
International Journal of Managing Projects in Business
Prayer: a transformative teaching and learning technique in project management
Joseph K. Ssegawa Daniel Kasule

Article information:
To cite this document:
Joseph K. Ssegawa Daniel Kasule , (2015),"Prayer: a transformative teaching and learning technique
in project management", International Journal of Managing Projects in Business, Vol. 8 Iss 1 pp. 177 -
197
Permanent link to this document:
http://dx.doi.org/10.1108/IJMPB-06-2014-0050

Downloaded on: 01 February 2016, At: 03:05 (PT)
References: this document contains references to 68 other documents.
To copy this document: permissions@emeraldinsight.com
The fulltext of this document has been downloaded 269 times since 2015*

Users who downloaded this article also downloaded:
Nina Fowler, Marcus Lindahl, David Sköld, (2015),"The projectification of university research:
A study of resistance and accommodation of project management tools &amp; techniques",
International Journal of Managing Projects in Business, Vol. 8 Iss 1 pp. 9-32 http://dx.doi.org/10.1108/
IJMPB-10-2013-0059
Asbjørn Rolstadås, Iris Tommelein, Per Morten Schiefloe, Glenn Ballard, (2014),"Understanding
project success through analysis of project management approach", International Journal
of Managing Projects in Business, Vol. 7 Iss 4 pp. 638-660 http://dx.doi.org/10.1108/
IJMPB-09-2013-0048
Ralf Müller, Miia Martinsuo, (2015),"The impact of relational norms on information technology project
success and its moderation through project governance", International Journal of Managing Projects
in Business, Vol. 8 Iss 1 pp. 154-176 http://dx.doi.org/10.1108/IJMPB-04-2014-0036

Access to this document was granted through an Emerald subscription provided by emerald-
srm:512739 []

For Authors
If you would like to write for this, or any other Emerald publication, then please use our Emerald
for Authors service information about how to choose which publication to write for and submission
guidelines are available for all. Please visit www.emeraldinsight.com/authors for more information.

About Emerald www.emeraldinsight.com
Emerald is a global publisher linking research and practice to the benefit of society. The company
manages a portfolio of more than 290 journals and over 2,350 books and book series volumes, as
well as providing an extensive range of online products and additional customer resources and
services.

Emerald is both COUNTER 4 and TRANSFER compliant. The organization is a partner of the
Committee on Publication Ethics (COPE) and also works with Portico and the LOCKSS initiative for
digital archive preservation.

D
ow

nl
oa

de
d 

by
 T

he
 U

ni
ve

rs
ity

 o
f 

B
ri

tis
h 

C
ol

um
bi

a 
L

ib
ra

ry
 A

t 0
3:

05
 0

1 
Fe

br
ua

ry
 2

01
6 

(P
T

)

http://dx.doi.org/10.1108/IJMPB-06-2014-0050


*Related content and download information correct at time of
download.

D
ow

nl
oa

de
d 

by
 T

he
 U

ni
ve

rs
ity

 o
f 

B
ri

tis
h 

C
ol

um
bi

a 
L

ib
ra

ry
 A

t 0
3:

05
 0

1 
Fe

br
ua

ry
 2

01
6 

(P
T

)



Prayer: a transformative
teaching and learning technique

in project management
Joseph K. Ssegawa

Faculty of Engineering and Technology, University of Botswana,
Gaborone, Botswana, and

Daniel Kasule
Faculty of Education, University of Botswana, Gaborone, Botswana

Abstract
Purpose – The purpose of this paper is to report the perceptions of students taking the Master of
Project Management Programme at the University of Botswana regarding their transformative
experience called “prayer”. The term “prayer” was coined because of it being the first learning activity
of the lecture; and at a conceptual level, to convey reverence towards the gift of learning. “Prayer” as
a learning and teaching technique involves each student identifying material containing project
management concepts or issues which they present to a class of peers using any appropriate means
followed by discussion and peer assessment. The material presented may be an article from
a newspaper or magazine. It may be a personal documented story or a story told around a picture,
artefact, poster or video relating to a project management issue.
Design/methodology/approach – Students’ perceptions were obtained bymeans of a self-administered
questionnaire containing open-ended questions. Content analysis was used to analyse the responses.
Findings – The results of the study indicated that “prayer” provided students ingredients of
transformative learning. It also proved to be a worthwhile technique for inculcating some of the
graduate attributes articulated by this university and for incorporating adult learning principles.
Research limitations/implications – The technique can be used to compliment traditional
techniques in teaching and learning in project management training. The limitations of the results
are due to the self-reporting nature of the approach and the fact that the technique has been tried on
one group.
Practical implications – There is a possibility that the technique can be extended to other disciplines
such as business administration where students examine cases in the public domain to illustrate concepts
learnt in class.
Originality/value – The originality lies in its packaging of a technique the think is worth sharing
among project management educators. This is because the learning activity described engages
students simultaneously in research, review, presentation, and communication as well as reflection,
collaborative discourse and self and peer assessment.
Keywords Project management, Learner-centred pedagogy, Postgraduate education,
Project leadership, Project training, Transformative learning
Paper type Research paper

1. Introduction
In the contemporary world, projects continue to play a crucial role in organisations
(van Donk and Molloy, 2008). They complement the traditional functional structures in
driving organisational strategy (Ramazani and Jergeas, 2014). However, for projects to
add value to organisations they need successful implementation (Munns and Bjeirmi,
1996). One of the critical factors for achieving project success, especially at project
efficiency and customer levels is the effectiveness of a project leader (Lloyd-Walker
and Walker, 2011; Pinto and Slevin, 1987). Based on this premise, the selection
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(Pinto and Kharbanda, 1995) and training (Egginton, 2012) of a project leader
(or manager) are pivotal issues for organisations. For quite a while it has been
suggested in literature that project leaders should not be selected based on their
excellent technical skills and experience (Pinto and Kharbanda, 1995; Gray and Larson,
2008). Instead it has been advocated that project leaders should receive project
management training (Pant and Baroudi, 2008) that simultaneously address their
needs, those of employers, and other stakeholders (Bredillet et al., 2013). The training
should emphasise not only project management knowledge, tools and techniques
(PMI, 2013) but also project leadership (Ofori and Toor, 2012) in order to increase the
likelihood of successful project delivery. Training is critical in managing the turbulence
and uncertainty found in most project environments, where often a project leader
does not even have full control of the project resources including the team (Gray and
Larson, 2008). Navigating through such an organisational political landscape, where
persuasion and negotiation are the norm, requires project leaders who possess
a high dose of project leadership skills or effective project leadership. An effective
leader may be viewed as a critical thinker, problem solver and one who has the ability
to engage emotionally with the project team while seizing opportunities to accomplish
the project vision (Bass, 1985; Burns, 1985a; Sashkin and Sashkin, 2003). But how
should effective project leaders be trained and developed?

Training was traditionally viewed as the transfer of knowledge, beliefs, skills,
values and experiences to the learner ( Jagero et al., 2012). The instructor played an
active role while the learner remained passive, assimilating knowledge from the former
(Christopher et al., 2001). The approach is still useful when teaching at lower levels of
education. At a higher level of training (e.g. postgraduate level) the contemporary view
is that classroom instruction is simply not enough to provide learners with real life
examples that challenge their thinking and perspectives to understand and tackle
contemporary work issues including managing projects (Hallows and Mason, n.d.).
Scholars (e.g. Mezirow, 1991; Taylor, 1997; Cranton, 1994) have proposed that
transformative learning holds the key to developing an individual’s critical thinking
capacity. Transformative learning occurs when learners critically reassess their current
perspective and examine whether their present approach to doing things is right for
them (Christopher et al., 2001). Critical self-reflection facilitates learners to perceive
things fundamentally in a new and different way in order to scrutinise decisions they
make based on modified assumptions. There is a high likelihood that when personal
perspectives are changed, the individual’s view of the world and behaviour are also
altered at both the workplace and elsewhere (Mathis, 2010; Gabriel, 2008). Transformation
learning experienced at college, practised and developed at the workplace may therefore
be the mechanism for developing an effective leader. Innovative pedagogies that enable
students to acquire new skills and information while radically transforming their
thinking and learning are a necessary introduction in programme delivery (McGonigal,
2005) such as the Master of Project Management (MPM) Programme offered at the
University of Botswana.

The MPM Programme started in August 2005 as either a two year full-time or
three year part-time programme. With a maximum enrolment of 20 full and part-time
students, the programme attracts both local and foreign in-service personnel from
public and private organisations in mostly the southern African region (MPM, 2005).
Due to its generic nature, the entry requirements permit any first degree. The rationale
in accepting all disciplines is that project work takes place in all sectors of the economy,
for example, construction, IT, business, or social services (i.e. education or health).
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While most students are self-sponsored others are government, donor and business
sponsored students.

Given the level of maturity of the entrants, the MPM Programme provided the perfect
place to introduce a technique called prayer with a potential for facilitating transformative
learning. Prayer is a student centred learning activity that requires students to identify
mini-cases containing project management concepts and issues (e.g. from the media,
magazines or from their own personal experiences) in order to present and discuss them
with their peers in class. The term “prayer” was coined by students because it is the first
learning activity of the lecture ( prior to that, other names had been considered including
“curtain raiser”, “starter or appetizer” and “preamble”). However, the lecturers’ viewed the
term from both a legal and educational connotation. In the legal fraternity, legal counsels
“pray” to the court that their arguments should be heard and acceded to. Similarly
a student requests the class to listen and accede to the prayer material being presented.
On the other hand and from an educational sense “prayer” is an appropriate term as noted
by Woodruff (2001) to convey the value and reverence towards the gift of learning.
Rud and Garrison (2009) additionally noted the vastness of subject matter in human
learning inspires awe, wonder and humility which are components of reverence. They add
that “reverent educators” are those who listen carefully to understand their students
and the subject matter better, while recognizing the limits of knowledge in the pursuit of
wisdom that lies beyond their limitations as human beings, yet show strong leadership
and include others in their deliberations (Rud and Garrison, 2009). Each prayer
presentation was expected to be shared with such mutual awe and humility between the
lecturer, presenter, and peers. Prayer has been used for three MPM student intakes and
for each intake in three courses offered by at least two different lecturers.

With that as background the main purpose of this paper is twofold. First, it
describes some key learning theories to provide context to the prayer technique; and
second, it reports students’ perception of prayer as a learning technique for project
management education.

2. Literature review
The prayer technique was viewed as an attempt to provide a transformative learning
environment. However, prayer also provided an opportunity to demonstrate the
achievement of other learning theories and principles which underlie the design of the
MPM Programme. These mainly included Bloom’s taxonomy, graduate employability
attributes and adult learning principles. They are briefly discussed to provide context
to the students’ perceptions.

2.1 Bloom’s taxonomy and project management education
Bloom (1956) noted that the learning of any subject matter (e.g. project management) is
progressive and hierarchical in nature. For example, acquiring project management
knowledge starts from objectives set at a lower level before progressing to a higher
level, increasing with learners’ depth of understanding. Bloom’s taxonomy has been
used around the world to develop educational objectives of programmes (Athanassiou
et al., 2003). A revised Bloom’s taxonomy requires students to remember (or recall),
understand, apply, analyse, evaluate and create knowledge based on what they learn
(Krathwohl, 2002). The MPM Programme curriculum was also designed in such a way
that its outcomes depict an increasing and hierarchical order of understanding of
project management concepts (MPM, 2005).
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As a way of facilitating curriculum design and easy internalisation, some authors
have reduced the six objectives of Bloom’s revised taxonomy into small groups.
Christopher et al. (2004), for example, grouped the objectives into three (e.g. lower,
medium and higher level objectives). Blom and Saeki (2011) on the other hand grouped
them into two, namely lower level (remember, understand and apply) and higher level
(analyse, evaluate and create) objectives. This grouping was adapted in the development
of the prayer activities as discussed later in Section 3 of the paper.

Additionally, in most national qualification systems (e.g. SAQA, 1997) postgraduate
qualifications are pitched at a higher level of objectives (i.e. analyse, evaluate and
create). That is to say, postgraduate students, like those in the MPM Programme, must
demonstrate ability to analyse and evaluate project management situations in order to
create new ideas, solutions or systems based on the project management concepts
learnt in class. However, there has always been a challenge in trying to achieve the
depth of learning at this level of objectives. While most postgraduate programmes
build upon undergraduate knowledge (e.g. see Bredillet et al., 2013), a good number of
students enrolled in the MPM Programme encounter project management concepts for
the first time. Students therefore, start at lower level of objectives of Bloom’s taxonomy
but have to quickly grasp the concepts in order to exit at a higher level of competency
by the end of the semester. Interactive and social learning techniques assist to reduce
the barriers to achieving the higher level of cognition required to demonstrate learning
at Master’s level. Prayer was built on this premise.

2.2 Graduate employability attributes
There has been an outcry from employers (Tomlison, 2008), including those in Botswana
(Ama, 2008), that most graduates do not have adequate skills to cope with the demands
of the contemporary workplace. Employers contend that discipline-specific skills must
be developed together with “soft” skills or graduate attributes in order to bridge the
employability gap (Moreau and Leathwood, 2006). According to Yorke (2006), graduate
attributes are attitudes, behaviours and individual characteristics that increase
a graduate’s chances of gaining and sustaining employment in order to be successful
in the chosen occupation.

In a bid to bridge the employability gap, universities (e.g. UTAS, n.d.) and
educational agencies (see Curtis and McKenzie, 2001) have prescribed lists of graduate
attributes for integrating into the curricula of university programmes. The purpose of
the list of attributes is viewed as twofold. First, the list requires programme designers
to integrate graduate attributes in the design and delivery of all curricula of the
university. Second, the list sends a message to students, both undergraduate and
postgraduate, of the need to develop and enhance the graduate attributes while at
university in order to improve their chances of not only finding a job but also achieving
success in their careers. This is meant to benefit the students, their colleagues at work,
the community and the nation at large (Yorke, 2006).

In line with that educational trend, the University of Botswana promulgated a policy
on teaching and learning (University of Botswana, 2008) that included a list of
12 graduate attributes namely:

(1) self-directed and lifelong learning skills;

(2) accountability and ethical standards;

(3) communication skills;

180

IJMPB
8,1

D
ow

nl
oa

de
d 

by
 T

he
 U

ni
ve

rs
ity

 o
f 

B
ri

tis
h 

C
ol

um
bi

a 
L

ib
ra

ry
 A

t 0
3:

05
 0

1 
Fe

br
ua

ry
 2

01
6 

(P
T

)



(4) organisational and teamwork skills;

(5) interpersonal skills;

(6) social responsibility and leadership skills;

(7) cross-cultural fluency;

(8) information communication and technology (ICT) skills;

(9) research skills and information literacy;

(10) critical and creative thinking skills;

(11) problem-solving skills; and

(12) entrepreneurship and employability skills.

When the MPM Programme was reviewed in 2009 (MPM, 2009), these graduate
attributes became an important guide in formulating its revised learning outcomes.

2.3 Adult learning in project management education
Students who enrol in the MPM programme are considered adults. Several reasons
have been advanced why adults such as these desire to learn. Lieb (1991) noted, for
example, that adults learn because they want to satisfy an inquiry mind; advance
themselves to get a better job; change career; obtain skills to serve the community;
comply with a training plan at work; relieve boredom; and network with others.
Knowles (1970) further noted that for adult learning to be effective, some key principles
of andragogy must be considered and incorporated in the design and delivery of adult
programmes. Some of these principles are that adults:

(1) are goal-oriented and hence internally motivated and self-directed;

(2) expect to have a high degree of influence on what they want to be taught, how
they are taught, and how the learning will be evaluated;

(3) bring life experiences and knowledge to the learning environment;

(4) are relevance oriented and hence want to see an application of learning to current
social or work environment;

(5) are practical and problem-oriented and hence want to actively participate in
learning activities; and

(6) desire to have a cordial learning environment that offers prompt and constructive
feedback from peers and instructors.

The above principles imply that postgraduate teaching and learning should differ from
what happens at lower levels of education. Knowles et al. (2005) emphasised that the
traditional pedagogical models alone are not adequate to address the learning needs
of adult learners, who often want to be in control of their learning. The andragogy
principles underscore a need for creative learning techniques such as prayer to cater for
adult learning needs.

2.4 Contextualising prayer as a transformative learning process
This study contextualised prayer as a transformative learning technique. Transformative
learning can be described in terms of its nature, process, appropriateness of the learning
environment, and its outcomes.
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2.4.1 Nature of transformative learning. Transformative learning evolved from the
principles of adult learning (Knowles, 1970) and experiential learning (Kolb, 1984).
Burns (1995b) summarised the two theories as student-centred, experience-based,
problem-oriented and collaborative approaches to learning. Mezirow (1991), the key
architect of transformation learning, viewed it as a process that facilitates learners in
assessing their current perspectives and approaches to life and through dialogue create
an opportunity to change these perspectives and approaches. Taylor (1997) added that
transformative learning is based on the assumption that a learner’s current perspective
and consequent approach to life derive from his or her experiences, thoughts, values,
knowledge and skills. Therefore, critical to transformative learning is the fact that
adults are experiential learners who critically reflect on their perspectives in order to
assess the suitability of those perspectives on the current real life issues.

2.4.2 Process of transformative learning. Transformative learning requires several
steps to occur. Mezirow (1995) identified ten such steps. However, Taylor (1997)
reduced the process to three steps namely disorienting dilemma, critical reflection and
action. A disorienting dilemma exposes the limitations of a student’s current
knowledge or approach, for example, as a result of an assignment at school, work or
a social challenge. The next step, critical reflection, allows students to critically assess
their underlying assumptions to understand how these influence or limit their
understanding of the problem. The last step allows students to participate in a critical
discourse with others as the group ( peers in class, at work and in social circles or even
with their instructor) to examine alternative ideas and approaches. This creates an
opportunity to test and apply the new perspectives (McGonigal, 2005). For reasons of
simplicity Taylor’s steps were adapted in constructing the prayer processes which are
outlined in Section 3.

2.4.3 Appropriateness of the learning environment. For effective transformative
learning to take place the learning environment must be appropriate and conducive.
According to Robertson (1996) and Cranton (1994), it must at least include the following
aspects: first, learners who are goal oriented and motivated, second, pedagogies that
support a student-driven approach to promote learner’s autonomy, participation,
reflection and peer collaboration; third, learning conditions that promote a sense of
safety, openness and trust (i.e. free from intimidation and victimisation); and fourth,
instructors who are empathetic and have professional integrity. The MPM environment
in which the prayer was introduced was deemed to attest to these conditions.

2.4.4 Outcome of transformative learning. Anding (2005) noted that transformative
learning is a process that turns ordinary students into extraordinary students. While
this may be an overstatement, transformative learning facilitates students to develop
as autonomous critical thinkers; problem solvers; communicators who put across their
revised perspectives confidently in a discourse with school, work and social peers;
empowered individuals who make decisions that are appropriate in the context of
challenges (Franz, 2002; Gabriel, 2008).

Hardly any study has provided an empirical and causal link between transformative
learning and effective leadership. However, some research (e.g. Preece, 2003; Gabriel,
2008; Boyd, 2009) has linked transformative learning and transformational or effective
leaders. In addition, Bass (1990) postulated that one of the four dimensions of an
effective leader is the ability to use intellectual stimulation to inspire followers to
constructively challenge their own assumptions as well as those of the leader in order
to find innovative ways to solve challenges, including project issues. This outcome was
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considered insightful for a transformative learning technique, like prayer, introduced in
the training of project leaders.

3. The prayer processes
In the three years of its existence, prayer has developed into a five-process learning
activity namely preliminary-explanation, identification and preparation, presentation,
discussion and assessment.

3.1 Preliminary-explanation
Four sub-activities are involved at this stage. They are carried out in the first lecture of
the course in which the prayer technique is introduced. The first sub-activity involves
the lecturer explaining and describing to students the entire prayer processes.
This includes revisiting the importance of Bloom’s taxonomy and the University
of Botswana graduate attributes in learning (both of which are also introduced to
students during their orientation).

The second and third sub-activities involve developing schedules of presenters and
chairpersons (student names and dates). For both schedules, the dates are randomly
picked by the students but ensuring that no student is both a presenter and chairperson
on the same date. Prayer sessions are normally held at a rate of two students per week.
Each prayer session is allotted a maximum of 20 minutes divided equally between the
presentation and discussion.

The last sub-activity involves a lecturer presenting an example of a prayer for
students to practically understand the processes. Students also conduct a mock
assessment of the lecturer’s prayer based on the template discussed later in the paper.

3.2 Identification and preparation of the prayer material
The prayer process requires students to identify suitable “material” they think is
related to a project management concept(s) with a view to presenting it in class.
The material may be in form of an article which appeared in a newspaper (local or
international), book, magazine or journal. Students may also select a picture, artefact
or a video on which to build and articulate a project management story. For any video
presented the student must allocate time to make his or her own interpretation of the
video content. Students may also narrate a personal but documented story based on
a project experience. Local stories and experiences are often encouraged but classic
stories from outside Botswana are also accepted. Students are often encouraged to do
more research on the topic, if necessary, to fully comprehend its details in order to
effectively articulate the material during the presentation. To score well in their
presentation students are expected to demonstrate their own attainment of several
Bloom’s revised objectives based on the guideline in Table I.

3.3 Presentation of the prayer material
Students may send their prayer material in advance to their peers using the class group
e-mail. Presenters are encouraged to use any appropriate method that is effective and
communicative. So far students have used various methods, for example, videos,
PowerPoint presentations, annotated hand-outs of articles, artefacts, sketches, posters
and pictures; or a combination of some or all these. Appendix 1 shows an example of
a prayer presentation by one student who documented a personal project experience
where scope control was lost leading to a spiral of cost and time overruns.
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3.4 Discussion following each presentation
Once the presentation is completed, the floor is open to the class for questions, comments
and discussion under the guidance of a student chairperson. Discussion allows the
creation of a favourable atmosphere for students to develop their imagination and
creativity thus enabling them to process information rather than simply receiving it
(Eyler and Dwight, 1996). In fact some educationists (e.g. Wells et al., 1990) claim that
when learners work as a group they can share and evaluate ideas and in the process
develop their critical thinking.

3.5 Assessing the prayer presentations
When the discussion is concluded the peers assess the presenter. Though peer assessment
was emphasised the process actually was construed to include self-assessment too.
As noted by Black and William (1998) and O’Donovan et al. (2004), peer and
self-assessment provide avenues for reflective teaching and learning, among other
benefits. Hanrahan and Geoff (2001) identified the main aims of self and peer assessment
to be: increase student responsibility and autonomy; strive for a more advanced and
deeper understanding of the subject matter, skills and processes; lift the role and status
of the student from passive learner to active learner and assessor; involve students in
critical reflection; and develop in students a better understanding of their own subjectivity
and judgement. All these aims are in line with transformative learning.

Taking cues from O’Donovan et al. (2004) we note that for assessment judgements to
be effective they must remain objective and trusted by students. So, while in the three
years of its introduction, the assessment of prayer presentations had evolved from
a lecturer-assessed activity to a student-centred assessed one without a guide, today
it is assessed with a guide based on the five items shown in Table II.

The first two areas of the guide relate to the requirement to demonstrate an
understanding of project management concepts based on Bloom’s revised taxonomy
of objectives and how they relate to the presentation. The two items account for
two-thirds (18/27) of the points. The other items relate to the manner in which the
presentation is conducted, i.e. how it is logically structured, how time is managed and
how the presenter answers questions or provides feedback, to the comments. As for

The broad objectives and (the revised
Bloom’s taxonomy objectives)

Explanation of how to operationalise the objectives in the
prayer

Lower level objectives (remember,
understand and apply)

Identify any material (as explained) containing project
management concepts (to demonstrate recall)
Explain the concept(s) identified in the material based on the
project management body of knowledge (to demonstrate
understanding)
Explain the content of the prayer material in the context of
the concepts identified (to demonstrate application)

Higher level objectives (analyse, evaluate
and create)

Break down the content into various components of the
concept(s) identified (to demonstrate analysis)
State the challenges, problems, wrongs, rights, differences,
etc. in relation with what is considered to be good practices
in project management (to demonstrate evaluation)
Suggest what can be done (to demonstrate creation) to
change, improve, eliminate, sustain, etc. the situation

Table I.
Guide for preparing
the prayer
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time, if a student goes over the allocated ten minutes, only one (1) point is awarded;
otherwise three (3) points are awarded for keeping time – indicating a punitive measure
applied to lack of time management. True to the adult learning principle of constructive
feedback, no award of zero (0) is given to any of the five assessment items, making
the minimum award for each item one (1) point. The award of one (1) point indicates
that the student expended the minimum required effort but did not achieve the
desired level.

After the peers have assessed the presenter, the lecturer collects the assessment
sheets to compute the average points achieved for the presentation. The points are
announced in a subsequent lecture. In order to avoid any bias in the assessment
process, the lecturer comments on the presentation only after the marks have been
handed in by all students – an improvement suggested by students.

4. Methodology
The study was viewed as a two-phase process. The first process was to document the
processes of prayer in its current state. This required however, reflecting on its
evolution, for example, its name and assessment process typifies the changes that have
occurred since the introduction of the technique.

The second phase of the study investigated prayer’s impact on the student.
The phase was guided by the research question:

RQ1. What was the impact of prayer on students’ learning as seen from the lens of
selected learning theories?

To get the perception of students, the survey questionnaire method was considered the
most appropriate method. Though the interview method would have yielded richer and
in-depth data (Saunders et al., 2007), it was considered inappropriate for logistical
reasons: it would have required scheduling interviews for students who are all
part-time, when they are not at work or not in class.

The questionnaire contained a combination of closed-ended and open-ended
questions. The former collected demographic and background data while the latter

Assessment areas
Maximum and minimum

points awarded

1. Lower level objectives 9 (1) points
(remember, understand and apply)

2. Higher level objectives 9 (1) points
(analyse, evaluate and create)

3. Logical flow of the presentation 3 (1) points
Poor Good Excellent
1 point 2 points 3 points

4. Management of time 3 (1) points
Did not keep time Kept time
1 point 3 points

5. Answering of questions or feedback 3 (1) points
Poor Good Excellent
1 point 2 points 3 points

Total 27 (5) points

Table II.
Guide for assessing

prayer
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sought the perceptions of the students (see Appendix 2). The advantage of using
open-ended questionnaire was that students were enabled to express themselves and
provide an uninhibited perception of prayer without being restricted by pre-determined
responses which are the norm in a closed-ended questionnaire (Malhotra et al., 2010).
All the 19 MPM students who had experienced prayer in at least three courses were
requested to complete the questionnaire and return it in two days.

Content analysis was identified as the most appropriate data analysis technique.
Bryman and Bell (2003), noted that content analysis allows the identification of
emerging themes in the responses. All responses were entered in an Excel® worksheet.
To mitigate possible bias, data were analysed independently by two researchers and
later a “research conference” was held to agree on the interpretation of the results.

5. Results and findings
A total of 17 (89 per cent) students completed and returned the questionnaire.
Two students did not participate in the study. One was out on a field trip while the
other was on sick leave.

5.1 Background and demographic profile
Table III indicates there were slightly more male (59 per cent) than female students.
Majority (82 per cent) of students were middle aged (i.e. between the age of 30 and
39 years). However, since all the students were above 25 years old they were regarded
as adults for purposes of this study.

Table III also shows that a sizeable number of students (29 per cent) work for local
authorities, followed by the private sector (23 per cent). The rest are employed
in parastatals (government-owned companies), non-governmental organisations
(NGOs) and central government (i.e. 18, 18 and 12 per cent, respectively). In this
particular intake there were no students working for development organisations
(e.g. United Nations agencies) or foreign students.

Characteristic Value Frequency Ratio (%)

Gender Male 10 59
Female 7 41
Total 17 100

Age group o25 0 0
25-29 2 12
30-34 6 35
35-39 8 47
40-44 1 6
45-49 0 0
⩾50 0 0
Total 17 100

Employment sector Local authority 5 29
Private 4 23
Parastatal 3 18
NGO 3 18
Cent. Govt. 2 12
Dev. Agencies 0 0
Others 0 0
Total 17 100

Table III.
Background and
demographic profile
of respondents
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Table IV indicates that the top three reasons for enrolling in the MPM programme were
given as the desire to advance in project management knowledge and skills
(39 per cent), satisfy an inquiry mind (18 per cent) and to change career (16 per cent).
The result echoes the assertion by Lieb (1991) that adults seek to advance their current
knowledge, perhaps triggered by work related challenges.

Students were asked to rate their understanding of the various project management
concepts at enrolment on a scale ranging from very poor (1) to excellent (5). Table V
shows that students had low knowledge levels (between very poor (1) and poor (2)) of
all the knowledge areas.

While the results have limitations typical of self-report surveys, it provides an
insight in the knowledge levels at enrolment, for example, the worst knowledge areas
were risk management and project governance (all with a mean, µ¼ 1.47 and
standard deviation, σ¼ 0.85). The “greatest depth” of understanding claimed by
students was in project monitoring and evaluation ( µ¼ 2.07) but the standard
deviation (σ¼ 1.03) indicated a variation in the knowledge. This may have been
caused by a lack of understanding by some students of what is involved in the
knowledge area since it is an optional course.

Reason Frequency (n¼ 17) (%)

To advance myself and hence achieve a better job 39
To satisfy my inquiry mind 18
To change career 16
To comply/respond to training needs at work 9
To serve my community 8
To network or making new friends 6
To relive boredom in the evenings 3
Other (state) 1
Total 100

Table IV.
Reason for enrolling

in the MPM
programme

Knowledge area Depth ( µ) Variation (σ)

Project governance and strategy 1.47 0.85
Project risk management 1.47 0.85
Project legal environment 1.51 0.55
Project scope management 1.60 0.83
Project impact assessment 1.60 0.72
Project feasibility study 1.73 0.64
Project time management 1.93 0.77
Project cost management 1.93 0.48
Project communication management 1.93 0.64
Project leadership/teamwork 1.93 0.98
Project stakeholder management 1.93 1.23
Project quality/performance management 2.00 0.62
Project procurement management 2.00 0.86
Project monitoring and evaluation 2.07 1.03

Table V.
Depth of at

enrolment into the
MPM programme
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5.2 Student perception of prayer
Perceptions of the students on prayer were guided by the three investigative questions
(see Appendix 2).

5.2.1 Concept choice and preparation of prayer. Prayer presentations spanned
several knowledge areas of project management as shown in Table VI. However,
project management issues were often intertwined for example, what was labelled by
a student as a quality/performance issue may be a result of poor scope definition.

Reasons given for choosing a particular prayer fell into two categories:
curiosity/inquiry and desire to apply project management principles learnt in class.
As for curiosity, some students noted that they became intrigued by specific project
management issues in the country after joining the programme and prayer provided
the motivation for investigating them. One student, for example, noted “[…] I have
always wondered whether people outside my class understood what it takes to plan
and implement projects, for example, the parliament annually allots money for projects
but many fail each year. Do they have a mechanism for monitoring and evaluating
them? I had to read some parliamentary reports dating five years back to understand
their disposition”. This comment indicated that prayer gave this student the
opportunity to reflect on the effectiveness of parliament’s project monitoring and fiscal
accountability mechanisms.

Related to the above, the preparation of the material enhanced self-learning through
gathering, organising and preparation of the presentation. One student noted “to me it
was a mini-research project. My prayer required collecting information from six
sources for the ten-minute presentation. Compressing the volume of information I had
gathered was also another challenge that I had to grapple with”.

Prayer also provided another opportunity for students to get closer to the practical
aspects of project management as one noted “the prayer facilitated connecting
classroom concepts to real-life issues; and to appreciate the challenges in the local
project management environment”. Another added “the prayer allowed me to make
a quick assessment of the capability to implement projects as a nation […] and in the
process identify the where the gaps are”.

Furthermore, students observed that prayer permitted them to get a deeper
understanding of each concept presented as one student stated “I had to understand the
concept first in order to apply or relate it to the prayer scenario. In addition, I had to

Project management concept/knowledge area Frequency (n¼ 17) %

Stakeholder management 3 17
Project procurement 3 17
Project scope management 2 12
Project leadership/teamwork 1 6
Project communication 1 6
Project quality/performance 1 6
Project governance 1 6
Using projects to drive strategy 1 6
Impact assessment and monitoring 1 6
Project monitoring and evaluation 1 6
Break-even appraisal technique 1 6
Defining project success 1 6

Table VI.
Project management
concepts presented
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analyse the scenario in order to identify the issues which were at stake, then develop
some possible solutions even though I lacked full information”. Lack of information is
typical, especially in project planning. Therefore an opportunity for students to
encounter this dilemma and practice the formulation of assumption that take care of
information scarcity should have been welcome for practice.

Students observed that prayer made them concentrate on learning project
management concepts using familiar contexts as one student put it “[…] the names,
organisations, locations and sometimes the projects were often familiar. We did not try
to imagine unfamiliar places or struggle to pronounce unfamiliar names often found in
text books printed overseas […] everything came from our environment [Botswana]”.
Additionally, students also noted that prayer motivated them to remain abreast of local
current affairs, emphasising how the environment in which projects are implemented
affects their delivery.

5.2.2 Presentation sessions. The presentations were perceived by students as held in
“[…] an open and free environment whereby we [students] were able to interact with the
presenter hence allowing for active learning. After all the presenters were one of us with
presumably the same level of knowledge”. Along the same line students noted prayer
offered another opportunity for “some students who are ever so quiet to come out of their
closet”. They considered this as an excellent process because it brings everyone on board
and enables everyone to understand each other’s views on certain issues.

Additionally students perceived the presentation as an opportunity to sharpen their
communication, presentation and time keeping skills. One student was more emphatic
by noting that the prayer “[…] afforded me the opportunity to reflect on my weakness
in public speaking. My current work does not allow me the opportunity to give
speeches or make presentations in front of many people and hence I [had] sort of
forgotten this weakness. Now I have to confront and work on this weakness in order
to improve myself and become a better communicator”. This comment typified a
self-assessment process that the prayer offered students.

5.2.3 Practical lessons learnt from listening to and discussing the prayer presentation.
It would appear that listening and the subsequent discussion was one of the most
engaging activities. For example, one student noted that “it was an opportunity to learn
from peers, what works and what does not work when making presentations […] and
I also learnt the different approaches to making presentations”. Another added that
“[…] time keeping was a nightmare for many but I noted one of my peers had 21 slides
to deliver in 10 minutes. I wondered how he was going to do it and in the end he ran
out of time”.

Apart from such presentation challenges, students also identified areas where
prayer deepened and broadened their understanding of the project management
concepts beyond their own presentation. This may be viewed as a complementary role
of the activity, for example, one student noted “[…] listening to my classmates’
presentations, made me understand a number of topics more clearly as compared to
when they were taught during class […] . the exercise also brought out salient issues in
project management that would otherwise be difficult to identify in books”.

For others the prayer was an inspiration to do better based on self and
peer-assessment “[…] the prayer gave me an inspiration to be on top of the material
because the feedback I got, though constructive and positive, made me reflect that I did
not cover certain aspects, and hence needed to go over them […] if I was given a second
chance I would do a better job”.
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One interesting aspect was also noted by one student “making a mistake in the
prayer was not an issue, what was important is that when the mistake was made,
we discussed it, corrected it or agreed on it. For me this gave an everlasting impression
of the discussion”. Essentially what this statement implies is that students also
learnt through mistakes, a very crucial ingredient of transformative learning and
group discourse.

5.2.4 Assessment of the presentations. Students appreciated the fact that they
assessed each other’s work as one student put it “the assessment clearly indicated the
student-centred nature of the prayer”; while another crucially noted that ‘[…] because
the scoring was done by several people and not one person [the lecturer], by the law of
averages, the average score most likely reflected the performance”. Further observation
was made that “student assessment is good because, the people who assessed were on
the same level of understanding as the presenter. They judged the presentation from
how the presenter communicated to them and not from a deep analysis of knowledge.
However, it is important for the lecturer to have an opportunity to moderate the facts,
especially at the end”.

5.2.5 After-effects of prayer. One question asked students whether prayer had any
effects after the day of presentation. All students indicated that this was so, for example,
one student noted “[…] when I presented my prayer (titled: break even analysis for Airbus
380) I thought, it was the end of the story. However, I kept thinking about, the manner
I presented it, the facts that I presented and even the feedback I got. Now I often read
similar articles on civilian aircraft manufacturing and the airline industry. Incidentally
even my classmates send me articles relating to the airline/manufacturing industry”.
This response can be construed to indicate a continuing introspection by the student.

Another student noted “it was amazing that both the students and lecturer have
kept on referring to some of the prayer presentations to anchor their arguments (and in
some cases make jokes). It is also noticeable that the prayer has contributed to bring us
together as a group”. This point requires stressing that prayer facilitated group
cohesiveness and trust (as evidenced by jokes which did not irritate anyone) which are
key ingredients in group learning.

5.2.6 Shortcoming of prayer. It would be foolhardy, to expect the prayer
presentations to have no shortcomings. Students pointed out a few things which could
be improved. First, they suggested that the scoring system should be changed.
They noted specifically that the first two assessment areas requiring presenters to
demonstrate an understanding of project management concepts based on Bloom’s
revised taxonomy of objectives (see Table II) have an over-allocation of marks.
According to one student, “[the] first two items test the depth of understanding of
project management content while the others (item 3-5) test soft skills […] [but] content
is tested in many [other] areas of the programme including quizzes and examinations.
Therefore, the last three items [presenter’s flow, time management, and handling of
questions from the audience] should be weighted equally or more because they assess
the soft skills”. The observation seemed quite plausible given the need to emphasise
these soft skills in the teaching and learning processes.

The second observation by students was a logistical matter that all classroom
presentations have to contend with – that the comments made by the audience benefit
those who present later. One student rightly observed that “as the presentations
progressed subsequent presenters learnt more presentation skills”; and that “as the
semester progresses we become more knowledgeable and hence those who present in
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the final weeks have an advantage of having gained a deeper understanding of some of
the concepts”. There was some truth in the observation but since students cannot
present all at once, lecturers could collaborate on the schedule and ensure that students
who present in one half of the semester do not do so in another course.

6. Discussion
The implication of the results are discussed from two dimensions namely, the use of
prayer as a learning and as a teaching technique. However, the implications must be
viewed in the context of the limitations of the approach used in the study. One cohort of
students has been used to assess the impact of the prayer. This was because the prayer
processes were still evolving in the first two years of its introduction. This led to
a cross-sectional approach being applied to provide a snapshot of the perception
of students on the impact of prayer on learning. Further research could explore, for
example, a longitudinal study and in a different environment other than Botswana.

6.1 Implications for learning
Results from the study have indicated that prayer had various effects on student
learning both at individual and collective levels. Prayer provided an opportunity for
students to drive their own learning by according them the freedom to present what
they want, how they want it and in addition, have the assessment in their own hands.
For those who were listening, it was a conducive learning environment where the “fear”
of lecturer who is normally “presumed to know more than them” was removed such
that the debates and discussion were free from any academic intimidation. Prayer also
gave students an opportunity to appreciate that peers, as individuals or as a collective
group, can greatly contribute to each other’s learning. These aspects resonated well
with the principles of adult learning. Elsewhere (e.g. Kasule and Lunga, 2010; Carson
and Nelson, 1996) students have been reported reluctant to embrace peer assessment.
However, the students in the current study are on the way to accepting that in
professional work it is peers who always make the most accurate and well-informed
judgment of a project situation; thanks to prayer providing this transformative
learning possible.

The presentations extended the students’ depth and breadth of project management
concepts. Individually, prayer provided students with an opportunity to devolve deeper
into their own topics of choice. Judging from the responses students achieved several
objectives of Bloom’s taxonomy. For some students, prayer facilitated clarifying
specific issues in the course content that they had not understood well in class.

Furthermore, the students applauded prayer for enhancing a number of skills,
including time management, organisation of thought and information and its
communication to the audience including the use of ICT. Prayer therefore, managed to
enhance a number of graduate employability attributes.

Lastly and critically, prayer facilitated students in undergoing a degree of
transformative learning. Starting with its basic activity of searching for a prayer topic,
students went through phases of “disorienting dilemmas” such as where they
discovered they had less knowledge about the prayer concept they had selected than
they had imagined – an invocation of the awe, wonder and humility as articulated by
Rud and Garrison (2009). So they had to conduct further research and make a plausible
presentation based on some perspectives (assumptions, beliefs and attitudes). Learning
project management concepts became a process of social interaction in which the
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student was positioned as an active participant in the acquisition of knowledge, skills
and attitudes rather than simply as an act of passively fulfilling a course requirement.
Upon presenting the prayer material and getting feedback they found the perspectives
in prayer which they thought were correct or in the mainstream can also be viewed
from different contexts or dimensions. In both circumstances, students were often
thrown in a cycle of critical reflection, which was continuously shaping their
perspectives on the project management issues they had presented, what others had
presented and in view of the input from the discussion. It is probable that prayer gave
the tools for use in the workplace for solving work-related challenges.

6.2 Implications for teaching
More recent theory on transformative learning (see Cranton, 2006; Dirkx, 2006; Taylor,
2008) and other philosophical insights (Woodruff, 2001; Rud and Garrison, 2009) have
pointed to the benefits of learning opportunities that accrue from meaningful and
genuine relationships between students and their lecturer by engaging students’
emotions and thus assisting in the development of participation through critical
reflection. Since both student and lecturer are adults, transformative education has also
been investigated for evidence that both student and lecturer benefit from
transformative learning experiences such as prayer. Cranton (2006) argues that the
development of genuine relationships with students is beneficial to learning and
teaching. The author then provides guidelines that may result in the lecturer’s
transformative growth from an authoritative figure that students do not know to one
the students know, like, and trust and can therefore interact with and examine
“previously uncritically absorbed values and assumptions” ( p. 12).

On a more practical perspective, prayer provides a high possibility of relieving the
lecturer from the cumbersome task of searching for (locally) suitable cases to provide
practical problem-solving exercises for teaching. With prayer, students identify the cases
themselves and moreover based on the local context. This enables them to contextualise
project management in the local environment. Discussing local issues makes students
appreciate the progress, challenges, trends and topical issues in the local project
management landscape. In addition, prayer brought to surface salient issues which may
not have come out in class notes or textbooks. Furthermore, by accumulating several
prayer presentations, year after year, the lecturer can create a bank of prayer activities
which can be used as examples or discussion points during class lectures. In addition,
and perhaps with some modifications, the bank of prayers can also form part of the
quizzes or examination case studies for subsequent groups of students.

As indicated by responses on peer assessment of the presentations, the lecturer’s
role changed from that of evaluator, final judge or gate-keeper. Instead before, during,
and after the presentations, the lecturer was a facilitator playing a key role of
encouraging access and participation in project management as a community
of practice that has specific concerns peculiar to it. In their discussion of situated
learning, Lave and Wenger (1999) observed that the students can access information
and gain opportunities for participation on a wide range of on-going project activities
as they did in this study.

7. Conclusion
This paper has described prayer as a learning technique which has been used in project
management education. It reported and discussed the perceptions of students on its
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impact on learning. Generally, the research question that guided the study was
answered in the affirmative, i.e. that prayer has had a positive impact on students’
learning. Respondents identified several dimensions of learning including adult
learning through self-driven and collaborative engagements. In addition, prayer
brought students closer to real-life issues in project management; facilitated a deeper
understanding of project management concepts moreover with a local context; and the
enhancement of graduate attributes, particularly research and communication skills.
Critically, it provided an opportunity for transformative learning where students
used critical reflection and collaborative discourse for solving self-identified project
management issues. In summary, the prayer provides a bouquet of learning facets
that include research, reflection, communication and presentation skills; self and peer
assessment; and collaborative learning. In the midst of this potential for teaching and
learning the paper also cautions that prayer activities play a complementing role, not
an absolute one, that is, traditional methods still have a place in training. Lastly, future
research could involve a longitudinal study, other settings other than Botswana and
application to other disciplines similar to project management such as business
and public administration.

References
Ama, N.O. (2008), “Transition from higher education to employment: a case study of graduates of

faculty of social sciences University of Botswana”, Educational Research and Review, Vol. 3
No. 8, pp. 262-274.

Anding, J.M. (2005), “An interview with Robert E Quinn: entry the fundamental state of
leadership: reflection on the path to transformation teaching”, Academy of Management
of Learning and Education, Vol. 4 No. 4, pp. 487-495.

Athanassiou, N., McNett, J.M. and Harvey, C. (2003), “Critical thinking in the management
classroom: Bloom’s taxonomy as a learning tool”, Journal of Management Education, Vol. 2
No. 5, pp. 533-555.

Bass, B.M. (1985), Leadership and Performance Beyond Expectations, The Free Press, New York, NY.

Bass, B.M. (1990), Bass & Stogdill’s Handbook of Leadership: Theory, Research, and Managerial
Applications, 3rd ed., The Free Press, New York, NY.

Black, P. and William, D. (1998), “Assessment and classroom learning”, Assessment in Education,
Vol. 5 No. 1, pp. 7-74.

Blom, A. and Saeki, H. (2011), “Employability and skill set of newly graduated engineers in
India”, Policy Working Paper No. 5640, Education Team, South East Asia, World Bank.

Bloom B.S. (1956), Taxonomy of Educational Objectives, Handbook I: The Cognitive Domain,
David McKay Company, Inc., New York, NY.

Boyd, B. L. (2009), “Using a case study to develop the transformational teaching theory”, Journal
of Leadership Education, Vol. 7 No. 3, pp. 50-59.

Bredillet, C.N., Conboy, K., Davidson, P. and Walker, D. (2013), “The getting of wisdom: the future
of PM university education in Australia”, International Journal of Project Management,
Vol. 31 No. 8, pp. 1072-1088.

Bryman, A. and Bell, E. (2003), Business Research Methods, Oxford University Press, Oxford.

Burns, J.M. (1985a), The Power to Lead, Touchstone Books, New York, NY.

Burns, R. (1985b), The Adult Learner at Work, Business and Professional Publishing, Sydney.

Carson, J.G. and Nelson, G.L. (1996), “Chinese students’ perceptions of ESL peer response group
interaction”, Journal of Second Language Writing, Vol. 5 No. 1, pp. 1-19.

193

Transformative
teaching and

learning

D
ow

nl
oa

de
d 

by
 T

he
 U

ni
ve

rs
ity

 o
f 

B
ri

tis
h 

C
ol

um
bi

a 
L

ib
ra

ry
 A

t 0
3:

05
 0

1 
Fe

br
ua

ry
 2

01
6 

(P
T

)

http://www.emeraldinsight.com/action/showLinks?crossref=10.12806%2FV7%2FI3%2FTF1
http://www.emeraldinsight.com/action/showLinks?crossref=10.12806%2FV7%2FI3%2FTF1
http://www.emeraldinsight.com/action/showLinks?crossref=10.5465%2FAMLE.2005.19086790&isi=000241294300009
http://www.emeraldinsight.com/action/showLinks?crossref=10.5465%2FAMLE.2005.19086790&isi=000241294300009
http://www.emeraldinsight.com/action/showLinks?crossref=10.1080%2F0969595980050102
http://www.emeraldinsight.com/action/showLinks?crossref=10.1177%2F1052562903252515
http://www.emeraldinsight.com/action/showLinks?crossref=10.1016%2Fj.ijproman.2012.12.013
http://www.emeraldinsight.com/action/showLinks?crossref=10.1016%2FS1060-3743%2896%2990012-0


Christopher, M.M., Thomas, J.A. and Tallent-Runnels, M.K. (2004), “Raising the bar: encouraging high
level thinking in online discussion forums”, Roeper Review, Vol. 26 No. 3, pp. 166-171.

Christopher, S., Dunnagan, T., Duncan, S.D. and Paul, L. (2001), “Education for self-support: evaluating
outcomes using transformative learning theory”, Family Relations, Vol. 26 No. 3, pp. 166-171.

Cranton, P.A. (1994), “Self-directed and transformative instructional development”, Journal of
Higher Education, Vol. 56 No. 6, pp. 726-744.

Cranton, P.A. (2006), “Fostering authentic relationships in the transformative classroom”, New
Directions for Adult and Continuing Education, Vol. 2006 No. 109, pp. 5-13.

Curtis, D. and McKenzie, P. (2001), Employability Skills for Australian Industry: Literature Review
and Framework Development, Australian Council for Educational Research, Melbourne.

Dirkx, J. (2006), “Engaging emotions in adult learning: a Jungian perspective on emotion and
transformative learning”, New Directions for Adult and Continuing Education, Vol. 109,
pp. 15-26.

Egginton, B. (2012), “Realising the benefits of investment in project management training:
evidence supporting the need for a more strategic approach”, International Journal of
Project Management in Business, Vol. 5 No. 3, pp. 508-527.

Eyler, J. and Dwight, G. (1996), A Practitioners Guide to Reflection in Service Learning, Vanderbilt
University, Nashville, TN.

Franz, N. (2002), Transformative Learning in Intraorganizational Partnerships, unpublished
doctoral dissertation, Cornell University, Ithaca, NY.

Gabriel, P. (2008), “Personal transformation: the relationship of transformative learning
experiences and transformational leadership”, unpublished PhD thesis, The George
Washington University.

Gray, C.F. and Larson, E.W. (2008), Project Management: The Managerial Process, McGraw-Hill,
New York, NY.

Hallows, K. and Mason, G. (n.d.), “Experiential and transformative learning: New York financial
institutions visits”, available at: http://abeweb.org/proceedings/proceedings10/hallows.pdf
(accessed 15 June 2014).

Hanrahan, J.S. and Geoff, I. (2001), “Assessing self- and peer-assessment: the students’ views”,
Higher Education Research & Development, Vol. 20 No. 1, pp. 53-70.

Jagero, N., Mkitaswidu, I.B.S., Beinomugisha, P. and Rwahsema, E. (2012), “The perception of
postgraduate students towards the teaching strategies employed by CENTED Lecturers in
IIU”, International Journal of Academic Research in Business and Social Science, Vol. 2
No. 5, pp. 383-644.

Kasule, D. and Lunga, V.B. (2010), “Attitudes of L2 students towards self-editing their own
written texts”, Reading and Writing Journal of the Reading Association of South Africa,
Vol. 1 No. 1, pp. 61-72.

Knowles, M.S. (1970), The Modern Practice of Adult Education: Andragogy versus Pedagogy,
New York Association Press, New York, NY.

Knowles, M.S., Holton, E.F. III and Swanson, R.A. (2005), The Adult Learner: The Definitive Classic in
Adult Education and Human Resource Development, 6th ed., Elsevier, Burlington, MA.

Kolb, D. (1984), Experiential Learning: Experience as the Source of Learning and Development,
Prentice-Hall, Englewood Cliffs, NJ.

Krathwohl, D.R. (2002), “A revision of Bloom’s taxonomy: an overview”, Theory into Practice,
Vol. 41 No. 4, pp. 212-218.

Lave, J. and Wenger, E. (1999), Situated Learning: Legitimate Peripheral Participation, Cambridge
University Press, Cambridge.

194

IJMPB
8,1

D
ow

nl
oa

de
d 

by
 T

he
 U

ni
ve

rs
ity

 o
f 

B
ri

tis
h 

C
ol

um
bi

a 
L

ib
ra

ry
 A

t 0
3:

05
 0

1 
Fe

br
ua

ry
 2

01
6 

(P
T

)

http://www.emeraldinsight.com/action/showLinks?crossref=10.1080%2F02783190409554262
http://www.emeraldinsight.com/action/showLinks?crossref=10.1080%2F07294360123776
http://www.emeraldinsight.com/action/showLinks?crossref=10.1002%2Face.204
http://www.emeraldinsight.com/action/showLinks?crossref=10.2307%2F2943826
http://www.emeraldinsight.com/action/showLinks?crossref=10.2307%2F2943826
http://www.emeraldinsight.com/action/showLinks?system=10.1108%2F17538371211235344
http://www.emeraldinsight.com/action/showLinks?system=10.1108%2F17538371211235344
http://www.emeraldinsight.com/action/showLinks?crossref=10.1207%2Fs15430421tip4104_2&isi=000179371600002
http://www.emeraldinsight.com/action/showLinks?crossref=10.1002%2Face.203
http://www.emeraldinsight.com/action/showLinks?crossref=10.1002%2Face.203


Lieb, S. (1991), “Adult learning principles”, available at: http://honolulu.hawaii.edu/intranet/
committees/FacDevCom/guidebk/teachtip/adults-2.htm (accessed 28 April 2014).

Lloyd-Walker, B. and Walker, D. (2011), “Authentic leadership for 21st century project delivery”,
International Journal of Project Management, Vol. 29 No. 4, pp. 383-395.

McGonigal, K. (2005), “Teaching for transformation: from learning theory to teaching strategies”,
Spring 2005 Newsletter, Vol. 14 No. 2, pp. 1-5.

Malhotra, N., Birks, D. andWills, P. (2010),Marketing Research: An Applied Orientation, Prentices
Hall, Essex.

Mathis, D. (2010), “Transformational learning: challenging assumptions in the workplace”,
Development and Learning Organisations, Vol. 24 No. 3, pp. 8-10.

Mezirow, J. (1991), Transformative Dimensions of Adult Learning, Jossey-Bass, San Francisco, CA.

Mezirow, J. (1995), “Transformation theory of adult learning”, in Welton, M.R. (Ed.), In Defence of
the Lifeworld, State University of New York Press, New York, pp. 39-70.

Moreau, M. and Leathwood, C. (2006), “Graduate employment and the discourse of employability:
a critical analysis”, Journal of Education and Work, Vol. 19 No. 4, pp. 305-324.

MPM (2005), Master of Project Management Programme Guide and Regulations, Department of
Civil Engineering, University of Botswana, Gaborone.

MPM (2009), Revised Guide and Regulations of Master of Project Management Programme,
Department of Civil Engineering, University of Botswana.

Munns, A.K. and Bjeirmi, B.F. (1996), “The role of project management in achieving project
success”, International Journal of Project Management, Vol. 14 No. 2, pp. 81-87.

O’Donovan, B., Price, M. and Rust, C. (2004), “Know what I mean? Enhancing student
understanding of assessment standards and criteria”, Teaching in Higher Education, Vol. 9
No. 3, pp. 325-335.

Ofori, G. and Toor, S. (2012), “Leadership and construction industry development in developing
countries”, Journal of Construction in Developing Countries, Vol. 17 No. 1, pp. 1-21.

Pant, I. and Baroudi, B., (2008), Project management education: the human skills imperative”,
International Journal of Project Management, Vol. 26 No. 2, pp. 124-128.

Pinto, J.K. and Kharbanda, O.P. (1995), Successful Project Managers: Leading your team to
Success, Van Nostrand Reinhold, New York, NY.

Pinto, J.K. and Slevin, D.P. (1987), “Critical factors in successful project implementation”, IEEE
Transaction on Engineering Management, Vol. EM-34, pp. 22-27.

PMI (2013), Guide to the Project Management Body of Knowledge, 5th ed., Project Management
Institute (PMI) Inc., Newton Square, PA.

Preece, J. (2003), “Education for transformative leadership in Southern Africa”, Journal of
Transformative Education, Vol. 1 No. 3, pp. 245-263.

Ramazani, J. and Jergeas, G. (2014), “Project managers and the journey from good to great: the
benefits of investment in project management training and education”, International
Journal of Project Management, available at: http://dx.doi.org/10.1016/j.ijproman (accessed
12 March 2014).

Robertson, D.L. (1996), “Facilitating transformative learning: attending to the dynamics of the
educational helping relationship”, Adult Education Quarterly, Vol. 47 No.1, pp. 41-53.

Rud, A.G. and Garrison, J. (2009), “The reverent educator: the call to supporting student’s spirituality
on our campuses”, Spirituality in Higher Education Newsletter, Vol. 5 No. 2, pp. 1-8.

SAQA (1997), Critical cross-field outcomes, South African Qualifications Authority (SAQA),
SAQA Bulletin, Vol. 1, No. 1.

195

Transformative
teaching and

learning

D
ow

nl
oa

de
d 

by
 T

he
 U

ni
ve

rs
ity

 o
f 

B
ri

tis
h 

C
ol

um
bi

a 
L

ib
ra

ry
 A

t 0
3:

05
 0

1 
Fe

br
ua

ry
 2

01
6 

(P
T

)

http://www.emeraldinsight.com/action/showLinks?crossref=10.1016%2F0263-7863%2895%2900057-7
http://www.emeraldinsight.com/action/showLinks?crossref=10.1080%2F13639080600867083
http://www.emeraldinsight.com/action/showLinks?crossref=10.1080%2F1356251042000216642&isi=000227300100005
http://www.emeraldinsight.com/action/showLinks?crossref=10.1177%2F074171369604700104&isi=A1996VX42900004
http://www.emeraldinsight.com/action/showLinks?system=10.1108%2F14777281011037227
http://www.emeraldinsight.com/action/showLinks?crossref=10.1016%2Fj.ijproman.2011.02.004
http://www.emeraldinsight.com/action/showLinks?crossref=10.1016%2Fj.ijproman.2007.05.010
http://www.emeraldinsight.com/action/showLinks?crossref=10.1177%2F1541344603001003005
http://www.emeraldinsight.com/action/showLinks?crossref=10.1177%2F1541344603001003005


Sashkin, M. and Sashkin, M.G. (2003), Leadership that Matters, Berrett-Koehler, San Francisco, CA.

Saunders, M., Lewis, P. and Thornhill, A. (2007), Research Methods for Business, Person
Education, Essex.

Taylor, E. (1997), “Building upon the theoretical debate: a critical review of the empirical studies of
Mezirow’s transformative learning theory”,Adult Education Quarterly, Vol. 48 No. 1, pp. 34-59.

Taylor, E. (2008), “Transformative learning theory”,NewDirections for Adult and Continuing Education,
Wiley Periodicals Inc., available at: www.interscience.wiley.com (accessed 3 May 2014).

Tomlison, M. (2008), “The degree is not enough: students perception of the role of higher
education credentials for graduate work and employability”, British Journal of Sociology of
Education, Vol. 29 No. 1, pp. 49-61.

University of Botswana (2008), “Learning and teaching policy, centre for academic development”,
available at: www.ub.bw/ip/documents/Learning%20and%20Teaching%20Policy.pdf
(accessed 2 April 2014).

UTAS (n.d.), “Developing generic graduate attributes & tracking their acquisition at University
of Tasmania (UTAS)”, available at: www.teaching-learning.utas.edu.au/data/assets/
pdf_file/0005/1103/GA_developing_and_tracking.pdf (accessed 20 January 2014).

van Donk, D.P. and Molloy, E. (2008), “From organising as projects to projects as organisations”,
International Journal of Project Management, Vol. 26 No. 2, pp. 129-137.

Wells, G., Chang, G. and Maher, A. (1990), “Creating classroom communities of literate thinkers”,
in Sharan, S. (Ed.), Cooperative Learning: Theory and Research, Praeger, New York, NY.

Woodruff, P. (2001),Reverence: Renewing a Forgotten Virtue, Oxford University Press, NewYork, NY.

Yorke, M. (2006), “Employability in higher education: what it is – what it is not”, Learning and
Employability Series, Open University Series, Berkshire.

Further reading

Dirkx, J.M. (1998), “Transformative learning theory in the practice of adult education”, PAACE
Journal of Lifelong Learning, Vol. 7, pp. 1-14.

Appendix 1. A sample of a prayer
How I lost the scope of the project when replacing a home electric cooker
(* pictures not provided due to space limitation)
One day, our home electric solid plate cooker blew up. We requested an electrician to assess it and he
diagnosed the problem as ‘worn out cables touching each other’. While the wires could be replaced
he also noted the cooker was too old and needed replacement. Together with mywife we agreed to the
replacement though she cautioned that the new one had to be an induction cooker which is ‘easy to
clean, saves electricity and less prone to accidental burns’. The price of an induction cooker was twice
the solid plate cooker which I had budgeted for about P3,000 (US$357) plus P400 (US$47) installation.

opicture old and new cookerW

Having bought the new induction cooker, the electrician further noted that the cupboards around
the sink and the cooker were all rotten and needed replacement. He gave us a name of a ‘good’
carpenter. The carpenter made an assessment of the work including the quantities of the needed
materials. The quotation for the job was P4,200 (US$500) inclusive of labour. However, while at
work the carpenter had a chat with my wife. He suggested that the top material of the cupboards
connecting the sink and cooker area should be replaced with a granite stone. Granite material is
more ‘aesthetic, lasts longer and is easier to clean’ and comes in several colours.
I imagined my wife adding that ‘it has to be in pink to match the floor tiles’. Pink granite cost
an extra P2,000 (US$238) compared to black granite. The total cost for granite and installation
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alone was now P11,000 (US$1,309). When I tried to oppose the idea, I could see the wife was
neither going to settle for the chip board material nor the black granite. I grudgingly accepted.

opicture worn out cupboards, chip board and graniteW ;
o sketch of old and new layoutW
The granite, cupboards and components were purchased and made ready for installation
together with the cooker. As the work progressed a number of things happened. Several
modifications were made, some necessary, others unnecessary, some even abandoned half-way!
In the course of the modifications more materials were needed and hence an increase in the cost
and time. Furthermore, some materials were underestimated while others were overestimated
and hence wasted. The most disturbing aspects were that the work was estimated to take four
days but took fourteen days.
opicture of unused skirting, hinges and nailsW

Meanwhile this was happening, there were disruptions to home tranquillity with various
contractors coming in and out of the house as a result the kitchen, living room and veranda had to
be cleaned every day after work. A new twin-coil plate electric cooker was purchased and
cooking was temporary relocated to the servants’ quarters.
opicture new kitchen configurationW
In the end, the project cost was P25, 680 (US$3, 057), eight times the original amount; had taken
three times the estimated duration; and had left the sponsor disillusioned. In summary, scope,
cost and time span out of control. The only thing that was gained is that some ‘stakeholders’
seemed happy with project outcomes though the granite is now a serious ‘glass-plate breaker’!
Lastly some questions still remain unanswered; How did I perform as a project manager or was I
even one? How could I have controlled the project scope and its fall out? Was the project a
success? What can I do better next time?

Appendix 2. The key investigative questions of the questionnaire

RQ1. What prompted your choice of Prayer item to present?

RQ2. Explain how the following stages of the presentation facilitated your learning:

(i) collection and preparation of the material;

(ii) presentation of the material to the peers;

(iii) listening and the discussion of the presentation with peers;

(iv) assessment of the presentation by peers; and

(v) effects of the prayer after presentation (if any)?

RQ3. What did you dislike about the prayer as a learning technique and how can it
be improved?
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