 

15-05-13 R5a 24 C 12 1..3 App Diesel 

Mechanic 

Yes 

15-05-13 R6a 31 B 12 1.3 App Diesel 

Mechanic 

Yes 

16-05-13 R7a 29 C 12 1.3 App Diesel 

Mechanic 

Yes 
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Date of 

Interview 

Code 

Name 

Age Race Highest Grade 

Passed 

Work 

Experience 

Current 

Designation 

Supervision 

16-05-13 R8a 29 B 12 1.3 App Diesel 

Mechanic 

Yes 

17-05-13 R9a 28 B 12 1.3 App Diesel 

Mechanic 

Yes 

17-05-13 R10a 32 B 12 1.3 App Diesel 

Mechanic 

Yes 

        

20-06-13 R1b 22 C 12 4 App Motor 

Mechanic 

No/Yes 

20-06-13 R2b 24 C 12/N3 4.5 App Motor 

Mechanic 

No/Yes 

20-06-13 R3b 22 W 9/NCV L2 3.5 App Motor 

Mechanic 

No/Yes 

21-06-13 R4b 21 C 12 3.8 App Motor 

Mechanic 

No/Yes 

21-06-13 R5b 27 B 12 2 App Motor 

Mechanic 

No/Yes 

24-06-14 R6a 26 C 10/N3 5 App Motor 

Mechanic 

No/Yes 
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Date of 

Interview 

Code 

Name 

Age Race Highest Grade 

Passed 

Work 

Experience 

Current 

Designation 

Supervision 

24-06-14 R7b 24 W 12 4 App Motor 

Mechanic 

No/Yes 

24-06-14 R8b 27 W 10/N2 3 App Motor 

Mechanic 

No/Yes 

25-06-14 R9b 24 C 12/N2 2 App Motor 

Mechanic 

Yes 

25-06-14 R10b 28 W 12/N3 0.3 App Motor 

Mechanic 

Yes 

 
LEGEND3:  
 
B= Black  
 
C= Coloured 
 
W= White 
  

                                                                 
3
 The terms of racial classification used herein were created by the apartheid South African government. Their 

use in this thesis is merely for explanatory purposes, and in no way implies acceptance of such classification 
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APPENDIX H   Letter of Request to college principal 

 
LETTER OF REQUEST TO COLLEGE PRINCIPAL 

 
Workplace learning experiences of TVET College candidates in learnership 
programmes: An exploration of the workplace learning environment  
 

Dear Sir/Madam 

 

I am currently conducting research into the above mentioned topic namely, 

„Workplace learning experiences of FET College candidates in learnership 

programmes: An exploration of the workplace learning environment'.  

The aim of this research is to understand the workplace learning experiences of 

TVET college learnership candidates by investigating the learning opportunities 

afforded to learners in the workplace under the constraints of production.  

This study is intended to contribute significantly to an understanding of the 

workplace learning environment and its role in enhancing learning in the workplace. 

With the above mentioned in mind, I wish to get your permission to interview 

learnership candidates in Level 3-4 Fitting and Turning and Motor Learnerships. I 

wish to assure you that you will be given access to the results of this study. 

I trust that my request will be viewed favourably. 

Yours in Education 

 

 

……………………….. 

Gerald. Vollenhoven.  (PhD Student NO. 3079553) 
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APPENDIX I  Letter of request to training provider 

 
LETTER OF REQUEST TO TRAINING PROVIDER 

 
Workplace learning experiences of TVET College candidates in learnership 
programmes: An exploration of the workplace learning environment  
 

Dear Sir/Madam 

 

I am currently conducting research into the above mentioned topic namely, 

„Workplace learning experiences of FET College candidates in learnership 

programmes: An exploration of the workplace learning environment'.  

The aim of this research is to understand the workplace learning experiences of 

TVET college learnership candidates by investigating the learning opportunities 

afforded to learners in the workplace under the constraints of production.  

This study is intended to contribute significantly to an understanding of the 

workplace learning environment and its role in enhancing learning in the workplace. 

With the above mentioned in mind, I wish to get your permission to interview 

learnership candidates in Level 3-4 Motor Learnerships. I wish to assure you that 

you will be given access to the results of this study. 

 

I trust that my request will be viewed favourably. 

 

Yours in Education 

 

 

……………………….. 

Gerald. Vollenhoven.  (PhD Student NO. 3079553) 
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APPENDIX J  Letter of request to employer 

LETTER OF REQUEST TO EMPLOYER 
 

Workplace learning experiences of TVET College candidates in learnership 
programmes: An exploration of the workplace learning environment  
 

Dear Sir/Madam 

 

I am currently conducting research into the above mentioned topic namely, 

„Workplace learningexperiences of FET College candidates in learnership 

programmes: An exploration of the workplace learning environment'.  

The aim of this research is to understand the workplace learning experiences of 

TVET college learnership candidates by investigating the learning opportunities 

afforded to learners in the workplace under the constraints of production.  

This study is intended to contribute significantly to an understanding of the 

workplace learning environment and its role in enhancing learning in the workplace. 

With the above mentioned in mind, I wish to get your permission to interview 

learnership candidates in Level 3-4 Motor Learnerships. I wish to assure you that 

you will be given access to the results of this study. 

 

I trust that my request will be viewed favourably. 

 

Yours in Education 

 

 

……………………….. 

Gerald. Vollenhoven.  (PhD Student NO. 3079553) 

  

 

 

 

 



 

 208 

APPENDIX K Apprenticeship contract Exemplar 

CONTRACT OF APPRENTICESHIP IN TERMS OF 

THE MANPOWER TRAINING ACT, 1981 

  
 
This contract of apprenticeship commencing on the …………… day of ………………… (month) 

……… (year) (hereinafter referred to as the engagement date) made and entered into between 

………………………………………………………………………………………………………………………

………of 

(address)…………………………………………………………………………………………………………

……………………………………………………………………………………………………….. 

 (hereinafter referred to as the Employer), on the one part, and…………………………………………… 

identity document number …………………………………………… born on the …………… day of 

…………………… (month) ………… (year)  (hereinafter referred to as the Apprentice), assisted 

herein by his/her guardian (if applicable) 

………………………………………………………………………………………………………………………

………of 

(address)…………………………………………………………………………………………………………

……… on the other part. 

AGREEMENT 
 

14. THAT the Apprentice, having been found physically able and having obtained the 

………………… certificate, does of his/her own free will (where legally required, with the consent 

of his/her guardian) by those present agree:- 

a) to honour his/her contractual obligations to the Employer in the trade of 

……………………………………  ………………………designated in terms of Section 13 (1) 

and (2) of the Manpower Training Act, 1981 (hereinafter referred to as the Act), and the 

relevant government notices in respect of the Motor Industry. 

b) undertake to adhere to all the relevant legislation as may apply;  

c) not to disclose or communicate to any person whomsoever any information relating to the 

business other than in the ordinary course of his/her employment; 
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d) not to solicit or take orders for or undertake any work within the scope of the Motor Industry 

whether for gain or not, other then for his/her Employer; 

e) to attend or undertake such technical classes, courses, examinations or test as may be 

determined by the conditions of apprenticeship of the MERSETA; 

f) to keep weekly record of all training received, including completion of modules in a log book 

and in accordance with conditions prescribed by the MERSETA and a true copy of which 

shall be handed to the Employer for record purposes. 

 

2. THAT the Employer does by those present agree:- 

15. to train the Apprentice in accordance with his/her contractual obligations; 

16. to remunerate the Apprentice at no less then the relevant wage rate, supplemented by 

allowance prescribed for skills and academic achievements; 

17. to pay such fees in respect of technical instructions as he/she may be required to pay in 

terms of any notice under Section 13 of the Act; 

18. that the prescribed training programmes will commence within 90 (ninety) days of the 

engagement date; 

19. to endorse and sign this contract on successful completion of the prescribed training 

programme and submit it to the regional office of the MERSETA for termination. The 

MERSETA shall forward the original to the Apprentice to be his/her property; 

 

3.     THAT it is further agreed between all parties to the contract that:- 

20. after fair procedures had been followed and the Employer is satisfied that the Apprentice has 

committed a serious breach of terms of his/her contract or that the Apprentice conducted or is 

conducting himself/herself in an unseemly manner and contrary to good discipline and such 

conduct is not conducive to his/her training, the Employer‟s business or the attainment of the 

objects of the Act, whether during or outside his/her working hours or when attending classes 

or course or taking examinations in accordance with the conditions of apprenticeship during 

his/her stay in a hostel, if such stay related to his/her apprenticeship, the Employer may 

forthwith suspend  the Apprentice for a period not exceeding the number of days which the 

Apprentice ordinarily works in a week and shall report the matter to the regional office in 

question of the MERSETA for confirmation and approval, within 3 (three) days of the date on 

which he/she suspends the Apprentice. 

21. where, owing to a lack of work or an exigency in the Motor Industry, short time is being 

worked by the Employer he/she may with the written approval of the MERSETA, given after 

consultation with the regional office in question, employ the apprentice on short time for such 

periods and such conditions as may be stipulated by the MERSETA. 
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As witness whereof the contracting parties hereto have hereunder set their hands this  
 
 
…………………….day of ……………………………………….month ……………….year 
 
AS WITNESS 

 
1.) …………………………………… 

 
         

2.) …………………………………      
 
EMPLOYER 

 
 
       1)………………………………… 
 
       
 …………………………………………….. 
   2.)…………………………………       
 
GUARDIAN (If Apprentice is a minor) 

 
 

1.)………………………………… 
 
       
 ……………………………………………… 

2.)…………………………………                 
APPRENTICE 

 

Registered at the office of the MERSETA on this 
 
 

…………………………………..day of…………………………….(month) ………………(year) 
 
…………………………………………………………………………………………………………………. 

ADMINISTRATION MANAGER 

 

COMPLETION 

This is to certify that the Apprentice 

……………………………………………………………………………………………………………

……… 

      has completed all prescribed training and successfully completed all prescribed modules and 

tests in     
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      the trade  of 

…………………………………………………………………………………………………… 

COMPLETION DATE: ………………day of ……………………..(month) 

………………(year)…………… 

Employer 

QUALIFICATION NOTED: ……………………day ………………… (month) ………………………(year) 

 

………………………………………………………………………………… 

      ADMINISTRATION MANAGER 

      NOTE:- No contract of apprenticeship shall be rescinded except:- 

22. with the consent of the MERSETA, by agreement of the parties thereto; or  

23. by the MERSETA on its own initiative, after consultation with the regional office in question, 

or at the instance of any part thereto, if it is satisfied that it is expedient to do so in terms of 

this agreement and the prescriptions thereof. 

 

 

CONTRACT NO……………………………… 

 
 
 
 
 
 

 
 

 
ADDENDUM TO CONTRACT OF APPRENTICESHIP IN TERMS 

OF THE MANPOWER TRAINING ACT, 1981 
 

COMPETENCY BASED MODULAR TRAINING SYSTEM (CBMT) 
 
This addendum attached to the contract of apprenticeship made and entered into 

between……………………………………………………………………………………………………………

………..(of address) 

………………………………………………………………………………………………………………………

……………… (hereinafter referred to as the Employer), on the one part, and 

……..……………………………………………………..……………………………………identity document 
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number 

….………………………………………………………………(address)………………………………………

………………………………………………………………………………………………………………………

………………………………………………………………………………………………… (herein after 

referred to as the Apprentice), on the other part.  

The Apprentice acknowledges receipt of the training material and will commence with training in 

terms of the CBMT system on ………………………………… day of ……………………………(month) 

………………………… (year). 

The Apprentice and the Employer by their signatories hereto acknowledge and confirm that they are 

familiar with and understand the relevant legislations pertaining to the contract of apprenticeship to 

which this addendum applies and acknowledge that the terms and conditions contained in this 

addendum are incorporated in the contract of apprenticeship. 

As witness whereof the contracting parties hereto have hereunder set their hands this …………… day 

of …………………… (month) ………… (year) 

AS WITNESSES 
 
1. ………………………………………… 

2. …………………………………………  

 ………………………………………………… 

           

EMPLOYER 

1. ………………………………………… 

2. …………………………………………  

 …………………………………………………… 

          

 GUARDIAN (If apprentice is a minor) 

1. ………………………………………… 

2. …………………………………………    

 

………………………… 

  APPRENTICE 

…………………………………………………………………………………… 

ADMINISTRATION MANAGER 

 

 

 

 



 

 213 

 
APPENDIX L  Section 28 Trade Test Application 

 

ARTISAN RPL 
(PREVIOUSLY SECTION 28) 

TRADE TEST 
APPLICATION 

 
  

REQUIREMENTS TO QUALIFY FOR ARTISAN RPL (RECOGNITION OF PRIOR 
LEARNING)  

(PREVIOUSLY SECTION 28) TRADE TEST 

QUALIFYING CRITERIA CATEGORIES: 

24. Minimum three (3) years relevant work experience within South Africa and N2 four subjects 
certificate or equivalent qualification including relevant trade theory. OR 

25. Minimum three (3) years relevant work experience within South Africa and Relevant 
Engineering NC(V) NQF level 3. OR 

26. Minimum three (3) years relevant work experience within South Africa and Technical 
Grade 12 with Maths, Engineering Science and related theory subject. OR 

27. Minimum Eighteen (18) months relevant work experience within South Africa, completed of 
all relevant work experience modules and Relevant Engineering NC(V) NQF level 4. OR  

28. Minimum Eighteen (18) months relevant work experience within South Africa and relevant 
(directly related to the trade theory subjects) N6 certificate or National Technical Diploma (S 
and N Stream)  

29. Minimum four (4) years work experience within South Africa with Grade 9 (Standard 7) 

30. Successful completion of merSETA registered NQF Level 2, 3 and 4 trade related 
learnerships with minimum two (2) years, inclusive of the institutional and workplace 
components OR 

31. Former apprentice who have met the section 13 trade test requirements and their contract 
got rescinded before qualifying as artisan. 

32. Former apprentices under Section 13 terminated before they could qualify for trade test, and 
either have proven eligibility for Artisan RPL (Recognition of Prior Learning) trade test based 
on acquired skills from the formal training part under Section 13, or have undergone 
additional approved training to meet the requirement.  

DOCUMENTS REQUIRED WITH THIS APPLICATION (CERTIFIED BY THE COMMISSIONER OF 
OATH):  

33. Clear originally certified copy of Identity Document  

34. Originally certified copy of highest school qualification  

35. Original or originally certified service letter on a company letter head as proof of 
experience within South Africa with detailed daily duties, start date and signed off by the 
duly authorised person. OR 

An affidavit (SAPS) may be accepted with the details (addresses, telephone number and 
references in case the company has closed down or company refusing to issue the letter or 
applicant being operating in informal businesses). The applicant must undergo pre-test 
assessment. The evaluation will be investigated and verified by the Quality Assuror.  

36. Where applicable, originally certified copy of a valid work permit 

NOTE: 
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37. A candidate, who attempted a trade test and passed at least 50% of the number of tasks 
given, will be given credits for those tasks. The credits accumulated will be retained by 
the candidate for a maximum of 3 attempts or 18 months from the date of successful 
completion of the trade task whichever comes first.  

38. A period of at least one-month must lapse before a 2
nd

 attempt at a trade test may be 
undertaken. 

39. The merSETA will communicate the outcome of the application directly with the applicant and 
not third party 

40. Applicant must not be registered on an apprenticeship or learnership.   

41. An arrangement may be made for merSETA to pay for the trade test fee for unemployed 
candidates. 

42. A pre-assessment may be recommended whereby the cost will be born by the employer or 
candidate  

43. Relevant work experience means according to training schedules for the trade. 

 
Application Form to Qualify For Trade Test  

Section: A 

Surname   

Full Names  

Identity Number  Highest 
Qualification 

 

Gender Male  Female  Marital 
Status 

 

Disability or special needs 
required 

 

Race 

African  Indian  Coloured  White  Other  

Residential Address Postal Address 

  

  

Telephone (Home)  Telephone (Work)  

Fax number  Cell Phone Number  

Section: B 

Currently 
Employed 

 Unemployed  
NB. If unemployed, please attached an affidavit 
confirming unemployed status 

Skills Development Levy No: L           

Name of Employer  

Address of the Employer  

Present Occupation  

Apprenticeship Served (If any): 

Contract No.  From   To  

Name and Address of Employer 

 

 Training and Experience (Give full details and exact dates) 

Trade applied for  
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Name and Address of Employer From To Occupation 

    

    

Previous Trade Test / Assessment Undergone and Results (Attach copies) 

Year  Result  
 

 
LIST THREE TRADE TEST CENTRES IN ORDER OF CHOICE (Contact Regional office)  

44.  45.  

46.   

 

 

NOTE 1: Tool Jig, Die-maker and Plastic Mould Makers, the applicant needs to do pre-work before 
attempting the actual trade test.  Documentation in this regard must be requested from the 
applicable Regional Office of merSETA prior to the trade test date for completion. 
 

NOTE 2: The merSETA may decline the application if there is a conflict of interest with regard to the 

selected DTTC. 
 

I 
__________________________________________________________________Identity______________________ 

Declare that the information provided is correct. 

 
Applicants Signature: 

 
 

 
 

 
Date: 

  
 

 
 

Section: C 
For Office Use Only 

ETQA Quality Assuror  
 

Approved 
 
 

 
 

 
 

Remarks SMS updated   
 

Not Approved 
 
 

 
 

 
 

Date: 
 
 

 
 

 
 

Signature: 
 
 

 
 

 
 

 
ARTISAN RPL TRADE TEST SELF EVALUATION CHECKLIST (To be completed by applicant) 

Name of applicant: ID Number:  

47.  Application completed in full  
48.  Clear original certified ID copy attached  
49.  Candidate not currently registered apprentice / learner  
50.  Original certified copy of qualification (including relevant trade theory) in respect of candidates 

with a minimum of number of years experience; or 
 

51.  Pre-assessment evaluation by the provider  
Not recommended  Recommended  

52.  Original certified copy of High School results / original affidavit   
53.  Original or originally certified reference letter(s) on a company letterhead indicating years of work 

experience relevant to the trade including starting and end dates of employment 
 

54.  Attach affidavit confirming unemployed status if unemployed  
55.  Detailed breakdown of tasks evaluated against the training schedules  
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Not acceptable  Acceptable   
Remark: 

56.  Previous results attached, if applicable   
 

All of the above criteria must be met before any contract is accepted by any merSETA official. 

I hereby confirm that all the details required for registration as stipulated above are attached and 

complied with and the information required correspond with details as reflected on the application 

form. 

Name of Applicant   : _____________________________________ 

Signature of Applicant  : _____________________________________ 

Date     : _____________________________________ 
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APPENDIX M Letter to SETAs 

 
 

 

 

 

 


