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The view taken of a University in these Discourses is the following: That it is a place of teaching universal knowledge. This implies that its object is…the diffusion and extension of knowledge rather than the advancement. If its object were scientific and philosophical discovery, I do not see why a University should have students.
Cardinal John Henry Newman 
 The Idea of a University
 Introduction

Thank you for the kind invitation to address this first University of Fort Hare Learning and Teaching Week. 

My congratulations to you on this important initiative 

Cardinal John Henry Newman in The Idea of a University takes the view of a university 
That it is a place of teaching universal knowledge. This implies that its object is…the diffusion and extension of knowledge rather than the advancement. If its object were scientific and philosophical discovery, I do not see why a University should have students.

Cardinal Newman may be overstating the knowledge dissemination purpose of a university as the production of knowledge is also an accepted purpose of a university. However, he is quite correct to draw attention to the vital centrality of the diffusion and extension of knowledge in any university, which necessarily involves learning and teaching. And it is of course, also quite possible to conceive of a university and accept as a university an institution which confines itself essentially to higher teaching and learning and research related to such learning and research rather than the production of knowledge that entails the scholarship of discovery.
All too often, teaching and learning, which are fundamentally important activities of universities, are neglected and overshadowed by the supposedly more glamorous endeavour of research. In part, it may be that teaching and learning are frequently overlooked because of the tendency to regard it as an innate abilities or commonsense activities. Wilfred Carr, drawing on Antonio Gramsci, points out that “… the distinctive feature of common sense is not that its beliefs and assumptions are true but that it is a style of thinking in which the truth of these beliefs and assumptions is regarded as self-evident and taken for granted. What is commonsensical is ipso facto unquestionable and does not need to be justified.”
 

A core purpose

The Yale Report of 1828, which sought to discover whether higher education needed major or minor changes in the light of the Industrial Revolution, concluded that it had asked the wrong question. ‘The right question was, what is the purpose of higher education?’
 It is always salutary to begin an exploration of any issue related to higher education with a reminder of the social and educational purposes of higher education.
One of the core purposes of higher education is to form and cultivate the cognitive character of students. The goal is to produce, through engagement between dedicated academics and students around humanity’s intellectual, cultural and scientific inheritances, highly educated graduates that ideally: “can think effectively and critically”; have “achieved depth in some field of knowledge”, and have a “critical appreciation of the ways in which we gain knowledge and understanding of the universe, of society, and of ourselves”.
 These graduates must be able to test “the inherited knowledge of earlier generations” and dismantle the mumbo jumbo that masquerades for knowledge.
 These graduates should also have “a broad knowledge of other cultures and other times”; be “able to make decisions based on reference to the wider world and to the historical forces that have shaped it”; have “some understanding of and experience in thinking systematically about moral and ethical problems”; and be able to “communicate with cogency”.

The purpose of higher education is also intimately connected to the idea of democratic citizenship, and to the “cultivation of humanity”.
 Nussbaum suggests that “three capacities, above all, are essential to the cultivation of humanity”.
 “First is the capacity for critical examination of oneself and one’s traditions….Training this capacity requires developing the capacity to reason logically, to test what one reads or says for consistency of reasoning, correctness of fact, and accuracy of judgement”.
 The “cultivation of humanity” also requires students to see themselves “as human beings bound to all other human beings by ties of recognition and concern” – which necessitates knowledge and understanding of different cultures and “of differences of gender, race, and sexuality”.
 Third, it is, however, more than “factual knowledge” that is required. Also necessary is “the ability to think what it might be like to be in the shoes of a person different from oneself, to be an intelligent reader of that person’s story, and to understand the emotions and wishes and desires that someone so placed might have”.
 

Comprehending one of the core purposes of higher education – the production of graduates with specific qualities - in this way helps to establish an agenda for the activity of learning and teaching. Universities have the responsibility to ensure that: 
i) There exist teaching and learning programmes and qualifications that are imaginatively, thoughtfully, and rigorously conceptualized and designed so as to achieve clearly and explicitly articulated general and specific goals; 
ii) Such teaching and learning programmes are effectively implemented; 
iv) Academics possess the necessary capabilities with respect to high quality teaching and learning, and 
v) That the institution has the capacity and capabilities to assure, critically review and enhance the quality of teaching and learning programmes and the capabilities of academics with respect to teaching and learning.

Teaching and learning programmes have to take into account three issues. One is the kinds and configuration of knowledge, competencies, skills and attitudes that graduates require to function in rapidly changing societies, on the African continent and in the world. Our academic programmes must enable students to graduate as knowledgeable professionals who can think theoretically and imaginatively; gather and analyse information with rigour; critique and construct alternatives, and communicate effectively orally and in writing. Our societies require graduates who are not just capable professionals, but also sensitive intellectuals and critical citizens. As O’ Connel puts it, we are “tasked with the arduous formation of a critical, creative and compassionate citizenry. Nothing less will suffice”.
 It should be clear that our task is not simply to disseminate knowledge to students but to also induct students into the making of knowledge. Indeed, it has been suggested that even when we think we are just disseminating knowledge we are actually also inducting students into ways of making it. 
 
A second issue is the increasingly diverse social and educational backgrounds and experiences of students, as a necessary consequence of the imperatives of social equity and social justice. Our students must be afforded not simply equity of access, but also equity of opportunity and success through effective teaching and learning and academic development and mentoring programmes. As “our students come from increasingly diverse backgrounds, this means they know different things and in different ways to ‘traditional’ student cohorts.  We have to engage with these students not as deficient but as different. This calls for thinking deeply about teaching and learning.”

Finally, O’ Connel rightly argues that universities and academics “cannot rest on their laurels…and simply teach the same curricula…year after year with minor changes and presume that this is sufficient. If the demands made on students by a fast-changing world are greater, so too are the demands on lecturers and researchers. We have constantly to unpack the assumed constants in our respective fields to encourage students to interrogate what we and they have learned to take for granted”.
 
Such an agenda for teaching and learning, curriculum, pedagogy and assessment, raises serious epistemological, ontological and other issues. We must, therefore, discard the misguided naturalisation of the practice of teaching and learning, which perpetuates its neglect, and also rethink the defacto unadulterated privileging of research over learning and teaching. 
There are, however, also other good reasons why neglecting teaching and learning, as a core university activity, is untenable. 
· First, the reality is that universities in Africa, notwithstanding their aspirations, are largely or principally undergraduate teaching institutions. For the vast majority of students, the undergraduate degree or diploma is the terminal degree and only a small percentage of these students proceed to postgraduate studies. 
· Second, even at postgraduate level, many if not most postgraduate programmes involve some degree of formal or structured teaching and learning.
· Third, teaching and learning based on common sense notions unwittingly compromises important goals and serve to alienate significant portions of the student body.

· Fourth, while “academic language is no-one’s mother tongue,” the achievement of academic literacy is easier for some students than for other students. This requires giving attention to how students are supported to become academically literate
· Fifth, the academy’s ‘ways of knowing’ are based on particular conventions and practices; these are more foreign to some students than to others. Greater student diversity entails the need to re-think the privileging of certain ‘ways of knowing’. 
· Sixth, as the ‘race’, class, gender, ethnic, national, linguistic, cultural or religious composition of the student bodies of universities change, and necessarily so given social equity and social justice imperatives, profound new teaching and learning challenges arise for academics and universities. 
· Seventh, many universities experience major challenges related to the ‘under-preparedness’ of students for higher learning. This necessitates giving attention to teaching and learning. [There is, however, “the danger of labeling, and thus pathologising, the students as underprepared”, avoiding any “focus on the ‘underpreparedness’” of universities and academics].
  
· Eighth, many universities also experience challenges related to drop-out, pass, throughput and graduation rates, which result in wastage of talent and scarce financial resources; again, this requires attention to be paid to teaching and learning. 
· Ninth, the reality is that an academic qualification (usually a doctorate or masters degree, sometimes an honours degree) is in itself no guarantee that an academic possesses the necessary expertise in higher education teaching and learning. 
· Finally, if the process of disseminating knowledge should indeed simultaneously be a process of inducting students into ways of making knowledge, then it is vital that there is a shared consciousness among academics of this and the implications of this for r teaching is understood. 
It should be clear that, given the range of challenges and tasks noted above, the approach to teaching and learning that is required is far from one that is focused on the improvement of ‘skills’ or ‘tips for better teaching’, as much as a  rigorously theorised approach in which contextual realities are also reflected upon in deep ways.

However, it is necessary to emphasise that a theorised and rigorous approach on the part of educators to teaching and learning that also seeks to advance a social justice agenda cannot occur in the absence of research. Improving teaching and learning entails theorising activities and practices in the domain of teaching and learning which, in turn, requires research into teaching and learning. Without scholarship and research we are bound to fall prey to the commonsense understandings that tend to brought to the endeavour of teaching and learning. Further, scholarship and research are constituent of the identity of academics, and also essential for a critical reflexivity on their teaching and learning approach and practices. In any event, it is the production of knowledge that characterises universities and distinguishes it from other post-school educational institutions.
 

Higher education holds the promise of contributing to social justice, development and democratic citizenship. Yet, this promise often remains unrealised and universities, instead, frequently continue to be a powerful mechanism of social exclusion and injustice. This is a consequence of giving inadequate attention to teaching and learning, to creating meaningful opportunities for intellectual, social and citizenship development and for success, to the implications of existing institutional and academic cultures, and to important epistemological and ontological issues associated with learning and teaching, curriculum development and pedagogical practice. 

Challenges and tasks  
Our task as universities is to ensure that the current, new and next generations of academics are intellectually and academically equipped for teaching and learning, research and community engagement and to contribute substantively to the transformation and development of our universities. This means that the preparation of academics must be more varied and extensive than one that confines itself solely to research training, and must include exposure to and support in various other issues and activities. 
For one, the preparation of academics must purposefully, give attention to the theorized development of teaching and learning. Unless this is done, we will fail to adequately prepare academics for the demands of academic work. It will also reproduce and even reinforce the untenable neglect of teaching and learning. The challenges in regards to teaching and learning are serious and must not be underestimated.

For another, academics must also be equipped to address institutional culture and transformation issues and how to strategically navigate the structures and processes of universities. They must have the capability to rethink and challenge dominant institutional and academic structures, cultures and discourses (including those related to teaching and learning) that are in need of change, rather than simply be assimilated into them. Here, critical mentorship that introduces the new and next generations of academics to academic structures and processes but also emphasizes that they are not unchallengeable is important.
 For example, at our institutions women academics may find themselves marginalised by the ‘maleness’ of institutional environments and cultures and the hegemony in the centres of academic and administrative power (committees, disciplines, departments and faculties) of male academics and administrators. This means that our institutions could struggle to attract and retain women academics unless alienating institutional cultures are eroded and transformed. 
Academic work today is much more demanding than before. Excelling in and managing the teaching, research and community engagement functions of the university and academic life and institutional transformation and development challenges require knowledge, specialist expertise and experience. Both increased student numbers and a context where varying proportions of students are under-prepared for university study place great demands on the teaching role of academics. Academics require expertise to develop academic programmes and curricula, fashion appropriate pedagogies, facilitate learning and assess students, who come from increasingly diverse social, cultural, linguistic and educational backgrounds. It is clear that academics, and especially new and the next generation of academics, must navigate and undertake their responsibilities within a complex institutional context. A key task, therefore, is to ensure that academics possess the teaching-learning capabilities that are essential to produce high quality graduates and enhance equity of opportunity and outcomes for students. 
It is necessary to distinguish between equity of access and equity of opportunity and outcomes for historically disadvantaged and marginalized social groups. While access may be secured through various mechanisms, equity of opportunity and outcomes depend crucially on supportive institutional environments and cultures, curriculum innovation, appropriate learning and teaching strategies and techniques, appropriate induction and support, and effective academic mentoring, all of which require far more than a set of generic teaching skills and necessitate sustained and careful engagement.
 These are all vital if students are to succeed and graduate with the relevant knowledge, competencies, skills and attributes that are required for any occupation and profession, be life-long learners and function as critical, culturally enriched and tolerant citizens. 
The challenge of opportunity must be viewed as “part of a wider project of democratising access to knowledge” and the production of knowledge.
 This means that beyond providing students formal access, it is also vital to ensure “epistemological access”.
 This ‘epistemological access’ “is central not only to issues such as throughput and graduation rates but also to the very institution of the university itself and to the role it can play” in development and democracy in African societies.
 As a consequence of colonialism and patriarchy, knowledge production in Africa has been predominantly the preserve of specific social groups – often largely men (and in South Africa, white men). The democratisation of knowledge requires inducting hitherto marginalised and excluded social groups into the production and dissemination of knowledge. While “formal access is a necessary condition for epistemological access (in respect of the kinds of knowledge distributed by universities) it is... far from being a sufficient condition”.
 The implication for teaching is that “a reduction of the role of teaching to that of simply ‘conveying knowledge’ …fails…to acknowledge the need to develop a citizenry which can be critical of knowledge which has been produced and which can contribute to processes of knowledge production itself”.

In the South African case, high drop-out rates and poor undergraduate success and graduation rates mean that a substantial improvement in equity of opportunity and outcomes for especially black students remains to be achieved. If universities “are to contribute to a more equitable South African society, then access and success must be improved for black (and particularly black working class) students who, by virtue of their previous experiences, have not been inducted into dominant ways of constructing knowledge”.
 The poor performance of black students “will not change spontaneously”.
 It requires “systemic responses”, and “decisive action needs to be taken in key aspects of the educational process”.
 The “necessary conditions for substantial improvement include: the reform of core curriculum frameworks; enhancing the status of teaching and building educational expertise…to enable the development and implementation of teaching approaches that will be effective in catering for student diversity; and clarifying and strengthening accountability for educational outcomes”.
 
There is, however, little and sorely inadequate critical scrutiny of and discussion on teaching and learning issues at the levels of academic departments, faculties, institutions and nationally. There is also little appreciation that the “educational process in higher education – including curriculum frameworks, the assumptions on which these are based, course design, and approaches to delivery and assessment” - is neither immutable nor a technical or neutral issue; that it is, instead, “historically constructed” and “constitutes a significant variable affecting performance and determining who gains access and who succeeds”.
 Indeed, there is frequently opposition to critical engagement on “the educational process as a variable, at least partly because changing embedded structures and practices is seen as eroding standards”.
 

There are additional tasks. Intellectual discourse, teaching and learning and curriculum and texts in African universities were strongly shaped by racism, patriarchy and colonialism that resulted in historical “legacies of intellectual colonisation and racialisation”.
 There is evidence that discourses associated with and dominant under apartheid continue to shape knowledge production and, potentially, also the preparation of new academics.
 Given this, and the imperative of social inclusion and justice in and through higher education, a new generation of academics must also contribute to the tasks of intellectually and academically decolonizing, de-racialising, de-masculanising and de-gendering the inherited “intellectual spaces” of Africa’s universities, and more generally, to re-orienting universities to serve new constitutional, economic and social development needs.
 This means creating the space for the flowering of other epistemologies, ontologies, methodologies, issues and questions other than those that have dominated, constrained, and perhaps even suffocated, intellectual and scholarly thought and writing. 

Institutional cultures can in differing ways and to varying degrees compromise equity of opportunity and outcomes. As products of specific histories, social structures and choices, institutional and organizational cultures at various institutions are experienced by specific social groups (black, women, working class, rural poor students, non-English first language speakers, etc.) as discomforting, alienating, exclusionary and disempowering. This has negative consequences for equity of opportunity and outcomes for these students as well as staff. Even if equity of opportunity and outcome are not unduly compromised, the overall educational and social experience of such students may be diminished. The reproduction of certain kinds of institutional cultures (which may be class-based, racialised, gendered, etc.) also obstruct the forging of greater social cohesion.

What is to be done?

It is accepted that it takes an extended period of induction, practice, mentoring and support to develop as a researcher. It is necessary to recognize that teaching is a critical scholarly endeavour, and that among different kinds of scholarship there is, as Boyer argued twenty years ago, the scholarship of teaching. To become an effective higher education teacher, therefore, also requires an extensive period of induction, practice, mentoring and support.
 Just as there is no simple transition from the consumption of research to the production of research and especially new knowledge, there is, similarly, no simple shift from producing research to presenting and disseminating knowledge and research through teaching and learning.
In the same way as theory, methodology and methods are explicitly taught as part of the grounding of a researcher, it is also necessary to ground academics in the theories of knowledge and of teaching and learning, curriculum and pedagogy; and in engaging with a diverse student body, with large classes, the nature and assessment of student learning, and the induction of students into disciplines and knowledge production.
 In order to enhance teaching, effectively develop curricula and to contribute to discussions on the curriculum more generally, it is necessary that academics are exposed to the idea of ‘curriculum’, to curriculum as a historical and ‘social construction’, to the forces that shape the curriculum (advances in knowledge; changing conceptions of knowledge; changing student bodies; demands of external constituencies such as business, state, civil society; institutional and organizational culture; assumptions about what counts as knowledge, what is worthy of dissemination, and how knowledge should be selected, sequenced and presented, and the impact of the differentiation and reconstitution of  knowledge on the form and content of courses).
It is neither possible nor necessary here to map a programme for the preparation of academics for higher education teaching and learning. Having recognized that the teaching of large classes brings with it certain challenges, and seeking through this gathering to engage with this issue and to develop appropriate strategies, I leave to you also the task of addressing how we may prepare and support our academics with respect to the general and varied and critical challenges of learning and teaching.
There is, however, one issue that I do wish to emphasize in closing. Any programme on developing teaching and learning capabilities should include building competence for research on teaching and learning. The scholarship of teaching and learning is now a well established field, especially in ‘developed’ countries. The ability to contribute to this kind of scholarship - the production of knowledge on pedagogy, the curriculum, assessment and student learning - is dependent on research capabilities. These research capabilities are also required in order to critically evaluate the initiatives intended to develop teaching and learning. Instead of narrowly pursuing the aim of creating a next generation of academics of outstanding researchers who engage in the scholarship of discovery, integration and application,
 we should also provide the space and opportunity to foster the scholarship of teaching and learning. This would be an invaluable contribution to enhancing the teaching and learning capabilities of some academics and the institutional capacities of the university. 
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