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Abstract

The issue of vocational learning (VL) for older wers (OWSs) has become pivotal in
European regions with an ageing workforce and taeiconomic changes and pressure
to innovate. European Union policies recognize thkie of formal, non-formal and
informal learning to enhance workers’ skills, baport low participation of OWs in

continuing formal VL.

| contend that EU documents conceptualize learaicaprding to a ‘cognitivist’ view
and motivation as an individual endeavour, failiogacknowledge OWSs'’ subjectivities
and working activities in providing the context thie development of their motives for

learning.

| adopt Cultural-Historical Activity Theory (CHATtp direct the attention to the OWs’
subjectivities and their personal relationshipshwiiteir objects of activities (work).

CHAT allows subjectivities and activities to be bght together in a holistic framework.

To illuminate the different ways in which objectgluence motivation and learning, |
introduce sociological strategies of productionodgects of industrial activities and

identify two radically different models as massdurction and flexible specialization.

Two case studies, based on unstructured intervigitys OWs and managers in two
firms representing both production models, proetaments to analyse the interrelation
between OWSs’ activities objects and their perseeakes of these.

My thesis concludes that:

(1) OWSs'’ relation with their work contexts, rather théeir personal qualities,
influences their engagement in their working pedi and leads to the

development of motives for learning;

(i) strategies of production influence the intensityd amchness of OWSs’

workplace learning;

(i) OWSs’ previous and parallel experiences of activkes contribute to the
judgement of the current work and to engagemetitis)

(iv)  EU policies for VL need to take into account howstapport the OWs’

engagement in their jobs.
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1 Introduction
The European Union considers lifelong learning al¢o building a knowledge driven

economy. Continuing vocational education and trenis considered part of lifelong
learning and refers to the continuous learning ofkers to keep them up to date and

thus employable.

The demographic change and the ageing populatibioca particular focus on older

employees. The Kok report (Kok 2004), promptedhsy European Council in Brussels
for a re-launch of the Lisbon Strategy, stressesirtiportance of older workers. In the
absence of a significant increase in productivhg on-going ageing process, combined
with the current low levels of employment of oldeorkers, may cause a conspicuous
slowing down in European economic growth. To remtily phenomenon and sustain
economic growth, the report emphasizes the neemhd®ase the employment rate

among older people.

Indeed, from the Stockholm Council Meeting (200dyvards, the European Union has
devoted continual and growing attention to the @yplent of the elderly population

(Barcelona Council 2002) and to promote active rag¢European Council of Brussels
2003). The new strategy, Europe 2020, confirmsréueiest to the Member States to
increase the employment of older workers (Eurog@amimission 2010).

Despite the efforts of the European Union to enager widespread continuing
vocational training (CTV), the percentage of paptants in CTV has decreased in the
last period 1999-2005 and the participation of pldeployees (aged 55 and over) is
lower than that of employees between 25 and 54syelt (European-Commission
2008).

Why do older employees participate less than tlgeunger colleagues? Different
explanations are offered in the literature, rangingm studies based on social
mechanisms of discrimination of older people, msdahphasising the disengagement
of the latter from economic activities, to studesther based on economic cost-benefit
theory, or psychological models of decline, or ediomal arguments referring to prior

experiences in learning and individual dispositi@@kapter Four).

In this broad literature, work, ageing and educatiwe usually discussed separately.
When the focus is work, individuals are seenhamini economiciguided by self
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interests and economic calculus (i.e., cost-bedeftourses). When the focus is ageing,
the discourse is on decline, structural dependesrog,discrimination. In this case the
emphasis is on individuals seen as powerless dsbjacfront of the societal or

biological dominant trends. When the focus is oncation in later age, the emphasis is

on empowerment and remedies against the cognitigine.

However in educational studies there are intergstttempts to take together the
contextual side with the individual one. Yet, aadue in Chapter Six, we can notice a
kind of swing between emphasis on individuals’ ayeand emphasis on the influence

of contexts.

My interest is in trying to reconnect these twonpeiof view, the individual and the
contextual sides, through adopting a cultural his# activity perspective (Chapter
Three). It is my conviction that in order to undargl how to support a longer
professional life we need to look at how employergage in their working practices
and how their professional development is linkedh® jobs they are in charge of. The
case of older employees is interesting becausehheg already covered most of their
working life and it is possible to analyse the iptay between their current working
practices, the social collective dynamics in theorkplaces, and their subjectivities,
taking into account the mediation of their workigperiences in this interplay. As will
become clearer later on, this interplay is fundatadeto the development of learning
needs and motives, and the latter, widely negleictekde European Union’s documents
(Chapter Two), are essential in learning processam about to present how | have
come to this understanding of the issue of oldakess and learning now.

| began my research by looking at the economic gbarn the Western developed
countries, to appreciate the context in which arirag workforce is occurring.
Employees in different positions and with differelesponsibilities are coping with
these changes which are interpreted in the litezakudiscuss in Chapter Two as the
effect of the development of a knowledge-based @mynand an informational society.
Taking account of these economic and social tram&ftons the European Union
countries agreed to the Lisbon strategy, confirmdate Europe 2020 strategy, in which
lifelong learning has a fundamental role. In thghti of the educational sociocultural
perspective, | have taken the stance that the EarofgJnion strategy on lifelong

learning is based on a traditional view of whde&rning.
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Because of the rapid pace of innovation and chamgesorkplaces, in the current
European Union’s discourses on lifelong learning tonceptualization of learning is
limited to the recognition of a variety of learnisgttings as formal, informal and not-
formal, in which people develop key competencesattapting flexibly to the changing
world. There is no consideration of how peoplereand develop, and how motivation
forms, especially in the case of employees witlglaork experience. Learning is seen

as merely an individual endeavour.

Yet, since the economic and social changes are lkedge-based, a conceptualization of
learning is needed which takes into account thesrptdy among individuals

participating in material collective activities acontinuous transformation.

| have found in the Cultural Historical Activity €bry (CHAT), the theoretical
perspective which can support my analysis of olderkers’ vocational learning
(Chapter Three) in the context of social and ecaonoohanges (Chapter Two).
According to this theoretical approach, learningetaplace in collective interactions
dealing with object-oriented activities, mediateddultural and historical artefacts, in
which human subjectivity develops as one pole efdpstem of interactions. Learning
is a collective and cultural process about makiegse in intersubjective and social
relations, enacted in transformative collectiveemnat activities. The concept of activity
as a three-level structure allows explanation eftdnsions between the collective and
individual planes, linked by the object and motbifor the activity, but also distanced
from each other when high division of labour occ(8<¢l and 5.5). In this system of
interactions, individual and socio-cultural chandesve to be analyzed as single

historical processes of development.

On the basis of CHAT, it is not possible to take goanted that the European Union’s
motive to build the knowledge-based economy cariubg shared by older workers.

Older workers are active subjects acting on theabpf the industrial activity in the

enterprises where they are employed. Yet their gergant in the workplace depends
on their position in the activity and the procegsnaking sense of their engagement in
that. | focus on strategies of production as a wfagpproaching the issue of how older
workers subjectively make sense of their taskglation to the labour process and work

organization enabled by the strategy of production.
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The aim of my research is to explore the subjecside of older workers’ (a term |
define below) learning by adopting i) the cultunédtorical conceptualization of
subjectivity and ii) the new concept of strategypwbduction, developed under the
influence of the CHAT perspective, to refer to thigect of the working activities in
which the older workers are involved. My exploratis guided by the following two

research sub-questions:

* How do strategies of production affect older woskeangagement in working

and learning?
* How do their subjectivities play a part in this aggment?

The two concepts, subjectivity and strategy of padin, are introduced in Chapters
Three and Five and the above research questiomsisdisd in the methodological
Chapter Seven. The reading of these chapters wagrpssively clarify what the
relationship between these two concepts is and thasvrelationship is explored and

refined in my empirical work.

| now just mention that - adopting a CHAT influedcperspective - | discuss the
Tayloristic organization of work and in particuldhe separation between conception
and execution (5.5). | argue that this organizaiqorinciple can have the effect of
distancing the worker from the object/motive of freduction activity in which he/she

is involved. In this discourse the issue of theivast for learning emerges, linked to the
personal sense of carrying out the tasks assignétei workplace. This is the point at
which my research takes a different path, comp#arexther workplace learning studies
which adopt the concepts of habitus and disposti@bout how to investigate the
subjectivity of the workers (Chapter Six). In mypapach, the subjectivity is interpreted
looking at the personal senses and hierarchy ofivemtwhich constitute the self,

formed through participation in collective transfative material activities across life

and making personal senses of those experienthis subjectivity, grounded on past
and present activities, and subjected to the coatia transformative dynamic of

making sense aéxperiencesorients the workers in current working practieesl their

engagement in them.

! tend to use the plural of nouns (e.g. persoemss) to express the idea of variety of experienod
contexts within life which can produce a varietypefsonal senses sensitive to circumstances.
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Indeed the concept of experience has emerged aslcenthe definition of the ‘older
worker’ in this research. The European Union doausiadopt an age-based definition
of the older worker, often using the threshold bfyéars, so that older workers are the
ones aged 45 years or more, with the implicit aggion that ageing is a linear process,
similar for every one and with a clear boundaryave elaborated my own definition of
the older worker as a person who has accumulaggma deal of experiences and made
sense of them, including the fact of becoming cblagically old. This definition has
developed from the discussion in Chapter Four ef gstandard model of looking at
ageing as mainly a biological process of declinmgntal and physical capacities,
contrasted by other studies which stress the impoé of experiences in compensating
the biological ageing of the human organism. Tg thew, which still focuses on the
biological side of ageing, | have opposed the husti@happroach to ageing with its
emphasis on life review and sense making of beognam old worker. Yet | have
revisited this perspective from a CHAT influenceadian, as | discuss at the end of
Chapter Four, to include the subjective feelingoeing an old worker and relate this
latter to having and making working and learningpaemences. | adopt this view on
being an older worker in my empirical work and diger that actually the awareness of
being an older worker is related to the currentitpys at work and the expectations

about the future (section 10.4).

| have chosen to study older workers on the shogr fin industrial activity, because
statistical analysis indicates that low educatedrkers are one of the most
disadvantaged groups and the European Union’s dectsmcall for special

interventions to support them. Workers on the dtap are typically people with a low
level of education. Nevertheless older workers keedearning through the working
practices and their engagment in the strategigsaxfuction. | define this as vocational
learning. My use of vocational learning has som@niies with the concept of

workplace learning as will become apparent fromliteyature review in Chapter Six.

The adoption of the CHAT perspective brings abouthange of language. New
concepts emerge which relate to each other in @husays. For instance, it is not
possible to talk about individual development withotalking about activities’

development.
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My research is guided by the commitment to linKedént streams of research, related
to the issue of older workers’ learning, in orderhiave a complex picture of it and

provide useful indications for policies.

As it emerges from what has been reported so fafing the object of the research as
the very guide of the process of researching hasnle to carry out an interdisciplinary
research. There is a growing interest in this tgpeesearch (Sawchuk and Stetsenko
2008; Blunden 2009). However, the field of humarersces is still organized by areas
and researchers’ careers regulated by a closeifidatibn with a specific area. From
this stems what some scholars denounce about seynsclentific journals which tend
to select articles on the basis of their recogniisaln terms of reference to the specific
field from which they have originated, refusing Idgue with whoever brings a
different perspective on the same object of theiglime (Billett 2009). | hope that this
research may show how rich can be the vision onea@menon when more disciplines

contribute to frame its interpretation.
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2 Economic transformations and lifelong learning

2.1 Introduction

The current trend of the ageing workforce (CEDEFZIRO, 40) is occurring in an
epoch of economic changes comparable, accordingdstells, to the Industrial
Revolution (1996). Western developed countries haeen experiencing intense
changes in production activities in the last desadéhich seem to be characterized by
the increasing importance of information, knowledgel innovation. The European
Union institutions deem that the competition witle rest of the world has to be played
on the level of the development of knowledge ane #xpansion of information
technologies (European-Council 2000; European-Casionm 2002). Individuals in
different positions and with different responsiiéls are coping with the development

of the knowledge-based economy and the informaltiemaety.

In this chapter, | outline these transformatiomapkasizing their social and individual
aspects, to locate the issue of older workers enctanging situation. There is a wide
debate about whether the impacts of the economeinds on individuals’ lives are

negative or positive. | will present both sidedloé debate, referring to Castells (1996;
2000) and Sennett (1998), who point out the poWéhe global network on individuals,
and Giddens (1990; 1991) as a representative dfi@nvof the opportunities opened up
to individuals in modern societies. The organizatwd work is another aspect impacting
on the individual's life. According to Castells,ethtirends towards the knowledge
economy and the pivotal diffusion of the informatiand communication technologies
should imply a different organization of work, wighflat hierarchy, the recognition of
tacit knowledge and the wider participation of wenk

As highlighted by the Kok report (2004) mentioned Chapter One, the on-going

ageing process may cause a conspicuous slowing do®aropean economic growth.

This issue is particularly crucial in a country Bwas Italy, where there are regions with
the most aged population in European Union (IRESH@nte 2001; Migliore, Abburra

et al. 2002; Gesano 2010).

In the framework of the European Employment Stiae(EES), the European Council
calls on its Member States “to equip all indivicuelith the skills required for a modern
workforce in a knowledge-based society” (Councitiden of 22 July 2003). | will
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discuss the European Union’s lifelong learningtetyg, pointing out that it is based on
a conceptualization of learning which is not addpte interpreting the issue of older
workers’ learning and working in changing econonaictivities. Specifically, the

interplay among the different actors is neglectedyell as the individual construction
of meaning. The responsibility for developing aipes attitude towards learning is
conceived as a matter for the workers, while the ob production activities and work

organization in creating the motivation to learmimslervalued.

2.2 Transformations in economic activities

The aim of this section is to refer to the maimti® in western countries as they are
interpreted in the literature, so as to clarify theckground of my research on older

workers’ learning.

At the turn of the twenty-first century, many westeleveloped countries have been

experiencing for some decades two types of changes:

v' The changes following the transition from the aldustrialism towards a new
mode of development of capitalism, defined in vasiovays, such as post-

industrialism or informational industrialism, amolving the entire society.

v' The changes intrinsic to the new mode of developntmought about by the
ongoing innovations in technology and knowledge,ciwhare necessary to

maintain economic growth in the global economy.

| discuss the first type of change, referring te dontributions of Bell and Castells, and

defer the examination of the second type in the segtion.

When Daniel Bell introduced the term “post-industgociety”, the changes were under
way, and he intended to provide a conceptual ptisough which he could identify an
“agenda of questions” that society would face (1993 Twenty years later, Manuel
Castells is able to trace the transformation ofdbeial framework forecasted by Bell,

giving a partially different interpretation of it996; 2000).

Bell justifies the term “post-industrialism” referg to Clark’'s work, with his
distinctions among agricultural, industrial andvesrs sectors, and his argument about
the trajectory that the nations would follow acaengdto the development of sectorial

differences in productivity(1976, 14). Bell concludes, using this criteridmatta post-
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industrial society is one in which the majority thie labour force is employed in the
services sector, thus putting his emphasis onseisor. Castells advances the analysis
of the service sector, pointing out that servicevdaies have become inseparable from
industrial activity, and thus moving his argumertan focusing on key sectors in the

economy to the relevance of information technolimgghe global economy:

“Attempts at defining services by some intrinsi@idcteristics, such as their “intangibility”, oppdsto

the “materiality” of goods, have been definitelyided of meaning by the evolution of the informatibn
economy. Computer software, video production, nglFctronics design, biotechnology-based
agriculture, and so on, and many other criticalcpsses characteristic of advanced economies, merge
inextricably their information content with the ragtl support of the product, making it impossitile
distinguish the boundaries between “goods” andvises”.”

(Castells 199652
Bell and Castells also differ in their emphasigtogoretical and applied knowledge. For
the former, the novelty is the link of industry tbeoretical knowledge. Castells
acknowledges the role of science, but his emphasm informational technologies,
since in his opinion they are the core of the ti@msation in the technological

revolution experienced by the advanced societies:

“Information technology is to this revolution whaew sources of energy were to the successive
Industrial Revolutions, from the steam engine teceilcity, to fossil fuels, and even to nuclear pow
since the generation and distribution of energy tliaskey element underlying the industrial socfety.

(Castells 1996)
He warns us not to confuse the preeminent andndiste role of information
technology in this revolution with the necessity fioe new knowledge and information
which was required in the preceding technologieaotutions. The difference is that
information technology allows knowledge and infotima to be generated in a
cumulative feedback loop between new knowledgeiandse (Castells 1996, 31-32).

This occurs in all sectors, including manufacturing

The informational economy can vary across contditfsrentiated by specific cultures
and institutions. However, the diverse forms of thi@rmational economy share the
same “organizational logic”. Castells borrows tlksncept from Nicole Biggart to
indicate the cultural framework of the differentaségies of productions emerging in the

informational economy around the wdtld@he different organizational changes all tend

Z“By organizational logics | mean a legitimatingrmiple that is elaborated in an array of derivativ
social practices. In other words, organizationajide are the ideational bases for institutionalized
authority relations.” (Biggart quoted in Castel30D, 164). As interpreted by MacDuffi®rganizational
logic is a term used by sociologists to describeqgyles or frameworks for action that indicatefpreed
directions without dictating particular practicagséem 1993; Biggart 1991)." MacDuffie, J. P. (1995)
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to 1) enhance flexibility in production, managemant marketing to cope with the
growing uncertainty in the global economy; 2) redeflabour processes and
employment practices to save labour by automatmhtlae elimination of tasks, as well
as by flattening the hierarchical structure; 3giatt with information technology, and 4)
focus on knowledge management and information giog (Castells 2000, 163-165).
In some contexts, the transition is from mass petdn to flexible production; in others,
old forms of organization, pushed aside by indaktdevelopment, re-emerge more
adapted to the requirements of the new economiersysl come back to these different

strategies of production in Chapter Five.

In the following section, | present the organizasibchanges which support innovation

and take advantage of information technology, abarhted by Castells.

2.3 The informational society and organizational ch  anges

As discussed above, a technological transformatsoaking place, reshaping the
material basis of society. At accelerated pace, fams of relationships between
economy, state and society are emerging. Capitafistill the mode of production, but
it has restructured itself since the 70s, whenirtheease in the price of oil showed the
limitations of industrial development based on ggesources (Castells 2000). Since
then, the mode of development has shifted towaedfinblogical innovation and
organisational change to cope with financial diffies. The fundamental element in
the productivity is now knowledge and informatioglated to the development and
diffusion of related technologies (ICT), and nodenthe energy sources as in previous
industrial development. Informationalism, this nemode of development of the

capitalistic mode of production, has its distinettvait in the fact that:

“... the source of productivity lies in the techngjoof knowledge generation, information processing,
and symbolic communication.”

(Castells 1928)
Frost summarises in six key points the characiesistidentified by Castells - of new
organisational forms belonging to the informatiasral mode of development:

1) they have shifted ‘from mass production to flexipteduction, or from Fordism to post-Fordism

"Human resource bundles and manufacturing perfoceiaorganizational logic and flexible production
systems in the world auto industry." Industrial drdbor Relations Review8(2): 197-221.
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2) ‘the crisis of the large corporation, and the iesite of small and medium firms as agents of

innovation and sources of job creation’ (1996, p155

3) [...] ‘new methods of management’ (1996, p157), thieedude ‘just in time’ methods, total
quality management, the focus on team work anddineelopment of flat hierarchies, for
example. Central to this aspect of globalisation the changing relationship between

management and workers.

4) one feature of these changes is the emergencénadltidirectional network model enacted by
small and medium businesses’ (1996, p160) — thiscther forms of networking are central to

the information age.

5) ‘the licensing-subcontracting model of productiower the umbrella corporation’ (1996, p160)

has also emerged as a feature of contemporary ieegem

6) and finally, it follows that corporate strategitiaices are also central to the new organisational
structure (1996, p162).”

(Frost 20304)
According to Castells, the aim of the transformatid large scale organisations is “...

to ensure both innovation and continuity in a tasinging environment.” (1996, 166).

The capability to innovate, both process and prodig largely determined by
information technologies, which provide the infrasture for flexibility and
adaptability in the management of the productiorcess (ibid., 243). Castells stresses
that information technologies are not necessagduo their potential. The work that is
based on information technology “... call[s] foroperation, team work, workers’
autonomy and responsibility ...” (ibid., 246). Netheless, in the 1980s and 1990s the
potential of the information technologies was oftenstrained, either within old sets of
organizational goals or by the aims of saving labdumming costs and subduing
unions rather than enhancing productivity (ibidi22249). In fact, the introduction of
information technology without organizational chaagorought about an increase in
bureaucratization and rigidity (Castells 2000, 184)

From this discussion emerges the relevance of diegjgwork organization to take
advantage of information technology, in order tangéexibility, develop knowledge
and information, and support innovation. At the eatime, as was pointed out by
Castells, organizational changes can vary accordinghe cultural and historical
features of the context, as well as the goals @btiganizations (2000, 164 and 187). In

Chapter Five, drawing on industrial sociology, stmyjy of work and organization,
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political economy, | present different strategiépmduction as ways of organizing the
industrial production driven by different goalsspending to different contextual and
historical challenges. This is relevant to my resiean older workers’ learning, for |

want to develop a broader view of what learning mseand link this to the degree of

participation of workers allowed by the work orgeation.

2.4 The self in the informational society

As discussed above, in an informational society nayanizational trends emerge based
on networking and the complex relationships regltcecope with the need for flexible
production. Although Castells sees in the work tlstbased on information
technologies a possibility for a wider participatiof workers, he holds a negative view
about the impact of the different forms of busimasssetworking and points out the
increasing loss of power of workers in the relatitip between capital and labour. In
Castells’s opinion, such networking assumes ac@attonomy over the subjects, since
it imposes the fulfilment of goals and takes styatedecisions with indifference to

individuals and regions:

“... global networks of instrumental exchanges défety switch on and off individuals, groups, regs
and even countries, according to their relevancéuliiling the goals processed in the network,dn
relentless flow of strategic decisions.”

(Castell®969 3)

Moreover, the decentralization and networking oh8 and the transformation of work
processes due to information technology increase thdividualization and
diversification of working relationships, weakenitge influence of the Ilabour
movement, which has difficulties in representingvriénds of workers such as women,
youth, and immigrants, and act in the new typewaikplaces and in the new global
organization of production (Castells 1996, 1 an8)2Tastells concludes his analysis
by emphasizing the dramatic restructuring of thpite&labour relationship since the
early 1980s in the direction of the loss of labprotection:

“But never were the workers (regardless of theilsgkmore vulnerable to the organization, sinceyth
had become lean individuals, farmed out in a flexietwork whose whereabouts were unknown to the
network itself.”

(Castells 199892
What is important to point out here is that eveillskvere not enough to protect

workers from the re-organization of work:
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“Skills were not enough, since the process of teldgical change accelerated its pace, constantly
superseding the definition of appropriate skills.”

(Castells 199882
However, Castells remarks on the institutional ateon between the United States and
the European Union, due to a better defence optheiously conquered positions by
the labour institutions of the latter (1996, 277).

The theme of indifference to individuals and regidnghlighted by Castells is also

central in the work of Sennett who writes that leev economy:

“.... radiates indifference. It does so in terms It butcomes of human striving, as in winners-tdke-a
markets, where there is little connection betwerst iand reward. It radiates indifference in the
organization of absence of trust, where there isreeson to be needed. And it does so through
reengineering of institutions in which people areated as disposable. Such practices obviously and
brutally diminish the sense of mattering as a pgrebbeing necessary to others.”

1908, 46)
In particular, this author points out that olderrkers represent the segment which
suffers most from this indifference, since they #megeted during downsizing and
restructuring (ibid., 94). More generally, the fnagntation of work, the frictions within
teamwork and the disappearance of career pathsdehiktating consequences on the
sense of identity, self-worth, commitment and loyasince they undermine the sense

of continuity which individuals need to construceir lives as an organized narrative.

Though Castells and Sennett seem to recognize dle played by the self in
constructing the meaning of life as people seanchéw connectedness around shared
identity, they underline the socioeconomic contaxtbringing constraints on the self
(Castells 1996, 1-25). Giddens has a differentcgtaand emphasizes the agency of
individuals as generating choices. He declares that

“The self is not a passive entity, determined btemal influences; in forging their self-identitjeso
matter how local their specific contexts of actiomividuals contribute to and directly promote isbc
influences that are global in their consequencesmplications.”

(1991, 2)
Giddens stresses the importance of life style imosing work, due to the plurality of
options and the diversity of ‘authorities’ in whae calls high modernify Individuals
are encouraged to build their own lifestyle. Inrdpso the self of the subject constructs

a reflexive project that “... consists in the sustagnof coherent, yet continuously

% Giddens terms the current period of modernity igh,hrefusing the concept of post-modernism which
assumes the overcoming of modernity. He thinks we entering in a time of radicalisation and
universalisation of the features of modernity suah reflexivity, see Giddens, A. (1990). The
Consequences of Modernit§€ambridge, Polity Press. pages 3 and 38.
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revised, biographical narratives ...” (1991, 5). Tugb reflexivity, the self organizes a
trajectory and a plan for a life. “The self-ideptibecomes a reflexively organized
endeavour.” (1991, 5). “The key reference points s&t ‘from the inside’, in terms of
how the individual constructs/reconstructs his fifgtory.” (1991, 80). The social norms
seem to lose influence on individual as each cseate a personal belief system by
means of which the individual acknowledges thad fiist loyalty’ is to himself.” (1991,
80).

The reflections developed by Giddens take into aetandividual actions in the social

contexts, while Castells and Sennett are inclimedrderline the power of the global
network over individuals. Both these perspectiase the issue of relations of power.
Giddens tends to highlight the individual’s marfpn action, while Castells and Sennett
point out the limitations of this in the networkcsaty, in which the process of the
construction of the individual and collective Sekxcluded from the global network -

can be based on the refusal of the global netwiskfi The higher degree of power
ascribed by Giddens to individuals stems from Hnsoty of structuration, which

considers individuals as both creators and usettseofiorms and rules structuring social
systems. Beyond this position there is the issu¢hefrelation between actions and
structure, with its parallel methodological implicas about the analysis of micro and
macro levels of reality (Fielding 1988). My view dhis issue is shaped by the
theoretical approach which | adopt to conceptualésening, and which | discuss in

Chapter Three (see in particular section 3.3.2).

The analysis by Castells and Sennett of the impigitte new flexible capitalism mostly
refers to the dynamics of corporations in the nieralistic capitalism of the United
States and in economic activities organized at ajldbvel. Yet in Europe, and
especially in Italy, the structure of productiorckgracterized by the important presence
of small and medium enterprises (SMEs) which asitechallenged by globalisation,
but more rooted and embedded in the local comnashitiMoreover, continental
European SMEs operate in an institutional contéXstate capitalism”, where labour is
more protected than in Anglo-Saxon capitalism.Uohsa context, the relations among

the local social actors can develop a more integregsponse to the global competition,

* However there are scholars who point out that elenmultinational corporations are spatially stabl
especially in their core locations Hayter, R. (1p9/he Dynamics of Industrial Location: The Factory
the Firm and the Production Syste@hichester, John Wiley and Sons..
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based on accumulated technological knowledge, ctanpes and a tradition of flexible
specialization (Piore and Sabel 1984; Hayter 199itpnelli 2005). However, there is
also a trend towards the erosion of workers’ rightgler the pressure of global
competition, the increasing power of transnatioc@iporations (Webster 2002), and
more generally, the possibilities in a globalisedremy for subcontracting to firms
where the personnel is non-unionized and labourloas(Hayter 1997).

Having depicted the socioeconomic transformatiomsuning in the developed
countries, in the next section | turn to the Euepstrategies for facing challenges

coming from the new knowledge-driven economy (EaesopCouncil 2000).

2.5 The European Union’s response to the knowledge society: the

strategy of lifelong learning

Acknowledging some of the changes highlighted anliterature which | have discussed
above, the European Union (afterward EU) emphashzesneed for national policies

supporting people through lifelong learning.

At the extraordinary Luxembourg Council of 1997, ieth set up the European
Employment Strategy (EES), lifelong learning becaare objective, to promote
employability and combat unemployment. Since tte, scope attributed to lifelong
learning has been extended. In this process thestoile was the Lisbon Council in
2000, when a new and wider strategic goal was dgaesong the Member States: to
become the “most competitive and dynamic knowledigeen economy in the world”.

The information society is for all, and social exgibn is combated through lifelong
learning which has “higher priority [...] as a basmmponent of the European social
model ...” (European-Council 2000, 9). The Europe®6Rategy confirms the priority

of investing in lifelong learning (European-Comngs2010, 22-23).

The definition of lifelong learning in the UE docents has developed throughout the
years, extending the objectives of the learningivigt from those related to
employment — as stated in the European Employmeategy - to a wider range. In
“Making a European Area of Lifelong Learning a Rigd| lifelong learning is defined
as “all learning activity undertaken throughoutelifwith the aim of improving
knowledge, skills and competences within a persamalkc, social and/or employment-

related perspective” (European-Commission 2001, V@ithin this broad definition,
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lifelong learning appears to be characterized byuétidimensional social function: it is
seen as a factor for improving quality and produigtiat work, but this is an objective
overarched by and interrelated with full employmesatcial cohesion and inclusion, the
other objectives of the Lisbon agenda. In this vigwalso follows that learning can take
place in formal, non-formal and informal settingsd that the learner plays a central
role (European-Commission 2001, 23). Recently]difg learning has acquired a still
more comprehensive definition, which includes leéagnthrough guidance and

counselling (European-Parliament and European-Gb20@6, 6).

Lifelong learning has to be accessible for all,areiess of age, and “[e]very citizen
must be equipped with the skills needed to live amak in this new information

society.” (European-Council 2000, 3). This objeetivan be achieved with success
through a variety of partnerships among all the ketors — the different levels of
government, the social partners, the employerssethwho work in education and
training, civil associations, and individual citie - on the base of a shared

responsibility (European-Commission 2000, 5).

Learning is seen not only as acquiring knowledge as the development of knowledge
and competences, a process possible if people lbam to learn (European-
Commission 2001, 23). New practices and innovategagogies are needed to support
individuals’ competence development, implying tha&lovisation of non-formal and
informal settings and new roles for teachers amdnkrs (ibidem, 2001, 5). Formal
learning is defined as taking place in educatiod &mining institutions, leading to
recognised diplomas and qualifications. Non-forlealning is a structured activity, but
does not lead to formalised certificates. It maguncin the workplace and in social
activities. Informal learning is not necessarilfemtional learning, and may be not

recognized by individuals (European-Commission 2@)0

When measures to encourage workers and adultsaato &e debated, the discussion
concerns promoting information, quality of provisioremoving barriers, facilitating
and widening access, recognition of professionpkarnces through certification, and
flexible work schedules (European-Council 2008;dpean-Council 2011).

In the next paragraph | highlight the limits of tharopean response as stemming from
the poor conceptualization of learning and poorrawess of the differential needs of

the older workers.
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2.6 Problems in the current European educational re  sponse to the

economic transformations and ageing workforce

The reports on the progress on the Lisbon objextificg education and training
highlight that the participation of low-skilled andlder workers is seriously
underrepresented in lifelong learning and in cantig vocational training (European-
Commission 2006, 39-40; European-Commission 2008, Another recent European
Union document continues to consider the low |@fglarticipation of older workers in
adult learning a major problem (European-Councd&®0

| argue that one of the explanations for this esid is a poor conceptualization of
learning, which brings about inadequate policieslifelong learning (LLL) in these
cases. According to Saunders’ classification ofoties on the relation between
education and work (2006), it emerges from theofeihg analysis that the European
approach refers to functionalism and human cagi@bry narratives, combined with a
progressive emancipatory narrative. This bringsuaban emphasis on individual
responsibility, and tends to overlook the role lné tontext as a dimension in which
practices and relations evolve as a single devedopnThis a-contextual view is also
reflected in the conceptualization of skills and¥tedge mainly seen as the outcome

of information processing, detached from culturad aocial practices.

2.6.1 The traditional view on skills and learning
Referring to Guile (2002) and Darrah (1996, 11-1@)e of the assumptions that
underpins a traditional conception of skills isttlitais possible to break down into
constituent parts the skills that are needed tdoper adequately in jobs, and by
extension in the knowledge-based economy and sodibe other assumptions are that
people can perform the same skills independentisnftheir contexts, and that if they
do not possess these skills, they cannot perfoopeply. This view implies the design
of training programmes in which the elements ahireg match the elements of the skill,
following Thorndike’s notion of ‘identical elementdn this behavioural perspective all
the contexts are identical, so that the same stiprolvoke the same response, and
transfer of skills is possible. According to thegoiive paradigm, knowledge is
considered as divisible into homogeneous blocksteansferred as mental models and
representations. Since the content is standardihedprocess of assessment can be
easily organized.
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This traditional conception of skills goes with anceptualization of learning as
information processing in which the mind acquirdsag coded and unambiguous
information. In the words of Sfart and Guile, knedfje and skills are conceived as
commodities stored in mental structures and “caedemnto people’s private property”
(Sfard 1998; Guile 2001, 471). Darrah’s ethnogreimalysis of workplaces shows that
such a conception of skills is value-laden “in thalirects our attention to the actions of
workers, but not to the historically conditionedat®ns within which they work."
(1996, 29).

The conception of skills and learning in the EUscdments is related to such a
traditional view of knowledge. In the European Refee Framework on key
competences recommended to the Member States ttd0§uide the implementation
of lifelong learning policies, competences are wdvas a combination of knowledge,
skills and attitude (European-Parliament and Eumop@ouncil 2006). Despite this
broad definition of what people need to be activiezens, which also includes
subjective aspects such as attitude, the termigoleged abounds in verbs such as
“equip” and “update”, while little attention is gim to personal development. For

example:

“IMember States are recommended to ensure thaidligiducation and training offers all young people
the means taevelopthe key competences to a level thguipsthem for adult life, and which forms a
basis for further learning and working life (...) #duare able todevelop and update their key
competences throughout their lives, and that tlieera particular focus on target groups identified a
priorities in the national, regional and/or locahtexts, such as individuals needingipmlatetheir skills’

(European-Parliament and European-Coun€i62@Q1, my emphasis)
These verbs denote a conception of knowledge ailid ak objects to be supplied, and
which are supposed to move into and be acquirdtidyninds of individuals. The verb
“develop” tends to indicate the development of cetepces and conflate it with
personal fulfilment and development. Moreover they kcompetences — in
communication, mathematics, science, and informat@zhnologies - are set out as a
closed list, delimited and separat¢Buropean-Parliament and European-Council 2006),
reflecting the conceptualization of knowledge adl weded, easy to transfer and be
acquired. Moreover, this European Reference Framewa competences refers to

individuals in general terms, with only a marginantion of the relevance of contexts

® Interrelations and overlaps among competencesrdyementioned, but not elaborated.
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and the activities carried out by the individuaiu(opean-Parliament and European-
Council 2006, 13), for whom opportunities and nefedsearning can widely vary.

This neglect of contexts and activities seems intrest with the aim of the EU’s
strategy to rely on lifelong learning to build adkvledge-driven society and economy
and provide skills and knowledge to anyone to adaphe changes. This aim is even
more emphasized in the Europe 2020 strategy wherefunctionalistic perspective
clearly appears in the emphasis on education viewddnction of the labour market

needs:

“Member States should promote productivity and ayability through an adequatsupply of
knowledge and skills to match current and futureaed in the labour market. (...) Regular monitoring
of the performance of up-skilling and anticipatipalicies should help identify areas for improvement
and increase the responsiveness of education anthty systems to labour market needs.”

(European-Comiiais2010, 21-22, my emphasis)
This contradiction is due to the human capital theahich underpins the EU’s
discourse on lifelong learning. As argued by Browvho develops his reflection
drawing on the work of Fred Block, this theoretiparspective tends to consider the
formation of skill and human capacity of work “isolation from the social relations in
which individuals are embedded.” (Block 1990 quotbg Brown 2001, 14),
undermining the social aspects in the constructibiskill. Brown also stresses that
human capital theory neglects the issue of mobwato learn, relying on economic
incentives (Brown 2001, 14). | come back to thsuesin the next section.

The next section focuses on the assumption of iddals as atomized entities,

behaving independently from the activity in whitley are involved.

2.6.2 The individualistic view of the learning proc  ess

The 2008 report on progress towards the Lisbonctibgs states that the lifelong
learning perspective constitutes a shift of focusmf the responsibility of the

institutional level to the one of individuals to wh diverse opportunities for learning
are opened up. The stress is now focussed on gr@res outcome oriented learning
opportunities (European-Commission 2008, 24).

Learning is mainly considered as a process thabeaentirely managed by individuals

who can choose from a wide range of learning opjpdres. In this perspective the
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general competence of “learning to ledrrécommended in the European Reference
Framework, becomes crucial to be able to seizeldaming opportunities. Such a

competence is defined as follows:

“Learning to learhis the ability to pursue and persist in learning,organise one's own learning,
including through effective management of time amfdrmation, both individually and in groups. This
competence includes awareness of one's learnirgegscand needs, identifying available opportunities
and the ability to overcome obstacles in orderean successfully. This competence means gaining,
processing and assimilating new knowledge andssk#l well as seeking and making use of guidance.
Learning to learn engages learners to build orr pe&rning and life experiences in order to use apyly
knowledge and skills in a variety of contexts: atrte, at work, in education and training. Motivatamd
confidence are crucial to an individual's compeg¢ehc

(European-Parliamami European-Council 2006, 16)
In this quotation, learning is an individual endeawv in which perseverance, time
management and self-efficacy, which are seen asvidudl characteristics, are
fundamental. Motivation is conceived as an indiaidattribute too and there is no

consideration on how motivation can devélop

Yet the issue of motivation is seen as a cruceheint. In the recent renewed European
Agenda for the adult learning sector the low levemotivation is listed as one of the

obstacles to the participation in education anititng:

“Participation in adult learning has continued atl,ffrom 9,8 % of the 25-64 year-old populatior2@05

to only 9,1 % in 2010, thus making the increase@2@0’ target of 15 % by 2020 an even greater
challenge. Obstacles such as low motivation aratla ¢f care facilities to help women and men combin
family and work responsibilities with learning tbésre need attention.”

(European-Council 2011, 2)
The overall picture emerging from the EU’s docursewhich have been examined
above is that learning is an individual phenomeraol, the learner is finally responsible
for her/his learning and training throughout liféhis means that s/he has to develop a
learning attitude and motivation. This idea is digaxpressed in initial documents such

as “Making a European Area of Lifelong LearningeaRty”:

“All actors share a responsibility to work togettoa lifelong learning (...) and to support individsian
taking responsibility for their own learning.”

(European-Commission 2001, 11)

® This is one out of eight key competences fordifigj learning recommended by the European Reference
Framework as presented in the following documentogean-Parliament and European-Council (2006).
"Recommendation of the European Parliament and Goencil of 18 December 2006 on key
competences for Lifelong Learning (2006/962/EC)fidial Journal of the European Uniir894/10).

"It is worth noticing that - in the above quotedtte verbs typical of the cognitive paradigm aredis
Saying that “[the] competence means gaining, pmingsand assimilating new knowledge and skills” is
like referring to unambiguous symbols and toolschhire external and become internal representations
in the mind. | come back to this point in Chaptérde, section 3.2.
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and confirmed more recently in the renewed Europgegenda for adult learning which

plans to:

“(ii) develop a new approach to adult education #maghing which focuses on learning outcomes and
learnerresponsibility and autonomy

(iii) foster greater awareness among adults tlanleg is a lifelongendeavoumwhich theyshould pursue
at regular intervals during their livesand particularly during periods of unemploymemt career
transition;”

(European-Council 2011, 3 my emphasis)
Indeed, a European survey shows that individualainnreasons for planning less
vocational training in the near future are linkedtheir workplaces and the supply of
vocational training: 26% of people are not awar¢éhefneed for any new skills for their
job and 17% think that employers do not make thees®ary time or funding available;
18% feel that appropriate training is not on offeuropean-Commission 2006, 39). Yet
the interpretation of those findings is that marefcial support is needed (ibid., 39),
confirming a limited conceptualization of learniagtivities, which are seen only as
economic activities carried out by those who, pded with enough information, and
aware that benefits exceed costs, and that tinemg@ements are available, do not have
any other reason for not participating in it. Iimstinterpretation, individuals are seen as
guided by self-interest and assessment of costs bemefits, thus responding to

incentives, and motivation for learning as arisfirgn an economically rational chofte

As discussed in the previous sections, in the kadgé-based economy work practices
are continuously including and developing new tetbgical knowledge, and the
participation of workers is relevant to fosterimgntinuous innovation. For this ongoing
process of transformation of reality, learning asiradividual endeavour and based on
the development of skills is not appropriate to mup workers. As argued by
Engestrom and Guile, there is a “link between tneergence of new modes of
production, new conceptions of expertise and newleam®f learning” (Guile 2007). |

will discuss this link in Chapter Five.

In the next chapter | discuss a conceptualizatiolearning focused on the interaction
between individuals and the culture on which thiees impinge (Bruner 1997, 13).

This focus contrasts the computational view of thed perceived as a system for
processing information, governed by rules which fad cover the messy, ambiguous,

and context-sensitive processes of meaning makifidibid., 5). | then focus on the

8 | will discuss this view further in Chapter Fisection 5.7.
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cultural-historical perspective to take into acdolearning as a culturally mediated
relation in the context of localized interdepend@mnactices. The same theoretical

framework provides a conceptualization of motivatio

2.7 Concluding remarks

The sociological account provided by Bell and Oastandicates the relevance of
learning processes for workers in the organizatiaimanges brought about by the
informational economy. Besides the importance afriag, the above discussion
indicates the organization of work as pivotal fog diffusion of information technology
and enhancing performance of enterprises. Yet eritie conceptualization of learning
nor the relation between this and work is at thetreeof the interests revealed in the

literature on informational economy.

The EU’s approach to lifelong learning seems taceatrate on the individual level and
tends to overlook the role of the activities in @hhiworkers are actually involved, their
embedded culture, and the institutional contexter&fore a theoretical framework is
needed to connect learning, the working activitied the strategies of the enterprises in
the global economy.

The next step is to discuss the contribution oft@al-Historical Activity Theory to
framing the issue of what is learning and how iteated to activities defined by their
specific tools, objectives and mediational cultufEse conceptualization of learning as

a collective and cultural phenomenon will guide magearch on older workers’ learning.
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3 Learning as a cultural and collective process

3.1 Introduction

As discussed in Chapter Two, according to the EemopUnion, in knowledge-based
societies, citizens need to continue learning imleorto adapt flexibly to the

transforming and interconnected social and economudd. The European policies
seem to be based on the assumption that once waskerinformed and guided about
learning opportunities, costs are shared, and tsr&ranged in an appropriate way,
participation in lifelong learning should incread¢owever the rate of participation

seems still to be inadequate, especially in the ocatow-skilled and older workers.

The first consideration is that in the new socrad aconomic context the possibilities of
learning become more complex due to the type oéldgvnent required in knowledge-
based societies. As | discussed in the previouptehaglobal competition imposes a
rapid pace of innovation which needs new orgaropaii models of work, adapted to
value the technological knowledge embodied in tloekwpractices and workers, and to
support the sharing and creation of it. In thisteghlearning is an ongoing activity.
Moreover, the ageing of the workforce emphasizes riglevance of technological

knowledge mastered by older workers.

The second consideration is that the fragmenteigtyostretches the cohesion between
collective aims and individual goals, already wewc by the division of labour.

Therefore an adequate response to the need ofepempearn, share knowledge, and
participate in its creation should take into acdotire motivational aspects of the

working activity, as favouring learning.

As shown in Chapter Two (sections 2.5 and 2.6)cumrent European policy the
conceptualization of learning is limited to the ognition of a variety of learning
settings as formal, informal and non-formal, in efhpeople develop key competences
for adapting flexibly to the changing world. Thaseno consideration of how people
learn and develop, and how motivation forms, egtgcn the case of employees with

long work experience. Learning is seen as mereipdinidual endeavour.

Yet, since the economic and social changes are lkdge-based, and innovation
sprouts from the circulation and sharing of knowledsection 2.3), a conceptualization

of learning is needed which takes into account itterplay among individuals
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participating in collective working activities, aug with objects and using instruments,
and making sense of what they do. Since my focusnisolder workers, who are
working with a perspective of a longer professioli@ than those of the previous

generations, | want to study the link between wamld learning activities.

Such a link is in fact the base for innovation. &lgulearning is conceived as an
activity which is not necessarily related to onw/erk. Here, since the focus is on
workers and their employability in a knowledge-lthseeonomy, there is a good reason
to concentrate on learning linked to working. | wemargue that the employability of
older workers and the economic success of theiaesivwn which they work are related.
If older workers (like other workers) learn by wiony, that means that not only older
workers have a chance to maintain their employgbitiut that the economic activity
has a good chance of being innovative and maimigiité position in the global or local
competition. | acknowledge that the success ofnalustrial production depends on a
complex range of factors; therefore building a h@ay environment is not enough to
guarantee the competitiveness of a business. Howlewant to highlight the link
between workers as learners and the success oflastiial production as one aspect of
this success, aiming to show that seeing learnmguely as an individual endeavour is
restrictive. | will come back to the issue of ségies of productions and learning in

Chapters Five and Six.

In this chapter | explore the tenets of Culturastdrical Activity Theory (CHAT), to
frame my research with a conceptualization of lemras a collective and cultural

process, and not as an individual endeavour.

Before entering the world of CHAT, | come back toe tcognitivist perspective
surfacing in the European Union’s documents (sedose2.6) to stress its features, in
order to clarify the distinctiveness of CHAT frorhat perspective. After a brief
presentation of the cognitivist perspective andnmgsact on the approach to education, |
discuss the contributions of Cultural Historicaltikity Theory. CHAT provides my
research with the theoretical frame for conceivingtivation to learn as an impulse
related to the subjective sense of the activitresviich individuals are involved (3.3
and 3.3.1). According to this theoretical approdehrning takes place in interactions
among individuals around the objects of their an#is, mediated by artefacts
appropriated and accumulated through social relati(8.3.2 and 3.3.3), in which
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human subjectivity develops as one pole of theegysif interactions (3.5). The concept
of activity as a three-level structure allows explemgy the tensions between the
collective and individual planes, linked by theedijand motive of the activity, but also
distanced from each other by high division of labda this system of interactions,
individual and socio-cultural changes have to bayaed as unique historical processes
of development (3.4).

3.2 Perspectives on learning: computational and cul tural approaches

The traditional conceptualization of skills and rleag mentioned in the previous
chapter (see section 2.6) stems from the cogritwesv of what is knowledge and how
the mind works. The cognitivist paradigm, developéth the cognitive revolution in
the 1950s, draws on the Kantian idea of representaf the reality built in our mind
through our perception and judgements which allbes ¢onstruction of concepts then
used to act in the world (Guile 2006, 253). Thisn#an conceptualization of
knowledge, stemming from the Cartesian conceptfomiad (Bakhurst 1997), had the
important implications of yielding in learning thgoto the view of mind as the
repository of stored knowledge and learning as acgss of acquisition of the

theoretical knowledge or maxims of the experts @.quoted by Guile 2006, 254).

Bruner states that the cognitive revolution haginated the computational approach to
education, to which he opposes what he calls theuralism (1997, 1-3). The
computational approach conceives the mind as a etanplevice, and consequently
focuses on information processing. In the secomsgipeetive the mind is seen as shaped

through the use of human culture and develops giraoeaning making.

The contributions from the computational stanceratevant to govern the process of
passing information with consistency and clarity. this view, information is finite,
coded, and unambiguous, with a well-formed anddisiense, independent from the
information processing and the context in whicls itaking place. The management of
information is governed by specifiable rules. Yéte trules which control the
information processing cannot encompass the urdesdsde feedbacks in the process of
knowing which is seen in culturalism as “often messmore fraught with ambiguity

than such a view allows.” (Bruner 1997, 2).
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In culturalism, knowing is centred on the procetsneaning making which “... is in
principle interpretive, fraught with ambiguity, s#tive to the occasion, and often after
the fact.” (Bruner 1997, 6). This emphasis on megumaking descends from the
conception of mind as linked to culture. In thigpagach the emphasis is on culture and
not in knowledge as in the computational one. Celtis understood as sharing a
common historically developed symbolism which oigas and construes the technical-
social life of the community through values, righdbligations, opportunity, power and
exchanges. This symbolic heritage has been corserlaborated, and passed on
through generations, and provides a source of iiyesntd a way of life (Bruner 1997,
3). The individual expression of the culture is miag making, that is:

“... assigning meaning to things in different setimn particular occasions. Meaning making involves
situating encounters with the world in their appiafe cultural contexts in order to know “what thexg
about”. Although meanings are “in the mind”, theawh their origins and their significance in thetord

in which they are created.”

(Bruner9ai® 3)
Thus meanings are situated in a context, and ith&r situatedness that allows

communication within the community:

“It is culture that provides the tools for orgamigiand understanding our worlds in communicablesiiay
(Bruner 1997

These two conceptions of mind have different apgrea to education.

Computationalism focuses on defining rules throughich individuals process

information, and provides indications on how tharter can be helped to do so.
Culturalism has a much wider view on what is goamgin education and learning. It
considers the process of knowing as intersubjecitivehe sense that it is about
understanding each other’s mind through languagstuge, or other means (Bruner
1997, 20). Individuals communicate and learn frauoheother, negotiating the meaning

of things, using the properties of the mind anddhiéural symbolic systems learned:

“Learning and thinking are always situated in aunall setting and always dependent upon the utitina
of cultural resources.”

(Bruner9a® 4)
Bruner’s distinction between computational andwalt perspectives on learning offers

a framework to interpret what | pointed out in Hrealysis of the EU’s recent documents
on lifelong learning (section 2.6). The EU’'s empkasn providing and equipping
individuals with key competences shows a computatigiew of mind and learning. As

| noted in that analysis, the idea of a varietycofitexts and cultures is very marginal.
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Even if sometimes this idea is mentioned, the ildizlistic approach to learning —
manifest in some quotations in section 2.6 — repessclear evidence of the neglect of
the cultural and historical aspects of educatiod l@arning. Such a view plays down
the negotiation of meanings and the situatednetisegprocess of learning, highlighted

by cultural psychology.

Yet Bruner’'s aim has been to contrast and clarifg two mentioned theoretical
perspectives. Since the focus of the research cam@tonomic activities in changing
contexts and older workers participating in theBanges, | need conceptual tools to
frame the constant learning and interplay betweadividuals and contexts. Approaches
based on CHAT are appropriate to shed light omlaegras a cultural and collective
process situated in economic and social contextsh 8 theoretical perspective is even
more useful when social and economic contextsratiee process of transformation, the
distribution of resources and power changes, amibeilic mediation integrates new

ideas and new ways of thinking.

In what follows, | first discuss the broad thearatiunderpinnings of CHAT. | then
address how this school of thought views the dgrent of mind in order to interpret
how older workers’ development is closely relatedhte development of the activities
which they have been carrying out. Such an accsetst out the theoretical framework
for considering the relation between older workansl contexts as a continuous and
dynamic interplay, forming a single process of depment. In this theoretical
perspective, learning is a social process of miasfeand internalizing symbolic and
material artefacts and externalizing these in @agrgut activities with other individuals
in relations of power. | then explore the concepblyect-oriented activity, to highlight
the relation between the individual and collec@lements and frame a view of human
subjectivity as inextricably linked to the collaai processes of material production.
This account aims at structuring the analysis ef éhgagement of older workers in
learning, namely their motive for learning. In aty theory there are no personal
attitudes, but the self is seen as co-evolving hth activities and making personal
senses of the latter. The personal aspects arenaérgist because they belong to a
subjectivity, but this subjectivity forms in thetémactions with material production and
social relations. | introduce the conceptualizabbthe self in activity theory later on in

this chapter.
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The next sections and subsections are going teempréSHAT gradually, introducing
general concepts first, and then discussing thenmane detail, with an effort to
returning to some issues repeatedly to highligmneations which can be appreciated

only when some new ideas have been presented.

3.3 Learning as a cultural process: the contributio n of CHAT

3.3.1 Activity as the underpinning concept of CHAT

The conceptualization of learning as an intersuljeand collective process is typical
of a practice-based approach. Perspectives focusingituated learning (Lave 1988;
Lave and Wenger 1991), sociocultural mind (Rog®®@; Cole 1996; Wertsch 1998),
distributed cognition (Hutchins 1995) and cultungtorical activity theory (Chaiklin
2003) share the same interest in practices, searkayg to grasp the complexity of the
interplay between mind and context. The concepprattice has its origin in three
traditions: the Marxist tradition, interpretativigphenomenology) and Wittengenstein’s
legacy (Schatzki, Knorr-Cetina et al. 2001).

CHAT is based on Marx’s philosophy of the ontolagyconsciousness as developed in
“The German Ideology”, with its view of the primao§ human activityin shaping
individual consciousness. Marx developed his thaebawing upon the Hegelian idea
that “... the self [is] constituted in the actwit that is, in the social practice — of labour.”
(Tolman 2001, 89). In Marx’s account, this stare@mproved upon by elaborating the
relevance of theuality of this relationship, which was not discussed kgél. Marx
gave a highly concrete conceptualization to prattactivity, pointing out the link
between human needs and activity. Human beings haeels which are not only
physical, but develop historically and have to dibhwhe quality of life and self-
fulfilment. The human mode of satisfying needs astipipating in social practice as
well as maximising individuality and self-conscioess. In his philosophical view,
human practice is the basis of human cognitionclvis seen as inseparable from social

relations.

The Russian psychologists adopted Marx’s thinkongevelop a cultural and historical

approach to psychology, and to search for resalstito the principal theoretical

° In this paragraph ‘activity’ and ‘practice’ areeasinterchangeably. In the following paragraphsivéty’
acquires a specific connotation through the prediemt of the Leontiev scheme of activity, actiomsla
operations. In that scheme, operations can corngsgopractices.
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problems encountered by behaviorism, Gestalt pdgggp and psychoanalysis
(Leontiev 1978, 2; Bakhurst 1991, 62). The projeas started by Vygotsky, who gave
great insights into the origin of individual devefoent in little more than a decade, in
the 1920s, before dying prematurely. He developkdtvine called cultural-historical
psychology. Leontiev, one of his well-known followsgelaborated the related theory of
activity. The works of these authors and other cokers penetrated Western academic
thinking slowly, due to the restrictions imposedtbg Soviet regime on their diffusion.
Yet from the 1970s their ideas started to spreaéimerica and Europe, giving rise to
the development of a wide range of studies, aliftatheir roots in the Russian school
of thought founded by Vygotsky and his followersneéOway of labelling this

mainstream is Cultural Historical Activity Theor@{AT)™.

With respect to the frameworks of situated learnamgl distributed cognition, the
ontological aspects of Marxist philosophy providelAT with an emphasis on the
entire context of actions: it is possible to grédse meaning of human actions only by

considering the wider activity in which they areread out.

Contrary to the primacy of either the external siinor the internal processes in
behavioural and cognitivist frameworks, the cullniatorical psychologists shifted the
focus to the relation between subject and objedtthe social and historical nature of
this connection. The mechanism of these connectioas elaborated by Vygotsky -
who called it the general genetic (from “genesisiy of cultural development -: the
formation of the intra-subjective plane of mentatiaty is shaped by the transition
from the external inter-subjective plane, emergingthe social interactions, and

mediated by cultural tools:

“Any higher mental function was external (and) sbdbefore it was internal. It was once a social
relationship between two people .... We can formuthte general law of cultural development in the
following way: Any function in the child’s culturalevelopment appears twice or on two planes .... It
appears first between people as an intermentabagteand then within the child as an intramental
category. This is equally true of voluntary attentilogical memory, the formation of concepts, &msl
development of will (1960a, pp. 197-198).”

(Vygotsky quoted in Minick 1985, 83)
In other words, as Stetsenko puts it, the origomatf human subjectivity in Vygotsky
is seen as located in the processes of social egehanstead of viewing it as a self-

sufficient phenomenon detached from these exchamges evolving on its own

2 Such a term is a relatively new term and it issemalgamation of the label used by Vygotsky cultural
historical psychology and activity theory used lapohtiev.
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mentalist grounds.” (2005, 74). These processesotidimit individuality, and indeed
are those through which individuals become seléwgheining and thinking subjects
(Bakhurst 1991, 79).

Although Vygotsky and Leontiev both argued the gamiltural origin of psychological
development, they had a different focus on it. Ttvener centred his work on the
mediation of language in social interactions, wherthe latter centred on the driving
force of the objective activity. The different facis the result of a shift by Leontiev,
who probably aimed at escaping the accusation eélislm made to the cultural-
historical psychology of Vygotsky by the Soviet irag. Whatever may be the reason
for Leontiev’'s choice of putting objective activitgt the centre of his theoretical
elaboration, his contribution expanded the culthiatorical psychology of Vygotsky,
pointing out that individual action always acquiresssmeaning when it is considered as
part of an objective activity (or object-orientectiaity). | will analyze the concept of

objective activity in section 3.4.

So far, the main point to retain is that CHAT pasivity at the centre of its speculation,
as the link between the subject and the objecglation mediated by artefacts, both
material and immaterial. The scholars who refethts tradition of thought lay special
emphasis on the interplay between mind and worloutih activity and its artefacts, in
the service of goals (Cole 1985). That implies alatitical reciprocal transformation
between the self and the context, going beyond \betasm (focusing on the
environment), cognitivism (centred on mental psyofiwal processes) and any
ontological separation between persons and theamaent (Beach 1999; Stetsenko
2005).

In the next two sections | explore this relatiopshetween the mind and activity. This
relationship is essential for understanding tha tider workers’ engagement in

learning is mediated by the activities that theyehbeen performing all along their lives.

3.3.2 Activity and mind: a single integral process of development

Although the differences between Vygotsky and Leanshould not be overlooked,
they share the stance on the cultural-historicagiorof human development, as
mentioned above. In this section | present in defith relationship between

participation in activity and the development o thind as elaborated by Vygotsky and
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Leontiev, and interpreted by some contemporary nesmof the large family of

practice-based approaches mentioned at the opefhsegtion 3.3.1.

Vygotsky's work is based on “... a close connectmiween human psychological
development and the participation of the individuaVarious forms of social activity.”
(Minick 1985, 232). The key assumption of the Raissbchool is that the individual
does not have any psychological characteristicsatation from social activity and
action (Minick 1985). The development of tbapacityof higher mental functions such
speech, thinking, logical memory, voluntary attenti desire, intention constantly
occurs and is mediated by the evolving relatiortsveen the individual and the social

environment:

“On Vygotsky’s position, the child interaction withe environment, his or her gradual inauguratido i
social practices, is conceived not simply as thgiroof particular beliefs, desires, hopes, intens, and
S0 on, but as a source of the child’'s veapacityto believe, to desire, and so on.”

(Bakhurst 1991, 78, author's emphasis)
Leontiev widens the concept of social interactiediby Vygotsky. He inserts social
interactions in the system of activity, and unded the relationship between the human
culture developed over history and human activitidse mastery of the products of
historical development shapes not only the psydicéd functions, but also the
characteristics of any activity, since the artefdoembody essential features of the

activity for which they have been developed:

“To take possession of the objects or phenomenaatteathe products of historical development, the
relationship of the individual to them must realittee kind of activity that reproduces the essential
features of the activity that is embodied or acclated in them (Leont’ev, 1981f, p. 418).”

(Leontiev quoted in Minick 1985, 239)
However, the influence of historical products omgmhg activities and psychological
functions does not imply a determinist relationohgev argues that the concept of
adaptation to the environment is adequate to timeipte governing the development of
animals’ activity, but inadequate in the case omhuo beings due to their ability to

transform and create material and symbolic artefact

"In their activity, people do not simply accommasldhemselves to nature. They transform nature in
accordance with their developing needs and protheeneans for the production of these objects. They
create tools. Ultimately, they create the most desamachines, buildings, and clothes. Along witasé

While Vygotsky refers to cultural tools as symbdaligns, Leontiev also emphasizes objects as mediato
in the relation between individuals and the soeiavironment. | prefer to use the term “artefacts”,
leave the use of the word “object” to signify thieject of the activity. | will introduce the concept
activity object in section 3.4.2. | will come batikthe concept of artifact as defined by Cole ictise
3.3.3, note 14.
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successes in the production of material goodsjtalirculture develops as well. Knowledge of the
surrounding world and of man himself is enricheziesce and art develop (Leont'ev, 1981f, p. 414)."

(quoted in Minick 1985, 234)
Thus, in CHAT individual development is based oml dakes place through social

interactions, mediated by artefacts developed tirout the evolution of the human
species. In this position, individual and sociavelepments are seen as mutually

interwoven (Cole 1996).

As Cole and Wertsch (1997) argue, the culturalehisal perspective has several
implications in view of how the mind works. Firghe use of artefacts shapes and
transforms higher mental functions. Secondly, nmept@acesses are specific, not
universal, since they derive from using artefacksctv were developed (and are being
developed) for specific contexts. A third implicatiidentified by Cole and Wertsch is

that mental development is part of a single biaadawltural process, in which the

mind is only a component together with others -haagcontexts, actions and artefacts.

A further implication is the emerging continuum weén the mind and the world of

activities, so that subjects and objects (artefazta be perceived as unified:

“ ... mind is no longer to be located entirelyides the head; higher psychological functions are
transactions that include the biological individudde cultural mediational artifacts, and the aulliy
social and natural environments of which persoesagpart.”

(ibid., 3)
and

“... because what | call mind works through adiait cannot be unconditionally bounded by thedhea
nor even by the body, but must be seen as distdbint the artifacts which are woven together anatiwvh
weave together individual human actions in conggéttt and as a part of the permeable, changing,teven
of life.”

(ibid., 3)
Therefore it does not make sense to analyse mictthna context and artefacts as

independent of each other.

The cultural-historical activity perspective on tdevelopment of the mind is being
strengthened now by the recent advances in neerasgi biology and the cognitive
science of the embodied mind (Clark 1997; Danié312 47; Cardinali, Frassinetti et al.

2009), which confirm the interplay between minddypand the environment.

The conceptualization of individual development @ext of the development of
individuals and of collective activities seen aswdole suggests a number of

considerations on the issue of lifelong learning dtder workers in a transforming
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economic and social context. First, the procesdeafning is seen in CHAT as
interwoven with the development of the context thick individuals belong. In this
view, when the context develops, the individuals edso develop and vice versa,
through the process of internalization/externaiorat of the artefacts and
use/transformation of them in activities. Secondys single process of development
raises the issue of a new conceptualization ofestibjty, able to acknowledge the

interrelations between mind and world as well aspérsonal side in these ones.

| discuss further the process of internalizatiotémalization in the next section in

which it emerges the issue of subjectivity, as igifted by Stetsenko (2005).

3.3.3 Activity, artefacts, and mind: appropriation, internalization and externalization
As | pointed out in the previous section, in CHAfTefacts play a fundamental role in
the development of individuals and for this reasater in the process of formation of

the capacity of the higher mental functions.

It remains to interpret how this occurs. Two maasifjons on the process occurring in
the relation between artefacts and individuals @distinguishable in practice-based
approaches. In the sociocultural literat@recholars such Cole, Wertsch and Rogoff put
the emphasis on the mediated actions or activdfesveryday life and focus on the
process of appropriation of artefacts.

In CHAT, authors such as Stetsenko work with thacepts of internalization and
externalization introduced by Vygotsky and extendgd_eontiev, as | mention in the

previous sections.

The differences between these two positions contte¥remphasis on material versus
symbolic mediational tools (artefacts) and therprtetation of the dualities of the whole

made of individuals and environment.

3.3.4 Appropriation of artefacts
Wertsch argues that in mediated actions (e.g., yaléting or navigating a large naval
vessel) there are no important processes fromxteeral to the internal for the subjects

involved:

12 According to the interpretation of Daniels, theisoultural field is the one in which the focusois the
social formation of the mind Daniels, H. (2008). déysky and Researchhondon and New York,
Routledge. page 51.

46



“This is not to say that there are not importanérinal dimensions or changes in internal dimensions
those carrying out these external processes, Qattd say that the metaphor of internalizatiornios
strong in that it implies something that often doeshappen.”

(Wertsch 1988)

Therefore he prefers to focus on the “knowing hamt “mastery” processes about
skills necessary to carry out mediated actidinScholars of situated cognition, such
Rogoff, adopt a similar concept, referring to “papatory appropriation” (Valsiner
1998, 112). The personal mental world is not denieat the empirical work is
concentrated on individual change through guidedigigation in activity (Valsiner
1998, 112). Cole’s emphasis is on the mutual irkemng that relates the culture and
the person, whose locus is in the concrete a@s/itf everyday life (Valsiner 1998,
109). Borrowing from the microsociologist Birdwheif Cole puts forward the
metaphor of rope, thread and weaving to depict suchnnection, thus avoids talking
about inside-outside (Cole 1993, 135). Cole agvatsBateson’s view on mind, that it
does not make sense to try to separate the mindtfie artefacts:

“Suppose | am a blind man, and | use a stick. tagn tap, tap. Where do | start? Is my mental syste
bounded at the handle of the stick? Is it boundethp skin? Does it start halfway up the stick? Dites
start at the tip of the stick?”

(Batesi®iv2, 459, quoted in Cole 1996, 136)
As Cole puts it:

“In short, because what we call mind works throagtefacts, it cannot be unconditionally bounded by
the head or even by the body, but must be seeistibdted in the artefacts which ane@ven together
and which weave together individual human actiangéncert with and as a part of the permeable,
changing, events of life.”

(Cole 1996, 136713
When Cole deals with ontogenetic development, fopisdthe term ‘appropriation’ for

the child’s process of copying adults’ practicesotigh participation in the activities
arranged around her (ibid., 178-197). Hence, foteQbe appropriation process is

triggered by participation, as in Rogoff’'s works.

Yet it seems that the concept of appropriation tions as a “black box” and its use
does not explicate how the personal side of cocistru takes place (Valsiner 1998,
113). The authors who emphasise appropriation thiak internalization is not the
relevant process: as Wertsch reminds us, in Hutthianalysis of the cooperative

activity of navigating a large naval vessel intbaatbour, cognition is distributed among

3 Wertsch makes a distinction between “mastery” ‘@ppropriation”. The first term refers to the uge o
cultural tools with a feeling of conflict or resasice that can grow into a refusal of it. The sedemnah is
about making cultural tools one’s own (Wertsch 193856).
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the individuals and in the shared set of complekstaand internalization does not occur
(Wertsch 1998, 51). These authors also tend tdkttmat the consideration of the

internal plane leads to dualism.

3.3.5 Internalization, externalization and the emer  ging subjectivity

According to Stetsenko, the concept of appropnatieakens the subjective pole which
is one of the three at the base of human life &awldpment: the material production of
tools, the social exchanges and precisely humajedibty (2005). She argues that
Vygotsky’s theoretical approach to the relatiorwesn individuals and cultural tools,
extended by the work of Leontiev, seems to genematiee opportunities to analyse the

processes occurring in that relation.

As | mentioned previously (see 3.3.1), Vygotskyasngral genetic law of cultural
development shifts the focus from the internal wdtlial origin of development to the
relation between the subject and other individualsng place in activities mediated by
artefacts. The emphasis is on symbolic tools ssdarayuage, to which Vygotsky gives
a special status among other artefacts becausdsofumdamental role in social

interactions. He also mentions other tools such as:

“various systems for counting; mnemonic techniquagebraic symbol systems; works of art; writing;
schemes, diagrams, maps and mechanical drawingsired of conventional signs (Vygotsky, 1981c, pp.
136-7)."

(Daniels 300)
Cultural tools are first used in the relation wdhother person, and then they are
transformed into an individual method of behavidtlie move from the intersubjective
plane (between people) to the intrasubjective omside the person) is called

“internalization” and is a transformative one. Iggotsky’s words:

“Thus, the sign initially acts as a means of socahnections in the behavior of the child, as an
intermental function; subsequently it becomes anmmeaf controlling his own behavior and he just
transfers the social relation to a subject inwatd his personality. The most important and basithe
genetic laws, to which the study of the higher rakfiinctions leads us, states that every symbolic
activity of the child was at one time a social foofncooperation and retains, along the whole pdth o
development to its very highest points, the somiathod of functioning. The history of higher mental
functions is disclosed here as the history of caitvg means of social behavior into means of irdiiail-
psychological organization.”

(Vygotskij 19941)
Vygotsky regards internalization as a process ahgformation of external social
behaviour, mediated by cultural tools, so thas itaconstructed in the child’s mind and
brings about important structural changes in hgclpslogical functions (Lawrence and
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Valsiner 1993). The issue is how to analyze thésmges while avoiding representing

the relationship between individual and environment

“...in such a way that on one side we have the imibgeof self while on the other we have the inflleenc
of the environment. Though the problem is frequergpresented in precisely this way, it is incotrec
represent the two as external forces acting onamo¢her. In the attempt to study the unity, the awe
initially torn apart. The attempt is then made miteithem (1984c, p.380).”

(Vygotsky quoted in Minick 1985, 108)
In the final phase of his career, Vygotsky identifthe making of sense and meaning as

the mechanism which transforms and individualibesexternal social activity:

“Vygotsky argued that the fundamental inadequacsos$t attempts to study the environment’s influence
on the child’s development is the practice of dibsng the environment in terms of “absolute indiges
that is, of conceptualizing the environment axists in isolation from the child rather than stindyit in
terms of “what it means for the child”, in terms“tiie child’s relationship to the various aspedtshis
environment” (1984c, p.381)"

(Minick 1989)9)
As reported in the previous section, Leontiev edserthe Vygotskian idea of
internalization to the material forms of the cotlee productive activities. He stresses
that artefacts embody the characteristics of thieiaes for which they were produced.
Taking possession and mastering tools imply toadyce the features of the original
activity for which the tools were created and tovelep the psychological
characteristics necessary to use and transforne ttozds and carry out that activity.
Leontiev points out that individuals transform therld to respond to their developing

needs and create new tools and new activities.

Yet, Stetsenko notices that Vygotsky's and Leorgievorks concentrate more on the

internalization process and less on the exterraizane.

In the Leontiev’s work, in which the transformativature of the human development is
recognized, the use of the idea of interdependmsnlaaited. For instance, in the case of

internalization/externalization:

. internalization became more explored and elategraupon than that of externalization of
psychological processes in products and aspecttheofworld developed each time anew in even
seemingly mundane activities of individuals.”

(Stetsenko 2005, 77)
According to Stetsenko internalization and extemadion are interdependent processes,

in the sense that one cannot exist without therptined both find their origin in the
activities and social interactions. In particulae sargues that human subjectivity is the

necessary moment in these processes:
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“These processes [internalization and externabpqtare inextricably linked in that they exist tter,

both being implicated in realizing transitions amowarious planes of activity within their ever-
expanding flow. Both internalization and externatfian appear as mechanisms that are equally and
simultaneously necessary for life processes toaneed out, with human subjectivity (on the intdized

pole of activity) being a necessary, though tramgjtmoment in these processes.”

(Stetsenko 208%)
In other words, she embraces both contributions ftygotsky and Leontiev about the

relevance of collective exchanges and material ymtion in the formation of
subjectivity, but she gives to this latter a momeantthe system of interactions of
societal and material activities. She wants to askedge the individual mechanisms

which regulate the material production and theetatiexchanges.:

“Namely, [in CHAT] human subjectivity is conceptirdd as originating from, and subordinated to, the
collective exchanges [in Vygotsky] and materialdarction [in Leontiev]. This formulation is lackirane
important idea that was implicitly present in Marxvorks - the idea that in human history theretexis
not only an interdependence and co-evolution ohtlagerial production on the one hand, and the tacie
(i.e., collective, inter-subjective) forms of lifen the other. One other aspect of human life also
evolves together with these two processes. Nantiedysubjective mechanisms allowing for individual
participation in collective processes of materiaduction are also implicated in the functioningwdfat
essentially is a unified three-fold system of iat#ions.”

(Stetsenko 20D%)
She wants to spell out that all these three preseasthe foundation of human life —
material production, societal exchanges and subgentechanisms - co-evolve together
“interpenetrating and influencing each other, nevecoming completely detached or

independent from each other “ (ibid., 74).

Stetsenko’s emphasis on human subjectivity givesk da CHAT the power of a
dialectical analysis, overcoming the dualism nomptetely resolved in the work of
Vygotsky and Leontiev. | will come back to Stetseiskwork on human subjectivity

later on (see 3.5).

The approach to the relation between mind and wahdetch applies the concepts of
internalization/externalization allows thorough ewaation of the definition of learning.
Learning is a cultural and social process in thessghat the individual internalizes the
symbolic aspects of social and historical artefAétsintersubjective relations and in

connection with collective material activity. Howery what are internalized return to

14 As acknowledged at the outset of this section,ténen “artefacts” corresponds to the appropriation
approach, while “cultural tools” refers to the imalization/externalization perspective. Even ddopt
the latter perspective for the purpose of this asde | prefer to use the term “artefacts” with the
conceptual meaning put forward by Michael Cole.eCaln the basis of the llyenkov’s work, points out
that artefacts always include an ideal aspect, @remn they have a physical form. This stems froeirth
mediational use in social activity. Cfr. Cole, M906)._Cultural Psychology. A once and future gibae.
Cambridge, Massachusettes, and London, EnglandB&lkaap Press of Harvard University Press.
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and act back on the world through the developedtaheapacity, already changed by
the subjectivity which attributes meanings and ssnkdeal with meaning and sense in

the next section.

To theoretically inform the issue of the relatioetween collective activity and
individual development | now present the activiigdry of Leontiev. The contributions
from this discussion will also illuminate furthdretissue of the space of subjectivity in
the context of collective activity, namely with pest to the issue of motive for learning
and how this is related to needs of learning. is discussion the relevance of the social

meaning and personal sense of the object of tiatgatill begin to emerge.

3.4 Object-oriented activity: collective motive and individuals’ goals

In this section | want to highlight the relatioma@ng the elements which form the flow
of an activity. As pointed out by Leontiev, whatppans externally in an activity is
mediated by the psychic reflection which is pard aakes part in the transformations
occurring in the activity. As | interpret it, thrmeans that there is only one activity,
which has internal and external aspects. Accordmd.eontiev, the activity has a
structure made of elements. Analysing the relatian®ng these elements of the
activity allows the explication of the volitive €i. motivational) aspects in the activity
(Leontiev 1978, 60-95). Actually, the focus of L&er’s work is the development of
consciousness to explain the engagement of theedsbjHe adopts the activity
(objective activity) as the explanatory principlef dhe internal processes
(internalizatiot®) which give form to consciousness and its motosi dimension. |

explain it in what follows.

The construct of “objective activity” was developey Leontiev to expand Vygotsky’s
focus on the relation between mind and mediatervigctVygotsky's conception of

activity refers to face-to-face social interactiuch as activities involving the
educational relation between child and adult. Haterested in this cooperative activity
mediated by signs to explain the development ofdmiNygotsky achieves his goal of
developing a theoretical framework to overcome dbeceptual isolation of mind and
behaviour in mentalist and behaviourist psycholegiele obtains this result by

introducing the study of practical activity in thield of psychology and analysing

!5 eontiev (or the translator) uses the term “imtgration”. | adopt “internalization” in cohereneéth
the terminology used in the previous section.
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psychological processes as developing in equippacthah activity and social
interrelationships (Leontiev 1978, 59-60; Minick8I® Stetsenko and Arievitch 2004).
Vygotsky focuses on how the psychological processes from practical activity in
social interaction, but he does not deal with winativates individuals to interact and
mediate their actions. Leontiev takes the batomfikdygotsky at this point (Leontiev
1978, 60) and puts forwards the theory of activity explicate the origin of

consciousness in the objective activity.

3.4.1 Consciousness: the relation between social me  anings and personal senses of

objects/motives
According to Leontiev, consciousness is the sulyeateflection of objective reality,
that is, of the subject’'s own activities and othedivities (Leontiev 1978, 59). But
what is more important is that consciousness hasstimilar structure of objective
activity, a feature which allows mutual transitidretween internal and external activity,
that is, a continuous internalization of externetivaty and externalization of internal
activity:

“... we must say at once that the mutual transiti@msut which we are speaking form a most important
movement of objective human activity in its histatiand ontogenetic development. These transitoas
possible because external and internal activityehavsimilar general structure. The disclosure ef th
common features of their structure seems to me etoohe of the more important discoveries of
contemporary psychological science. Thus activigt tis internal in its form, originating from exbei
practical activity, is not separated from it andesianot stand above it but continues to preserve an
essential, twofold connection with it.”

(Leontiev 1978, 61}62
These transitions occur through language, histopcaduct of material production,
which carries not only information, but also soaaanings (ideas) embedded in the
material production (Leontiev 1978, 60). Here thscdurse can reconnect to what
Vygotsky elaborated later in his career, mentioabdve in section 3.3.5, about the
individualized transformation of the external agspexd activity throughout the
development of meanings related to the relevandbeofatter for the life of the child.
Referring to Bakhurst, who draws on the ideas efRlussian philosopher llyenkov, the
construction of the meanings and other ideal dsgegasons, logic, ideas, concepts) in

the material transformation of nature by the sdaiahan activity is the key point which
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differentiates CHA® from the Cartesian and Kantian perspectives, tichvhrefer at
the beginning of this chapter (Bakhurst 1997).

Leontiev gives a fundamental contribution in digtirshing between social meanings
and personal senses. Meanings appear as exterin@ soibject; they are social in their
origin. Then "meanings necessarily enter into imaérelations that connect them with
other forms of individual consciousness" and assu&e qualities: "meanings are
individualized and subjectivized" without losingh&ir social-historical nature, their
objectivity.":

“The most difficult point here is that meaningsdemdouble life. They are produced by society aaneh
their history in the development of language, ie ttevelopment of forms of social consciousness;
meanings express the movement of human knowledgétagognitive means as well as an ideological
representation of society - religious, philosophiglitical. In this, their objective existencdely are
subordinated to social-historical laws and alsthinternal logic of their development. (...) histtheir
second life, meanings are individualized and subjeed but only in the sense that indirectly their
movement in the system of relations of societyaslanger contained in them; they enter into another
system of relations, into another movement. Big ihiwhat is remarkable: They do not in any wag los
their social-historical nature, their objectivity.

(Leontiev 1988)
When social meanings acquire partiality (subjectiliimension), they are called by
Leontiev as personal senses. The structure of dhsceousness is generated by the
relation between social meaning and personal sefsie object of the activity
(Leontiev 1978, 230). In other words, the subjateinalizes social meanings but gives
to them personal senses according to their relevémter personal circumstances of
life. The distance between social meanings andopafssenses can bring about

estrangement and alienation.

At this point Leontiev adopts a Marxist vision abelieves that in the primitive
communal system social meanings and personal semms#gd coincide because the
individuals and the group tended to have identiedhtions with the means of
production and the goods. The introduction of tbeiad division of labour - between
mental and practical activities - and the privateperty relations would have brought
about an estrangement between senses and meaneogdi€¢v 1978, 245). | will come
back to the relation between social meaning andop@l sense in section 5.5 where |

present my view about this in the context of thaustrial activities.

16 Bakhurst refers to the Russian school of thoughSaviet communitarian tradition”, see Bakhurst, D
(1997). Activity, consciousness, and communicatidind, Culture and Activity. Seminal papers from
the Laboratory of Comparative Human Cognitiddh Cole, Y. Engestrém and O. Vasquez. Cambridge,
Cambridge University Pres$47-163. p. 148.
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I now turn to the illustration of the structure @bjective activity, for — according to
Leontiev - external and internal activities havarailar general structure, as in the case

of consciousness discussed in this section.

3.4.2 The three-level structure: the object

Leontiev’s conceptualization of activity as a thteeel structure discloses internal
relations, illuminating the links between the indival and the collective levels (1978,
67). In his view, activity is collective and objettiven. The object of the activity has a
two-fold dimension: first it is independent fromettsubjective image, but then it
becomes a subjective product “that fixes, stalsliznd carries in itself its objective
content.” (Leontiev 1978, 43). The object of aniait is defined as its true motive,
which is to answer to one need or ancthédeeds cannot direct an activity: for instance
hunger cannot direct the hunt, it is only capableactivation and excitation. As
Leontiev explains:

“Only as a result of its “meeting” with an objebiat answers it does it first become capable otctivg
and regulating activity. The meeting of need willject is an extraordinary act.”

(Leontiev 1953,)

Leontiev adopts a Marxist concept of need, whichséen as generated by the
development of production. The link between obgead need is a human characteristic,
for “in human society needed objects are produced ewing to this the needs
themselves are produced.” (ibid., 54). Thereforannadvanced society a need cannot
be purely biological, for its content is an objbdtorically and culturally defined (ibid.,
116-119). It follows that the activity does notsarifrom a biological need, but from a
need produced by another activity: the cycle issthgtivity>need>activity and not
need>activity>need (ibid., 117). This implies tha analysis of the volitive aspects of
activity has to focus on the object, and not onrtbed or desire or wishes (ibid., 119),

for “the object of an activity is its true motivébid., 62).

Yet such an identification of the object with thetie is problematic when the activity
has several motives (Kaptelinin 2005). The issuehisther multiple needs and motives

impel different activities with different objects whether a unique object of the activity

" For a criticism of the identification of motive émbject see Kaptelinin, V. (2005). "The Object of
Activity: Making Sense of the Sense-Maker." Mindjl@re and Activityl2(1): 4-18. However the view
of motive as object prevents from shifting towattds concept of motivation which is an internallyven
process, see Stetsenko, A. (2005). "Activity ase@bRelated: Resolving the Dichotomy of Individual
and Collective Planes of Activity." Mind, CulturedActivity 12(1): 70-88.
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emerges and is realized in such a way that alhésels/motives are satisfied. Kaptelinin
puts forwards a solution which separates the mstir@m the object, and sees the latter
as cooperatively defined by the different motivkaptelinin has in mind individual
activities, but it is possible to extend this ipt@tation of the relation between object
and motives to collective activities (Hyysalo 2009jettinen 2005; Nardi 2005).
Nardi’'s study of a pharmaceutical company argues th collaborative activities
multiple motives are linked “through relations obndlict, power, resistance, and
acquiescence” and their interplay shapes the ohjsetf (2005, 40-41). Hyysalo
analyzed the design work related to an innovatigetenic product and found that the
dominant collective professional motive for usingdaextending the engineering
expertise was integrated with other personal serfsmotives®in a shared object.
Moreover the dominant motive transformed itselaasonsequence of the development
of the innovative product (2005, 31-34).

In this research | prefer to take a more Leontev@osition and refer to the
object/motive of the activity in the present dissios. | will come back to this issue in

the empirical analysis and in the final chapter.

3.4.3 The three-level structure: the actions and th e operations

To turn back now to the presentation of the thesell structure of activity elaborated
by Leontiev, the middle level in activity is act®io achieve the object of the activity.
Actions are driven by goals that do not coincidéhwhe object/motive of the activity
(ibid., 63). The motive arouses actions, but theoas are directed toward purposes.
The conditions and the tools of the action genettademethods for accomplishing the
action, which are at the bottom level of the atyivihese methods are also indicated as

automatic operations.

The use of tools is different in actions and inragiens. In the latter, the tools are used
in an automatic way. According to Leontiev, evepgmtion was once an action, which
became an operation when it was included in anadloion, with the effect of its

subsequent “technization”. He gives an examplepbain this:

®In Leontiev's framework there is no “personal meti but a personal sense of motive, as noted by
Hyysalo, S. (2005). "Objects and Motives in a Patddesign Process." Mind, Culture and Activit(1):
19-36., note 6. Hyysalo uses the term “personalwabtn his article with the meaning of personahse

of motive.
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“A simpler illustration of this process may be tleemation of an operation, the performance of which
for example, requires driving a car. Initially eyeperation, such as shifting gears, is formedneaction
subordinated specifically to this goal and haité conscious “orientational basis” (P. Ya. Galipgr
Subsequently this action is included in anotheioactwhich has a complex operational composition in
the action, for example, changing the speed ot#neNow shifting gears becomes one of the metbbds
attaining the goal, the operation that effects ¢hange in speed, and shifting gears now ceases to b
accomplished as a specific goal-oriented procdssgdal is not isolated. For the consciousnes$ef t
driver, shifting gears in normal circumstancesssfat did not exist. He does something else: Heves
the car from a place, climbs steep grades, drikescar fast, stops at a given place, etc. Actuhily
operation may, as is known, be removed entirelynfritie activity of the driver ande carried out
automatically Generally, the fate of the operation sooner @rlaecomes the function of the machine.

Nonetheless, an operation does not in any way itotesany kind of “separateness,” in relation tti@g
just as is the case with action in relation to\disti Even when an operation is carried out by zinnze, it
still realizes the action of the subject. In a mé#ro solves a problem with a calculator, the actsonot
interrupted at this extracerebral link; it findsiirits realization just as it does in its otherkis. Only a
“crazy” machine that has escaped from man’s donunatan carry out operations that do not realize an
kind of goal- directed action of the subject.”

(Leontiev 1978, 66; my emphasis)
Connecting this discussion with the previous one tbe relationship between
individuals and artefacts, the internalization wéry artefact is first an action, in that
the subject has to form a goal in order to takeaitteon of appropriating (internalizing)
a new tool, an action which is in relation withastivity, its motive and its object.

In sum, Leontiev elaborates the concept of actimgycomposed of different elements
such as actions and operations, where motive intpelsactivity and the actions, but
these are directed by goals and carried out thromggérations. In his theoretical
framework, the idea of units of activity serves twpe of disclosing the internal
systemic connections. However, these internal ioglat are not fixed, since

transformations occur as activity develops:

. activity represents a process that is charazgdriby continuously proceeding transformations.
Activity may lose the motive that elicited it, wleeipon it is converted into an action realizing pghan
entirely different relation to the world, a diffetteactivity; conversely, an action may turn into an
independent stimulating force and may become aratpactivity; finally, an action may be transfodne
into a means of achieving a goal, into an operatagable of realizing various actions.”

(Leontiev 1983)
To illustrate the three levels of activity, Leonti classical example is always helpful:
the beater, taking part in a primeval collectivanthcarries out actions and operations
with the goal of frightening a herd of animals gmashing them towards the other
hunters, but the aim of his actions does not cdaavith the object/motive of the
activity, which is providing food (Leontiev 1981).
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Figure 3.1 - Levels and elements of activity
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In other words, the motive for activity is dissdei from the goals of actions. This
dissociation becomes even more profound in compteieties, as illustrated in this

example:

“Let us suppose that the activity of man is arousgdood; this also constitutes its motive. Foiisfging

the need for food, however, he must carry out astithat are not aimed directly at getting food. For
example, the purpose of a given individual may teparing equipment for fishing; regardless of wketh
he himself will use the equipment he has prepanetie future or give it to others and obtain pdrthe
total catch, that which aroused his activity andttio which his actions were directed are not idaht

(Leontiev 19B3)
As it appears from these examples, behind this ada&ree levels of activity there is
the division of work to achieve a collective goahich posits the question of what then
unifies the actions and makes them a human actiVitg element that makes a chain of
actions an activity is the motive behind the atyivivhich is also its object, able to
relieve or fulfil the need (Hyysalo 2005, 21). Léem draws our attention to the fact
that the motive for an activity rarely coincidegiwihe subjects’ goals. In his view this
Is specific to human activity; animals’ activity &ways directed only by biological
needs, and there is no action that could not bectlyr linked to that need (Leontiev
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1981, 212). Human beings act towards goals thahatocoincide with the activity’s
motive, since the result of their actions is linkedhe final outcome of the activity by
the social relations with other members of the grday virtue of which they get part of
the product of their joint labour activity (Leontid981). Moreover, the perception of
goals does not occur automatically, but it is #sult of “... a relatively long process of
approbation of the goals by action and their obyectilling ...” (Leontiev quoted by
Engestrom and Miettinen 1999, 6) and they can Ihg éuplicated only retrospectively.

In sum, the motive unifies the chain of actionskimg them a human activity. Yet, this
view of the relation between the motive and thelgaan appear too schematic.
Stetsenko elaborates a contribution that helpstiering a more complex dynamic.

3.4.4 The ever-shifting balances between the activi  ty elements

Stetsenko’s starting point is that Leontiev’s wank the relationship between motive
and goals presents the same imbalance about ihtatian and externalization noted
above (3.3.5). In the case of the relation betwewnive and goals, the motive is
considered to be more significant than the goatk @ersonal senses (Stetsenko 2005,
77-78). As Stetsenko argues, this neglect of huswdjectivity can be explained by
Leontiev’s aims to fight against the dominant indualistic view of his time, and by
the communitarian ideology prevailing in the Sovignion when he developed his

theoretical framework (ibid., 80).

Stetsenko’s re-examination of the principles of H# reintroduce the pole of human
subjectivity in the processes of material productemd social relations highlights the
point that the motive of the activity and the goaisictions are linked to each other and

evolve together:

“Specifically, the view proposed here implies thadtives and goals do not exist separately from each
other. Instead, they appear as existing (agaihistorically and ontogenetically mature forms cédigtice)
only together, as co-constitutive and co-evolvingnments in the ever-shifting balances and mutual
penetrations - all within the ongoing processeaadtivity. Not only are the socialized (but neverratg
social) motives of communal practices are powenfwlders of the individualized (but never merely
individual) goals, as A. N. Leontiev (1983) suggestbut also goals are powerful molders of motfues
more bottom-up processes). Goals appear, thenyramric and transformable, potentially feeding not
only from, but also into, motives, in the ever-ghij balance of mutual transitions and interperieina
within the system of “motive-objects-goals” that-eeolve as whole (...). Note that motives and goals
appear (again in mature forms of activity) as jpetsed - sometimes equipotent, sometimes with one
dominating the other, and as extending simultarigansorizontal and vertical dimensions, like ziggs
perhaps (actually, metaphors of space ... help[$) sge it as a nonlinear and polydirectional precés

(Stetsenko 2085)
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The co-evolution and mutual penetration betweenvaand goals seem to contradict
the dissociation highlighted by Leontiev. In my ergretation, the two stances —
dissociation or co-evolution between motive andgeaan coexist, for the motives and
the goals are in fact separated by the divisiotabbur in the activity, but through
human subjectivity motive and goals interact aathgform each other, and the activity
and its object, in an ongoing process pointed gutdontiev too (see above quotation).
What is missing in Stetsenko’s account is a fukrmsvledgement that this tension
between collective motives and personal goalsmsptex when individuals are active in
a collective activity in which their relations withe object of activity can be indirect.
Indeed, this is the focus of Leontiev’'s work on hbwman consciousness has been
affected by the introduction of division of labcand relations of private property which
changes the position of subject with respect toothject of the activity (Leontiev 1978,
244-255). Leontiev's emphasis on the latter ierggting and relevant to a discourse on
motive for learning. | will come back to this issmesection 3.5 and 5.5.

It remains to point out that even if Leontiev’'s aiwas to analyze the individual's
development in a collective activity - and not ffexformance of the whole activity as
the product of the division of labour (Kaptelini@db) -, nevertheless his activity theory
has the potential to be expanded to analyze desviarried out by a group of people.
This extension has been developed by Engestromevbostribution is discussed in

section 5.2.

3.5 The subjective pole of activity

The previous sections aimed at interpreting thatieiship between individuals and
contexts (activities) as a dynamic interplay, fargha single process of development. In
this vision, learning is a cultural and collectipeocess of mastering, internalizing and
externalizing artefacts through carrying out atiég. As elaborated by Leontiev,
activities are the foundation of the developmei¢esit is through activities that the
world is transformed and with it the individuals.rémains to explore the issue of the

self and its role in the development of the acyivit

In the previous discussion, referring to Stetseskwork, the self appears as a moment
in the continuous transition of internalization aexternalization (see 3.3.5). Namely

this occurs in the formation of the internal pldneugh internalization of artefacts and

59



in the processes of transformation and personaldizaf the external activity, producing

personal senses, and then as the externalizattbtvaarsformation of the activity.

As | have reported (see section 3.3.5), Stetsengoea that both Vygotsky and
Leontiev subordinate human subjectivity to humaohexges and material production

respectively.

Although Stetsenko is critical towards the placesaobjectivity in the framework of
Leontiev, she considers his conceptualization dfjesivity — in a work with her
colleague Arievitch - as preferable to other apphes developed in socio-cultural and
anthropological studies for the latter do not actoadequately for the ontological

foundation of the self:

“These approaches appear to be well positioneddaahe extremes of either dissolving the selfha
workings of social forces or reducing it to puretgntal phenomena of the individual mind that ary on
extraneously influenced by social factors. Howevke, principal ontological grounding for the seif i
these approaches is seen as constituted by thededss, dialogism and responsiveness of humaadife
its ultimate and often exhaustive characteristic.”

(Stetsenko and Arievitch 2004, 480)
Conversely, the self conceptualized by Leontiev itsontological grounding in the
involvement in the social processes of materialdpotion. | explain this in what

follows.

As highlighted earlier, actions are aroused by wasti which give them orientation and
horizons. In Leontiev's theoretical framework, mes and the personality are
connected. Indeed, the hierarchy of motives coexidith the personality who emerges
in giving order and priority to the objective adti®s as long as they increase in number
through the individuals’ ontological developmengeédfing in mind the relation between
motive and object outlined above (see 3.4), theneotion between motives and self is
realized through a twofold transition: first frotmet objective world which provides the

19 Stetsenko argues that “ ... the “self” as a tatiwmh of A. N. Leontiev's term lichnost is more
appropriate than “personality” because of much eddik of A. N. Leontiev's concerns to today’s
discourse on the self than on self in the tradibbmdividual differences.” Stetsenko, A. Ibid."tdty as
Object-Related: Resolving the Dichotomy of Indivédiuand Collective Planes of Activity." 70-88.
footnote 8. However | note that in Leont'ev, A. (1978). Activity, Consciousness, and Personality
Englewood Cliffs, N.J., Prentice-Hall. the autheports the debate on different approaches to paligon
and presents his historical-objective perspectiih® same concept, without introducing a differemm
(unless he has actually changed the term, butrdimslator has not). In Stetsenko, A. and |. M. itzh
(2004). "The Self in Cultural-Historical Activitylleory: Reclaiming the Unity of Social and Indivilua
Dimensions of Human Development." Theory and Pslgrhyol4(4): 475-503. the authors mention that
personality is a CHAT term (p. 484). | tend to uke word self when | report from Stetsenko’s and
Arievitch’'s works and personality when | refer tedntiev’'s. Both terms become interchangeable and
refer to the subjective aspect of activity.
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object to the activity, then from the activity tbet subject. This latter transition is
represented by the formation of the image of thieathn the reflexive activity of the

subject. In Leontiev’s words:

"An object of activity appears in two forms: firgt, its independent existence, in which it suboatis
and transforms the activity of the subject andpedcas the image of an object, as a product tefatsdn

of the object's properties, which takes place assalt of the activity of the subject, and cannet b
realized in any other way. (A.N. Leontiev, 198310)"

(Stetsenko 2006)
As pointed out by Stetsenko and Arievitch, this captualization of the self “reveals
the inherent dynamism of human subjectivity as ims®ee in the flow of transitions
between individuals and the world.” (2004, 485)eTéngagement in the activitids
initially influenced by the inborn features of tlehild, and by social relations and
affordances, gradually becomes a complex entityn viis own logic and internal
dynamics (ibid., 485-6).

Leontiev’s theory of the personality does not pdevimethodological tools to analyse
the individuals’ hierarchy of motives. Yet, as gttated by Chaiklin, but also suggested
by Leontiev (1978, 124), it is possible to analylze personal hierarchy of motives by
examining the dynamic of individual activity andtianos. Namely, motives are
psychically reflected in emotions and the persseale given to actions (Leontiev 1978,
122).

This structure of the self emerges “...by how asperhandles specific conflicts between
motives that comprise the hierarchy.” (Chaiklin 20@43). Chaiklin provides the
following example to clarify how individuals’ chas can be interpreted as indications

of the structure of the self:
“... many upper-secondary school pupils have avaotb get high grades in order to enter a chosen
postsecondary education. Another motive is soaidtionships with friends. Conflicts arise when
friends, for example, insist on the pupil comingaagarty when the pupil has to take an important
examination the next day. The pupil’s self is refiéel in how these (and other) conflicts are handiesxt

% Stetsenko and Arievitch say that the self is tae/\engagement with the social world. The self ‘s.. i
constituted by the ways in which we ‘do’ and pemfiorather than have, a self, and, moreover, by what
we do about the world (thus transcending ourselvas)we engage in activities that contribute to
changing something in and about the world.” Stétse\. and I. M. Arievitch (2004). "The Self in
Cultural-Historical Activity Theory: Reclaiming thé&nity of Social and Individual Dimensions of
Human Development.” Theory and Psycholab¥4): 475-503., 494. Thus engagement is linked to
subjectivity and contribution to construct the steiorld. Although the authors seem to link engageim
with transformation of the social world in this ded sentence, their discussion clearly implies @aemo
neutral reference to the contribution to the sowialld, a contribution that could be “to stifle ctges in
society” (ibid., 495).
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time.”
(Chaiklin 20043

The hierarchy of motives corresponds "... to actakdtionships and dependencies that
exist between the concrete actions and activities @re the individual's life." (Minick
1985, 189). Motives come into conflict in carryingt a given action, in formulating
goals, or in selecting between alternative acti@eecting between alternative actions
reflects the relative significance of motives ahélitt interrelationships in the life of the
subject (Minick 1985, 184).

Referring to the example reported above:

“... some pupils will choose to attend the pargiuing their social relationships more than thesjiie
consequences for their further education; othetk aclibose to remain at home. The structure of self
reflects the pupil’s personal sense about thes&cehoThat is, some pupils will attend the partyhwi
pleasure, while others will attend with guilty dsecbmfort. For the pupils remaining at home, sonile w
be content, others despondent. These personalksiemnsethe system that is denoted as self.”

(Chaiklin 200449
This example also highlights what Stetsenko anéwigh stress, that the self serves the
purposes of orienting the individual in the sysit@mactivities and in social relations.

Leontiev discusses the role of knowledge and petsfs in the formation of motives.
On their own, knowledge and training do not affédw self, but they can fulfil an
important role in motive formation, as they enaioldividuals to know that a certain
motive is possible (Minick 1985, 128).

Past experiences are not dormant in forming theopality>. They are continuously
used in the individual relations and actions andl loge their previous sense, acquiring

a new one or even being transformed into conditionactions:

“One thing in the past dies, loses its sense, antbinverted into a simple condition and means sf hi
activity: the developed aptitudes, skills, and ext¢ypes of behavior; everything else appears to the
subject in a completely new light and acquireswa meeaning, which he had not perceived before; lfinal
something from the past may be actively rejectedhigysubject and psychologically ceases to exist fo
him although it remains in the compendium of higwoey. These changes take place gradually, but they
may be concentrated and may comprise moral breghe. resulting reevaluation of the past that is
established in life leads to man’s casting off fraimself the burden of his biography. Does this inot
itself indicate that the contributions of past exgece to self were dependent on self itself archbe its
function? “

(Leontiev 19720}
In Leontiev’'s view, the personality is charactedzby unlimited perspectives of

development (Leontiev 1978, 137). Changes in thmagmality are produced by the

21| discuss the concept of past experiences indghelasive remarks of Chapter Four.
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individual's actions, which can become richer, eotgng the activity system that they
belong to (ibid., 128). In this way they enter irtontradiction with the motives that

created them and give birth to new motives and/itiets:

“As a result there occurs a displacement of motiteegoals, a change in their hierarchy, and the
engendering of new motives, new kinds of activioymer goals are psychologically discredited ara th
actions that responded to them either completeBs&eto exist or are converted into impersonal
operations.”

(Leontiev 19788)2
Sometimes changes in the personality are produgeexternal actions such as “...

breaks of formers contracts, a change of professiopractical entering into new
circumstances.” (Leontiev 1978, 132). As | seaite should not take for granted the
“trigger’s effect” of such events, for their meagidepends on the priority which they
represent in the hierarchy of motives.

As | can interpret Leontiev’s theory of personalitye hierarchy of motives is the result
of personal sense developed in the ever-widenirgecof activities in which persons
live. Such a hierarchy of motives contributes ® fiormation of goals and actions in the
activities. Sometimes goals can take forms whictgrow the activity to which they
belong, and give birth to new motives and actisiti€his process can transform the
hierarchy of motives and the position of the sutbjeche activities. Therefore there is a
continuous movement between the self and the systeeiations in which the subject

lives.

Stetsenko and Arievitch stress that, according &mddt theory, human subjectivity is
one of the three poles of the system of connectwitis the social relations and the
collective processes of material production (see akction 3.3.5). Human subjectivity
has a practical relevance in changing and creatrtefacts that exist for other people
and in regulating and orientating the individuaisthe collective practices (Stetsenko
and Arievitch 2004, 490-491).

In sum, self appears as moulded by the world artdeasame time shaping the world
through the activities, mediated by artefacts. EbH# co-evolves with the collective
social practices and social exchanges. The higrastmotives constitutes the self and

has a role of orientation in the social practices.

The second element to retain is that goals canr@utghe motive of the activity,
creating new activities and changing the previowsanchical order. This can happen
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when an experience of learning acquires particsilgmificance, so that the individual
decides to give higher priority to learning aciest than before, or to create other

activities.

On the basis of the above discussion, we can utaterolder workers’ selves as the
product of an ontogenetic cultural development Wwhibas occurred through
participating in different activities and sociabptices, building their own hierarchy of
motives and personal senses. Because learning arkinvthe industrial sector are at
the centre of this research, it is then relevantdigcuss strategies of production
important in the last decades - such as mass pioducwhich played a significant role
in developing workplace cultures in which older wens have participated. | will come

back to this point in Chapter Five.

3.6 Concluding remarks

In this chapter | frame my discourse against a agatpnal view of learning and argue
that cultural historical activity theory (CHAT) prinles the research with conceptual
tools adapted to clarifying development as a whmlecess of mind and world. The
issue of older workers and learning is about th&tiom between individual
development and the transformation of work, that ngnd and world. In the
computational view, the mind processes blocks aridairdized knowledge according to
rules that do not encompass feedbacks, the vasietontexts, the meanings people
attach to practices and tools, the interrelaticgtsvben what one has developed through
experiences and her personal sense of motives.efbner this approach is not
appropriate to analyse the relation between mindl \&orld as generating a single
process of development. Yet the computational getsge emerges in the European
Union’s documents on lifelong learning, where theowledge to be transferred is
invariant to contexts and presented as qualifiedquaip people to flexibly adapt to the

challenges of the changing world.

For CHAT, individual and the world developments extamately related and co-evolve
through the processes of internalization/exteraibn in the collective dynamics of
material production and in mediated object-oriergetivities. Learning is a cultural and
collective process in the sense that the individotdrnalizes cultural and historical

artefacts in intersubjective relations and in catioe with collective object-oriented
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activity. This occurs through mediated actions aubjectivity which attributes
meanings and senses to what is internalized aresk giviority, thus individualizing it.
What is internalized returns to and acts back enatbrld through the developed mental

functions, the hierarchy of motives, the knowledge the skills.

With this approach in mind, the issue for lifelolegirning is no longer how to equip
people with skills through educational activitiess it is typically addressed in

functionalist and emancipatory narratives (Saungde@s), but it shifts from the concept
of education to the concern of learning. The fobasomes what activities people are
involved in and their degree of engagement in th&€ke activities in which people are
involved play an important role in the developmaerit their learning, providing

opportunities to learn in terms of needs, motiag] objects of learning. At the same
time the individuals’ subjectivity can take thoggportunities, refuse them, and desire

other ones.

In this discourse, motive and engagement are pivotencepts to explain the
participation in learning activities. The activitheory of Leontiev provides the
framework to explain the origin of motive as thepuise to actions that emerge when a
need meets its object. Motives are not an individuaaibute, but they take form in
activities. The involvement in different activitigéses origin to a personal hierarchy of
motives, which reflects the actual relationshipaesn the activities in the individuals’
lives. The priority of the motives in the hierardsygiven by the subject. Yet, again, the
order emerges from the collective processes in lwhie subject is involved: it
continuously changes in the continuous flow of sloeial interactions, internalization
and externalization of artefacts, and in the cokéian of all these dynamics, and in the

changes in the activities.

On the basis of the theory of activity, it is naispible to take for granted that the
European Union’s motive to build the knowledge-lobbseonomy can be fully shared by
older workers. Older workers are active subjectsngaon the object of the industrial
activity in the enterprises where they are employédt their engagement in the
workplace depends on their position in the actiaityl the personal senses of the object
of activity they have been developing. | will retuto the issue of activities of
production, their most recent changes and workiekglvement in labour process in
Chapter Five.
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Vygotsky's emphasis on the internalization of crdtuools is of particular significance
for the issue of older workers’ learning. Since amgm be a proxy of amount of
experience, practical and theoretical knowlédgecumulated, older workers may have
internalized a richer amount of work-related artefathan younger ones in the same
workplace. From their accumulated technologicalvikimmw, older workers can judge
the new artefacts put forward by managers, engineed trainers with whom they are
in relations of power. Yet, according to Leontietheory of personality, older workers
can be differentiated by the personal senses tlaeyg lieveloped and given to the
working situations encountered in their lives. Hoeumulated experiences, even in the
same workplaces, could mediate older workers’ ictat with their work in different
ways due to their personal senses. | will come lacthis issue in the next chapter
where | first discuss the model of the cognitiveclsh® and then the educational

gerontology on older workers and learning.

22 practical knowledge develops through social pcastiand manifests its self in practice. Its transfe
different situations and contexts needs the suppurt conceptual understanding. Conceptual
understanding refers to theoretical knowledge whiels the distinctive characteristic of conceiving
alternatives and making connections (Young, M. @00Conceptualizing vocational knowledge.
Workplace learning in contexH. Rainbird, A. Fuller and A. Munro. London, Riatige 185-200.). In
the Vygotskian perspective, practice and theoryoateome of different, but connected activitiesuI&

D. (2006). "Learning across contexts." EducatidPhillosophy and Theor$8(3): 251-268.). Leontiev
points out that the theoretical and practical dti¢iy are inseparable, because historically thaiging
linked to practice, and language and vocal acte Hasen developed to plan and organize practical
activities (Leontiev, A. N. (1978). Activity, Consusness, and Personalitgnglewood Cliffs, N.J.,
Prentice-Hall.). | come back to this issue in set6.5.1.
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4 Studies on older workers and learning

4.1 Introduction

There is a vast literature on the relationship agnageing, work and learning. This
literature is organized according to the divisiomoag the disciplines of psychological,
organizational (management) and gerontologicalnsei® and covers a wide range of
aspects. Most studies, both in the psychologiedd fand in the other mentioned fields,

have been undertaken from a cognitive perspective.

In the psychological research, cognitivism has midant position and the focus is on
the cognitive skills of older workers compared wttle younger ones. In psychology of
work and organizational studies, scholars concntom participation in learning

activities and look for the social determinants gsgchological attitudes to explain the
under-representation of older people in those iietsv They also indicate what work
conditions can favour older people. In critical ealional gerontology, educational
issues are related to the risk of marginalizatibrolder people in the post-modern
society. In the humanist approach in educationedrgelogy, the meaning of growing

old and its implications for education for oldeiop&e is investigated.

I will examine the theoretical contributions froimese fields of research through the
lenses of CHAT, to highlight what aspects of old@rkers’ learning remain neglected

and why.

4.2 The cognitivist perspective on older workers’ | earning: the decline

model

My research is about motives for vocational leagrfor older workers, the personal and
the subjective dimension of the relation betweateoivorkers and learning. Since it is
not possible to exclude the role of the cognitwedtions in the development of motives,
and there is a powerful discourse on the declineneftal capacities with ageing, |

briefly discuss the results of the cognitivist sésdon cognitive ageing.

Psychological studies on cognition and age focusimgorking situations related to the
use of new technologies have been selected asnd® adosest to the interest of this
research. Most of these studies are cross-sectamtikee ageing as a natural process

bringing with it weakening mental capacities such iaformation-processing and
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working memory (Baracat and Marquié 1994; Rabbitt €armichael 1994; Charness,
Kelley et al. 1996; Czaja 1996; Park and Schwafi020

Czaja summarizes the findings of the literatureualage-related changes in cognitive

abilities related to the use of new tools:

“Examination of the data regarding aging and cagnisuggests that older adults may have difficulty
acquiring the skills necessary for successful agton with computers. In general, the skill acdign
literature indicates that older people have moffcdlty than younger people in acquiring new skiéind
that they achieve lower levels of performance (Gbass & Bosman, 1990). This is largely because of
age-related changes in cognitive processes.”

(Gz4996)
Referring to a study carried out by her and otloleagues, she reports:

“Our findings regarding text editing are consistefith those of other investigators. In our init&lidy of
text editing (Czaja, Hammond, Blascovich, & Swei889) we examined the ability of different age
groups to learn text editing. In addition, the niag method was varied to compare the effectivenéss
various training strategies. The training methaittuided online instruction, instructor based tragpiand
manual based training. The results indicated that younger participants were more successful at
learning text editing than the older participaftse older people took longer to complete the paistitng

[sic] tasks and also made more errors. (...).

With respect to training strategy, online instroictwas found to be inferior to instructor and
manual based training for all participants. Thdarenpackage used in the study created a passitgriga
experience in that the learners made prescribgbnsgs to prompts on the screen. Belbin (1970) has
shown that active, discovery learning is superordider adults.”

(59210)
Czaja and her colleagues do not seem to questiethehthese findings can be related

to the different experiences accumulated throughaind the meanings attached to these
(for the relevance of meaning making in later aggss section 4.4). As discussed in the
previous chapters, the conceptualization of min@HAT suggests that the differences
in performance could be related to the processegearhalization and externalization of
artefacts, the material production and the soo#édtion on which this is drawn.
Accordingly, the level of success in learning tediting in young and old people should
be interpreted referring to the experiences of tifadentify which artefacts they are
familiar with and what meanings they attach to thenthe specific context in which
they are used. It is possible that the abilityeafrhing text editing is higher for younger
people, because they have already had occasioscshabl and with peers to master
skills close to and similar to text editing. Moreovyounger people might give a
different meaning to text editing seeing it asreriesting task, while older workers can
attach to it feelings of concern and uncertainégatling the changes occurring in their

working environments.
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There are some scholars who recognize that a gemeraffect could explain the
difficulties encountered by older people in usingwntechnologies (Molinié and
Volkoff 1994). Contributions from approaches basmd generation effect can be
interesting in that they tend to highlight histaticcultural and social elements related to
age in explaining individual behavio@tsalthough they do not focus on the interplay
between individuals and contexts. Molinié¢’'s and Rédf's work shows that a

generation effect exists:

“In the oldest age groups, the spread of compuietereen 1987 and 1991 seems broadly to reflect a
generation effect. It is, of course, impossibleaszertain this with the rigour of longitudinal spudut

one can move near this concept of generation byeaamg the proportion of computer users in 1987 and
1991 for the same birth year group. It is as if kEaypes who used a computer at work in 1987 continue
to use it in 1991 however old they were, but thein a ‘new user’ would dwindle among the oldest
generations. And, the more intensive the computakwas in the case of employees, the less likady t
employee is to ‘begin’ using the computer at wotkaa older age. Computer usage seems to depend
greatly on the age of workers at the time computene introduced, as well as the conditions in Whic
technology was introduced. Software design, meégsisultation, training policies and methods sHoul
also play, for many years to come, an essential irokasing the access to data processing forltlez o
employees.”

ogu, 221)
Indeed, referring to CHAT, this study clearly inglies that the process of appropriation
of artefacts appears to be at the heart of thaaatin of the computer usage of older

employees.

From the point of view of sociocultural and cultdnéstorical approaches, cognitivist
studies have also the limit of collecting data tiyio experimental design (Rogoff 1984;
Minick 1985). Laboratory tests keep out context aadl-life situations, which are
closely related to individual performance. Reaitm stimuli should be interpreted in
the light of the activity system in which both stilinand reactions take form and the life

histories of people.

Baracat and Marquié (1994) analyzed a real-lifénitng situation involving fifty
professional women typists attending a word-praogssourse. However, they asked
the individuals to imagine hypothetical situaticwggested in some statements and to

% In the sociology of age and demographic studigs,is not seen as a merely chronological indicator
the biological ageing. Rather age indicates thatlon of the individual in the history and the phas

life, being both factors at the origin of differeiton among individuals. This approach underlififss
trajectories and time dimensions structured inaosdrms so that age appears as a social construct.
Ryder, N. B. (1965). "The cohort as a concept i $tudy of social change." American Sociological
Review 30(6): 843-861, Neugarten, B. L. and N. Datd973). Sociological Perspectives on the Life
Cycle. Life Span Developmental Psychology. P. Btd3sand K. W. Schaie. New York, Academic Press:
53-71, Elder, G. H. J. (1975). "Age Differentiatiand the Life Course." Annual Review of Sociology 1
165-190, Saraceno, C., Ed. (1986). Eta e corsa @il [Age and Life Course]. Bologna, il Mulino.
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indicate whether or not they would actually perfaim action, to test anxiety and fear
of making mistakes using the new software. Theggfeven though the study was based
on a real-life training situation, the researchiglesequired participants to ‘enter’ into
hypothetical situations. The problem here is th&irtanswers could depend on their
ability and willingness to imagine the real sitoatiin the workplace where time and
organizational constraints, stress, power relaliggss can determine very complex
settings. It is doubtful that individuals would c¢@ the same way in a real situation as

they imagine they would when they are far fromriérad context.

In general the studies on cognitive decline shaau fimits in assuming a direct relation
between tasks and cognitive functions, neglectivegrole of past experiences and the
personal making sense in participating in actigitidhis emerges as clear in the
research design of this type of research which ireguonly artificial settings. The
assumption of the reproducibility of the “real” agbn between the performance of
tasks and cognition in a laboratory with the adstmation of tests derives from the
conceptualization of mind as a repository of ndutrdormation which are only
processed, a stance typical of the cognitivistigrapch, as discussed in sections 2.6 and
3.2.

This criticism holds and is even strengthened whttistical methods are used to
measure the variability in performance due to &gang into account also other sources
of the differences in performance such as educagamployment and gender. These
studies are able to demonstrate the systematiandeekross the life span for all
cognitive functions’. Yet this outcome cannot predict the performarfcelaer people

in everyday environment, as pointed out by Parlernag to the Berlin Aging Study,
carried out by Lindenberger and Bales (Lindenberyed Baltes 1997) on a large

sample of older adults in Berlin:

“One important message from the Berlin Aging Stiglyhat being highly educated, affluent, or of high
cognitive ability does not protect an individualodn age-related decline. The finding that
sociobiographical variables such as social classemucation did not mitigate age effects suggéwts t
individuals age at the same rate and show ageeteldecline regardless of initial level of ability.
Neverthelessthese data should not be interpreted to suggedtitithviduals of diverse initial abilities
will show the same effects of cognitive aging @&irteveryday environmeifit

(Park 2000, 17-18, my emphasis)

%4 Denise Park suggests that this would indicate ttretecline could be of biological origin Park, ©.
(2000). The basic mechanisms accounting for agge@ldecline in cognitive function. Cognitive Aging
A Primer. D. C. Park and N. Schwarz. PhiladelpRia, Taylor & Francis: 3-21. P. 17.
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This clearly demonstrates that the analysis of daféected in experiments (tests)
carried out in laboratories cannot produce finditgsupport the interpretation of the

learning processes of older adults in the spetyfii their working activities.

Research on cognitive ability and work performaiscef interest for this research too,
because of the emphasis of CHAT on activity as sowf personal development. As
discussed by Park and Gutchess, most of the stadesneta-analyses show that there
is no relationship between age and job perform&2@€0, 225). The authors identify a
number of aspects in workplaces which could accdonthis finding, among which
tacit knowledge, domain-specific knowledge and egmees stand to mitigate the
effects of the cognitive decline. This suggests the authors that appropriate
environmental conditions and the development ofkadge would support older adults

at worke®.

Yet they tend to interpret the role of knowledgéyan its quantitative dimension:

“Because it is clear that continuous and gradughitive decline begins in early adulthood (see Park
chapter 1 in this volume), it is important that,vesrkers age, they keep abreast of changes in odmim
and job requirements. A middle-aged worker who tg&lakills in a continuous and gradual fashion will
not have to make large adaptations to learn nevkplaxes functions. An older worker, however, who
perhaps has never used a computer and suddemdgused to learrmany new functions simultaneously
as a new job requirement would be much more dis#dgad than a middle-aged worker who had to
learn only an updated version of a software paclkage new job function.”

(Park andt&hess 2000, 227-228, my emphasis)
Although learning many new functions could maybesben as more challenging than
learning few ones, the process of learning alsoli@apother important and crucial
aspects and cannot be reduced to the dimensiocquiisition of knowledge as this
research demonstrates (see Chapters Eight, Nin€en)d

A similar shortcut about learning emerges in th@j&s work with other colleagues,
discussed earlier, which shows the importance a barrier to learning - of previous
appropriation of tools. They found that older waskenake analogies with devices that
they are accustomed to using and this hampersléaeiting:

“Further, the type of difficulties encountered blder adults during training suggested that they had
difficulty suppressing knowledge that was inappiager for text editing, such as knowledge relateth&®
operation of a typewriter. This finding is consigtevith our findings (Czaja, Hammond, Blascovich, &
Swede, 1989) regarding inappropriate typewritedagies. In our studies of text editing, we foundtth
older people had difficulty in grasping the conceptomputer file and also had problems with the of
the enter key. It may be that they were unable talifp previously well learned concepts relating to

%% | report more contributions on the relation betwageing and job performance in section 4.3 deslicat
to the organizational studies.
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typewriters. Halasz and Moran (1982), in their gtofl text editing, found that many errors made vy t
study participants could be explained by inappwrdpruse of their knowledge about typewriters. Edibs
al. (1987) pointed out that when teaching oldempetext editing it is important to point out diféaces
between using a typewriter and using a computeddoument preparation.”

(Gz4996)
Czaja considers knowledge about obsolete toolsoamething to suppress. In CHAT

framework, the appropriation of artefacts develppgchological functioning and their
usage mediates between subjects and object. Theriéfes possible that in order to
internalize (or appropriate or master, see se@i8(8) new artefacts, the subject refers
to psychological processes based on the old atseflcother words, the internalization
of new artefacts is based on those previously aeduiHence, only an explicit
reflection on the relation between the new and dlte ones can support the older
workers in the process of the transformation oirthmental processes. Last but not least,
when the artefacts are new ones, workers needdaafpersonal sense of the motives to
appropriate the artefacts. As highlighted in Chapteee, needs emerge from activities
and have to meet the appropriate object to spriojves towards actions, in this case
appropriation and internalization of new tools. kMaisig a new artefact can initialize a

process of personal development too (section 3.5).

On the basis of the reflections elaborated usirgy ¢bnceptual tools of CHAT, |
conclude that the model of the decline of cognitfuactions indicates a possible
deterioration of these functions, but the studiesmkd in this perspective cannot
provide evidence of this deterioration in the olderkers’ performance at work and in
other activities. Studies in the field of organiaatl psychology seem to indicate the
relevance of work conditions for the intellectul@xibility of older individuals. | come
back to this in section 4.3.2.

4.3 Socio-psychological and organizational approach . a deterministic

relation between older workers and learning

In the field of psychology of work and organizatbrstudies there is a prevalent
tendency to conceptualize older workers’ choice®uabvocational learning as
determined by social factors. The individual cheeastics are seen as exogenous, that
is, as features of the individual, which incentivaasd external conditions can only

influence, but not shape. At the same time, théecanal aspects taken in consideration
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in these studies — work design, career paths, woganization, etc. — are seen as
independent from the actions of the older workers.

| organize the presentation of a sample of thesdiest in two groups according to the
emphasis given to individual rather than organaral aspects of this issue. Yet it is
possible to observe, as all the studies try to ¢oenthe two sides of the issue of older
workers’ learning, the individual and the colleetione, and in doing so, they swing the
attention from one aspect to the other, withouttubsing the complex reciprocal
interrelations between them, and overlooking tHe ab the specificity of the activities
in which the older workers are involved. | come bb#z this point at the end of this

section.

4.3.1 Individual factors

The study of Warr and Birdi is relevant for it irstigates the effect of age on voluntary
participation in learning (1998). The focus on wvahry learning is an attempt to
analyse older workers’ motivation to learn of. Aatiag to the authors, motivation and
self-directed personal development have become riapiodue to the changes in the
pattern of careers built across frequent movemantdifferent organizations. Their

work analyses data from a large sample of manufacgtuvorkers, mostly vehicle

assemblers in shop-floor in UK companies.

Warr and Birdi examined the participation in a mangf voluntary development
activities® and found that older people participated signiftbaless often than younger
people. Using regression analy$ighey showed that age is not a significant fator
explain the participation in development activigrom their study it appears that the
effect of age is neutralized when learning motwatiand educational level are
introduced in the analysis. Learning motivatioma clearly conceptualized, but only

the operationalizatidfiis reported from which an individualistic view on motivation

% These are “.. a company-sponsored tuition refisotieme, a company-subsidised employee
development programme, a company-provided emplogegelopment centre, and a personal
development record made available for each empltyeéan and record his or her progress.” (ibi®1)1

" They include individuals and environmental factiorthe regression model. Yet | consider this sttady
be focused on the individual aspects because efnifghasis on individual characteristics.

8 “Operationalization refers to the rules we usértk the language of theory (concepts) to the |amgu
of research (indicators).” Rose, D. and O. Sulliya®96). Introducing Data Analysis for Social Stists.
Buckingham, Philadelphia, Open University. p. 13.

%9 The authors have identified five items to measheclevel of learning motivation, from just beingen

to make use of learning opportunities to the highegel of being willing to participate in learning
activities knowing there is no guarantee of proowtor pay increase (Warr, P. and K. Birdi (1998).
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emerged’. The authors conclude that education level hasngrortant impact on

learning motivation.

Since learning motivation is an important factoretgplain the lower participation of
older employees in developmental activity, the arghfocus on it to investigate
possible sources of differences. Findings showldahing motivation is explained by,
ceteris paribus, age (negative sign), educatiaal) learning confidence, support in
non-work environment (family, friends) and time stmints (negative sign). The fact
that age has a significant negative impact on Iegrrmotivation needs to be
investigated further by including in the regressiorodel some other variables.
Possibilities indicated by Warr and Birdi includ#der workers’ perceptions that they
do not have any significant career goals to achiedestacles to career moves;
conservatism; reduced level of physical energy; pmdtisfaction; organizational
commitment; task-demands of particular jobs. Thentidentified as possible factors to
explain the lack of learning motivation — relatecand accounted for in the age variable
— previous experiences of failure or great diffiguburing training, as well as
stereotypes of older people and an insufficiendyedoped ‘continuous learning culture’

within the work organization as a whole.

Even if the authors have hypothesized a wide rarigactors, they then concentrate
their attention on the content of the training atti They suggest enhancing
development among older staff by offering oppotiesifor voluntary learning in areas
attractive to them, creating an opportunity to geg learning confidence that would
encourage them to get involved in further educali@ctivity. They refer to a ‘virtuous
cycle’ - the fact that “more activity leads to maretivation, which in turn leads to
more activity. “ (201). Such a stance fits in witle cultural historical activity theory
conceptualization of motive formation (and persiayglfor which — using the
terminology of CHAT - actions can become richer audgrow the activity to which
they belong and give birth to new motives and & (sections 3.4 and 3.5).

| can then agree with Warr and Birdi when they g&t “The key practical problem is
how to encourage older staff to enter that prog@sially.” (201). Yet on the basis of

CHAT, entering an activity cannot automatically gwoe motivation, and, in particular,

"Employee age and voluntary development activitytérnational Journal of Training and Development

2(3): 190-204. p. 194).

39 My conceptualization of the subjective motivatibdanension is discussed in sections 3.5 and 6.5.
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learning motivation. Indeed, the authors suggedttthfacilitate the start of the process,
opportunities to get involved in a developmentdivay in areas of interest to the older
employees should be given. From the findings ofrthtudy, they also deem, as an
important condition to develop learning motivatidhe support from the workplace.
Supporting older workers in their own interests bame the meaning of recognition of
the phase of life that the older employees ar@amely the fact of being at the end of
the working career and the need to develop pelispscadequate to cope with the

transition from work to retirement and other kirfdaotivities.

However the ‘virtuous circle’ of Warr and Birdi see to be lacking an adequate
theoretical framework. They seem to think that thkuous circle could start just
because the content of the training activity igfiesting. In CHAT this determinism is
not arguable. It is also necessary that the adiagetting involved in such a course be
aroused by a motive that ranks highly in the matigemprised in the personality. As |
discussed above (section 3.5), personality is ramtexistence of different motives, it is
a hierarchy of personal senses of motives whicteldpvand operate in hierarchical
relationships. Therefore in order to understand lamwemployee chooses to start a
developmental activity, it is necessary to conslugrhis whole system of motives and
personal sense in hierarchical relationships anglyae how and where the new

developmental activity comes into this hierarchg anrelated to the other motives.

4.3.2 Organisational factors

Older workers and learning has also been focusedyWORKTOW, an action
research project in small and medium sized entprin industry, service and office-
work sectors in three European countries (Tikkaeahn et al. 2002). The project
aimed to identify innovative ways "to motivate aldemployees to participate in
learning activities” (ibid., 13) and provide recomnaations for Human Resources
Development (HRD) and European and national pdalicte enhance learning
organisations. A number of case studies of goodtioein educational and training
interventions were analysed. The analyses revealeahge of difficulties in getting
employees, employers and managers involved inilguand competence development.
It appears that time constraints play an importal# in the case of women, for whom
family and other relationships create demands asgansibilities to be juggled with

work commitments (ibid., 60). The issue of timeoatsnerges in relation to workload

75



and middle managers obstructing participation amntng activities due to pressure of
work (ibid., 65). The investigation by Tikkanen acolleagues also reveals that some
learning interventions were obstructed by tradeomsi or by internal struggles. In a
more recent work, Tikkanen, quoting other studagmin claims the reluctance of trade
unions to support older workers’ learning (Tikkarg006, 31). Other scholars identify
obstacles for older workers’ learning in employgn®judice (Taylor and Walker 1998)

and in the employers’ decision making (Taylor amd/id 2001).

In conclusion, in the work by Tikkanen and colleeg{2002), none of the analyses of
the good practices indicated a successful way w@ldp motivation, especially in the
case of low skilled workers, while the organizaibdimension of the issue of training

and learning emerged.

The authors’ final recommendations for policieE€atopean and national levels and for
policies at the level of branches and companiegsfon developing attitudes as “paying
attention”, “being sensitive”, “making efforts” srddress initiatives that are needed. The
emphasis is on increasing awareness of the valueldsr workers’ competences,
supporting age-management in companies, strengipeaducational opportunities,
improving working conditions, developing incentiwystems, and adapting work
organization and training systems to the diversityworkforce.

Tikkanen and colleagues also suggest, shifting thigention from the organizational
dimension to the individual one, that greater dibenshould be paid to the integration

of individual interests for developing training iadies:

“When developing national policies in Europe to supglexible arrangements between work and
retirement greater attention should be paid to sgies between personal interests in work, leisund a
training. Our studies have illustrated the fruitfulnessading the interest of employees in late careex as
point of departure for personal development andifitating work skills.”.

(Tikkanen, Lahraé 2002, 116, authors' emphasis)
Tikkanen also points out that older workers arghty critical consumers in the training
market’ due to their long professional experiencd eapacity of judgement (Tikkanen
2006, 30).

It is not only formal training that is important teeep older workers employable.

Learning at work is becoming increasingly cruciat blder workers due to rapid

changes in work practices and technological inrioaat(Tikkanen 2006). Tikkanen’s

study on older unemployed technicians shows they think they need to go back to
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work to maintain their job competence, even if ti@we previously attended formal

training courses.

On the importance of work to maintain and develop dapacity of working, studies on
the influence of jobs on ageing (Farr, Tesluk etl@B8; Schooler, Caplan et al. 1998)
show how complex working environments can provigi@wi and challenges that tend
to increase intellectual flexibility and work pemfisance over time (Hedge, Borman et al.
2006, 94-96). In particular Schooler and colleaguasforward the hypothesis that this
is due to the higher levels of job satisfaction awatk involvement of older workers

compared with the younger ones.

Along the same line, Hedge et al. concentrate #ité@ntion on job design, career paths,
types of jobs, training opportunities to keep thdeoemployees employable, and stress
the role of health care benefits and pension schaméncentives to older employees to
retire later on (Hedge, Borman et al. 2006). Theferrto motivation as the individual
desires and wishes, as reflected in their planfonghe future. The knowledge about
older workers’ desires and plans is seen as udefullesign and implement HR

management policies (ibid., 110-113).

So, the literature reviewed in this section indesatthat both individual and
organizational aspects contribute to the developnoéncompetence (learning) and
cognitive functions: workers with their own inteieslesires and work organizations
with their conditions of work can both support tlearning process necessary to

maintain the employability of older workers.

In all the contributions mentioned the older woskerontext of work and the personal
interests seem to be conceptualized as separatddha recommendations are about
taking into consideration both sides of the issueoider to put forward successful
policies. Generally there is no mention of possielationship between contextual and
personal dimensions and how to include the corsiier of this in the design of

interventions to support older workers’ learning.

4.4 Educational gerontology

Although a large part of the educational gerontplogas been theoretically
underdeveloped for a long time, more recently, istth this field have been elaborated
according to critical perspectives and the life reeuapproach (Glendenning 2000;
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Withnall 2006). These theoretical frameworks haieig rise to questions about what
age, ageing, and the position of old age in theénpodern society are and the role of

education in supporting old people, especiallynm post-work phase of life.

From a critical perspective and with reference torks of Lash and Urry (1987),
Bauman (1992; 1997), Leonard (1984), and Taylor89)9 Phillipson depicts the
postmodern society and its characteristic of inbtgband lack of resources to support
people in constructing their identity. Accordingttee critical perspective, the task of
critical educational gerontology is to highlighethole of education in supporting older
people in their struggle to find a place in the tpusdern society and to build their
identity.

The gerontology field is traditionally defined hyet concept of older age and is based
on the premise that older age has a specificitypaoed to the younger one. The focus
is on biological and psychological factors and éngphasis is on impairment of health,
cognition, and loss of perspectives. Yet sinceetig of the 1990s the adoption of a life
course approach has widened interests in the gadogtfield to the social factors and
the long-ranging effects of early experienceshimderontological literature the issue of
whether age can still be seen as the relevant cantdenominator among older people
arises, when it can be seen that variability withis group is even greater than in other
age groups (Settersten 2006). The adoption ofifdtnedurse approach reveals that older
people do not share the same economic and soctalintstances in which they have
grown up and lived. This raises the question ofthwaeit is possible to generalize the
findings to future cohorts of older people (Setems2006; Withnall 2006). However,
the life course perspective is used to investiate social and individual experiences
can influence learning in later life and how olgeople make sense of their own

learning attitude.

In critical educational gerontology ageing is seana socially constructed event in
which the state and the economy play major rolden@nning and Battersby 1990).
The preoccupation is about marginalization of oldmiults and raising their
consciousness of power and control in the construcbf the ageing process
(Glendenning 1992; Withnall and Percy 1994). Fr&as point of view, education can

play a role of empowerment and emancipation.
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The humanistic perspective has been developeditailiby Percy and in the United
States by Moody. Percy points out the difficultiegeneralizing about older adults as a
disadvantaged group and questions the supposedaypesition of educators in trying
to transform the others’ view. Educators could heilitators of the older people’s
learning, taking into account that older peopleehaVifetime experience to pass to the
younger generations (Withnall and Percy 1994). Mooffers a more complex picture
of the accumulated experience of older peoplengatiat this can be either a resource

or a stumbling block. This depends on the meanpegple give to their past:

"Our attitude toward our own past deeply affecesdhbality of life, whether we hold on to it too digaor
disown it too readily."

(Moody 19%%)

On the basis of the poet T.S. Eliot's meditationttoey meaning of time and ageing, and
on the call for attention to the value of the psxcef life review made by gerontologist
and psychiatrist Robert Butler, Moody stresses thast experience needs to be
questioned and reviewed to find meanings for wtibemwvise is only a sequence of
events. He relates the life review to the concdizaton of development and learning
in old age. According to Moody, each age has ita developmental task. The one for
the old age is the process of life review:

"It is this sense of discovery that gives the psscef life review its true significance and itsatenship
to continuing education throughout the life cydlewe accept this process of life review as beihg t
major developmental task of old age, it must bectimestarting point for any theory of educatiort tva
might evolve. We will need to pay the closest ditento how older people use their life experieinte
the learning process in order to build the stremgttexperience in old age. "

(Moody 1990, 2829
Education can support older people in this proc#ssugh integrating their life
experience into the classroom. Pointing to the wadrRPaul Freire, Moody argues that
an educational method based on a dialogue andepsinip between educators and older

learners is needed.

Because Freire does not deal with ageing and ttaeimg of growing old, Moody refers
to Jung and Erickson, who have a cognitive appraauh single out phases of life.
According to Jung, in the first part of life, indiwals would seek to achieve a stable
ego-identity, but in the second part of it, selidieation and a sense of wholeness are
searched for. Erickson deems that the distinctig& of old age is coping with a feeling

of despair and the acceptance of ageing as p#redife-cycle.
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4.5 Concluding remarks

The cognitive approach considers older workers’ettggment from a biological point
of view, playing down the role of the social andtural side. So in the absence of
further biological development which occurs in thest part of life, the cognitive

approach considers only decline of mental capaslitYet, as reported by Billett,
referring to the works of Baltes & Staudinger, aBielman, the older workers’
capacities and knowledge developed through expmygencan be important to

compensate for the slower nervous system:

“ ... the evidence also suggests that older adulie ki@veloped significant memories and capacitias th
are highly effective in resolving problems and perfing effectively in work-related roles. This cajia

can compensate for slower nervous system (Baltes Staudinger, 1996), because the level of
performance is not dependent on processing capabitye. For instance, while typing speeds might
decline with age, older typists are as efficientyasinger typists, possible because their wealth of
previous experiences allows them to predict andweethe typing task more efficiently than the ygen
counterparts: “...while older adults may develop spéesed knowledge and strategies that may
compensate for these losses.” (Sigelman, 1999:229)"

(Billett 200660)
Workplace activities surface as pivotal in the depment of good performance also in

the studies carried out by other scholars in tlyelpsogy of work and human resources
approaches mentioned in section 4.3.2, who stressopnel management policies,
working conditions, employer’s support and the ésadinion’s attitude as necessary to

favour the older workers’ participation in learniagtivities.

Yet, the mechanisms through which older workers ginengaged in learning are not
clear. According to the view held in those stud@sler workers become engaged in
learning if they have support from the companiesd aaining systems are more adapted
to their specificity (experiences and personal rggts). This implies a view of
learning as an individual endeavour which has tdriggered by favoured conditions,
but is not shaped by the object of the activitye3érstudies tend to consider all types of
workplaces to be similar and fail to thematizelthk between learning and strategies of

production. | devote the next chapter to this issue

%1 This is also the stance on which European Uniponts on older workers and employment rest when
they deal with training. See for examples Walker,aAd P. Taylor (1998). Combating Age Barriers in
Employment: A European Portfolio of Good Practibeblin, European Foundation for the Improvement
of Living and Working Conditions. and Lindley, Rnda N. Duell (2006). Ageing and employment.
Identification of good practice to increase job opipnities and mantain older workers in employment.
Bruxelles, European Commission.
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On the basis of a life course approach, educatigeabntology points out how
erroneous it is to consider older people as a hemegus group. This research
acknowledges the specificity of contexts and boitsdnvestigation to older workers

with low education in the industrial sector (seeafter Seven).

The educational gerontology was certainly enriclhgdthe critical perspective too,
which contributed to overcome the dominance ofpbgchological ‘deficit’ model of

older adults’ learning abilities (Formosa 2002).

The invitation from the educational humanist geobygy to consider the review and
interpretation of the past as the characteristigrofving old also stresses the relevance
of older workers’ subjectivities. The contributiof the humanist approach is to frame
older workers’ subjectivities in the process ofwimgy old. This means to investigate
how older workers develop personal seffses their past life experience as an element
to interpret their engagement with the present.l®Mracknowledge the relevance of the
theme of the personal sense of growing old andrdihe of the past in it, | take a
different stance from Moody who adopts a cognitiview on personal development
and attaches the activity of life review to the alge. | refer to the cultural historical
approach to take into account subjective ways ofvgrg old in the issue of older

workers’ learning.

| note that Leontiev also points out the role @& ffast review in self development, but
his approach, different from the Moody’s one, akkosne to see a relationship between
the self and experiences, and not only betweeraadexperiences. Leontiev underlines
that “the contributions of past experience to sedfre dependent on self itself and
became its function” (see section 3.5). In otherdspthe past experiences can be re-
interpreted by the self in accordance with its cardus cultural-historical development.
That is, there is a co-evolution between experienaed self: the experiences -
maturated by participating in collective and matkeactivities - can shape the self, but
the self shapes the experiences by changing thbugitbn of senses to them, and thus
also changes its way of doing about the world, thnolugh this it changes its self again,

in an ongoing intra-changes between the self aa@xiperiences.

32| discuss the concept of personal sense and ffexatice with respect to the concept of meaning in
section 3.4.
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The distinction about experiences put forward bgchkeér can be useful here to
understand the change of sense attributed to aegpstience. In his discussion of the
definition of labour process knowled¥e he investigates the conceptualization of
experiences (Fischer 2002, 129). Drawing on Hegk#ikectical account of experience,
Fischer distinguishes betwebaving experiences anchakingexperiences. In the first
case the immediate sense perception prevails, whilee second the latter is enriched
by imagination, memories, emotions and thought. I1Asan interpret it from a
Leontievian perspective, a person makes experieviten she reflects omaking
experiences and develops a personal sense ofl¢edhthis reflection is never detached

from material-collective activities and their sdai@eanings.

On the basis of this view, it is important to allo@om for the subjectivity of the older
worker in the analysis to understand his or heragegent in learning in relation to

her/his interpretation of past experiences.

The discussion on the relationship between ageasdlexperiences highlights my way
of defining older workers: they are workers who mipave a lot of experiences about
work and life because of their age. Indeed, a youoker may have had already a life
richer than that of an older worker, and made sehsemore than an older worker. In
accordance with this definition, also a young +tarm of chronological age — worker
would be ‘old’ thanks to his/her experiences. Yétatvcan be distinctive of the older
workers, who are also chronologically old, is tha biological, physical and social
constructed ageing can become an aspect of theiempes and enter in the process of
sense making. Hence older workers are the onesha® accumulated a good deal of
experiences and made sense of them, includingtitef becoming chronologically old.

I will explore this in my empirical work with refence to working and learning.

The next chapter is devoted to work activities amdlifferentiate them according to
work organization and labour process, and the ofpeork experience they can yield in
the case of the workers on the shop floor. | waline back to the issue of meanings of

working experiences in section 5.5 again.

% According to Fischer, the labour process knowledgeelops in context of work where theoretical
knowledge is not sufficient to cope with the taslssigned and practical knowledge acquired through
experiences is also crucial. This is typical in kmaces where computer-aided tools have been
introduced.
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5 Strategies of production and workers’ engagement

5.1 Introduction

As the previous discussion in Chapter Three hasvshan a CHAT perspective,
learning occurs in object-oriented activities. Cioethe tight interpenetrations among
collective activity, culture and subjectivity, iblfows that learning is collective and
cultural and the workers’ needs and motives formieg take shape in the engagement

in object-oriented activity.

Therefore, preliminary to the analysis of older keys and learning is an investigation
of the different types of object-oriented workingiaities in which they are involved. In
the CHAT influenced perspective | am developingoregnic activities have to be
identified on the basis of their objects, a taskmMuch | dedicate this chapter. This
serves the goal chnalysing the different types of older workers’ aggment with

strategies of production.

In CHAT there are few studies on learning at wotkcl take into account the form of
production. In the next section | present the wofkEngestrom who was the first
scholar, later in his career, to develop an inteireshis aspect of production activity
(2004). His interest is on organizational changesnterconnected activities systems
(e.g., the productive system and the client's sy$tevhich he interprets through the
theory of expansive learning he has developed (&niya 1987).

Engestrom concentrates on what is considered ths¢ astvanced form of production,
co-configuration (Victor and Boynton 1998), whemamoyees and managers engage
together in giving shape to the object of the potidm and service organizations
(Engestrom 2007). Yet | need to investigate theedeht models of productive activities
developed so far in the Industrial era in the WasWorld to outline the objects of the
productive activities and the related different way organizing industrial work. This is
to frame the analysis of the subjective relatiohthe workers to their own tasks in my
empirical work (Chapters Eight, Nine and Ten).

| refer to the sociological literatui@nd read it guided by the interest in the job dgsig
the technologies in use, the work practices, aedabrk organization required by the

different strategies of production in the globaht®xt of competition and in the western
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institutional context. The concept of strategy addquction is discussed as an analytic
tool to identify different objects/motives in orgaimg economic activity (section 5.3).

The investigation into different strategies of proohg goods through the sociological
literature aims to show how industrial activitie® @&onnected to the development of
institutions, regulations, social and local congexsection 5.4). These connections
between models of industrial strategies and irgtitgs and socio-cultural contexts
create the social aspects and meanings about wgstes, even if the sociological
literature plays it down. In my research, takingpirronsideration these connections

provides the backcloth for my investigation on Waakers’ personal senses about work.

The account on the strategies of producing goode/sithe centrality of the managerial
principle of separation between conception and @i@t, which is applied in different

ways across the models of strategies discusséisichapter.

| propose to interpret the theoretical implicatiasfsthis managerial principle for the
motivational dimension of work using Leontiev’'s cept of hierarchy of personal
senses of motives and his distinction between mdaitd operation (section 5.5). The
latter is discussed as the relation between thghkamd doing, in other words,
conception and execution. | question what subjectelations with the object of the
activity are implied for workers carrying out opgoas without being involved in their
design. On the basis of these theoretical ideaggvelop my working hypothesis -
explored in the empirical work presented in the tasee chapters - that the workers’
positions in the work organization create the coods for their personal relations with
the object of activity and their subjective engagam Yet according to Leontiev’'s
concept of hierarchy of personal senses of motitles,engagement develops if the

worker can recognize a personal sense in the mbékiand the object of the activity.

Because of the theoretical implications of the nganial principle of the separation
between conception and execution for the workeess@nal relations with the object of
activities argued in section 5.5, next | elabomatypology of models of strategies of
production according to the grade of separatioméeh conception and execution by
which these are characterized (section 5.6). Ithvilused in Chapter Seven to elaborate

the research design.
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The chapter ends with a discussion of the standpmfoach to the relation between
strategy of production and learning to introduce tbllowing chapter on workplace

learning (section 5.7).

5.2 CHAT and production organizations

The development of a framework to interpret tramefative learning in workplaces has
been the Engestrom’s starting point in his work: flois purpose he refers to the
contributions of Vygotsky and Leontiev, extendimgit ideas to work settings for the
first time (1987; 1996; 1999). He also draws on thienkov perspective on
contradictions to point out that activity systemsolee through contradictions.
Contradictions are structural tensions emergin@iwiand between activity systems. He
points to the multi-voicedness of activity systeassincluding multiple points of view,
cultures and interests. The interplay between tnectsiral contradictions and the
individual participants in the activity system hlygabout expansive transformations and
indicates that any activity system needs to be rstoed as the outcome of changes
over lengthy periods of time (2004, 149-150). Heetainto account the agency of the
personnel in prompting transformations in the ai#is. Yet, in the work of Engestrém,
agency relates to the people’s ability and willttansform their activities (2011, 99),
and it does not include why people engage in tratstormation and are ready to
overcome the difficulties encountered in the chanda fact, Engestrom notes the
passion and involvement of the personnel as welliffigulties in the organizational
changes throughout the Change Laboratories caaigdn different businesses and
discussed in his Developmental Work Research (2P0, 99). At the same time, he
implicitly recognises insufficient theoretical tgsah his theory of expansive learning to
interpret the subjective dimension. | come bacthtse point in the next chapter devoted
to the relation between workplace learning andestthjity (section 6.4).

In this chapter, dedicated to the outline of olgexftindustrial activities, it is relevant to
note that Engestrom is interested more recentlgnialysing expansive learning in an
emerging new way of production called co-configmatproduction (2004; 2007).
Drawing on the work of Victor and Boyton (1998), tiefines this way of organizing
activity as the creation of customer-intelligenbghucts and services that adapt to the
changing needs of the user by continuous relatipasbf mutual exchanges between
customers, producers and the product-service canbirs over lengthy periods of time.
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The producers collaborate in networks within omisn organizations where mutual
learning occurs. He studies co-configuration tygework to enrich the theory of
expansive learning by analysing cases of orgawizalkiissues in companies from

different sectors, mainly in Finland.

Since | want to explore the engagement of workershe industrial shop floor, | need
to pull ideas from other perspectives on economat &ork activities to include other
forms of production and their wider institutionatidacompetitive contexts, and thus

pave the way for the study of the subjective dinmns the work activity.

I will now review the industrial sociological andlgical economic literature to develop
a fuller picture of the way that different strategiof production position people to be
involved with the conception and execution of tr@kwprocess. First of all, I introduce

the concept of strategy of production.

5.3 The concept of strategy of production

Before reviewing the sociological literature, | deg concept to refer to the different
methods of production | have found in it. The aifmtlois section is precisely to
introduce the concept of strategy of productiomgspreferred analytic tool to interpret
them. | draw on the theory of labour process tesstthe relevance of the job design and
work organization in the description of productisgategies. Yet | see these work
aspects in a CHAT perspective, namely in relatorihe object of activities and the
subjectivities of the people involved in these.

The Marxist analysis of the labour process andtedlalebate can inspire a more
comprehensive understanding of the relations ofl@ynmpent typical of the capitalistic
industrial sector (Thompson 1983; Thompson and Wath1998). This debate,
initiated by Marx and then renewed by Bravermarv@)9points out how the design of
the labour process is shaped by the property ofntieans of production and the

management styles (Burawoy 1979).

The labour process theory uses the concept of iglrmeess to investigate the relation
of power between managers and workers, driven éyrthnagers’ goal of extracting the
ability to work from the workers, in other words ti@nsform the labour power into

labour. This perspective focuses on the introdactd technologies to control the
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workforce, its effect on the de-skilling and uptskg of workers, as well as on the

workers’ resistance to the managerial control.

The place of subjectivity is still debated in tladur process theory. Some authors
consider it as reflecting an individualistic view the experience of working which
undermines the analysis of the relations of pradadiO’'Doherty and Willmott 2001, 9).
Others attempt to respond to the criticism of akladf understanding of the
“interrelations between the objective and subjecfeatures of work” (Thompson 1983,
178) that requires finding out how to overcomephablem of the ‘missing the subject’.
Thompson, with Hales, calls for a Marxist psychgiggbid., 178). O’'Doherty and
Willmott put forward the idea of referring to paststuralism insights for an
understanding of how the subjectivity of workerss “ico-implicated in the

accomplishment and reproduction of capitalist emplent relations.” (2001, 2).

If the starting point in the labour process thewryhe issue of power and relations of
production to extract the ability of work of the &kers, in this research it is the object
of the activity and the subjective relation of therkers with this latter interpreted in a
CHAT perspective. Hence | use the concept of th®da process as an element to
identify the strategy of production as it referstibe phases of labour to transform the
input into output and in which workers engage inoas degrees.

In contrast to the labour process theory, bothdalppocess and work organization are
seen as related to the strategy of productionettiterprise, and not only by the aim of
extracting the ability to work from the workers.€el'strategy of production is about how
to organize the labour process and the work org#iniz to comply with the object of
the activity, given the institutional and markeinddions, the technological, financial
and human resources available, and the econonti@gl sond political cultural beliefs.

Thus the strategy of production is the outcomeooflex interrelated factors.

In the sociological literature the strategies ajdarction are discussed as interpretation
of economic changes and tend to be seen as a seqoémodels, where the latest
overcomes the former (Herrigel 2004). Coherentlyhwihe cultural and historical
sensitivity of CHAT, | consider the different segies of production as forms of
production which can still be present in the prdducpractices and organizations today
and have not necessarily been completely abandonechbrace new types of strategy.
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The next section is devoted to illustrating theatsigies of production found in the

sociological literature.

5.4 Strategies of production and working practices

In what follows, | discuss different productionagegies, but within the terms of this
research the discussion is bound to the level diggaation permitted by their different

forms of labour process and work organization xgeagned in the above section.

5.4.1 The mass production and Tayloristic organizat  ions of work

The mass production system emerged at the begirofitige twentieth century as a
result of a long process that saw the social foomslicting and negotiating over the
nineteenth century about the organization of pradoc(Piore and Sabel 1984;
Mathews 1989). According to Piore and Sabel, twaes$yof technological development
were in collision: one was the craft production dnel other was the mass production.
Both were carrying different visions of the rolero&chines and skills. The former was
centred on a production process capable of produginariety of products thanks to
skilled workers using multi-purpose machinery; thier aimed at cutting the costs of
production and substituting the skilled workershaspecialized machines, to produce a

large quantity of goods at the lowest cost.

As Piore and Sabel argue, the outcome of the cotation between these different
models of production cannot be explained by théclod industrial efficiency, but by
the interplay of social and political forces. Massduction won the confrontation and

became dominant, but this has not to be thoughs afie unique path of progress:

“... the research has uncovered preconditions forstieess of mass production (and the concomitant
decline of craft production) in the politically die¢d interests of producers and consumers — réthearin

the logic of industrial efficiency. Thus not onlp draft and mass production appear to be complesnent
but also, under slightly different historical cotlns, the former might have been a more equahpacf

the latter.”

(Piore and Sabel 1984, 21
The winning vision, supported by the creation oégughte institutions and regulations,
had accumulated advantages by consolidating itsteamnological paradigm and thus
limiting room to other models of production. Althgiuthe craft production had been
restricted by the economic entitlements acquiredriags production, nevertheless it
survived even in the US, where mass production datimn was strongest. Craft

production and flexible specialization have haddrdbrtune in the European countries
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where mass production found it more difficult tonpgrate and expanded much later
than in the United States (Piore and Sabel 1984n¥ék, Jones et al. 1990).

Along with mass production there has also beenw&ldpment of a new science of
management. Frederick Winslow Taylor was the fistsynthesize the emerging
scientific approach to the management of the priboludn the late 19 century (Rose
1978; Bahnisch 2000, 52). His starting point wagiaque of the empirism in which
production was organized to allow “soldiering” andfficiency. Taylor's objective was
to design a rationalization of the organization ppbduction and work through a

profound control of it. His theory is based on fpuinciples:

» Task management: each task is precisely describeédhe worker is taught to
manage the task with the method and in the timecpiteed by the managers.
The managers have to extract the tacit knowledgkided in the traditional
process of the craftsmen, and to transform it intes and standardized methods.
The workers are given the incentive to adopt thezsentific methods and time

to carry out tasks with an increase in the wage.

» Selection of the workers: each person has perstrabcteristics that make him
or her suitable for a particular job. It is impatdo assign the right job to each
of them to gain in efficiency.

e Cooperation between the managers and the workeaglofM intended to
substitute the “drive systeri"with cooperation. Cooperation was also a way to
limit the individual initiative of the workers. Thsolution to emerging problems

is provided by foremen.

e Equal distribution of work between managers andkexs: in the traditional
organization, the workers had control over the potidn and a large autonomy
in defining how to carry out a job. Taylor wantedckar separation of
conception from execution “removing all possiblaibrwork from the shop

floor and relocating it in a planning or layout dejment.” (Mathews 1989, 23)

Taylor's scientific management approach was implaew in various forms by
organizations to increase efficiency and produttivAlthough the practice revealed

% The “drive system” was the traditional one whicfed to accelerate the pace of production threajenin
the workers with dismissals, wage reduction andigli®ary measures Della Rocca, G. and V. Fortunato
(2006). Lavoro e organizzazione. Dalla fabbrica athicieta postmoderna. Roma-Bari, Laterza.
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itself as different from the theoretical scientificanagement championed by Taylor
(Hoxie 1915 and Hollway 1991 quoted in Wilkinson 030 20-21), significant

innovations emerged in the way of organizing praidmcand work, such as the creation
of the manager figure beside the capitalist, thectional foremanship with separated
departments and bureaucratic processes and thetisreepay schemes bringing about

higher economic rewards for workers.

The combination of mass production and Tayloristiganization of work is called
“Fordism”, named after Henry Ford, the Americanrfdar of the Ford Motor Company.
He was the first to introduce on the shop flooraseembly line, which has become the
symbol of the mass productitn This mode of capitalistic development has protbun
links with the rest of the organization of the bgj for it rests on mass consumption,
policies inspired by Keynesism, sustaining consumnpand on welfare systems. The
social-economic sides of Fordism have been shagesobial and political conflicts
over the last century creating the micro- and maegulatory institutions necessary to
give stability to mass production (Piore and Sdi8&4).

Since the introduction of mass production, the hiigiitation of the workers’ autonomy
and the development of workers’ skills had foungasgtion by the workers organized
in trade unions. In different countries the confbetween capital and labour had given
rise to specific features of industrial relatioN®t everywhere agreements were found
in regulations that defined tasks, job classifmatiseniority, working hours, structure of
the salary (Piore and Sabel 1984, 113), while tbekwrganization has been accepted
in its fundamental characteristics (Burawoy 1979).

One of these features of the typical organizatibmass production is relevant for this
research since it can limit the participation ofrkkers in the activity of production, their
autonomy and skills: this is represented by theqipie of separation of execution from
conception. From the following discussion of otpbesduction strategies (5.4.2), it will
appear that this principle is still relevant in warganizations today. | will deal only
with the industrial sector, but it is interesting mote here that this principle is now
applied in the service sector too, for examplenseéconomic restoration (Ritzer 1993).

| discuss the principle of separation between cptiae and execution from a CHAT-

% | come back to this type of work organization ihaPter Eight, when | analyse the case of enterprise
E1l.
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influenced perspective at the end of the reviewhefstrategies of production in section
5.5.

| leave, for now, this issue to carry on with thistration of other strategies of
production found in the sociological literaturearsing with mentioning the historical

conditions for the development of other strategiggroduction. The aim is to complete
the list of the models of production developed @ods a repertoire of object-oriented

activities in which older workers can be involveminadays.

5.4.2 New market and technological conditions and n  ew strategies of production

From the 1970s, new developments have changedittiemstances that previously
operated the corporations organized in a Taylarigtay for mass production. The
spread of mass production enabled new corporatmresmerge in other areas of the
world, while the increasing saturation of domestiarkets induced the search for new
outlets as well as new economies of scale (PiodeSabel 1984; Mathews 1989; Wood
1989; Hayter 1997). In other words, corporationsvray on worldwide markets,
tending more often to become transnational corporat increasing competition in the
markets, performing takeovers, bringing about teeetbpment of global information
and financial services, producing interdependemeckiategration of the global market
(Webster 2002, 68-73). At the same time the tremdHe consumption of quality and
diversity pushed the enterprises towards new cdscepproduction, both from the
point of view of labour process and work organizat{Piore and Sabel 1984, 189-190;
Kern and Schumann 1991). Similar scenarios effetttedise of the cost of the labour
force and raw materials (Della Rocca and Fortug8f6, 54). As noted in Chapter Two,
the introduction of the information technologiesnmanufacturing allows and requires
new forms of flexibility (Piore and Sabel 1984; Matvs 1989; Castells 1996) as well

as the possibility of a corporation’s global lozation (Webster 2002).

All these changes have been discussed in literatutte different approaches and
theoretical frameworks in search of the identifmatof the new emerging paradigm of
industrial organization. Discourses can be foundlexible specialization (Piore and
Sabel 1984), diversified quality production (Stikeet991; Regini 1995), mass
customization and co-configuration (Victor and Btmyn 1998), lean production
(Womack, Jones et al. 1990), flexible mass prodadiiBoyer 1987; Regini 1995).
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The following discussion is about flexible spe@ation, as Piore and Sabel (1984) call
the company-level response to the crisis in the049T will then discuss the Lean
Production model (process enhancement), presegté¢bbmack and colleagues (1991)
as an evolution from Fordism. Finally, | will brigfpresent the strategy of outsourcing.
The other types of strategies of production will rnentioned as variations of these
models. For research purposes, the focus will bevarkplace organization and skills

required by the different strategies of production.

5.4.2.1 The flexible specialization

According to Piore and Sabel (1984), since the sl revolution the two
organizations of production, mass production arexilfile specialization, had been
coexisting so that in the 1970s, when mass proolucshowed its limits, flexible

specialization re-emerged as a system able to gue@an increase in productivity.

Analysis of industrial case studies in the Uniteat&s, Japan, West Germany, Italy, and
France depict a revitalization of craft productidfiore and Sabel (1984) defined
flexible specialization as small and medium firmigcated and interconnected in
industrial districts, taking advantages from bepayt of the same local community,
acting in a complementary manner to produce a &t changing array of products
with skilled workers using multi-purpose machinefyese industrial districts are also
characterized by the development of a balance legtwempetition and cooperation. As
mass production is regulated by macroeconomictittns, flexible specialization is
successful when the microeconomic regulation uredgintheir organizational forms

has characteristics, so that:

» These forms have “the capacity continually to reshthe productive process
through the rearrangement of its components” artk “set of possible
rearrangement is bounded and the aim of redeployhmeited”. In other words
they are flexible and specialized (Piore and S&bg#, 269);

e They limit entry with informal restrictions: “getiy a job depends on whom you
know, and whom you know depends on who you arbid (i 270);

* They limit competition over wages and working cdiugis to cut down costs,
since this type of competition does not favour parent innovation. Moreover,
the organizational cohesion required for flexigiktould be damaged by labour
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exploitation. In flexible specialization, collaladion across the hierarchy is
essential to foster innovation. Employment secujidbp sharing and broad job

classifications can be as important as wage systepromoting innovation.

Since competition is moderate, flexible special@atneeds some other allocative
mechanisms for an efficient deployment of resourtee community can have a role in
providing mechanisms to support the perpetuatiothefsystem. Training of labour is
one of the tasks carried out by the community (198243). Flexible specialization
requires broadly skilled workers able to combinactical knowledg® and conceptual

understanding, execution and conception:

“Production workers must be so broadly skilled tthegty can shift rapidly from one job to anothereev
more important, they must be able to collaboraté gesigners to solve the problems that inevitaiiye
in execution.”

(Piore and Sabel 1984, 273)
The community serves as the setting where the fiomaf the craft workers both as

identity and as mastery of ‘productive knowledgecurs.

According to Block’s and Hirschhorn’s works, as odpd by Webster, in flexible
specialization, information plays a critical rolermany ways. First, the ICTs work with
programmes that incorporate considerable quantiies complexities of information
(Webster 2002, 90). This information input allowsexfbility in the production of
products as well as in the labour process. Thezetloe operatives need to be multi-
skilled, adaptable and flexible, and ready to lesard train to exploit the possibilities of
ICTs:

“Where once upon a time employees learned a dasks$ ‘for life’, in the age of information techiogly
they must be ready to update their skills as quask new technologies are introduced (or even
reprogrammed). Such ‘skill breadth’ (Block, 1990, 956) means employees have to be trained and
retrained as a matter of routine, a pre-eminenfigrmational task.”

(Webster 200R)
Secondly, the worker participates in the desigmwofk reflected on computerisation
and reprogramming systems. Since the productidiexgle, the labour process is less
standardized and dotted with unpredictable incoma®es. To be efficient it needs
employees who are able to intervene and solve thleaps, but more often than in other
types of production, employees need to know th&esptoduction processes to be able

to respond adequately and improve the overall sy$Webster 2002, 90-91).

% For a definition of practical knowledge see foaen®2 in Chapter Three.
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Piore’s and Sable’s work has been criticized feraptimism regarding the possibility
that the model of flexible specialization would betw a dominant mode of production
based on small enterprises (Bonazzi 2007, 155padt initially the authors referred to
flexible specialization as a mode of productioni¢ggpof small and medium enterprises
(SMEs), however, Sabel later argued that largesfihave tried to elaborate a strategy
similar to the one of SMEs and to take advantagehef flexibility of SMEs as
subcontractors (Sabel 1989).

Boyer interprets the latter as a new paradigm df@istrial organization which he calls
flexible mass production: compared to the traddalomass production, this enables a
larger variability of product and design by meanis @ flexible programmable
automation’ (1987). Regini further develops this ideal-typehniespect to skills. He
points out that its strategy to meet changing deimamd volatile markets, keeping
prices down, is based on an internal polarizatiothe employment structure (1995). It
implies a reduction of skilled personnel and lesgpleasis on technical abilities to
employ low skilled workers and save labour cost.nv&osely, high-level skills

employees are concentrated in sales, marketingc@stdmer relations.

Yet this debate on work organization in large firisscomplex. Other authors -
belonging to sociology of organization and industsociology® - prefer to emphasize
the emergence of new models of workplace orgamzasuch as Toyotism and Lean
Production, based on the principle of process etdraent. It is to this literature that |

turn now.

5.4.2.2 Process enhancement

Despite the aim to control and rationalize the paign, in reality the bureaucratized
Fordist corporations observed the need for largecastly inventories of materials and
the space necessary to keep it, lack of incentfeesworkers, waste of time and
resources in difficult industrial relations, thexdgghy time to modify parts of products,
the amount of defects because the quality contasl vcated at the end of the assembly
line (Hayter 1997, 44). All these limits of Fordistganization did not emerge as

significant in the era of mass production, but peeaelevant when flexible production

3" The flexible programmable automation is an extmsof the programmable automation. The
changeover of equipments can be done quickly anmnatically, and the re-programming is
accomplished at a computer terminal (http://scigranek.org/pages/677/Automation-Applications.html).

3 | will also refer to the contribution of businessnsultants as Victor and Boynton.
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was needed, that is, production that was adaptecbtot the customers, satisfy an
increasingly individualized demand for products argher quality. Before the limits of
the investments in automation in the 1980s, assien@ response to the disadvantages
of Fordism, the success of the Japanese mass pidwystem became of interest
during the second half of the same decade (Bor2&¥f). The current trend of a fiercer
global competition is keeping attention high towatbe enhancement strategy, based
on the reduction of waste in the productive proegs$or its impact in cutting costs

down.

Strategies and techniques to enhance the work gsosere first developed by the
Japanese car manufacture Toyota. It takes the dayatism or Toyota system (Ohno
1988), that has spread to the United States ané necently to Europe. Womack and
his colleagues, who wrote the most quoted book mtgss enhancement, call this
strategy of production and work organization “LeBroduction” since it aims at

reducing all sorts of waste of time, space and uess through a continuous
improvement in the production organization (Womadknes et al. 1990). The
enhancement is also pursued with respect to thigygakthe product. Each worker can
ideally stop the assembly line if they discoverededtive part or are falling behind. In
this system, cooperation and teamwork are necesg#inyinterruption to analyse in

depth the reasons for a particular problem beirggipte (Ohno 1988; Womack, Jones
et al. 1990; Della Rocca and Fortunato 2006). Suatkplace organization softens the
Tayloristic principles of tasks fragmentation, sgpian of conception from execution,
control and supervision. The workers have broad#tdlssand tasks and the role of
managers is transformed from controllers to coadtMathews 1989; Victor and

Boynton 1998). Skilled workers with multiple task® now required and welcomed to
give feed-back and suggestions about the desigwook process to the production
engineering. Analysis of enhancement process fpergitted Victor and Boynton to

identify expertise developed by the workers, whilksy call ‘switching’. This is the

capacity of switching between doing and thinkingreflexivity over work practices:

“In switching, employees go back and forth betwestandardized production and creative process
enhancement. At one moment, the employee focusesiog the work, such as assembling a car door or
responding to a customer service call, and thetches to thinking about how to do the work befidris
switching occurs over and over, and the informatiors, incentive and reward systems, and structure
encourages [sic] workers to do, then think, donthigink-to achieve efficiently and create ideas on
improving the work itself.”

(Victor and Boynton 1998, 79)
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By this “do and think”, practical knowledijes generated, where necessary, to change
and improve processes. According to Victor and Bowyn all workers become
“knowledge workers”. From the perspective of mamaget studies, Koike confirms
that in Toyota workshops, workers develop intellattskills too (Koike 2002). This
kind of skill is developed through on-the-job thai, working with veteran workers,
and the supplementary role of off-the-job trainiftgimplies the capacity of handling

problems, detecting causes of troubles and fittiaghines:

“Since robots and other equipment have become ethdenore complicated in structure through the
merging of mechanical and electronic systems, aliyuthe skills required are more demanding. Anig it
noteworthy that workers on the production lineisglIT in identifying the causes of problems inatsh
However, the relief person, the most capable irdliag problems, has to input the data concernirgg th
problems for each robot into the PC, so that thadlividual history may help in the diagnosis of
problems.”

(Koike 200299)
The possibility of adopting the Japanese model ineAcan and European firms has
been at the centre of an intense debate (Jurge8% 2@ki 1994; Delbridge 1998) as
well as its interpretation to leave behind Fordiamd Taylorism (Thompson 1983;
Wood 1989; Wood 1991; Rinehart, Huxley et al. 19R@&yelli 2004; Della Rocca and
Fortunato 2006; Bonazzi 2007). What it is relevémtnote here is that empirical
evidence shows that there are diverse applicatodrisan production, depending on
cultural and institutional contexts, with differemixes of elements of the ideal-type of
lean production. However, in general, the involvemef workers appears as
problematic: the studies of Babson (1995), Rinedad colleagues (1997), Appelbaum
and Batt (1993) have found that this comes to lgarored in a way that often is
accompanied by job security reduction, lack of pston, and weak representation of
the workers interests. The same authorsTdie” machine that changed the wénaint
out that it is the cyclic nature of the Westernremay and its effect on employment that
prevents a stable cooperative relation between averland employers from being

reached.

A similar strategy of production is the ‘diversiiguality production’ (DQP) proposed
by Streeck (1991) and elaborated further by Re(iib5). The latter author refers to
DQP as a strategy adopted by firms to compete afitgand price. They respond to

the competition from low-wage economies orientihgitt products to higher market

%9 For a definition of practical knowledge see foaen®2 in Chapter Three.
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segments and through customizatfouality is achieved by significant organizational
and coordination capacities: this implies high &noad skills of the whole workforce
and its involvement in the firm constant tensiowdods improvement and incremental
innovation. In this strategy social skills to belealbto work with others as well as

identification with the firm’s objectives are crati

In this research it is interesting to note the modension towards a production of
quantity, but with a concern about the quality,aasay both to cut costs (reducing
waste) and to satisfy customers who now demandteehiguality standard of goods. To
achieve quality in a quantitative production regsicooperation between managers and
workers. Yet this cooperation is not easy to baihdl sustain, not only for the reasons
mentioned by the authors quoted above, but alsausecof the increased role of
shareholders and sometimes the lack of institutaors norms to countervail excessive
market power (Wilkinson 2003, 29-33). | will retuta this issue in my data analysis
(Chapter Eight).

5.4.2.3 Outsourcing: modularity and collaborative practices

Towards the end of XX Century, the practices of decentralized productimough
outsourcing and sub-contracting (tertiarizationydme popular for different reasons,
including the modest profitability of investments the 1980s and 1990s and the
growing need to integrate technologies in productsout developing them and related
competence in the original manufacture. The trefdcancentrating on the core
competence has brought about the development efonet of firms (Powell 1990;
Castells 1996; Helper, MacDuffie et al. 2000; Seang 2002; Whitford and Zeitlin 2002;
Bonazzi and Negrelli 2003). There is a wide delra@dministrative science, industrial
economy, political economy and sociology of orgahan about the relations among
the firms linked by the design and production gfraduct. Studies in these fields shift
the focus from the internal structure of firms be hetwork among firms. At the same
time, the standard definition of firm - based o tinansaction cost economics and
contract theory - is under question as new appememerge to interpret the new trends
(Kogut and Zander 1996; Helper, MacDuffie et al0@0Baldwin 2007 for references).

“0 For a definition of what is customization and egées of firms adopting customization see Victor, B.
and A. C. Boynton (1998). Invented here. MaximiziNgur Organization's Internal Growth and
Profitability. Boston, MA, Harvard Business Schéukss. It is a vision and approach from a consultan
point of view.

97



Despite the diverse points of departure and metbgds, analysts agree about the
openness of the networks of firms generated byddeentralized production and new
characterization of the relations between the @agEquipment Manufacturers (Oem)
and their suppliers (Powell 1990; Helper, MacDufée al. 2000; Sturgeon 2002;
Whitford and Zeitlin 2003; Herrigel 2004). Debasenidespread and organized in many
different threads, mainly with reference to the U&e. What is relevant for this
research is that the relationship between conaeptiod execution emerges again
(Herrigel 2004; Sabel 2004). Instead of findingtsaa issue in the interior of the firm,
it is now located in the network of the firms. Inet modular hypothesis, increased
codification and standardization of designing madularts of the final product, allows
outsourcing of modules of production (Baldwin arldrk 2000; Sako and Murray 2000;
Sturgeon 2002; Baldwin 2007), bringing about a empen between design and
production. In the pragmatic collaborations hypeisieconception and execution are
fused in an institutionalized practice of learnimgmonitoring through which teams of
workers from different firms deal with simultaneoesgineering, benchmarking and
control/correction of errors (Sabel 1994; Helperadiduffie et al. 2000). Firms are

moved to pragmatic collaborations by high uncetyaamd volatility of markets.

Industrial relations are experiencing significamtaiege in decentralized production
(Bonazzi and Pulignano 2002). Yet there are fewosogical analyses of the effects of
tertiarization on organizational structures andkeos’ behaviour (Bonazzi 2003). Work
conditions can vary along the supply chain and deépn the aim of the outsourcing -
cost reduction or search for specialized competenes well as location in well
developed countries or in less developed coun{ddseu, Beynon et al. 2000; Sako
and Murray 2000; Sturgeon 2002; Whitford and Zei®002; Bonazzi 2003). When
outsourcing implies modules of production workiniges by side and referring to
different firms, work acquires a heavier bureauzation dimension to control the
transactions between teams (Bonazzi and Pulign&@®2;2Bonazzi 2003). In less
developed countries modularization of productiomiplemented with less emphasis on
technologies and teamwork and more on the condep&lution of entrusting
production to skilled workers and continuous vawadi training (Abreu, Beynon et al.
2000). The production is organized on sub-assesblienodules that are independent
between them (Sako and Murray 2000).
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I now come back to the principle of separation leemvconception and execution which,
although applied in different ways, underpins thabolur processes and work
organizations of the strategies of production exaahiso far. The aim is to elaborate a
theoretical understanding of the implications ofstlmanagerial principle for the

motivational dimension of activity and subsequefdlylearning.

5.5 The separation between conception and execution : implications for

the motivational dimension of learning

| will refer to Leontiev’s perspective to argue ttti@e managerial principle of separation
between conception and execution has profound dafpdins for the motivational aspect
of activity and learning. | use his ideas to pult the significance of this principle for
engagement at work and vocational learning. Thiscyple is relevant because it deters
workers from learning what the object of the atyivn which they are involved is,
making sense of it, choosing whether to engage wvahd learning what is necessary to
carry out work tasks, and contributing to give shdp it. This can be particularly
crucial in the case of strategies of productiomemed to continuous innovation. | show

how | reach this conclusion in what follows.

5.5.1 Conception of actions and execution of operat  ions: coming in contact with the

motive of the activity
My focus is on individuals’ engagement with the emftj of activity rather than the
expansion of the object. Therefore, although Emgest has made important
developments about expansive learning and objsetgion 5.2), | need to start again
with Leontiev’s distinction between actions and mapiens in his theory of activity
presented in section 3.4, to theoretically elaleotia¢ subjective relation with the object

of the activity in the case of the industrial aities.

Let us begin by referring to the assembly lineha mass production, where workers
repeat hundreds or even thousands of times a dagdme operations lasting a few
seconds (Como 2008). This case is helpful for lasity, since in such a situation the
separation between conception and execution cat ke highest level of application.
Viewed from Leontiev's perspective, the act of @xen of routinised operations
corresponds to the operational level in the thesell structure of activity, when
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operations are performed automatically, even iy ttél remain linked to the action, for
operations constitute the method to carry it oee (section 3.4).

However in the case of assembly line the relatietwben operations and actions is
different from that of the driver shifting gearsedsby Leontiev to illustrate the relation

between action and operations (see section 3.Bedause these two levels of the
activity (operations and actions) are performediifferent subjects. This is due to the
internal division of labour of the work organizatjovhich has separated the theoretical
and practical activities, that is, the conceptiad axecution, or thinking and doing. Yet

these are inseparable, as pointed out by Leontiegause historically, thoughts are
linked to practice, and language and vocal acts Hasen developed to plan and

organize practical activities in order to satisgeds (1981, 251).

In other words, in Leontiev’s view, operations refe acting according to some pre-
established methods, developed and internalizdekietirough carrying out conscious
actions. Actions are aroused by the motive of tttevity and directed towards a goal.
When actions become automatic, that is, operatiemerge, then inner psychic
processes related to the working activity are reduo the minimum and previous goals
can disappear, leaving room for other goals (setiose 3.4.3). Operations become

conditions for performing other actions.

The case of workers working at an assembly linerapéating thousands of times the
same operations presents a different situationthla case operations have been
developed by someone else, typically the manadetiseoengineering and production
departments, with the support of time and motiardiss. Actions and operations are
disjoined, as well as thinking and doing: managkrsiot carry out the actions whose
operations they have designed, and workers justpagoations without having been the

subjects of the whole action whose operations aneition$™.

“1 Of course, this issue is relevant not only for kess and managers, but also for employers and
shareholders, who care about identifying objectsusinesses, and may be less interested in thégadac
aspects of these. In the case of shareholdersntii@sic meanings of the motives/objects of the
businesses are even fading away, while financidlve® arise, increasing the level of estrangemattit w
the motives giving shape to the object(s) of aivegt | am aware of the complexity of this issusdathe
contradictions in the capitalistic organizationaotivities. For analytical reasons, this reseasdmoiunded

to the case of the relation between workers’ patseanses and social meanings of industrial aigsvit
and its implications for vocational learning. Howevcapitalistic contradictions surface in thise@gh
and are considered as elements in the materiahgttens in the workplaces.
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What are the theoretical implications of this sapian between actions and operations,
that is, between thinking and doing, for the woskg@rersonal sense of participating in

an activity?

We have to remember here how the concept of ohjetive is crucial in Leontiev’s
framework. The human psychic development exists lggenetically and
ontogenetically in the transformative connectionshwthe development of object-
oriented activities in which subjects are involwedsatisfy their cultural and historical
needs (see Chapter Three). So if one experienceiterest, a desire, a passion”, it
means that that person finds the actions in thatitycsignificant for her or his life and
can give to those actions personal sense (Leod®@8, 91). Leontiev highlights the
role of motive in connecting actions in a colleetiactivity and providing meaning to

individuals participating in that activity.

The fact that workers can only carry out operatiomsans that their operations are
conditions of other colleagues’ actions (sales depent, strategies developed by the
top management, etc.) and they have fewer oppdtigarto come in contact with the
motive of the activity through planning the actioascording to the motive of the

activity. However, it is also possible for each War to recognize that her own
operation can be linked to other colleagues’ opmmatand actions, and all operations
can be conditions to support another colleagudisradut it is difficult to imagine that

a worker can feel interest, passion and desirairying out routinised operations such
as on the assembly line and make personal serseddb the objective meaning of
those operations.

Therefore, a question emerges: is it enough ta lmharge of carrying out operations to
come in contact with the motive of the activity?dther words, how does a personal

sense of that activity develop in this case?

This leads to the issue of the existence of diffestrategies of production and their
tendentially different degrees of application ok tprinciple of separation between

conception and execution, as discussed in thequrs\sections.

| come back to this in section 5.6 to offer a tyjypl of strategies of production and then
in my empirical work, but before that, in order ftame the latter, | want to discuss
further the distinction between social meanings g®isonal senses of motives

101



proposed by Leontiev, introduced in section 3.4d &ere applied to the case of
contemporary industrial activity to put forward ewntheoretical approach to analyse

and interpret the subjective dimension in the viocal learning of older workers.

5.5.2 Personal senses, engagement and learning

Workers have an image of the object of the actiwitywhich they act. What is
interesting is to consider that this imaged objeas a social meaning, that is, the
meaning socially recognized to the activity for @erhithey work. Of course, as pointed
out by Leontiev, this social meaning does not negrdly coincide with the personal
sense that the worker has developed in her lifeitathat object of activity. As | said in
section 3.4, people internalize social meanings,itithe subjective moment of the
internalization (Stetsenko 2005, 84) they attribtie these their personal senses

according to the relevance that these social mgartiave in their circumstances of life.

For example: a worker on the shop floor of an gonesluction factory knows the object
of the activity in which she works as being theduation of arms. Yet we know that
the object is slightly different. Let us supposeésiproducing arms to be sold in poor
areas in the world where there are no standartie tespected regarding the quality of
the arms. So the object of the activity could dsdformulated as “production of arms
with a market strategy oriented to low quality”. @re basis of the discussion in the
previous sections, this object tends to develomwodristic style of management and
organization of work. Hence this worker is likety ¢arry out operations without been
involved in exchanges of knowledge and informatidrherefore she has few
opportunities to learn what the object of her gmise precisely is. However she knows
enough of the object to say that, from her pointiefv, the production of arms is not a
good thing for the world. This belief can come frdrar life circumstances which
include her relevant involvement in care activity her family and community. The
motive of this (caring about others) has been natzed as a significant motive in her
hierarchy of personal senses of motives (sectidh ¥.et she is surrounded by social
meanings embedded in the existence of the armaugtiod itself (see section 3.4) that
express positive evaluation about producing arms. |Aexplain in section 3.4.1,
according to Leontiev, the relation between perssaase and social meaning (that is,
consciousness) can explain the engagement in olgeattivity. In the case of the

worker in the example, we could foresee her limgadagement in the workplace and,
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as a consequence, also her low interest in vodtaond workplace learning. She might
be even more disengaged if she knew more detadatahe object of the industrial
activity in which she works. She could learn mdoew the object of this activity if she
was in a higher position in the hierarchical orgation or if the management style were
oriented to participative models of work on the sffloor, that is, where workers are
involved in contributing to enhance working praesic

| adopt this theoretical framework to analyse amtédrpret the engagemé&hof workers

in their tasks, that is, the relevance of the i@abetween conception and execution to
create the conditions for the workers (and theqgyersl in general) to come to know the
object of their activity, make sense of it, andl feegaged in their work tasks. In other
words, only in carrying out actions doing and thirgk(conception and execution) are
reunified and access to the object/motive of thivie occurs (because actions are
aroused by the motive/object of the activity). Thibws the worker to recognize and
develop a subjective relationship with the motibgéat of the industrial activity in
which she works. | depict this relationship - whishthe presupposition for engagement
—in the Figure 5.1, similar to Figure 3.1. In tRigure | have added two bidirectional
arrows to represent the personal and subjectiaioakhips of two workers with the
object/motive of the activity in which they are olved. These arrows pass across
actions in the Figure to indicate that with an imeonent in actions, workers have more

opportunities to develop themselves and contributee development of the workplace.

Before moving on, | want to clarify my position witespect to that of Leontiev about
the issue of the property of means of productiorthgyemployers. Leontiev refers to
this as an obstacle to making sense of the actiwityhich workers work. My position
is that this is less of an impediment to develqmsitive relation between the personal
sense and the social meaning of an activity thanpifinciple of separation between
conception and execution. The latter has implicetior coming in contact with the
motive of the activity and making sense of it, wtihe property of means of production
seems to me less necessary, especially when techcalltools of work can be costly. |

agree with Leontiev that the structure of the camsaness reflects the relation with the

“2The concept of engagement is introduced in Chaftieee, section 3.5, when | discuss the subjective
pole of activity, that is, the conceptualizationsefif and personality in CHAT. The self is the ways
which persons engage with the social world. In tomclusion of Chapter Three | write that the
engagement depends on the position in the actiditye | develop that idea elaborating on the cotimec
between the managerial principle of separation bebhnconception and execution and the self.
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features of activities (1981, 244), and the prgopeftthe tools of work can be important,
but it is also possible to image an implicit agreaimof using tools owned by others

(employers, shareholders) as long as there isradmaeanings about the motive/object
of the activity.

In conclusion, in this CHAT-influenced perspectieayrying out actions is relevant for
the development of a personal sense of the mofitheoactivity. The engagement in
the activity depends on this personal sense andthigwelates to the social meaning of
that activity.

Figure 5.1 — Diagram of the association of motigad personal senses of motives as
the presupposition for engagement in collectivevaygt

OBJECT Worker A and
ORIENTED- ~ her
/' ACTIVITY ‘ hierarchy of
/ personal
Object/Motive senses of
A motives
/ 4 ACTIONS
Need \‘Individu-als’. _____ > Worker B
goals and his
: hierarchy
Operations of
personal
senses of
motives

Note workers’ engagement occurs along the lines cotingdhe activity motive to the

hierarchy of personal senses of motives, throughatttions, where doing and thinking
are conjoined.

To sum up, when we deal with motives and persomases for learning in the case of
workers on the shop floor, we need to take intoant the position of workers in the

activity, namely to what extent the methods empdiotge carry out tasks in workplaces

“3 Clearly this can be a problem in profit orientetivties as in the capitalistic system, but majéss
when these are carried out with ecological andasoesponsibility.
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are conceived by people other than the workers hen shop floor. The previous
discussion indicates that from a CHAT theoretic@hpof view the separation between
conception and execution has implications for tbeetbpment of workers’ personal

Senses.

Of course, personal senses do not necessarily afevel coherence with the social
meanings of the activity, as in the example usethis section, in which the worker’s
hierarchy of personal senses of motives (her stibjgd excludes the sense of
producing arms. As argued in section 3.5, subjigtié the product of ontogenetic
cultural development occurred through participatingdifferent activities and social
practices, in which persons build their own hiehgrof motives and personal senses.
Hence any new motive enters a previous subjectuadtion and, even if the latter is
always in transformation, we can image that it @eepnts a point of reference in the

creation of the personal sense of the new motixg, (@roducing arms).

What | want to point out is that making sense efiotive for the activity in which the

subject takes part is crucial for the engagemetitahactivity.

We can image that the higher the association betwmssonal senses and social
meanings of the motive of the industrial activithe more significant can be the
engagement in the working practices. Converselyr @ssociation or estrangement
between personal senses and social meanings ohaktige of the industrial activity

bring about a loss of engagement. Engagement ikimgppractices is relevant because,
as | explain in sections 3.4 and 3.4.1, needs emiergctivities. The development of
learning needs depends on the engagement in wogkiactices. Only if there are

learning needs, can we expect that these needsneahthe objects to satisfy them,

objects which will become motives for learnffig

5.6 Strategies of production and separation between conception and

execution: a typology

Having presented the most significant strategieprofiuction discussed in literature,
and discussed the implications of the manageriaicjple of separation between
conception and execution for the motivational agpet working and learning, | will

now schematize the relation between the strategipsoduction and this principle as it

“ The relation between need, object and motivessidised in section 3.4.
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has emerged in the previous discussion and wittreate to CHAT. This serves the
goal of framing the selection of case studies (@raeven) and providing the
necessary ground to interpret in a comparative thayrelation between strategies of

production and motivational aspects of learning.

Table 5.1 is organized adopting the relation bebveeecution and conception in the
work practices on the shop floor as the organirafi@rinciple crucial in determining
opportunities for engagement and learning. Thiati@h - surfaced in the literature
review - divides the strategies of production inotgroups. Process enhancement,
pragmatic collaborations in decentralized produmtibexible specialization, and craft
form the first group of the strategies of productishere workplace organization has
moments of conjunction between execution and cdiweType 1). In this ideal type,
workers on the shop floor are asked to monitor rafléct on work practices and some
feedback from them can modify the labour procedse degree of involvement of
workers can vary across these strategies of prmotueind their applications. | have
already noticed that the involvement of workers l@an production can change
according to cultural and institutional contextawéver, from CHAT, these strategies
of production have the potential for being moreoiaable to create opportunities to
develop engagement, and needs and motives foirigarn

In other strategies of production — mass productitexible mass production, and
modular systems - workplace organization on the dlomr only requires the execution
of tasks and therefore tends to imply a lower leMeengagement of workers in the
labour process (Type 2). Again, the involvementwafrkers can vary across these
strategies of production, yet they are expectedbdoless favourable to develop

engagement, and needs and motives for learning.
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Table 5.1 — Typology of strategies of productiorsdsh on the relation between
execution and conception (the sign & stands fojwwtion and the sign # stands for

separation)

Strategies of production Relation between conception and Typology
execution
raft
cra Type 1
Flexible specialization (more
Conception&Execution potentially
Pragmatic collaborations engaging
task
Process enhancement asks)
. Type 2
Mass production P
(less
Flexible mass production Conception#Execution potentially
engaging
Modular systems
tasks)

Before moving to the empirical work on the connamtsi between strategies of
production and learning in the case of older wakéris useful to point out how the
literature usually relates the strategies of prtidncto vocational education and

learning.

5.7 Strategies of production and vocational educati on

Among the authors quoted in the previous discuseinstrategies of production, few
are interested in the relation between these aschiteg. When they are interested in
this relation, they focus on aggregated behavidlingy focus on economic production
as the necessary premise to talk about vocatiahalation, but they show less interest

in how learning needs and motives arise in the imgrlactivities. Indeed, they tend to
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consider needs as emerging at the enterprise’d, lagethe outcome of awareness

among the managerial level.

For example the reflections of Keep and Mayhew 9)98om a political economy and
sociological approach, focus on what type of stnatef production is characteristic of
the UK and therefore what are the skills needeckirTboncern is that most work
organizations in the industrial and service sectansld be Fordist and Taylorist and
hence require low investment in training. They mlahat UK VET policies should
appreciate that skills are third-order issues fondg and confront questions such as
choice of product market and competitive strategyich indeed are first-order issues,
as well as work organization and job design. Theywke consideration of skills issues
in a far more complex backcloth than usual in tbkl fof vocational education. Yet they
tend to focus on skills demand and neglect the bekween these and how skills
develop, that is the need to consider the motimaticaspect of learning for the
employees.

Recently, Keep has shown an interest in how legragturs. Yet he fails to notice that
different learning environments can depend on wiffe strategies of production (Keep
2008).

Regini also focuses on aggregated behaviours ssi¢those of firms and educational
systems (1995). He stresses the relation betweategies of production and the
utilization of human resources and points out hbe different training systems in

Europe combine with the strategies of productioarabterizing the various European
regions and countries. He discusses the relatibnelea strategies of production and
training systems in terms of supply and demandkitiss The demand of skills is seen
as stemming from the needs of the firms. This, gvith the conceptualization of

employees and workers as human resources to leedtiloverlooks the need for an
approach that takes into account the role playedvbskplaces, namely how these
interplay with the subjectivities of workers in tf@mation of motives for working and

learning.

| interpret the lack of concern about the engagéraEemployees as originating in the
underpinning conceptualization of the individuats the theoretical model based on
supply and demand. The latter stems from the ec@ndiscipline and was introduced

by Alfred Marshall in 1890 (Marshall 1961 [1890]) tnvestigate the formation of
108



prices in the markets. This model assumes indiVédas guided by the self-interest and
assessment of costs and benefits, thus respondingcentives. The individuals’
development is seen as separated by the develomhtrd activities in which they are

involved®.

My research considers the strategies of producamd the ensuing workplace
organizations to be crucial for the issue of thigjective side of the persons engaged in
the economic enterprise. In particular, my intergesh the development of motives for
working and learning adopting a conceptualizatiérsubjectivity and consciousness

grounded in collective transformative materialatgs (see Chapter Three).

I now turn to the literature on learning at workdotain insights to guide my empirical

work.

5.8 Concluding remarks

Because in a CHAT influenced perspective learngngn aspect of any collective and
object-oriented activity, preliminary to the invigsttion of the engagement of older
workers in vocational learning it is necessaryudda theoretical framework about the
different types of industrial activities in whiclider workers participate. In this chapter,
| introduce the concept of strategies of productas referring to the objects of
industrial activities. | then review the sociolagiditerature to find ideas about the
different strategies of production models todayse in the capitalist western countries.
The father of all the current strategies of produrcts the mass production from which
all the other strategies have inherited the managprinciple of separation between
conception and execution. From CHAT, | elaborageithplications of this principle for
the development of motives for engaging with wogkiand learning. Since this
principle is pivotal in analyzing the workers’ sabjive relation with their job and
learning, | put forward a typology of strategiegpodduction on the basis of the degrees
of separation between conception and executiorns Typology guides the choice of
case studies in my empirical work (Chapter SeveBgfore moving to the

aforementioned, | devote the next chapter to tligcal review of the literature on

“5 European Union and CEDEFOP have adopted the nuidelpply and demand of skills to elaborate
forecast: CEDEFOP (2010). Skills supply and demané&urope: medium-term forecast up to 2020
Thessaloniki, Cedefop. This model is based ondka that individuals’ development is separatedhiey t

development of the activities in which they aredlved and fits with the cognitivist perspective gse

section 3.2).
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workplace learning and subijectivity to refine my £Hinfluenced perspective on this

issue.
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6 Workplace learning, older workers and subjectivit y

6.1 Introduction

In Chapter Five | have explored the various stiate@f industrial production as the
objects of industrial activities (section 5.4) witthich workers develop subjective
relationships, presupposition for engagement oraegement (section 5.5). The
circumstances for the development of this persoglationship are both the degree of
conjunction between doing and thinking in the wogkpractices and the hierarchy of
motives of the self (see Figure 5.1 in Chapter ¥ivle first represents the conditions
of autonomy through which the workers come to krlegvobject of their activity, make
sense of it, and feel engaged in their work ta$ke second is the space in which the
sense making occurring at work finds resonance thighalready developed personal

senses of motives which constitutes the self.

Although | have already elaborated my theoreticainework to analyse and interpret
older workers’ engagement with working and learnimgChapter Five, the discussion
of the literature on workplace learning from thtuaied and participative perspectives
and on engagement at work in CHAT framed studiesiges further opportunities to

clarify and integrate my approach. | devote thigpthr to this task.

Since the work of Lave and Wenger (Lave and Wed§8d; Wenger 1998), there has
been a growing interest in learning at work andkptarce learning (Evans, Hodkinson
et al. 2002). The study conducted by Lave and We()@91) is considered to be a
milestone in the literature on learning at worknira social practice perspectiVeThey
point out the relevance of situated learning in tila@sition of newcomers to become
expert workers in communities of practices. Thansition occurs through legitimate

peripheral participation, where appropriation ofllsknd knowledge takes place. Yet

“% Learning at work has become a term which mainfgreeto learning in the workplace, while for some
authors workplace learning includes learning imotigh and for the workplace. See Evans, K., P.
Hodkinson, et al. (2006). Improving Workplace Leagy London and New York, Routledge., 9-10.

7| take the work of Lave and Wenger as the staiomt in my literature review even if the earliest
theorising of workplace learning can be dated beckhe 1970s at least, as argued by Hager who
discusses the works of Argyris, Schoén, Marsick &dtkins (Hager, P. (2005). Current theories of
workplace learning: a critical assessment Inteomati handbook of educational policy. N. Bascia, A.
Cumming, A. Datnow, K. Leithwood and D. W. Livingse. Dordrecht, Springer: 829-846.). Yet these
works have features which make them less relevanthis research which draws on a CHAT
conceptualization of learning (Cfr. ibid., 832-838pr the same reason | do not discuss the works of
Huys, R. and G. van Hootegem (2002). A Delayed Sftamation? Changes in the Division of Labour
and Their Implications for Learning Opportuniti&gork Process Knowledge. N. Boreham, R. Samurcay
and M. Fischer. London, Kogan Page.
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Lave’s and Wenger’s study was based on observatbrgpprenticeships in types of
situations rather different from the one represgiye the workplaces in the industrial
sectors (Yucatec midwives, Vai and Gola tailors,NEyy quartermasters, meat-cutters,
and non-drinking alcoholics in Alcoholics Anonymyu®ther authors have extended
and developed the situated approach to analysepleask learning in western standard
economic activities of production of goods and\dely of services (Fuller and Unwin

2003; Fuller and Unwin 2004; Fuller and Unwin 2068jstead, Fuller et al. 2008) |

present their works in section 6.2.

Some scholars notice the lack of consideration lan gersonal side in workplace
learning and claim the importance of considering #spect without losing sight of the
wider social context (Hodkinson and Hodkinson 206jdkinson and Hodkinson

2004). As | discuss in section 6.3, the relatiotwieen individuals and contexts in the
situated perspective is interpreted through adgpticeas from other theoretical
approaches, namely Bourdieu’s concept of dispastibwill argue that this concept, as
applied in Hodkinson’s and Hodkinson’s works, appda be too narrow to explain the
learning activity. | will use their case study twsv that the interpretation is richer when

we take into account the object of activity andghbbjective relation with the latter.

| then move to studies on workplaces framed by CH&T® dealing with engagement
(or resistance) at work. In CHAT, engagement ismseethe manifestation of the self in
carrying out activities and the self is a hierarofipersonal senses of collective motives
(section 3.5); it is in this subjective dimensiohaativity that | am interested in the
studies | am going to discuss in section 6.4.

There is a growing number of studies in CHAT abweatkplaces and the development
of activities. The focus is more often on the depetent of activities than on learning.
This stems from the theoretical approach which -digsussed in Chapter Three —
considers learning as an aspect of any activitynddeexamining the development of
activity includes the aspect of learning, embediteithe development of knowledge or

new practices (transformative learning).

“8| am aware that there is a fundamental differdseteveen the situated learning approach, as dewélope
by Lave and Wenger (1991) and my CHAT influencespective: the former plays down the validity of
the distinction between scientific and everydayoapts, while the second draws on the conceptigheof
relation between practice and theory developed lygotsky (Guile, D. (2006). "Learning across
contexts." Educational Philosophy and Theory 3823):-268., 254-255). See note 22 in Chapter Three.
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Some of these CHAT works interpret the subjectiwtith the conceptual tools provided
by Leontiev such as hierarchy of motives and peaksenses of motives. In some other
studies subjectivity is intended in its social itignaspects (Lee, Roth et al. 2003;
Miettinen 2005) and as being derived from the eomati dimension (Roth 2007). In
this chapter, for the purpose of the research,ly discuss the CHAT works which
adopt the concept of motive and personal sensevesyaof exploring engagement or

resistance at work, in accordance with the fram&wailt in Chapters Three and Five.

Although in this literature different ways of inpeeting and using the concept of object
of activity and motive emerge, | find interestirg tincreasing attention to the affective,
expressive, and emotional aspect in working agwithat these studies witness. This
aspect draws up the issue of subjectivity, but gtiloes not represent subjectivity.
More importantly, there are no CHAT studies whidmpare activities to investigate

how different objects of activity are in relatiamthe engagement of the personnel.

| conclude the chapter pointing out the need tdysgubjectivity in workplace learning
by comparing different strategies of productior.(iobjects of activity) to highlight the
collective and material side of the issue of engag@ and learning for older workers.
As already stated in the previous chapters, | waninvestigate the context of the

industrial activities in particular.

There are few learning studies on older workermftbese theoretical perspectives and
therefore in the following sections | mainly refer works that deal with workers’
workplace learning in general. The specificity eirg older will be highlighted in the
analysis of the case studies (Chapters Eight and)Ni

6.2 Learning processes and work environments

In the perspective of situated learning, Fuller &hmvin have developed a framework
to analyse different learning environments in wdakps. First they built it with
reference to apprenticeship, seen as a model ofitgathroughout history (Fuller and
Unwin 1998), and then they extended it to the dgwelent of the whole workforce.
They point out that Lave&Wenger’'s work has to bpanded to take into account the
complexity of the industrial and commercial setingn which different degrees of
participation can be recognized (Fuller and UnwiB02 410). Fuller and Unwin

propose to analyse the variety of settings thrabhghexpansive-restrictive continuum of
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approaches to apprenticeship programmes. Expaappwaches are identified on the
basis of Wenger’s ideas on ‘work of imaginationhigh entails processes that open up
“opportunities for learning through moving beyondtightly bounded approach to
participation ...” (ibid., 412).

The attributes of the expansive approaches refemudtiple communities, sharing
memories, access to qualifications, time off-the-jindividual support, favourable
conditions for developing extended identity, praiwt of documents and tools

(reification).

They examine apprenticeship in three companies dratquite different in terms of
strategies of productidfhin the steel market. Through their case studiey filound
different qualities of participation, with regard $cope, length and aim. They explain

these with reference to the learning culture offitmes.

Fuller and Unwin have then extended the expangs#ictive continuum framework to
the workforce development (Fuller and Unwin 200dljét and Unwin 2005; Fuller and
Unwin 2006). They share with other scholars anusigle conceptualization of learning
at work: learning can be both formalized and interal as well as incidental (Marsick
and Watkins 1990), and occurs in formal settingsval as in workplaces and in the
home. Moreover the former form of learning is noiperior to the latter (Eraut,
Alderton et al. 2000; Billett 2001). They also agmeith Darrah in pointing out that
experiences in workplaces are shaped by the waynization and technologies used,

and represent a powerful hidden curriculum (Dafr@96).

Fuller and Unwin highlight three limits in the sted learning theory of Lave and
Wenger:

* it deals with newcomers learning only. Converséyller and Unwin’s aim is
to expand their framework to include the whole Wor&e. This means that

some issues become more central: the labour netatiworker’s status, and

49 Wenger stresses the relevance of reification ammplementary element of participation. With
reification we project meanings in the world whidke forms and lives of their own. As | interpret
Wenger, we use reification, as documents and téolsecure some continuity of meaning across time
and space Wenger, E. (1998). Communities of Peactiearning, meaning and identit¢ambridge,
Cambridge University Press..

*® The concept of strategy of production is introdliresection 5.3.
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possibility of working as isolated from a communay practice (Fuller and
Unwin 2006, 41).

e The situated learning theory does not put enoughphasis on how
organizational factors such as structure, cultiaed history relate with

workplace learning (Fuller and Unwin 2005).

» Conceiving all learning as situated and highly eattlependent can be used to
confine workers to their workplace and limit thedpportunities to cross
participation boundaries to gain a new perspettiffuller and Unwin 2005,
26). It can also suppress the chance to cope \Wdhges in work organization
and production whereas more structured teachinglearding can support the
advancement of workers’ knowledge and skills (Fuded Unwin 1998, 160-
161).

With respect to the relation between individuald aontexts, Fuller and Unwin agree
with Billett (2004) and take the position that cexts structure the opportunities for
learning and individuals as active agents “cantdlee extent to which they engage in
the situations open to them.” (2005, 26 and 42xdividual factors such as

“socioeconomic and educational background, attgutte work and learning, and

aspirations” play a role in making employees ex@wing the same learning
environment differently (Fuller and Unwin 2006, 3%hey also introduce the metaphor
of “learning territory” as a way of referring toelact that every individual has a unique
pattern of learning experiences according to thpodpnities they have had. This
metaphor aims at taking into account that the iddial’s attitude towards opportunities
for learning at work is influenced by their pasari@ng experiences. Through this
metaphor the authors hope to overcome the risk@femphasis on either the structural

features of the context or the individual agend@0@, 4252

*LIn my opinion the risk of bounded learning is matrinsic to situated learning. Lave and Wenger
acknowledge the historical development of actisiti€'[ijn a theory of practice, cognition and
communication in, and with, the social world artuaied in the historical development of ongoing
activity." (Lave, J. and E. Wenger (1991). Situatledrning. Legitimate peripheral participation.
Cambridge, Cambridge University Press., 51). Timplies that if we look at organizations as histalric
constructions subject to continuous changes, situkgarning can be seen as the process througtn whic
changes are generated. However | appreciate thiatrical aspects are not central in Lave and Wésger
work.

2 Clearly the issue of the relation between strectand agency and the attempt at dealing with the
separation between these aspects of human actienatatake here. These are typical sociocultural
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In the case of the workforce’'s development, the aespre-restrictive continuum
includes all of the attributes identified for appieeship®, adapted to the case of
employees, and new ones (Fuller and Unwin 2006¢. [@itter are: type of distribution
of skills (wide/polarized); appreciation of techalic skills, team work and
communication; managers as facilitators vs. colarg)l more or less opportunity to
learn new skills; importance of innovation; multréinsional/unidimensional view of

expertise.

As pointed out by the authors, the concept of eigeeras multidimensional was
proposed by Engestrom and colleagues (1995) toragintthe conventional vertical

view of expertise as top-down [where] knowledgedes in the experts who can (elect)
to transfer it to "novices".” (Fuller and Unwin 28043). Fuller and Unwin support the
idea of “an expansive view of expertise [that] datthe creation of environments that
allow for substantial horizontal, cross-boundarinaty, dialogue, and problem-solving.”
(2006, 43).

The authors highlight the link between this vieweapertise and work organization and

job design:

“In terms of the expansive-restrictive framewotkfollows that there is overlap and interrelatictveen

the view of expertise adopted and existing orgditinal factors, such as the way work is organized a
job designed. (...) We would argue that in ordebe&oconsistent, an approach to workforce developmen
that incorporates a multidimensional view of exjgershould also adopt an expansive approach to work
organization and job design.”

(Fuller and Unwin 2006, 43)
As the above quotation shows, Fuller and Unwin ictersvork organization/job design
as elements that stem from approach to workforeeldpment. This is relevant with
respect to the perspective | develop on the reldietween strategy of production and
market, job design and work organization in Chapige. Recently, Fuller and Unwin
with Felstead and Jewson, have extended theirest®erto include a focus on wider
forces of regulation influencing work organizaticarsl learning environments (Felstead,

Fuller et al. 2009, 7). | discuss their approachemt section to compare it with mine.

concerns that the authors try to solve by introdgicihe metaphor of “learning territory”. Also the
reference to the concept of disposition can be ya efaesponding to those concerns. Yet it is netcl
whether the authors refer to Bourdieu’s concemtigfosition (6.3).

*3 From the list of attributes of the expansive-tietitre continuum of apprenticeship approaches onlgy
attribute is not included. It is the one about #wm of apprenticeship: being to develop a rounded o
partial expert.
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6.2.1 Workplace learning and production systems

Adopting the conceptualization of Wilkinson (1983%elstead and colleagues have
enlarged further their studies on workplace leaynamd explored issues related to
production systems and stages of production (2@08)the basis of this extension, they
have developed the Working as Learning FrameworlAI(®j as a “model [that]
specifies the links between the broadest systerelafionships that shape employment
relations and the nature of workplace learningoid(i, 13). The concept of productive
systems has been introduced by Wilkinson, in linghwhe spirit of continental
traditions such as the FrenBégulationSchoo] to highlight that economic systems are
shaped not only by economic forces, but also bytipal and social forces (1983).
Wilkinson is interested in highlighting the poweelations within and between
productive systems and how these relations intevdbtthe social and political systems.
Wilkinson and colleagues have also focused on woglnizations, interpreting this as
the historical outcome of theories and practicesahagement to face the technological
and markets changes (Deakin and Wilkinson 1996dég&e, Konzelmann et al. 1997;
Wilkinson 2003).

Felstead and colleagues have adopted both theseptsen productive system and work
organization - to analyse a significant number iffecent businesses. Regarding work
organization, they adopt the concept of discretiod autonomy to depict the position
of the workers in it. The authors distinguish thfeens of discretion: discretion in the
conception of work, in the execution of work, iretavaluation of work. Discretion is

presented as linked to the relationship of trustvben managers and workers:

“The exercise of discretion, in all its forms, imdiuces potential uncertainty, indeterminacy ankl ingo
the work process. Managers seek assurance thaermsonkll make use of the autonomy that discretion
brings in ways which enhance productivity. Workessh to be reassured that the exercise of diseretio
in good faith will not be penalized or rescindedcl$ uncertainties may be contained and defusedrwith
relationships of ‘trust’ (Fox 1974) between managand workers that legitimize and specify the ggerc
of discretion.”

(Felstead, Fuller et al. 2009), 24
Festead and colleagues consider trust as the ungjue in the “complexity and
indeterminacy of productive systems” which needsdeegulated by the managers’
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strategies and tactics:

“As a result of the complexity and indeterminacy mductive systems, relations of trust in the
workplace and the exercise of discretion by empsyedl generate (greater or lesser) levels of tiaicey
and unpredictability for managers. Managers respeitd strategies and tactics that are a mixture of
deliberate, purposive plans and unexamined assongtind practices.”

(2009, 26)
Beside the problem of considering employees a catis@certainty, this view glosses
over the role of the object of activity and the bk interest, passion and desire of
workers to work on this. It takes the stance thahagers have to extract the ability to
work from the workers. This certainly occurs be@asrrent organizations still feel the
effect of the original form of the Taylorist-Fortisdustrial organization from which
they stem, and tend to reproduce the basic eleai¢hé latter (Chapter Five). Yet there
are changes in the work world discussed in Chéagter which allow us to think that
different ways of organizing work activities are enging. We need new theoretical
perspectives to read these changes. As arguedapt&hFive, | propose to adopt the
idea of Leontiev, extended by Engestrom to orgdinaa, and use the concept of object
of the activity as the motive which can create @mtions among people to work
together. Here, | remind the reader that | adoptcncept of strategy of production to
grasp the object of an industrial activity (seetisec5.3) and thus pave the way to
analyse this as a collective activity in which eimdy participates through their
subjectivities (section 5.5). This is relevant floe purpose of this research dedicated to

the issue of motives for learning at work.

Before closing the examination of the work of Fyllenwin and their colleagues, |
want to mention a contribution from Fuller and Unvan older workers and learning,
for it is probably the only work on this issue frarsituated perspective. It adopts the
concept of individual disposition and prior statasnterpret the workers’ involvement
or resistance towards workplace learning. Theitrdoution on this issue introduces the

discussion of a number of studies about the subgedimension of workplace learning.

6.2.2 Workplace learning and experienced workers

Fuller and Unwin have focused on older workers gisiase studies of two companies,
A and B (Fuller and Unwin 2005). Company A desigm&l manufactures bathroom
showers, thermostats and valves and its strategesquality and competitiveness.
Company B manufactures steel rods and bars focdhstruction industry and, at the
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time of the research, was struggling under pricapetition from ‘cheap imports’. The

authors have found older workers to be generathrasted in learning, especially when
this aims at helping them to do their jobs betteeasily. Yet they have also noticed
negative attitudes towards organizational changeslihg to more opportunities for
learning at work (for instance through broadermgétn of tasks and job rotation). They
interpret the different perceptions of the new wai/svorking among older workers as
being related to individual dispositions and pstatus (Fuller and Unwin 2005, 34).

In conclusion, on closer inspection | can see #Hidtough the expansive-restrictive
framework, and then the WALF discussed in the mnevisub-section, allow Fuller and
Unwin, and their co-authors Felstead and Jewsomgise interesting questions about
the role of learning culture, history and the diwue of the firms (2009), and workplace
learning in relation to one another, it does nd¢oé way to address my interest in the
relation between strategies of production, the extthjities of workers and workplace
learning. As shown by the interpretation of thfednt engagement of older workers
with the new form of working, Fuller and Unwin tetaexplain it through reference to
individual dispositions and prior position in thgstem of relations of production. They
refer to the concept of disposition in other mareent works (Kakavelakis, Felstead et
al. 2008; Fuller and Unwin 2011). Yet referringinalividual dispositions, prior status,
and the metaphor of “learning territory” (Fullerdadnwin 2011, 52-53) emphasises the
past experiences and tends to neglect the curctimiti@s and the personal senses that

the workers give to these.

I now move to discuss Hodkinson’s and Hodkinsonskywhich is a reference in the
studies of Fuller and Unwin. They also considerrriesy from a participatory
perspective - as the one developed by Lave and &gi§91) and Engestrém (1999;
2001) - and address subjectivity as a neglectecermion in the latter. In the next
section | present Hodkinson’s and Hodkinson’s wdyimtegrating subjectivity in
analysing workplace learning. They adopt the conoémlisposition by referring it to
the work of Bourdieu. | will argue that these authodespite their interest in the
characteristics of workplace and the wider contéai, to fully consider these in
exploring the individual aspects in workplace leéagn A careful analysis of their
interpretation of the latter shows a focus on leayprocesses and learning dispositions
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and a lack of consideration for the interest argse in the work by the teacher under

examination.

6.3 Workplace learning and dispositions to learn

Hodkinson and Hodkinson (2003) deem that partioiyaperspectives on workplace
learning such as that adopted by Billett (2001)dse® further develop to take into
account the relation between individual and sostialctures. They point out that Billett
does not explore in detail biographies and idesstitand their contributions to the
interdependencies with workplaces:

“... Billett (2001a, p. 20) focuses upon “thosetdas within work practice that either facilitate or
constrain individuals’ participation in work and rsequently their learning”. He does not explore in
detail the ways in which already developed and ligieg worker biographies contribute to both their
affordances and interdependencies.”

(2003, 5)
They criticise Billett's frame because it separatesial structure from the individual,
and sees these as interacting entities:

“... Billett implies that there are two separatditeas, “mind” and “social world”, that are logidgl
separate but interrelated. Other thinkers argue ttfea mind is not separable from the body, and that
thinking and learning, judgement [sic] making, armabodied (Beckett & Hager, 2002). It is, therefore,
not the mind that interrelates with the social wpHut the whole person.”

(Hodkinson and Hodkinson 2003, 4)
Hodkinson and Hodkinson think that also Engestrdim@me is not adapted to analyse
the place of individual in activities because g#séhe subject as subsumed in the social.
This is the limit of the approach of Lave and Weng® (1991). According to the
authors, both Engestrom’s and Lave’'s and Wengeoskwend to see learning as a

subconscious process (ibid., 4).

On the basis of the work of Phil Hodkinson with &beer, Hodkinson and Hodkinson
adopt Bourdieu’s concept of habitus to draw onrdagrated vision of individuals and

social structures and to highlight the individusppects in workplace learning:

“Following Bourdieu and others, we see the indieldand social structures as integrated, not separat
But peopleare separate from their place of work, as well as béitggrated into it. This is because they
have lives outside work, and because their biogesppre-date participation in their current workga
(Hodkinson & Bloomer, 2002). They can and do stefside the workplace, but cannot step outside
social structures that are a part of their hakding identity. They are thus both part of and sapdram

the workplace community. There is a need to furthevelop participatory perspectives on learning to
accommodate this crucial conjunction. A cruciapstedoing this is to pay attention to the disposit of
workers/learners, together with the ways in whigtia structures penetrate those dispositions lasad t

120



activity systems or communities of practice of eththe workers are part.
(Hodkinson and Hodkinson 2003, 5-6)

In order to explore workplace learning in its widatterrelationships with the
community of practice, the learner dispositiongetrning and other influences from the
context, these authors use a case study on teatdsrsng at work in four different
subject departments in two secondary schools inUke(2003; 2004). They use, in
particular, the story of Mary, head of an art dépent, to explore those

interrelationships.

They stress the importance of Mary’s biography liaging her habitdé. Mary has
always been interested in art and she was a buddliis. However the social pressure
on her at the time when she was a pupil resultdteimtraining as a teacher. Now she
carries out her job with a deep interest in arter $ubject -, and concern about the
pupils’ development. These are — according the aagth her driving force and

motivation:

“Like most of the other teachers in our study, shmotivated primarily by a deep interest in hebjsat,
paralleled by a concern that pupils should achatlearn.”

(Hodkinson and Hodkinson 2003, 7)
However this motivational aspect —her deep intemregeaching her subject - is not
further discussed in relation to Mary’'s learningh& the authors analyse Mary’'s
learning, they focus on how she learns and thussgk over that deep interest in
teaching art to the pupils, which is the objecthaf activity of the school too.

They identify two types of learning: self-initiatetbarning and learning as a
consequence of pressure from outside (typicallyew requirement from the national
educational system). They link these two typesafiing to Mary’s developing habitus,
identity, position in the field, and previous expeces:

“These two linked approaches to learning are, ahawe seen, related to her developing habitus, and
have been influenced by broader aspects of hetitgemd position in the field, including her gem@and

her “aspiring working class” origins. They werealafluenced by her early experiences of teaching i
the 1970s, and the three extended educationaledthiat she had undertaken.”

(Hodkinson and Hodkinson 2003, 9)
Namely the authors see Mary’s intense learningkaded to her disposition towards

> | will use habitus and dispositions as interchaig, for habitus is a set of dispositions, seer8ieu,
P. and L. J. D. Wacquant (1992). An Invitation TeflBxive Sociology. Cambridge, Polity Press., 11.
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creativity:

“[...] almost all of her learning is a search for thew and improved, not particularly because steslin
a rapidly changing world and educational conteut,iecause this is central to her creativity.”

(Hodkinson and Hodkinson 2003, 9)

The authors provide an effective analysis on howyMa driven by her disposition
towards creativity in her department and how thés lileveloped through Mary’'s
participation in different practices and from diffat positions in the educational field

(from pupil, to teacher, to head of department).

However they have difficulties in interpreting sohearning activity with which Mary
Is at odds. This is the case of learning aboutrtiecdt managerial systems and controls
(2003, 9). At this point they introduce a new elemato their framework, that is, the
development of meaning for learning managerial negiity in which Mary is not

interested, but for which she receives externares:

“Even when the pressures to learn come from outskde copes with them by giving them her own
meaning: by transforming them into forms that sheamfortable with, and which produce results she
can perceive as useful.”

(Hodkinson and Hodkinson 2003, 9)
Yet Mary expresses her doubts about the new maahgeocedures (2003, 12) and in
those doubts one could trace the vision and imiagieMary has about what is teaching
and implicitly how a school should be run, aspedtgech are related to the object of the
schooling activity. Yet the authors explain Maryibjection to the Performance
Management procedure and its role in learning dernieg to her disposition to
learning which “valued the intuitive, the unplannaad the opportunistic [learning]”
(2003, 12).

| think that this reveals that the concept of d@pon is too narrow to interpret the way
in which people participate in different and newuations. This is because it plays
down the meaning and sense that the activity haghi® subject. In the article by
Hodkinson and Hodkinson, Mary’s objection to theniagerialism introduced in her
school is interpreted in the light of her prefervealy of learning and not as her view on
what is teaching, how a school should be organiaed,how she actually runs her art

department.

Mary appears as passionate and conscientious &baching art and supporting the

pupils’ learning. Hence her personal sense of motov run the art department could
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lead her to focus more on art and teaching anddesmanagement. The latter can be
judged by Mary as a necessary task for her as diethéit department, so she can accept
the idea of learning some new management toolsusecshe might think that this is
part of her job of running the art department. Hernagree with the authors that Mary
transforms the external pressures to learn aboraicemanagerial procedures by
finding a “meaning” for doing it, but that processcurs in relation to her image of what
is useful for her teaching and to the running o thepartment (2003, 9). In this
interpretation it is the image and the personalsse(for the distinction between
meaning and personal sense see section 3.4.1¢ afblect of one’s own activity that
plays a role in explaining workplace learning amd the personal disposition towards

learning.

Evans and Kersh share the same interests as Hodkarsl Hodkinson on individual
biographies as relevant to interpreting employeexkplace learning, with a focus on
tacit skills developed in prior experiences (2068). In particular, the recognition and
deployment of employees’ tacit skills is importaot sustain positive attitudes and

motivation towards workplace learning:

“Our interviews with a number of employees havevandhat the issue of recognition of personal (often
tacit) skills and competences is one of the mopboitant factors that facilitate their motivationuse and
deploy them within their workplace environments. tife employees believe that their skills are
appreciated by their supervisors and colleaguesy fhel more confident about making them visible
through deploying them in a variety of activitid@king into account employees’ dispositions, idérg|
and backgrounds seems to be of importance in trigegt, as those factors may affect their motivatio
and readiness to deploy and develop their pergtasit) skills.”

(Evans and Kersh 2006, 86-87)
The authors point out that there are employees fivttb opportunities to learn even
without support from their employers or supervis@sabled by their personalities and
dispositions (ibid., 87). Evans and Kersh claimt tespositions and orientations to
learn develop in the participation in communitidspeoactices. Yet the processes that
trigger motivation for learning are not clear aneitier is it clear why sometimes

employees do not need recognition of their skdléeel motivated to learn.

6.4 Working and learning by sharing motives

In the previous sections | analysed the situated participatory approaches to
workplace learning. First | introduced the workFRafller and Unwin who point out the

relevance of the work conditions to favour workgldearning, and emphasize the
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workforce development strategy as the key drivioigé in the organizations to move
towards an expansive approach to learning. Therkwoth Felstead and Jewson put
emphasis on the managerial level to give cohesiotiné workplace activity as well.

Secondly | presented the work of Hodkinson and Hostkln who identify the risk of

prioritizing the social dimension and stress theessity of developing studies on
workplace learning that include individual aspedtbey claim that it is necessary to
analyse individuals and social structures as iategrand indivisible, focusing on the
interrelationships between employees and workp(@6©3, 4; 2006, 115) using the
concepts of habitus and dispositions.

Yet their proposed solution for integrating the jeabve dimension in the analysis of
workplace learning minimizes the relevance of tgects of the work activities as
sources for motives for participation and learniiithis causes the loss of the link
between the employees and the workplace and nathmaanalysis into the boundary of
the learning activity.

From my CHAT perspective, | think that glossing ottee object of the work activity
prevents the possibility of seeing the personalti@hship to the object of activity and
how this can work as a motive for the engagementhefworkers in working and
learning practices.

| discuss now the works of Nardi, Engestrom, Samniidwards and Daniels for the key
role played by the concept of object/motive in theterpretations about collaborative
working. Their works, to different extents, provida understanding on how the
concept of object/motive of activities frames theerpretation of the engagement of the
personnel at work. As argued in Chapter Five, ia thsearch engagement at work is
the presupposition to develop (personal sensemofives for learning. This literature
review, especially Nardi’'s contribution, gives meother opportunity to clarify what |
mean in this research by object/motive of actiahd more generally the relevance of
the subjective dimension in the relation of thespanel to the object/motive of the

activity, which appears as an emerging issue isdlstudies, even if it is not the focus.

6.4.1 Engagement as passion for objects of desire
Nardi's study aims to show the pivotal relevancehef object/motive in explaining the

“why” of the collaborative work (2005). She dealghnscientific research activities and
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her empirical analysis is on a biotechnology redeadepartment of a large
pharmaceutical company (whose fictitious name agtbply the author is Ajaxe). The
charter of the department was the discovery of@mn®o genes per year on which the
company could develop profitable drugs (ibid., 3Quoting Kaptelinin (2005), Nardi
argues that the concept of object-oriented actikitg become increasingly confusing
for the English language has only one word — Objéat the two distinct concepts used
by Leontiev, the first referring to the concretgea to be realized (i.e. the outcome of
the activity) and the second meaning “the objedhefgame” (ibid., 40). She proposes
to use the German terf@bjecktto refer to the first meaning. She adopts thet firs
meaning to talk about the object of the activitytlué research department which is the
selection of one to two therapeutic genes per y8he identifies the motive of the
company as the increase of profits:
"Here theObjecktwas the genes, and the motive was increasing pfofithe company."

(Nardi ZA)@0)
She distinguishes between construction and instéoi of the object, where the first
is about formulating the object and the secondhéswviork of realizing it by producing
outcome. When the activity takes the organizatiém@h of collaboration, as in the case
of the pharmaceutical company, the instantiationttod Objeckt occurs through

professionals who relate to it with different metsv

“Actors in an activity system may have radicall§felient motives related to the saf®bjeckt | would
argue that this is the common case for collabogadistivity. If we do not admit the possibility thaany
different motives, from different individuals, amtlate in a single activity system, then we mudinge
collaborative work as a collection of individualtiaity systems coordinating, somehow, with one
another. Kaptelinin (this issue) asks, “If motive® separate, then why does a collection of motives
define one activity instead of a multiplicity oftadties?” In the following empirical discussionhbpe to
answer that question by demonstrating that, atdjaxsingleéObjecktwas shared among members of the
research department, and that the researchersddétatheObjecktvia differing motives.”

(Nardiax) 40)
She identifies three motives behind the activity tibls department: profit motive,
scientific interest, helping human beings. The ngens.are moved by the profit motive,
while the scientists are driven by scientific ietgr The alignment among the motives
occurs through relations of conflict, resistancd power (ibid., 40). She argues that in

order to understand how ti@bjecktfinds its realization in a collective activity, &h

% This distinction is parallel to my concern abownception and execution. Yet our analyses differ
because | make this distinction at the level ofoactn the Leontiev’'s three-level structure of sitij,
while Nardi applies it to the Objeckt.
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analyst has to take account of the interrelatiomeray the motives in the collective
activity system (ibid., 43).

The choice of identifying the object of the acymMity referring to the Objeckt, that is the
outcome of the activity, instead of using “predmat the ‘subject’ of the activity
(Kaptelinin 2005) leads Nardi to:

* neglect the fact that producing medicines is thg kEement which gives
direction to the activity, and not the profit, whids the feature of most
activities in a capitalist system. From the Leoriae perspective of seeing the
object as the motive of an activity, producing thedicines is the object/motive

of the activity;

* in this way she misses the possibility of using dibject motive of the activity
as the force that should give coherence to thevipgtiso that when this
coherence is lacking, we can use the concept ghehsonal sense of motives to

explore it.

However Nardi’'s work deserves praise for drawingraton to the emotional side of

activities. | will return to this aspect in sectiér.3.

I now move to discuss studies which focus on theotal moments of changes in
activities involving identital and subjective chasgAlthough the present research does
not deal with crucial moments of change, | am gg&zd in the conceptual tools adopted

in these analyses to position my theoretical apgrodth respect to these latter.

6.4.2 Resistance and possibilities in transforming identity and activity

Engestrom (2007) and Sannino (2008; 2010) explbee dubjective dimension in

organizational changes designed by the personsdf in the Change Laboratory, a
method of organizational intervention devised by&sirom on the basis of his theory
of expansive learning (section 5.2).

Engestrom has come across the issue of the sufitjiedti some of his intervention
studies in workplaces to investigate the co-coméigan work and its relation to

expansive learning:

“... expansive learning associated with transitioward coconfiguration work igansformativelearning

that radically broadens the shared objects of vbgrkneans of explicitly objectified and articulateavel

tools, models, and concepts. Indeed, in the inteéimes we (practitioners and researchers) congduct
new concepts, models and tools. The practitionene lappy with these and seemed to accept them as
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their own. But when they were supposed to implenikai in practical horizontal knotworking and
trailblazing, (...), there was a lot of inertia aplostacles were taken up. (...). Conversely, ithadle sites,
there were episodes in which the practitioners imecaxceptionally engaged. (...) these phases Hegl ca
“potential” episodes, referring to emerging podiibs of bridging the gap between design and
implementation. All three episodes were charaaterizy strong personal involvement by the
participants.”

(2007, 36)

He has attempted to interpret the strong involvanoérmprofessionals and workers as
well as the resistance that surfaced in his intd@fee case studies by referring to the
concept of experiencing proposed by Vasilyuk aredhe of ‘live creature’ elaborated
on by Dewey to interpret critical situation andiindual development (2007, 37).

The concept of experiencing refers to that critroaiment in which the individual, faced
with a situation which seems to be impossible tpecwith, finds new chances and a
new psychological equilibrium to deal with it. Esg@®m wants to add to this concept
Dewey’s notion of experience and the related “bveature” to stress how activities and
individuals change and develop in their interaction

The work of Sannino moves a step forward to shggut Ibn the subjective dimension of
this interplay by giving relevance to the conceppersonal sense which is missed in
Engestrom’s study and which can help interpret thsistance as well as the
engagement. This author adopts the Leontievianppetive on the relation between

social meanings and personal senses:

“According to Leont’ev (1978), meaning exists omyrelation to personal sense, which connectsti wi
the reality of the individual’'s own life and motsig(...) In other words, to reach meaning the izl
has to develop his or her own personal sense dfem @bject, and this process is always indireat an
mediated.”

(Sannino 20@88)
She emphasises the communication as the chaniaeodctions between the internal

and external world:

“Discoursive analyses of the use of language inn@balLaboratory sessions should make explicit
different participants’ personal senses and theflicting motives and goals with which they are
associated.”

@eim, 238)
Sannino draws on this to study conversation aspthee in which personal senses
emerge in the process of experiencing. Her intaseti study how individual agency
forms through the internal and interpersonal cotslin schools in Finland and Italy
(Sannino 2008; Sannino 2010). In her work in atiaitaschool the personal senses
which teachers give to their job emerge, as wethadink between personal senses and

contradictions in the activity of the school aditasionally designed (Sannino 2010).
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Sannino offers a useful insight for my researchnfwog out the importance of
conversations and narratives in revealing the sbkxperiences:

“Our interpretations are determined by our expexsnbut the role that the latter play in convérsatis
underscrutinized.”

(Sannino 20Q&0)
Yet she focuses on the role of experiences indhes and how talks contribute to the
formation of agency. | am more interested in kegmhthe centre of the analysis the
object of the activity and the personal relatiopstiie workers have with this latter,
shaped by the previous and parallel experienceai€h Seven). From this point of
view the works of Edwards and Daniels are closawhat | intend to do, because of
their interest in the relation between the featuoéscollective activities and the

engagement of the personnel.

6.4.3 Identification with object motive and activit  y development
The work of Edwards and Daniels draws attentionthte lack of CHAT studies
concerning how institutions (and organizations) iated between the societal needs

(motives) and the development and functioning effiarsons:

"A weak point in the work that has taken forwareitVygotsky's and Leontiev’s] legacies has been
analyses of how institutions mediate societal nastj\how they stand between society and the person i
institutional practices. Although present in thetda stages of Vygotsky’'s writing, relatively It
attention has been paid to the development of adoatist account of cognitive and affective featuoé
human functioning and these relate to the wayshitkvmotives and goals arise in particular situzit

(2012, 55)
They focus on the issue of how professional knog#eds used by professionals
according to the institutional modality. They arghat professional knowledge is a key
element because it is selected and organized angotd the motives that shape the
activity. Hence the investigation of how it is usky the professionals reveals how

agency and motives are linked (Edwards and Dag@#g, 41).

Drawing on Knorr Cetina’s notion of epistemic olifeand on Basil Bernstein’s model
of institutional discourses to integrate the CHAGrgpective, they explore how the talks
of professionals about the knowledge that mattees adfected by instrumental and

expressive discourses shaping the practices idrehils public services.

The Knorr Cetina’s approach distinguishes betweeowkedge as a “ready-to-hand”
tool and as knowledge objects to which the protesds are emotionally tied and which

they elaborate on to deal with complex problems emwtradictions in the practices
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(2012, 45). Bernstein’s distinction between instemtal and expressive discourses
serves the goal of taking into account the emoti@ngeriences of professionals,

particularly evident in the front line of work witthildren and their families.

Edwards and Daniels see the identification of thefgssionals with their jobs through
the professional knowledge which matters for thacptioners in their relations with
other professionals (2012, 48). This identificatiand emotional engagement is in
tension with the expectations of the institutions Which they work. In the authors’
interpretation, the emotional experience of thefgmsionals and how they use the
professional knowledge represents Bernstein’'s espre (or regulative) discourse,
while the institutional expectations refers to thetrumental discourse which regulates
how to classify and organize the professional keolge. Different combinations of

these discourses bring about different structunesimteractions at work:

“For example, in childres services, where the beliefs about the knowletge rhatters gives rise to a
strong clasgication and strong framing of specialist practidieis, expected that there will be a separation
of professional discourses and an emphasis upauisition of specialised skills which may downplay
both inter-professional collaboration and engagihgdren and families in solving problems. Relation
are therefore likely to be clearly hierarchical lwithe instrumental and the regulative discourses as
relatively distinct. However, if beliefs about tHenowledge that matters give rise to a weaker
classfication and weaker framing of the practice then ehexr likely to be easier cross-service
collaboration and greater engagement of childreth families. In this case, the regulative discousse
embedded in the instrumental. The language that€Ban has developed, uniquely, allows researdbers
take measures of institutional modality.”

(Edwards and Daniels 2012, 47)
The authors conclude their study pointing out timpartance of making visible the
purposes of the institutional practices to offesgbilities of engaging in a dialectic

with the engaged professionals who create new kexhye:

"The opportunity for a refreshed version of profesalism within the English welfare professions has
come at a time of diminishing budgets where ‘whatters’ or the ‘why’ of practices needs to be te th
fore in any decision-making at both institutionadandividual levels. Our argument is that this dan
achieved by promoting a combining of the affectivih the cognitive in professional practice and
establishing work systems which make visible therppses of institutional practices offering
opportunities for a dialectic which recognisesehgaged expertise of knowledgeable professionals."

(20156-57)
They argue for combining the affective and the dbgmand suggest the softening of
the instrumental discourse to give room to a coicire tension between this and the
expressive discourse of the professionals in tbetfline. Edwards and Daniels see a
chance “for a refreshed version of professionalismthe recent governmental move
towards a policy which seems to dismantle the NeawbliP Management (NMP)

“leaving more freedom to professionals in the smrrofessions” (2012, 56).
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Clearly, these authors’ suggestion aims at prorgoanmore collaborative and co-
configuration strategy of delivering services. ladethey prefer to express this idea
using the concept of “work systems”. | prefer te tise concept of strategy (section 5.3)
to better recall the dynamic feature of any adtivinterpreting the analysis of the
authors, the complexity of the work done at thertolawies of service organizations that
have emerged in the contemporary UK requires d ehistrategy from the NPM to a
revisitation of the old model of the “ideal servig¢iidem, 40). This is to acknowledge
the engagement of the practitioners in their daiyrk and value the professional

knowledge they develop by dealing with the compiexi

What | want to point out is that the analysis adsé authors highlights the salience of
the strategy of the services (organizations-aasjtfor the issue of engagement of the
professionals. Their study draws attention to theeriwined connection between
emotion and cognition, and opens up the possibiiitysee the potential of the
professional knowledge developed through the engageto transform and innovate
the object motive of activity. On the contrary, @m of difference with my research is

with regard to the way of analysing organizatiomshsas institutions or enterprises.

According to Bernstenian adopted vision which gpremacy to control and power
(Edwards and Daniels 2012, 46-47), Edwards and dlamnalyse organizations

through the categories of horizontal and vertigstliiction:

“we examined both the horizontal distinctions betweprofessions and the vertical distinctions that
marked hierarchies within professions. The fornmmoived assessing the strength of clissiion (the
division of labour between different professionskhe practices of professional agencies and clootro
framing of the membership of these groups. Theidativolved judging the strength of distinctionstlie
vertical division of labour, the strength of therkiag of hierarchy and the associated relationsamitrol
within this hierarchy was also seen to be a ceritreét of the structuring of the DWR sessions. The
strength of control over the regulative practicaiters of order, identity and relation) was alstedd

(Edwards and Daniels 2012, 51)
In my research | analyse organizations throughctreepts of strategies of production
to describe the object of activity, from which lalbb@rocess and work organization stem
(section 5.3). | tend to see the dimensions of robr&nd power in organizations as
aspects of these and therefore functional to thecoblof activities which are in
continuous transformations in relation to the chiaggcultural and historical
circumstances. | prefer to adopt the object ofvagtias the key concept to analyse

enterprises and organizations for | consider thasengine of the activity.
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However, Edwards’s and Daniels’s work show that @AT approach is promising
with respect to the investigation of subjectivityr fit brings together the object of
activity and the subjectivity of the personnel, @his outlined by these authors through
the emotional and expressive side that emergeswngrofessionals use and elaborate
their professional knowledge in dealing with compl@oblems in children’s public
service. | want to explore more the issue of suljigg and engagement at work in
relation to the object of activity. As | argue letnext chapter, | plan it by setting up a
comparative study between different strategiesrofipction. The aim of my work is to

provide new insights in the issue of workplace neay.

6.5 Concluding remarks

The discussion in this chapter shows that the dinmtegrating the individual and
societal processes in the analysis on workplagailgg has not been reached in studies
adopting the situated and participatory perspestif@is has come about because these
approaches tend not to take into account what pedplat work, whether that work
makes sense to them, whether they feel passiobaté their jobs. In other words, the
interpretation of the subjective side remains iaglie territory of learning and loses the
possibility to explain why workers learn, even wheseems that their dispositions do

not fit the type of workplace learning they expede.

The studies framed with CHAT and dealing with eregagnt and resistance are better
equipped to acknowledge the intertwining proceskeafming and development of both
the personnel and the organizations. In CHAT stjdeven if not always with a
complete acknowledgement by all the authors, tHergs of the strategy of the
delivering of service (or of the production) foetengagement of the personnel emerges.
Nardi stresses the passion of researchers in nogrrgut their research for new
molecules; Engestrom and Sannino notice the momentsrucial changes in
collaborative works and how the personnel find ay veait from the resistance to
changes drawing on their profound interest in tf@hs; Edwards and Daniels claim to
take into account the form of institutions to suppgbe work of professionals and their
engagement in dealing with complex problems.

However, even if the issue of subjectivity emergeshese studies, more often the

interest of the scholars is about agency. Therdfesubjective aspect as well as how
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different activities are in relation with the sutfjgities of the workers remains
underinvestigated. The comparison between actviedined by different object motive
is lacking in CHAT to investigate the relations vihe workers’ subjective engagement

and learning.

What | want to do with this research is to concaetron this subjective dimension of
activity and to investigate how different objectsaotivity relate with this dimension.

I will now recapitulate the main elements of thedtetical framework developed so far
to achieve this analytic aim in the next chapterthe same chapter | will present the

research design for the empirical work.
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7 Older workers and vocational learning in the
transforming work: how to investigate it

7.1 Introduction

The discussion developed so far highlights theiogidbetween strategies of production,
workplace organizations, subjectivities and vocaaldearning. This research has used
the concept of the ‘object of activity’ to conngmtactices and subijectivities. In the
industrial sector, the focus of this research pwicular manifestation of this relation is
the industrial production and how the workers scijely make sense of it, as
mediated by the workplace organization, labour @sscand other experiences. This has

enabled the research to explore the motivatior@@as for vocational learning.

As shown in Chapter Six, some of the socio-cultatatlies focus on the collective side
of learning (i.e. learning environment) while othstudies attempt to include the
individual motivational aspects framing the disamurwith concepts as individual

dispositions to explain the employees’ attitudegatials learning and tacit knowledge to
take into account their prior learning. When thsteglies concentrate on the individuals
and their biographies, the reference is eithehéocognitivist concept of motivation, or

to Bourdieu’'s concept of habitus as set of dispmwsst Each of these conceptual
solutions is not satisfactory because it glosses thve salience of the object of the

activity to provide meanings and senses to theopeid involved in the activity.

As | discuss in Chapters Three (sections 3.4 ab)d Bive (section 5.5) and Six (section
6.4), what is distinctive about the CHAT perspeetis that it assumes that the source of
human motivation lies in the activity: workers enjworking when they work in
organizations where they can make sense of whgtdbe This is different from the
mainstream psychological conceptualization of nagton as founded on biological
needs, or the concept of a pre-given dispositidre doncept of personal sense of the
motive for the work activity allows the subjectimad objective relation of the worker
with her workplace to be taken into considerat@as well as the personal development
occurred in participating in different activitiesidain different positions in the life
course through which motives for working are irdemed and personalized.

In this chapter | commence with a recapitulatiorihaf main points of my reasoning on

older workers’ learning so far and introduce theesech questions. | will then discuss

133



the choice of the case study as the appropriateéadelogical strategy to answer the
research questions and present the research design.

7.2 Recapitulation of the research: what to look fo  r

The European Council has agreed to address thegiaptoc challenge of an ageing
population by raising the average EU employmenrg tgi to 75% by 2020 through
greater participation of older workers and low Igkilworkers (Dunlosky and Hertzog
1998, 21). Education policies and lifelong learnarg a top priority to help workers
upgrade their skills and keep themselves employald¢, older workers with a low
level of education seldom participate in continuimgcational training (European-
Commission 2008, 59-62). Hence it has been agtegddrgeted incentives are put in
place “... to ensure that the number of workers @gee of 45 participating in training
rises much faster than that for the overall worgédt (European-Commission 2006, 11).

This study aims to question that the older workéosV participation in vocational

training is an issue in any case and incentivestdorte the crucial element to ensure a
higher level of participation (see sections 2.6 &rf§). These starting issues are then
articulated in two research questions (see bele@meated by the chosen theoretical

framework, which | summarize in what follows.

The discussion in the previous chapters highligletgeral aspects concerning the issue
of vocational learning for the employability of eldworkers. First, learning is social
and cultural in its nature; it is not a fully indiwal process (Chapters Three and Six).
Second, knowledge is situated, dependent on meamaking processes, and subjected
to continuous changes; that is, it is not stablendgeneous and standardized as
assumed in the European policies on vocationatitrgi(sections 2.6, 3.2 and 6.4.3).
Third, learning is an ongoing process occurringlevhctivities unfold and is connected
to the features of the activities performed and ehgloyees’ position held in these
(Chapters Five and Six). Fourth, learning is praedpgty a need for learning, emerging
from the activities. Fifth, learning is relatedtte personal sense-making of the workers

to engage in the activities (sections 3.4, 5.5&djl

Hence, because learning needs take form in aesviéts well as the sense making, and |

am interested in vocational learning of older woskemployed in firms, it follows then
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that the investigation has to focus on work aa#sit and their objects, labour process

and organization as well as their meaningfulnesghi® workers.

As | explain in sections 5.5 and 5.6, the autonaiworkers in their work activities —
that is, when they are in charge of actions wieirtmoments of conjunctions between
conception and execution - is crucial and varieoating to the object of the activity,
that is, the strategy of production and marketfdd@nt degrees of autonomy open up
different opportunities for engaging with work, @éying learning needs and motives
for learning. In a concise way, my theoretical feasees the possibility of engaging in
working practices - and developing learning neeald @motives - in the contact and
relation workers can come to have with the motimethe industrial production. They
can ‘feel’ the motive for the activity and develepgagement when they carry out
actions, whereas the opportunity for that contact be restricted when they perform
only operations. When they operate in autonomykessr can learn what the objective
of and motive for their activity is and make seontd.

My initial interest in investigating the low levelf older workers’ participation in

vocational learning can be now articulated in tefated questions:

* How do strategies of production affect older workessgagement in working

and vocational learning?
* Howdo their subjectivities play a part in this engaget?

| refer these research questions to older workeithe shop floor in the industrial sector.
As shown in the discussion of changes in econostigities (Chapters Two and Five),
learning is a fundamental process in the transfoamaof industrial production. |
choose to concentrate on older workers on the 8bopbecause they represent a group
characterized by a low level of education. As nawd above, older workers with a

low level of education represent one of importangéts in EU documents and policies.

The aims of my empirical work is to explonhat can be learned about those research
questions from a study framed with CHAT and refingmlough reference to empirical
situations, the theoretical ideas developed sddanterpret the participation of older
workers in vocational learning. This is one of tlist CHAT studies on subjectivity in
vocational learning and there are no previous rekeaxperiences which can provide

insights on how to investigate this empirically. eTimext sections are devoted to
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developing a strategy of empirical inquiry apprepei to the CHAT influenced
perspective that has been adopted.

In the following section, | discuss what methodatagjapproach is most appropriate for
the object of inquiry of this research and consisteith the chosen theoretical

framework. | present the research design furthandahis chapter.

7.3 The choice of the method of investigation: the case study strategy

In the social sciences there is a general tendenéycus the discussion on the choice
between the various strategies of empirical rebeaound the division between
qualitative and quantitative methods. The debategddo see quantitative methods as
superior to the qualitative ones because of theipiitsy of the former to investigate
large number of cases and make generalization fhenfindings. Qualitative methods,
such as ethnographic studies, are claimed as tls¢ appropriate ones to evaluate, in
depth, the mechanisms and processes in the cedeptienomena, propaedeutical to
extensive survey (Goldthorpe 2000, 65-93).

Yin implicitly criticises this framing of the disegion for neglecting that some research
strategies, such as case study and experimentdyecarsed either for explorative or
explanatory or descriptive aims, a fact which desti@tes that it is not possible to rank
empirical research strategies along a hierarclagad (Yin 2003, 3). He proposes to
choose the empirical method on the basis of thr#teria: the types of research
guestions, the possibility of control on the pheeaon to be investigated, and the
contemporaneous/historical aspect of the event:m (2003, 5-9). When research
questions focus on “why” and “how” (explanatory apnwithout interest in questions
as “how much” or “what” (descriptive aims), he iodies experiments, histori&scase
study, as likely to be appropriate methods of ingulhe discrimination among these
three strategies occurs then according the other duteria. If the events to be
investigated can be under the control of the ingagir, experimental design is possible.
Case study is advised when events are not undemttastigator’'s control and are
contemporary. Historical inquiries are carried wien events occurred in the past. Yin
also states that ‘what’ questions such as “what lmanearned from a study on ...?”

*®Yin distinguishes more types of questions, buydhbse mentioned in this section are relevantter
sake of this study.
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indicates the need for an exploratory researchegtya He deems that any of the five
research strategies can serve this’ aim

On the base of Yin’s criteria the most advantagemupirical method for my research
seems to be the case study. In fact, the typesefareh questions of my study is about
howvocational learning shows itself in the case dfolworkers in the industrial sector
(first criterion). However, as | point out in theepious section, the aim of this research
is to explore the processes which can explain tlderoworkers’ participation in
vocational learning. That is, my study has an eghtiyy aim oriented to develop ideas
to explain processes. With reference to the Yim®sosd and third criteria, it is not
possible for the researcher to control - as ingreement - the manifestation of the
phenomenon object of the study, and this extersddf iin the past and in the present.
Therefore, in Yin's perspective the case studytetyp appears to be the most

appropriate.

Yet there are also other motives for choosing iteshod of inquiry, which can appear

when one takes into account my theoretical perspect

7.3.1 Theoretical reasons for choosing the case stu  dy strategy
Indeed, in the learning studies literature, theatielon methodological issues widens the
Yin’s perspective to include consideration on tHeosen theoretical perspectives,

pointing out the relation between these and thénattiogies.

Hodkinson and Macleod argue that research methg@ssuch as mini-ethnography,
life history, cross-sectional surveys, existingglaurvey tend to be adapted to different
ways of understanding of learning: the first ones ladfinity with the participatory

metaphor of learning, the second one fits more Wédrning as construction and
formation, while the latter two methodological $&égies can catch dimension of

learning as acquisition (Hodkinson and Macleod 2010

With reference to the theoretical approach adoperd, Kaptelinin and Nardi state that
the appropriate method of research in CHAT is oh&lwtakes into consideration that
human interactions occur in the context of develepinThis implies that the research

method should aim at seizing the history and dearaént of a practice and monitoring

>"Yin refers to experiments, surveys, archival asedy histories, and case studies (2003, 5).
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the changes of the study participants. These asithote that ethnographic methods

have become important in recent works (Kaptelimd Bardi 2006, 72).

Saljo, from a cultural-historical stance and a wideporal observation on studies on
learning carried out with different perspectivestices that the coherence between
theoretical approach and method of inquiry does atatays occuf’. He focuses in
particular on the unit of analysis and argues thatidentification of the latter has to be
adapted to analyse the object of inquiry as itleen conceptualized (Séljé 2007). He
defines unit of analysis as the conceptualizatiiom phenomenon “that corresponds to a
theoretical perspective or framework.” (Salj6 20@96). He provides more than one
example of studies where there is incongruence dertvobject of inquiry and unit of
analysis to draw attention to the relation betwesyat is conceptualized and what is
observed, a relation which can change across times#uations, depending on the
guestions we are addressing, but also dependirtheotheoretical perspective we are
adopting (Saljo 2009, 204). In fact, as Salj6 pomit, it was more than fifty years ago
that Norwood Hanson convincingly argued that anyeobation can be strongly
influenced by our theory, hypothesis or backgrouddnce the objectivist position
which sees the unit of analysis as stable shoulmvbecome. This is particularly clear in
the case of learning and its conceptualizationclwlian range from individualistic to

collective perspectives, and should bring a charigmit of analysis (Saljo 2007, 7).

My object of inquiry is the motivational aspect oider workers’ vocational learning

which has been defined in the previous chapteigked to the engagement with the
object of the work activity, seen as a collectivel anaterial process, in which the
subjective side of working and learning processesis in making sense of the activity,
in relation to encountered social meanings andifiaeircumstances and experiences of

the participant.

This implies a complex set of interrelation of agpeoccurring in industrial activities in
which older workers work and indicates the necegssitcollecting information about
the material and collective production, as welthesnarrative of the workers about their

work and learning experiences. Hence the studynbérprises, and older workers

*8 Saljip names the Vygotskian tradition as sociocalfubut in conformity with the label | use in this
work, | change it in cultural-historical (see sent3.3.1).
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working in these, seems to be the unit of analysist consistent to the theoretical
approach adopted here.

Drawing on Yin’s contribution presented above, the aim of this research is

explorative and the questions are oriented to Idaow older workers engage in

vocational learning, rather than how much or hoterfthis occurs, case studies of
enterprises have appeared to me as the strategyaaasted. This is also because the
aim of the research is to explore the processesemimg working and learning. Many

authors point out that case study is particuladitable when researchers look for

investigating mechanisms and processes (Gerring, 2845; Hodkinson and Macleod

2010, 177), a position taken also by scholars nmckned to prefer survey strategy

(Goldthorpe 2000, 65-93).

The next section is devoted to present in moreilddtaw | have used this strategy of

research to address the research questions listegtiion 7.2.

The following sections give the first part of aflexive account’ on the procedures
followed to carry out this study. The second partrépresented by the empirical
chapters (Eight and Nine) where data are reponelddcannections are made between
the theoretical framework and the conclusions drieevm the analysis. As Altheide and
Johnson put forward (1994) and Cardano develop81(2P003, 2009), the reflexive
account can respond to the methodological prinapleroviding all the information to
allow the scientific community to evaluate how abjee is the study. Here | mean
objectivity as developed by Cardano from an ethaplgic approach in the context of
research methodology. Obijectivity refers to theconote of the internal debate to the
scientific  community, which uses the “persuasiveasming” rather than the

“demonstrative reasoning”:

“... I assume a concept of “truth” based on interjsative agreement, constructed discursively within
forum set up by the scientific community, or ratteerspecific fraction of this latter. What gives an
assertion (or a set of assertions) objectivityasthe use of a “right” method (right both in datalection
and analysis), nor the “tribunal of experience”,ishhcan decide whether the social world and its
representation correspond. Instead, objectivigpisferred by a collective subject — a forum whidtivas

at a decision, using the tools of argumentatiomenatthan those of demonstration (Perleman and
Olbrechts-Tyteca, 1958). This ties down the notidrobjectivity to specific coordinates of space and
time, and makes the attribution of objectivity staalways revocable [...].”

(Cardano 20Pp
This position is coherent with the epistemologieedw about knowledge in CHAT,
emerged in this study when | discuss conceptiorotviedge (section 3.2) and human
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development as the outcome of social and collectivéeavour mediated by cultural
and historical material and immaterial tools (s&t.3.25°.

7.4 Research design

As synthesized in previous sections, the focushefresearch is on the relationship
between older workers’ learning and strategiesroflpction, taking into consideration
their subjectivities. The typology elaborated ina@ter Five (section 5.6) indicates mass
production and flexible specialization models aso twtrategies of production
characterized by contrasting features in terms atWolir process design and work
organization. According to the discussion of thesgiole implications of this for
engagement in the workplace and learning motive,amy has been to explore how
older workers engage with their tasks in two entees identified - one for
approximating the ideal-type of mass productiong tbhther one the flexible
specialization. The objective has been to expldre hypothesis that production
strategies can create fundamental different engeagenfor older workers and
investigate how this occurs in the interplay witle blder workers’ subjectivities and is
related to motive for learning. Comparing two extey different ways of producing
goods serves to meet the goal of highlighting thieer@nces in the processes of the
subjective engagement of older workers in theirlkplarces and to answer the research

guestions posed in section 7.2.

The two selected enterprises are located in themegf Piedmont, in the area of Turin.
This Italian region presents an ageing trend ofwioekforce as well as a context of
significant transformation from the traditional nudacturing economy towards a
knowledge-based economy (Buran 2001; Cerruti, Lebred al. 2009).

| have selected the two enterprises drawing on emggnal contacts and | offer an
account of obtaining access to these two firm&éext section.

The design takes the form of being multiple embddadnere the two enterprises count
as the two case studies — and representing twa whianalysis -, with embedded
individual units of analysis in it (Yin 2003). Thi#ata collection has regarded older
workers, executives and trade unions’ delegatesnlynthrough interviews (fifteen),

% For a extended discussion framed by CHAT on kndageand its location in the space of practices of
giving and asking for reasons, with reference ®® idsue of learning in the knowledge economy, see
Guile, D. (2010). The Learning Challenge of the Weddge Economy. Rotterdam, Sense.
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and few formal and informal meetings. The focus Itesn on workers over 44 years of
age working on the shop floor. This threshold ag¢he most frequently used in the
literature (Tikkanen and Nyhan 2006, 10). Yet, thés just an initial point of reference,
useful to communicate to the gatekeepers and itedw&iom | wanted to interview.
Indeed, the gatekeepers used my indication abauirag flexible way, so that they put
me in contact with an older worker who was agedid®ase study E2). As | argued in
Chapter Four (section 4.5), | have developed a wkheing an older worker based on
the accumulation of having had and made experietmceaghout the life, including the
experience of becoming old. So | have included th@er worker in my study because
he had started to work when he was very young adinaulated a good deal of
experiences at work (see Chapter Nine). Furtherrh@eurrent working experiences
are rich of thoughts about the relationship betwgmmger and older colleagues, a sign
that indicates to me that he is reflecting on whateans becoming an older worker. On
the base of my definition of older worker, he chert be considered as an older worker.

The range of type of personnel interviewed has thadaim of collecting information
from different sources to comply with the methoddal principle of construction of
validity of the data collected about the charast@s of the industrial activity and its
organization (Cardano 2001; Cardano 2009). As kankl Miller (1986, reported in
Cardano 2001 p.191) and Gomm (2009, 367) pointindged, interviewing different
people on the same issue often reveals the mudédoiess of a context as expression of
different opinions and positions in the social natw This is what has occurred in this
study sometimes, as reported in the empirical @magEight and Nine). The reading of
those chapters, however, can reveal a high dedgremrsistence among the older

workers’ interpretations of the dynamics occurrimghe two enterprises.

The data take the form of recorded interviews aadscripts, field notes, documents of
different types such as websites of the enterprisegvspaper articles about them,
internal papers, sketches drawn during intervielse interviewing and observation
had been taking place mainly from October 2007utyg 2008. | am still in touch with
some of the people from the two enterprises, mdtk people working in the mass
production-approximated enterprise, with whom |rextge calls, emails sometimes,
and go out for a drink occasionally. | have takietdfnotes of these occasional contacts
up to the end of 2009.
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The interviews (nine) with the older workers reg@sthe core of the data collection. It
is only in interviews that | could collect data fideo be interpreted as the subjective
dimension in the industrial activity. As | arguesaction 3.5, older workers’ selves are
the products of ontogenetic cultural developmerndsuoed through participating in
different activities and social practices, in whiglider workers have built their own
hierarchy of motives and personal senses. | algoeathat subjectivity reveals itself in
the emotions and meanings (personal senses) givilte ttasks and actions carried out

in the workplaces (sections 3.5 and 5.5).

Hence a free discursive interview beginning with iatial request to tell me their

working lives was the most appropriate tool withiethto collect data from the older
workers about what they have been doing in theesl in the circumstances in which
partly they found themselves and partly they haeated. | come back to this type of

interview in section 7.6.

The duration of the observation and the type adrinews could be seen as resembling
my case studies strategy to the ethnographic ms¥arYet | embrace Cardano’s
position that ethnographic research is based oficipant observation mainly (2003,
110). However | have noticed all of the peculiaarecteristics of the ethnographic
work. According to Cardano (2001), this has threstimttive features. Firstly, the
researcher is at the same time the observer andgtiament of data collection, that is,
her language and subjectivity mediate the reprasient of the culture investigated.
Secondly, the investigator is subjugated to theeabpf inquiry, in that this latter can
decide what the first can learn about his/her celtdrhird, the link between the
theoretical constructs and the observed elementsmiy been woven at the conclusion

of the research.

| discuss the role of my subjectivity in next senti My subjugation to the object is
evident in the ways that | could access the firms select the interviewees (in the next
section). Indeed the connections between my CHAfluenced perspective on
subjectivity and the data collected could be seely at the end of the process of

investigation (see conclusive remarks of ChaptégbttEand Nine and Chapter Ten).

89| agree with Yin when he says that case studyesjyacan collect data using different methods Yn,
K. (2003). Case Study Research. Design and Metidelgbury Park, Sage Publications., 11 and 14.
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I now turn to discuss how | have gained accessh¢ofirms and the related ethical

aspects.

7.5 Access to the two enterprises and ethical aspec  ts

In this section | critically discuss how the twaenprises have become my case studies.
The two distinct processes which led to the twandéirhave been different. one
developed through trade union contacts, the otlmer @eveloped through informal

professional contacts with the executives of tha.fiThis latter was the first to occur.

Having been a researcher for a long time in Turian Institute of economic and social
research funded by the regional Council has pravide with a network of contacts in
the economic and political world of my region, witicquaintances among the
representatives of the social forces, that is ttadens and employers associations. My
research interest in workplaces and businessesalsadoccasionally led me to take
opportunities to know economic realities more dipsas when | attended a cultural
programme of events, organized by a pool of insbihg, banking foundations and
universities in my region, devoted to favour thiatienships between companies and
areas and population where the companies wereeldc@h my region). On that
occasion | could visit some companies as a citiaad with other citizens. That
occurred in 2005. Hence in 2007, when | was stgnity empirical work and was on
leave from my Institute of research, | thought tha¢ of those companies, visited two
years earlier, would have suited my second cas#ystuealized that the company —
which | named as E2 in my study - has the charatizs which recall the model of
flexible specialization, one of the two theoreticaddels of strategy of production that |
wanted to explore (see previous section). Theref@@ntacted it through an engineer
whom | had met during that cultural programme aitsi At the time of that visit, after
he had presented the most innovative aspects ohdtmaty of E2 to the visitors — a
group of around twenty citizens -, | introduced eif/ss a researcher on older workers
and learning. He showed a lot of interest and whtdegoresent me to the president and
director of production in E2. Mindful of that visaihd welcome two years earlier, | sent
late in 2007 an email to that engineer | had méehait time, asking if | could adopt E2
as a case study for my PhD research. He readilwesthavillingness to support my
request and within a few days, arranged a meetiitg the Operations director,
Engineer V, who was the director of productionret time of my first visit. The person
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in charge of public relations, communication andcatmnal education, Ms R,
participated in the meeting and by the end of & bhd already made an appointment
with the CEO three days later, for an interview.np great surprise, my proposal had
been already accepted. After few weeks | was abstart the interviews with the older
workers, selected by Mr T, the person in chargélaman Resources. Mr T selected
five workers following the criteria | had asked :faworkers with lower secondary
education as a maximum, older than 44 years, workimthe shop floor. | also asked to
interview one worker for each type of work carriedt on the shop floor: a tools
machine operator, a welder, an operator on thenasgé', two from the most
innovative area. The contacts were provided quiekig | started to interview the older

workers very soon.

The process to gain access to the second entehassbeen longer. It has taken nearly
four months. | started by asking for help from &adionist whom | have known for a
long time, but with whom | use to have very rareaston of meeting. It happened that |
met him by chance at a conference towards the £E2AQY and took the opportunity to
ask him for help. He is a trade unionist activeha industrial sector of my region, for
the ltalian trade union CGIL, the most importanteom this sector in terms of
member&’,

| had asked him to look for me for one or two comipa with the following
characteristics: being in the Turin area, operaiintye industrial sector, with more than
fifty employees (that is, a small or medium entesgy;, with workers older than 44 years,
with an assembly lineand beinglittle innovative | see the element of producing
through an assembly line as the one which idestifie model of mass production. The
fact of searching for a company considered ag litthovative is explained by the need
of emphasising the contrast with the second cas#ystvhich refers to the model of
flexible specialization. This latter one has innisture to adapt to the changes in the
market demand, being more sensitive to this latian the mass production model,
especially in its original form. After a few weeksvas given by this trade unionist the

contact details of another trade unionist, whomadl mever met before, who was in

®1 This area was suggested by Mr T. The intervievhwir D will reveal that this assembly activity is
completely different from one carried out on assigrtibe (Chapter Nine).

%2 CGIL stands for Confederazione Generale del LayGeneral Labour Confederation) and represents
workers and employees in any sector.
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charge of the company B He organized a meeting with the director of human
resources and the RSU (employees who are représestaf the trade unions in the
company) at the site of the E1. In that meetingpl@&ned the object of the research and
my need to interview about ten older workers: tleespnnel director showed some
perplexity as he had understood that the reseaeshba&ased on questionnaires, which
could have been easily handed out to the workeithdyRSU. The interviews involved
a different commitment from the workers. Howevertbkel me that he would have to
talk to the owners about my request and come baake later. After a few days |
received an email in which he said that they coudd accept my proposal for the
company was going through a difficult period. Hoeelie did not refer explicitly to the
owners, fact which suggested to me that he couidhae asked the owners indeed and
hence, there was maybe a chance to insist antigeictess. Therefore, | decided to try
to meet him again, and gain more confidence byngiviim an opportunity to know me
more, and thus understand that what | wanted wwatoonly collecting data for my PhD
thesis and that | was (am) aware of the compledditthe life of an organization as the
enterprise E1, facing a ferocious competition fitve Eastern countries. | replied to the
personnel director’s email saying that | took hasnp, but asking whether he would be
interested in discussing with me the challengeshef global market and the Italian
model of industrial relations. We had a businesshuduring which we talked about
different topics related to the issue of older vewsk innovation, and workplace
organization. At the end of the meeting, without mentioning again my request of
access, that is, without pressing him, he suggebktad asked the trade union to support
me in organizing some interviews with the older kess in E1. | think that he
understood that | appreciate the difficulties ofn@ging an enterprise and that | would
have carried out my empirical work trying my besatoid interferences with his work.
Indeed | found myself very often in the situatidn Istening to the voices of the older
workers complaining for the conditions of work asttbwing empathy, but at the same
time avoiding to take position against their mamagend foremen. This was possible
because the workers seemed as though feeling glszdfied that someone — me —
was listening to them and maybe hoping — throughréisearch — of being heard in the

outside world too.

%3 E1 is the name in code of the enterprise clos#raaddeal type of mass production.
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So, after that business lunch with the HR managéneenterprise E1, | contacted the
trade unionist who organized the first meeting mgand he directed me to Ms B, a
RSU woman 50 years old, working on the assembly Imthe enterprise E1, as a
person who could help me get in touch with otheteolworkers. | interviewed four

older workers with the help of Ms B. She playeduadamental role in choosing who
would be interviewed and attended the interviewshwier colleagues, except the

interview with Ms A.

7.5.1 Type of access, strategy of production, and e thical issues

| want to develop some remarks on these two diftemeays of access and related
ethical aspects. In the case of enterprise E1 ttuesa was problematic and the
management showed some concern and resistanche lnase of enterprise E2 the
access was smooth and unproblematic. In the atecele former | was in the position

of trying to convince the organization that theitopf my research would not have
interfered with the company clime. In the second,drdid not need to persuade them
about the value of my research because they haginsimberest in my research the first
time they heard about it, in 2005: so | found miyselthe position of just having to

explain what | needed in order to carry out my aesle. From the point of view of

ethical aspects of doing research, the requirenoén& professional approach to
undertake social inquiry, and the kind of relatldps needed with sponsors (British-
Sociological-Association 2002, guideline number ,48)e type of interest shown

towards my project by the management of E2 wasnalige one, stemming from an

implicit acknowledgment that the aim of researchvdy is to advance knowledge.

Therefore it did not lead to any interference witli empirical work. However, beside

this genuine interest, there might have been tkanagtion that allowing me to carry

out my research in their enterprise would havedenhe benefits to them in term of
visibility as a true innovative compatfy

Indeed | interpret the different interest shownnty research as the result of the
different strategies of production of these twanfirand the meaning that my identity
has assumed to the management of the two firmsresibect to these strategies, mass
production and flexible specialization. As will becalled, E1 is a firm which

®| had guaranteed anonymity of the enterprise,|buas under the impression that they did not care
about this.
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approaches the model of mass production, whereas Ebser to the ideal type of
flexible specialization, two strategies of prodantidiscussed in Chapter Five. We will
come across other elements in Chapter Nine whiahotde E2 as driven by a
competition based on innovation. | see in thisrbed for support from the society and
its government. Indeed enterprise E2 had receivandihg from the regional
government for an innovative project. Moreover B2aipublic company, that is, the
CEO is autonomous in his decisions, but at the same he is bound to the good
performance of the company to be presented togbenably of stockholders. Therefore
the CEO and the management of the company E2 d¢wmaud seen me as part of the
regional establishment - because | am a reseaichibe centre of research funded by
the regional council -, and therefore as able tbaane their relationship with the
regional government once | went back to my offitterathe leave to do the PhD. Even
if this is the case, | sent neither any sign topsupthis view nor made any promise to
facilitate their relationship with the regional cmil or government nor provided to
them the findings of my research as acting as aultant. However, as part of the
process of negotiating the access, | said thatlidcoave let them know when my work
would have been finished, even if none had askedasive the findings of my research.
Yet, at a certain stage in my empirical work, | ersfood that | could not give to the
management my work in its entirety, because theydceasily recognize the voices of
the workers interviewed. Hence at the end of mykwotontacted the Manufacturing
Director and offered the possibility of a meeting¢turn a kind of executive summary,
without excerpts from the interviews or any othefierences to these latter. It happened

that he was not able to organize a meeting. And hdt insist on that.

In the case of E1 the family - who set up the bessrsome decades ago - holds the keys
positions in the company structure and the manageimelosely controlled by this. As
the data analysis will show in Chapter Eight, theategy of E1 seems driven by a
competition based on cost. The property and manageaf E1 does not seem in need
of an open support from the local government, intiast to what it looks to occur in
case E2. As | report in Chapter Eight, E1’s strateglelocalization to lower the labour
cost and remaining competitive. My interpretatisrthat, in this case, being open and
allowing a closer investigation as with interviegir instead of collecting data with a
questionnaire — does not have appeal, becauséheiimmagination - it cannot promise

any advantage to the strategy of the company. Meredecause the model of mass
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production is no longer attractive in the westengi@-economic context in which the
emphasis is on innovation, technologies, and kndgde this research could have been
seen by the owners and the management as revéalihg outside world that the mass
production still exists in this part of the worktruggles in the competition with the East
(China, India, Malaysia, Indonesia) and delocalmais its strategy to cope with this

situation.

Hence the proprietors and management of E1, orconérary of those ones of E2,
might have seen my research as threatening thevitady fostering a public debate
about the economical and social advantages of stippdhat type of business in a
developed European region instead of promoting @aenamlvanced and high-added

value industrial activity.

Despite the fact that my research could have been as a threat of becoming too
much visible (E1) or as a chance to be more visiblthe public domain (E2), in any
case | did not receive interferences in my workeykbhose the older workers | could
interview, while | would have liked to do it by nei§ but | consider this as the
outcome of the negotiation of the access, and sointerference. Since | found
difficulties in gaining entry to companies, anddbdéwo enterprises were exactly what |
was looking for, | preferred to stick to these ta@ses, instead of looking for other
enterprises willing to open their gates to me maigely and running the risk of not

finding better cases to study.

| remark on the connection between type of accadstype of strategy of production:
the enterprise more innovative (E2) was open tot\wey suppose could have resulted
in being a scrutiny of their activity for the Regal Council, while the enterprise more
traditional (E1) has protected itself from whatythmight have seen as an intrusion. |
see these different attitudes toward a requesemighthe subject of a research such as
mine as one of the findings of my study. The daialysis and interpretation presented
in the Chapters Eight and Nine will show how tha#tgudes - being open or closed
toward being part of a research - are coherent wiitler features of the workplaces

these enterprises create through their activities.

I now turn to discuss how | have organized therunevs with the older workers and
highlight the related ethical aspects.
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7.6 Free discursive interviews

7.6.1 The contacts with the older workers

| have adopted free discursive interview to alldwe interviewee unfold the story of
her/his working life. | started all the interviewsth the older workers by asking when
and where they began working and what workplaces filave worked in, focusing then
on their current workplae But before that, | introduced myself and the aeske that |
am conducting. | gave further details about whonland what | do, and fewer details
about the research object to minimize distortionstie data due to opportunistic
attempts to fit with expectations. During the intews | was aware of the importance
of the tone of my voice and body posture in ordeldémonstrate transparency and

fairness.

| was also conscious that the talks with the fenudéker workers were facilitated by
being a female researcher and interviewer. Wheretl Ms B, the older worker who
helped me contact the other older workers, | tteedend signals to confirm that | am a
woman who likes listening and being respectfuhihk that Ms B passed her positive
feelings about me to the other female older work&wghat it was easy for them to trust
me. | felt that they saw in me a person who couldeustand their problems at work.
This easiness of the relationship between femaearehers and female interviewees
has been discussed in feminist literature, as cgrirom the fact of sharing the same
female culture (Oakes 1981; Duncombe and Jessad}).200

On the contrary, this did not happen with the materviewees, all belonging to the
second case study. The person who put me in cotaattiem was their personnel
manager, another man. Whereas that kind of fenmateranication and signals did not
occur, the fact of being introduced by a supenoight have had the opposite effect,
and cast a shadow of suspicion on me, the suspmidreing someone sent by the
management for some unknown reason. Moreover lundsr the impression that they
have found it strange to describe in details tjodis to me, because it was clear — from
my requests of clarification - that my understagdimas a general one, and not a
technological one, as they might be used to exphen they talk about their jobs with
other colleagues, who must be almost exclusively.nvghen | felt hesitations from

® The interviews with managers aimed to collect datmut the strategy of production and the
organization of work.
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them, | had encouraged them to not worry if | coubd understand everything, because
my objective was just to get an idea of their taskd jobs in the shop floor. However,

all the workers at the beginning were clearly waimdgwho | really was, but after the

initial hesitations, | could see all of them relaxi | think that my way of presenting

myself, with my business card with the logo of nmgtitute of research, and clearly
stating my position as one of the researcherspadh on leave, could have helped to
reassure them. | cannot exclude that they coulé bded to represent themselves to me
as having less problems than actually they werknfpeThe analysis in Chapter Nine

shows that some discontents surface in the int@syibut the overall picture appears
convincingly as opposite to the one in the casdystf enterprise E1, as | argue in

Chapter Ten.

7.6.2 Free discursive interviews and subjectivities

The choice of a free interview allows the interveewo obtain more information about
the person being interviewed and to adapt the mumsstto the emerging themes
(Cardano 2003). Actually, | let the themes ememgenfthe interviewee’s account in
order to see what her/his agenda was and whatsisseee arising about professional
life in her/his workplace. In accordance with myalission in section 3.5, | see the
worker’s agenda as an expression of her/his subigycthat is, the emotions, thoughts,
and personal senses which emerge in the narrafiather professional lives and
highlight what aspects and dynamics are more imapbrfor the worker in the
workplace and s/he wants to represent to me. | hatveduced my themes about
learning connecting to what the interviewee wadingglme. Very rarely | asked
questions about learning experiences without havengcontext created by the
interviewee in which my request of more clues dtteell. When | raised direct
questions on experiences of formal learning (MmGsection 9.5), | received a reply
which denoted a change of tone of the voice of ititerviewee, hesitations, and
attempts to fit the answer with what the interviewbought | was thinking about the
issue. That confirmed to me that | prefered coratessal interviews, in which | tried to

elicit the freest as possible narrative of therwvitgavee.

In this process of adjustment between the intereeSsy agenda and that of the
researcher, it is not possible to avoid the rolehef subjectivity of the researcher in

shaping the discourse of the interviewee. As disedisn Chapter Three, every relation
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iIs mediated by artefacts internalized and transéoknmto individual behaviours, and
this brings subjective dimension into the sociaéraction. However, with the support
of an internalized awareness of my subjectivity arsd effect in social relations,
developed through psychotherapy done for some yédrave tried to minimize the
influence of my subjectivity in the interview areke a maieutic attitude to facilitate the
interviewee in building his/her own discourse. Toas be obtained by posing few and
incisive questions, sending non-verbal signals hows interest and attention, and
echoing the interviewee’s words (Cardano 2003)xauvehdrawn on my relational skills
and empathy, with the aim of creating the condgidor listening to what the older

workers wanted to tell me.

Thus, the free discursive interview provides ndiyangreat deal of information about
the interviewee, but also his/her discourse: exgivesstyle, proceeding point by point,

“punctuation”, emotional tone, postures (Cardano30

For the interviews have been conducted with the aineliciting the subjectivity of
every older worker, the pattern of each intervieag been unique and has not followed
a fixed sequence of topics. For example the int@rvivith Ms D, older worker in the
enterprise E1, has started with the narrative @¥ bbe started working when she was
very young, but soon the interviewee has movedliotdo what happened the day before,
which upset her a lot, that is, the communicatibat tshe had to move to work in
another department in the shop floor. This hashledto talk about the poor training
received to do that new job, then how what shelbarched in the previous years had
gone lost, but at the same time is now part ofdigrser need of knowing more about
the components, the low consideration of the wodsea person, the physical aspect of
her work, the regret for not having studied whea glas young. | have connected my
questions to these issues by asking more detadstaher upbringing, the type of
employment of her husband, the relations with ludleagues, and the communication

of the change of job. | also asked why the curtemhing received was not enough.

Even if | tried not to interfere with the narratiead stories that the older workers
wanted to represent to me, | had in mind some tkahm | wanted them to touch. As |
said above, | tried to yield to temptation of agkiquestions directly, and tried to
connect to the narrative of the interviewee. Thartls which | tried to introduced in the

course of the interviews include: work tasks, degref autonomy in carrying these out,
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learning relations with other colleagues, relatiamth colleagues in other departments,
opportunities of formal and informal learning, dedlings about new artefacts at work,

new trends and changes.

When | could not ask about these themes, becausailtl have been as forcing a topic
in the structure of the story with a risk of intgsting the flow of thoughts of the
interviewees and losing some interesting atahad to renounce to it and use the

material provided in the interviews.

| believe that even when | try to adopt an everydaguage to formulate my questions,
as it happened in my interviews sometimes, theystiteshaped by my interests, which
are very different from ones of the interviewees. @hase warns, from the perspective
of narrative inquiry and quoting Sacks, these a@aogical questions, because they
are organized around our research interests arsics are likely to get sociological
answers (2008, 71). That is, the interviewees spegleneralities rather than specifics,

because they attempt to correspond to what theyrasss our interest as researchers.

Chase stresses the importance of letting the ilet@ee to tell her/his stories, accept
digressions and fully listen to them. What couldkd@s a digression from the expected
(by the interviewer) story might be integral to tharrative of the interviewee and

represents a way to bring new elements as cewtrtdet story (Chase 2008, 72). This
point is extremely relevant to my interviewing winigims at eliciting subjective aspects

in working and learning.

Every interview has been transcribed in its verbtdraction (questions-answers) and
non-verbal interaction, since the meanings giventhmy participants to events and
situations can be detected and interpreted reteriia these two planes of
communication (Cardano 2003). | discuss this issiter reporting how | have dealt

with ethical aspects.

7.6.3 Ethical aspects in the relationships with the interviewees

In the latter decades the ethical dimension ofadaeisearch has grown in importance.
As reported by Angrosino, the movement has starteéde United States in the 1960s,
where federal regulations mandated informed con$entall those taking part in

% This is only a risk. In Chapter Nine | report astance of dynamic in which | apparently interrapte
the narrative of the interviewee, but he really tedrto tell something to me and therefore was ablgp
back to what he was saying and introducing theystwat he wanted to represent to me (section 4.8.1.
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federally funded research, following some scandalsiomedical experiments (2008,
168). The ethic debates have then invested thalsmsearch and generated a wide
range of ethical codes, especially in the Anglogaxulture. After a progressive
institutionalization of ethical procedures, thesenbw a growing interest in questioning
those codes from feminist approach (Mauthner, Bethal. 2002) and post-colonial
perspective (Moosa 2013; Robinson-Pant and Sir@3;2Shamim and Qureshi 2013).

When | started my empirical work back in 2007, Isveavare of the requirements from
the Doctoral School about the ethical aspects ofesgarch. | followed the procedures
provided by the Doctoral School in terms of pagersubmit to the Ethical Committee
and examined the Statement of Ethical PracticehbyBritish Sociological Association
(British-Sociological-Association 2002). This lattstates that its aim is to make the
researchers aware of the ethical issues surfaairtfe research processes and invite
them to make choices on the base of principles\atdes, and the interests of the
participants. It also says that it does not provideipes. This seems related to the
acknowledgement that research works can vary inestynd settings (British-
Sociological-Association 2002, 1). For my work iboat exploring subjectivities
through free discursive interviews to elicit naifras, it involves a relationships with the
interviewees based on trust. Narratives bring baeknories, emotions, feelings, and
even if the interviewees can protect themselvessélecting what to tell to the
interviewer, nonetheless they share part of theisgnal stories with someone stranger
— the researcher — but whom they have felt beinghaaf trust. Being trustful implies a

moral responsibility for the researcher.

Thus the BSA ethical statements offered to me emdiexibility to reflect on the
ethical practices in my research doings and ach vweiire and responsibility in
accordance with the situations | was encountemngy meetings with the interviewees

and in the process of carrying out my research work

As will be recalled, | have started my meetingshvilie older workers (and the other
conversations with managers and trainers) by ptiegerbriefly the object of my
research and who | am. | mentioned that | was a Bbent and that my interviews
were to produce data for my PhD research. | has@ tald them that | was a researcher

working in an institute of research, even if orvkeseand showed my business card.
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| have then asked them to record the interviews explained that | needed it to re-
listen these latter, in order to analyse careftlily texts. | said that | needed to quote
them in my research report with some sentences wodld have used codes instead of
their names to warrant their anonymity. | askedrnthehether this suits them. All the
older workers have accepted to be recorded anchbtleemember any one uncertain in
his or her reply to my question about using my gaiecorder, maybe in some cases just
a bit aware of the digital-recorder on the tabléhat beginning of the interview. | was
aware that the older workers from the enterprisgiioduced to me by their managers,
could have found difficulties in denying to parpate to the research. However | was
also aware that the type of interview (discursivejas about to conduct allowed them
to choose how far to be open to me. As | have dfreaentioned (section 7.6.1), | could
see all of them relaxing after being in some casiislly hesitant, and even enjoying

telling about their work and life (for example iecsion 9.3.1.2).

| obtained the consent to be interviewed and resmbfdom my interviewees verbally. |

asked them whether they wanted a written letteneNexpressed the interest in that. |
did not prepare the letter and hand the letter atuthe meetings, because | felt
something incongruous in the context. As | alreadintioned above (section 7.6.1), a
relationship based on trust seemed to developamitbetings with each interviewee.
Putting forward a written letter could have beeersas a sign of distrust and suspicion,
with the risk of producing distortion in their natives. | will come back to this point in

next sub-section.

| did not ask my interviewees why they have givemie their consent, but it is possible
that they agreed to be interviewed because fitedy trusted me and secondly they saw
some social value in my research. The British Sogioal Association states in the
Ethical Guidelines about the common interest in amding knowledge in the
relationships between researchers and sponsorsfuarters (British-Sociological-
Association 2002, guideline number 42). Yet the B&%rlooks that the interest in
contributing to the advancement of knowledge can shared by the research
participants too. It is also possible that my imiewvees’ easily accepted to be
interviewed because interviews are the ones thay wraportant persons grant to
journalists and experts. | am a researcher, arghhat exclude that they saw in me
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someone in the power of being able to give therhaamce to become part of the public

sphere, even if in their anonymous voices.

The fact that | wanted to be trusted by them amy thccepted to trust me is giving to
me the moral responsibility of doing my best taayer their names and ii) disseminate
the findings of this research as widely as possibhes latter commitment comes from

the hope that | felt in the voices of some of theiviewees that they could be heard
from outside their worlds and from what stressethe\BSA statements:

“Members [of BSA] should, wherever possible, dissate their research findings as wide as possible ...
(British-SociologieAssociation 2002, guideline 60).

To cover the names of the people involved in theigoal work, the codes adopted to
refer to them have been used not only in the rekea@port, but also in the content of
the files of transcription as well as the files @oning the field notes stored in my
personal computer (with a back-up on an externaéjir

| realised only later on that the wider dissemwratdf the findings can lead to the
disclosure of the identities of the interviewedsmight be relatively easy to keep the
anonymity of the enterprises, but if someone frdra énterprise reads the research
report, he/she can easily identifies the voicekister colleagues. This issue has also
been highlighted, even if in slightly different nes, by Moosa who carried out her

research in a small community (Moosa 2013).

| want now to report about how I tried to be faithwmy interviewees and have a
reciprocal relationship. Indeed | did not plan hmado this, but | just remember that |

had this desire with me.

Since | believe that trust resides in a personatiomship, | wanted to establish with my
interviewees some personal links. | gave to myrurgvees my mobile telephone
number (which was not included in my business cafdiis has been particularly
relevant in the case of the older workers in theerpnise E2 who were all men, and
were introduced to me by their managers. | did #matl wanted to find a way of
developing a direct relationship, not mediated iy itnanagers, so that they could call
me in case they wanted. Besides giving my mobilepteone, | asked their ones,
justifying my request by saying that | could haeatacted them in case | needed it. No
one has called me since then and | did not cathfhexcept Mr F from enterprise E2 to

ask some clarifications and Ms B from the entegEd. Indeed | called this latter the
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day after her interview to make sure that she viiagh&a She gave to me an interview
full of emotions. So the day after, | wanted tormehether she was feeling uneasy with
her interview. But on the contrary she was verypyagbout it. So | realized that | had
projected onto her what | would have felt in heagal. As Miller and Bell note about
feminist researchers, it might be the case thada a®man researcher, reflecting very
often on the impact of my research practices orothers, | was overly sensitive (2002,
66).

For | was feeling during the interview that the addishing relationship with the

interviewee was developing as unbalanced becausg tnere disclosing their

experiences and judgements to me, | let me go meescomments or references to
personal experiences at the end of the intervidlwsome cases, in particular with the
women interviewees, the interviews transformeddnversations in the last part of the
meetings. In general, the meetings assumed therpatt having as two parts: the first
one in which | acted as an interviewer keepinghat minimum the interruptions, and
just to ask clarifications, and the second parwhich | put forward my comments,

reasoning, opinions, personal experiences relatedhat the interviewee was telling. |
recall that my interventions were prompted by eoiarisen by the narrative of the
interviewees and the genuine desire of sharingghisu However | have used only
material produced in the first part of the meetibeglicated to the interview, for my data

analysis.

| am aware that there are differences and socislanite between me and the
interviewees, and that these attempts of shariegsigand experiences did not clear the
differences off nor counter-balanced the relatibrp@wver between me as researcher-
interviewer and them. However | believe it is pbssito develop meaningful

relationships with the interviewees which are badchdby the activity of interviewing

and exploring certain issues, in this case thegpeisstories about working and learning.
This is the object — in CHAT language - that gigesise and direction to our research
relationships. Yet | appreciate that each of therinewee could have interpreted the
boundaries of this in a different way, a point méageDuncombe and Jessop from a
feminist point of view about ethics in qualitativesearch (2002). These authors warn
that the interviewees can interpret that relatignsis friendship and disclose too much,

regretting it later on. My way of seeing this isatheach of us — interviewer and
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interviewees - act with respect to his/her imagewf relationship. My responsibility
and care is about sending all possible signs tcersldar what my objectives are.

As | have thought only recently, having aimed dalgisshing a relationship, this will
facilitate me to go back to my interviewees whepublish my research and need to
renegotiate the consent obtained at the time ofirttexviews only for the Doctoral
thesis.

7.6.4 Feminist and post-colonialist literatures on ethical practices in qualitative

research

As a post-reflection over my research doing, | khinhave implicitly followed a
feminist ethics of care and responsibility and viethics as the outcome of a process
rather than a stage in the research process. llealged recently that this latter point is
made both in the feminist and post-colonial literas to take into account that cultural
contexts vary and with them the beliefs and va(@disired and Gillies 2002; Miller and
Bell 2002; Moosa 2013; Shamim and Qureshi 2013).

In the feminist approach to ethics in the qualatresearch there is a critic to the
underpinning philosophical conceptions of knowledgel subject to the informed
consent culture (Birch, Miller et al. 2002). Théormed consent procedure is based on
the assumption that knowledge is transparent araimbiguous. That is, what the
researcher explains about her/his research canrdelyl understood by the person to

whom she is asking permission to be interviewedbserved:

“Informed consent’ involves the idea that good giige in research means providing ‘adequate’
information about the study for the researcherde sif the ‘consent’ procedure to be fulfilled and i
constructs research participants as rational beitgse judgement must reflect and guarantee thair o
interests. This relies on the idea that the infdiomaresearchers provide is unproblematic (correct,
appropriate, accessible, adequate), that the fubgsccognitive information processing skills arath ¢
make a rational decision in their own interests. dAgonsequence, responsibility then lies with the
individual — a rational, autonomous subject whanigontrol of their own destiny. There is, therefor
litle room to consider how the social context amehotional factors affect such ‘processing’ and

‘decision-making’.

(Alldred and Gillies 2002, 158)
On the contrary, as pointed out by Ramaghnotoo, the differences between
researchers and research subjects can be relevintm both of values and beliefs and
of interests:

“Even if you conscientiously offer information, yocannot be sure of what people think they are
consenting to. The researched are not necessadieaof the nature of research activity in gendedl,
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alone the specific instance you represent. What beag burning issue for you may be far from their
experience or interests. Your concepts, values;earms and ethical stance may not mesh with theirs.”

(Ramazgincand with Holland 2003, 157-158)
Alldred and Gillies also point out that the subjamiplicit in the informed consent

procedure is the modern subject, that is, a subgaipped with rationality, independent
and able of agency (2002, 153).

This stance about what is knowledge and how thgestsbdevelop is very much the
stance that | have taken in Chapter Three and whidnms my work. | think that my
way of trying to develop a relationship of trustthvimy interviewees can be seen as
consequential to my CHAT-influenced vision of therd: the older workers were
attending different contexts and activities fromaivth was, and | could not take for
granted they understood me. In CHAT language, Ireanord it by saying that we did
not share the same meditational cultural tools reefacts (section 3.3.3). Moreover
subjectivities can vary, as well as personal segsesn to activities, situations, and
contexts, due to the multiplicity of experiencesc{®ons 3.5 and 4.5). Therefore any
new rapport should begin by a careful attentionuabihe implicit cultural and
subjective differences and not force into it cudtutools whose meanings need to be
properly shared and agreed. This is even more itapbwhen one is trying to build a

relationship of trust, which is the case that Idistussing here.

In the light of this, the request of signing anomhed consent could challenge the
relationship between the researcher and the rdssatyects for it is an artefact which
does not fit with the request of trust from theeaasher, a point made also by Miller
and Bell too (2002, 65). In the case of my resedtuh discrepancy between asking for
trust and at the same time submitting a letternédrimed consent might be felt for
historical reasons. In Italy, it was enough to gikke word to guarantee an agreement
until few decades ago. Now written contracts —#teet of informed consent implies a
legal contract — might be viewed as substitute iging the word, when this latter is
thought not to be sufficient. With hindsight, | caow explain my feeling of
inconsistency of putting forward a informed consletiter to my interviewees while |
was engaging in a relationship based on trust:d fgaling that it would have been as
diminishing their words of agreement to be intemad.

| present and discuss the analysis of the inteiwievthe next section.
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7.7 Analysis of the interviews

7.7.1 Transcription of interviews

The transcription of interviews is important to eresthe quality of the translation from
spoken to written word “as a vital aspect of rigorqualitative research”, an aspect
which is often overlooked in the debate about howsttengthen the qualitative methods
(Poland 2002, 630).

A number of notation systems have been developethencontext of conversation
analysis to tend to produce a transcription ablecapture all the elements of a
conversation (pauses, interruptions, emphasis. éloywever, as suggested by Poland,
the selection of the notation system depends oraitineof the research and limits of
level of attention to detail of both the transcrand researchers. | add that there exists
a trade-off between precision of the transcriptioi readability of a text. Therefore |
selected a notation system which would create & g8k able to reflect the older
workers’ ways of telling their stories, but withaging into to too much detail. | have
compensated the (little) lack of detail transcrilbed the already manifest difficulties of
reading the transcribed text by listening to thermviews while | was carrying out the

analysis.

The transcription has followed the notation systkrweloped by Cardano, similar to the
one proposed by Poland as an abbreviated versiothef more complex ones (Poland
2002, 641; Cardano 2007). In this type of transiom the text is seen as a narrative
constituted of signs imbued with emotional toned aonnected to each other in the
construction of meanings (Cardano 2008). Cardarsiinduishes two forms of
communications between the interviewer and thevigeee, verbal and extra-verbal.
These distinctions are made to collect all therimfation contained in the interview to
interpret the meanings given by the interviewekdohis talk. In the interview text five
levels of events are distinguished. The first thmels refer to the flow of linguistic
communication between the interviewer and the wiegree and distinguish three forms
of communications: 1) the speech with identificatiof questions and answers,
languages (foreign words, dialect), incompreheerswbrds, broken sentences; 2) the
para-language expressed through tone, timbre, sityerpitch of the voice, pauses,
interruptions, hesitations; 3) the body languagehsas coughing, laughing, giggling,

weeping. The fourth level is about the interactlmgtween the interviewer and the
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interviewee, with a focus on overlapping sentertcasscribed with a special notation.
These four levels of attention in the transcriptgamerate a text which aims at being a
verbatim transcription. Cardano’s transcriptionation system adopted in this research

is schematized in the Table 7.1.

With this type of verbatim transcription the texepents an unusual prose for a written

one and difficulties in reading it. As Pollard pi@imout:

“Verbal interactions follow a logic that is diffexefrom that for written prose, and therefore témdook
remarkably disjointed, inarticulate, and even irer@mt when committed to the printed page. Inherent
differences between the spoken tongue and theewnitord mean that transcripts of verbal conversatio
do not measure up well to the standards we holdvigdl-crafted prose (or even formal speeches), with
the result that participants often come across@shierent and inarticulate (Kvale 1988).”

0(®2, 633)

For this reason and for awareness of various ssuofediscrepancies between the
transcripts and the digitally recorded interviews, aready mentioned above, | have
carried out the analysis of the interviews listgnto and reading the transcripts in
parallel. This also offers the possibility of arahg those aspects of the interviews that
cannot be always written down in the transcriptoich as the tone, timbre, intensity,
pitch of the voice.

Cardano integrates these levels of transcriptiagh wififth level which is represented by
notes on the setting in which the interview hagtaglace as well as of all ‘disturbances’
that occurred during the interview. Cardano exgdirat this has the function of giving

information to understand the utterances and cornsyafrithe interviewee.

To my knowledge there is no other systematized aggbr to transcribe interviews
closer to CHAT. Therefore | have adopted a modifietsion of the method devised by
Cardano. While the transcription of the intervieancbe used for the purpose of a
CHAT informed analysis for the richness of its niota to interpret the personal sense
of the interviewee with respect to the object toiohher/his working practices are
related, the description of the context can beeratompared to the one required in
Cardano’s method. As | explain in sections 7.4 &ed2, the free discursive interviews
have aimed to collect data about the subjectiveedsions in the industrial activities,

but keeping the focus on the material and socaets of them.
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Table 7.1 — Transcription notation system adoptetthis research

Level Code Description

1 [overlapped talk] The use of squared brackets
indicates overlapping utterances

1 Plain tex{translation] Words in dialect in plain text and
then translated between squared
brackets

1 11 (?) Inability to understand what was
said

1 (text) Added text to make the utterance
clearer

1 Fhk Instead of a name to guarantee
anonymity

2 eee or any other repeated letter Prolongatiosooind rendered
with a repetition of vowel of
consonant

2 Pause longer than approximately
three seconds

2 CAPITAL LETTERS When words are uttered wijth
high volume of voice

2&3 / talk / (descriptive text) the talk betweers/toloured by
a change of tone, timbre of the
voice, etc., as it is described |in
the text between round brackets;
the same code to indicate
laughing, crying etc.

3 /I (descriptive text) Description  between  round

brackets of gestures or sourn

which do not overlap talk

ds
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Therefore the transcriptions of the interviewsha$ tresearch include a full description
of the settings, information about the processhaiice of the location of the interviews,
and, when relevant, a report of what was going eforle and after the interview. Some
interview transcriptions may refer to further cansawith the interviewees (i.e., calls,
meetings, emails). This is because my aim has tzeeallect any data emerging in my
contacts with the two firms about their social amakterial processes.

I now turn to the description of how | have conaukcthe data analysis.

7.7.2 The analysis process

In this research the data collected through thermgws have been analysed through
the constant comparison method (CCM). This methasl leen developed by Glaser
and Strauss and is consistent with grounded th@dlgser and Strauss 1967; Strauss
1987; Glaser 1992). Because this research is daoig drawing on the theoretical
framework outlined in the preceding chapters, tpplieation of CCM has served a
partially different purpose than in grounded thednythis case | have used CCM, not to
develop a theory, but to refine concepts. In fied, theoretical framework has provided
my data analysis with concepts such as hierarchmatives (self), motive/object of
activity, action, personal sense, learning needsnaative for learning. In order not to
constrain the richness of the working experiencésthe older workers and the
complexity of the activity system of enterprisesthg existing theoretical categories, |
have compared the theoretical concepts with thegoaies emerging from the data
collected. | intend to demonstrate in this sechiow the CCM has been the appropriate
means through which to achieve this aim.

| have followed the procedure put forward by Bo€g602). Her approach is based on
two activities: fragmenting and connecting textex{e are fragmented when text-bits,
which represent a theme relevant to the researektigas, are taken out of the context
and coded. As validated by Sivesind (1999) to whgweije refers, the content-coding
is a tool for the researcher to schematize and sarmenthe relevant elements in the
interviews. The process of connecting these elesnetthin and between interviews

takes place in the researcher’'s mind. | will retiarthis concept later.

Boeije identifies a number of steps by which todwmt the comparison. Because she

had interviews from couples, Boeije had a five-spepcedure, that is, she also had

162



comparison in pairs at the level of the couple eochparison among couples (Boeije
2002, 395). However, generally, three levels of panson occur: comparison within a
single interview, comparison between interviews andparison of interviews from
different groups. In this research | have utilifeelse three steps. Yet, because the focus
is on the relation between strategies of productind subjective dimension in older
workers’ learning, the first two steps are only sidered preliminary to the analysis in

the third step: comparison between the two entezpri

In the next sub-sections, first, | illustrate in maaletail the content-coding process as
discussed by Sivesind (1999) and then | explain hbave adapted Boeije’s procedure
to the data analysis of my empirical work.

7.7.3 The content-coding process

The coding has been carried out following the maafetontent-coding of text-bits
(Sivesind 1999). To appreciate the specificitylos tmodel, it can be useful to contrast
it with the variable-coding. As stressed by Sivdsithe variable-coding, oriented to
creating a variable, can impoverish the richnesdab& collected through a qualitative
method. Content coding, on the other hand, is rfiexéle to reflect the nuances in the
content of the text and has the prerogative tostigate the meanings that individuals
give to the situations. Because these are not alwagressed with clarity, a coding that
can reflect the ambiguous and elusive languageemded. Variables have to be
specified in their values or categories, which néedave clear boundaries and be
exclusive. This type of definition is not appropeiavhen the analysis takes into account
subjectivities. In the content-coding it is not ionf@ant if different text-bits identify
overlapping and contradictory aspects of the samené. In this type of coding the

whole interview with its verbal and non-verbal etts support the coding.

The content-coding and the variable-coding alsdeceftwo different procedures to

highlight causal relations. The association andetation among the variables are found
through statistical techniques. When coding ofdegtoriented to create variables, it
becomes possible to apply the statistical techisigi¢hen coding of texts is oriented to
the content, the relation among the codes is \izegin the researcher’'s mind, through
a process which is not quantitative as in statisticit follows creative and logical ways

of connecting categories.
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I will now briefly sketch the description of eactepg of the Boeije’'s procedure and
specify my stance about her indications.

7.7.4 The steps in the comparison process

The comparison within the interview starts with tbpen coding and ends with a
summary of the interview through which an interptiein is developed and
contradictions are pointed out. In my researchctiding has not been completely open,
as | have examined the interview within the thaocatiperspective developed so far. As
mentioned previously, | have implemented the thiszakcategories as tools to interpret,
but also as tools that may need to be refined wiheyare compared with the narratives
of the people interviewed and new categories cagrgen

After the single interviews have been analysed,sémond step has begun, that is, to
compare interviews belonging to the same groupmin research, the groups are
represented by the two enterprises. The fragmeons interviews of enterprise 1 (E1)
and coded as dealing with the same theme have dmapared across the interviews
(axial coding). The same has been repeated inafas@erprise 2 (E2). This has helped
make an inventory of themes in each case studyhwaisigeflected in the content of

Chapters Eight and Nine.

The third step involves a comparison across grolipg types of result have been
obtained from the comparison between the two fifoase studies): different themes
and codes and similar themes and codes. | haveopexk interpretations of those

similarities and differences in Chapters Eight avidle and discussed them in the
conclusive remarks of those chapters and in thed @hapter Ten. It is at this stage that
my ideas about the relation between strategies roflyction and older workers’

engagement and learning in workplaces have develdpés also at this stage that the
aforementioned Boeije’s process of imaging and aliging has benefited by the

mediation of theoretical categories.

Boeije (2002) mentions the possibility of usingetilsources of data through the steps
and their support in developing interpretation.avé used a variety of information
(interviews with managers and field notes) aboué ttwo firms to generate
understanding and interpretation of the themes ftbm interviews with the older

workers.
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In her research on multiple sclerosis and cougldiomships, Boeije used the first five
analysed interviews to select further interviewsvanted to add interviews with older
workers who were less engaged with their task®th base studies, but the gatekeepers
did not support me. For this reason, further rese#& needed to find out about other
possible types of engagement at work besides teg which | have identified. | discuss
this in Chapter Ten.

7.8 Concluding remarks

For its explorative aims and to be consistent wgltCHAT influenced perspective, the
case study strategy has appeared as the most appedjor this research. Two case
studies have been carried out, one on an enterpesgified as approaching the mass
production ideal type and the other one on andiharconsidered to be similar to the
flexible specialization model. Data have been myostllected at individual level,
configuring multiple embedded case studies. Datenfolder workers and other key
individuals in the enterprises have been collectedugh free discursive interviews
(fifteen) and a few formal and informal meetinggeTinterviews have been transcribed
following a code of notations that highlights sutjee aspects in the individual
narrative. All the visits to the enterprises tceiview or meet people were taken as an
opportunity for observation and other types of doeatation on the two enterprises
have been collected. These different sources af datwell as interviewing a vast range
of personnel, have provided multivoicedness to tbesearch account, as well as

consistence with respect to certain aspects asswes explored in this study.

The analysis of the interview transcripts were iedrrout with constant comparative
method (CCM) that | apply in an original way. Ascbmmenced this study by
employing and developing theoretical categoriefiave used these to support the
interpretation of the themes surfacing from thenwews. However, they were seen as
provisional and in need of being refined in comgami with the themes and dimensions

emerging in the interviews.

Indeed the theoretical framework - drawing on CHA&ducational gerontology,
literature on industrial sociology and workplacearfleng - has offered a set of

theoretical conceptualizations which have allowed to develop ideas about the
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relations between strategies of production androMekers’ engagement and learning

in workplaces.

Together with more details about my fieldwork, Iwng@resent my data and the
connections | elaborated between these and my dtiealr ideas in the next two

chapters.
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8 Engaging in vocational learning in mass productio n

8.1 Introduction

As highlighted in Chapter Seven, the empirical wbds been carried out by two case
studies, corresponding to two enterprises, oneonry the basic characteristics of the
model of mass production, the other one closer e ideal type of flexible

specialization. In this chapter | start to prestwet analysis of the empirical evidence
collected in the fieldwork for the first company @de strategy of production is a

paradigmatic example of mass production.

The analysis begins with an overview of the compamg the challenges it is facing to
cope with the economic changes as they emergetfrerimterviews. This sets the scene
for what follows, which focuses on the older woseaccounts of their work and
professional life. As | explain in section 7.2, thdoption of the CHAT perspective
imposes the necessity of analysing the processgéghenconnections older workers
make when they talk about their workplace and takktart by depicting the workers’
task, which is assembling components. Differenteasp of work surface in the
interviews and | present them. Through these aspbet position of workers in the

company emerges.

| then present the analysis of what was possiblpulb out from the older workers’
narratives about their subjectivities. As | argneChapter Four (sections 4.4 and 4.5),
past experiences are what make older workers disttnand the process of making
sense of experiences and activities is what foreaple’s consciousness and personality
(section 3.5). | also investigate their inter-sghjaty as the dimension of the social and
professional interactions at work, where the wagkpmactices take place and issues can

emerge.

After having presented the data about what oldek&rs do and how and from what
position they do it, and their subjectivity andeirsubjectivity, | move on to highlight

whether and how they are engaged in their work.oAtiog to the framework

developed in section 5.5, engagement is the presitgn for the development of
learning needs and it depends on the position wsrkeve in the activity and their
subjectivities. In the last part of this chaptedidcuss the learning activities in which
older workers participate and the connection o$¢hie their learning needs.
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| connect the data to my theoretical frameworkhia tonclusive remarks of the chapter
where | start to explore through which processdgestivity is related to engagement
on the shop floor in the case of a strategy as rpasduction, exploration which is

completed only in Chapter Ten, after the analy$ithe second case study in Chapter

Nine.

8.2 Working in mass production

E1l is a supplier of parts of machifishich are produced for the E1's customers.
These customers are multinational companies andr tbelers include strict
requirements about the quality of the productioocpss and products. In other words,

E1l is a supplier to other companies which prodbhedinal product.

Besides four interviews with the older workers,|dcainterviewed the director of the

personnel and two trainers (see Table 8.1).

The enterprise has grown over some decades frordithension of a craft activity at
the beginning to the current company of nearly thilweisand workers. The production is
mainly organized in assembly lines. In the lasty8@rs it has been decentralizing the
production in developing countries. In the 199@s, inanagement tried to transform the
mass production to lean production, without succlesdll come back to this point later

in this section.

Nowadays the organization of work is based on abbkelnes with around ten workers,
under the direction of an operator. The HR direstyys that workers change post every
two hours to limit physical problems (field notd® February 2008). These groups are
then part of an area managed by a foreman (thereaaforewomen in the enterprise).
All the areas are then under the control of a timeof production. Most of the
assembly lines are partially automated, that isy tare controlled by reprogrammable
equipment’. E1 can change the characteristics of the productsither innovate or
respond to the customers’ requests. E1 developdupts® changes in its Research &
Development department. Innovations in the prodaces then tested in the plastic
department where skilled workers operate a compitlsd machine to forge the parts
which will be assembled with other parts on theeagdy line.

®7| do not specify what kind of machines to protéaet anonymity of the enterprise.
% This information is provided by Ms B in an excharaf emails.
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Table 8.1 — List of people interviewed in compariy E

Name Role Age Birth  Department  Gender Education
in year level
code
(March - July 2008)
Dr® Q HR director 48 1960 HR M graduate
Ms B older worker and trade 50 1958 shop floor - F compulsory
union delegate assembly line school
Ms C older worker 49 1959 shop floor - F compulsory
assembly line school
Ms D older worker 54 1954 shop floor - F compulsory
assembly line school
Ms A older worker 44 1964 shop floor - F upper
assembly line secondary
DrT director of the centre of 46 external M graduate
vocational education (estimate)”® company
DrL trainer 35 external F graduate
(estimate) company

This enterprise also organizes the production ginaubcontracting to small businesses
where conditions of work can be precarious andabist (Ms A’'s and Ms C’s

interviews).

El sells the assembled parts in the American, Eaopnd Asian markets (Dr Q,
par.105-110§".

In the 1990s the management tried to implementaditgtoriented production based on
teamwork. According to Dr Q, the director of thentan resources department, this
attempt was not successful because the procesgptdmenting the new organization of
work was interrupted by the economic crisis at lleginning of 2000. There are also

% n the Italian context “Dr” refers to the educaii level of graduated. | leave this label eveimithe
English language it would refer to a Ph.D leveédiication. In Italy this title has been used tdimtgish

the most educated people from the less one, caisideeing graduated as a very high and special tit
In particular older generations believe it. It ic@tural trait which helps understand the relewané
social differences between the workers and the gemant. The trainer and the director of the ceoftre
vocational education are Dr too in the sense tagidid above. The interviews to the older workers wi
show how they appreciate that social differenceedfication and position, which however does not
prevent them to be critical towards the manageretite trainers.

©| do not know the birth date of this intervieweedathe next one in the table, so | have made an
estimate of their ages. Dr T gave to me the congense his interview, which | did not record, oirly
general terms. So | will not refer to his intervigddowever the conversation with him has providecheo
insights which | have used to interpret the intewwiwith Dr L, trainer in the same centre of vocasb
education.

" For each excerpt | report the name in code of itherviewee, the paragraphs of the interview
transcription.
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other interpretations of that interruption offerled the older workers interviewed. In
their opinion, the experiment was not giving thepented results and there were
tensions among the managers. The manager who \aaindethe programme of
introduction of the new qualities-oriented methadpés left the E1 at the end of the

90s. At that point the project ended.

Nowadays the quality is controlled through proceduactive at different stages in the
labour process which consist of filling in formsca@ording to Dr. Q, quality has become

essential in mass production, because customerseet]*

“Let’'s say that t- the quality ehm in the span bé tlast thirty years, | mean, has become incredging
requested by the customer, thirty years ago st@ppimthe motorway because, | mean, the transmission
belt has broken was thought as a event, as nowial§hina, as a normal event, no? | mean, the édict
buying a television, and finding a fault afterdén days, used to be thought as a normal factll ttha
technician, | have the warranty, | ask for repairell, never mind, it can happen that | had boughtia
television // (clearing his voice) which had soraaltf Now this has become unbearable, so that the
qualitative controls both by the producer in eaind by the final ehm producer in entrance, haveolbex
ferocious.”

(Dr Q, pdr77)
Dr Q says that, in general, in the company E1 #te of faulty parts is excellent (par.
209) and “in some cases” very low (par. 177). Hesohat however it can happen — as
it happens to any enterprise even those famouguality such as Toyota — to have a

problem of quality with some products.

He refers to the plan of implementing Toyot/diim E1 so that the physical aspects of

work could also improve and occupational illnessesrease (Dr Q, par. 93).

Shortly before the interviews, E1 had made an itgmbrinvestment in vocational

education and training, involving the whole shopofl workforce, including the

foremen and operators. E1 has spent some hundi¢asusands of euro (including the
cost of the missed hours of work) to organize aatiooal course devoted to various
issues. E1 has also received funding from the EaopSocial Fund and the local
government to run this course. There were nearlgl@6ses of 10-12 workers each.
Each course lasted 16 hours and dealt with thrpestyf issue: safety, quality and
communication. According to the HR director allgbdopics are very important for E1:

the first one is relevant to avoid the economid afsvork accidents for the company

"2 For a complete list of the conventional signs usettanscribe the interviews see Table 7.1 inisect
7.7.1.
3| discuss this type of strategy of production ime@ter Five, section 5.4.2.2.
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(par. 29); quality is strategic; and the third @a& impact on work atmosphere. He lists
the topics of the course:

“the first of course is that of giving emphasis etorto the safety aspect which for sure is the arim
aspect and most important that one could experiémeefirm, no? everything can happen but the perso
ehm hurts himself/hersé&f The other aspect: to stress the strategic valuguality and show ehm the
operational instruments through which one makeslitplahey also are instruments of bureaucratic
character because there are the instruments in velom, | mean, are, they are called control papers
which the employed (to the assembly lines) haveeport possible faults and in which, | mean, the
Iperformances/ (in English) of qualitative charactee recorded. Then we have done something very
innovative, in the sense that we have given sorsiedan communication, hence we have started to say
what is communication, to define the /feed-backEnglish), to defineee the concept of transméited
receiver and so on: this to give instruments ofnithge character which impacted positively on the
company climate.”

(Dr Q,ma9)
This vocational course is recalled by workers, divector of human resources and the

trainer as an intense and troubled one. Accounts these persons differ according to
their position. The workers say that workers todle toccasion to express their
unhappiness about how they were treated by themkmeand in general by the
management. The director of human resources imtErphis as a weak motivation to
learn, which rapidly fades away when faced with safifficulties and despite of the
efforts of the management to offer interesting sear The trainer confirms that the
workers had given vent to their anger during tharses and that it was difficult to
obtain a good outcome from the courses becaus&dhigplace organization did not
change and implement enough of the safety practutesh were one of the focuses of

the vocational course. | will come back to thisisgater on in section 8.6.

The following sections highlight the difficultiesf @ombining the mass production
strategy with the need for assuring high qualis/yequested by the E1’s multinational
customers. With reference to the CHAT perspective,tension between quantity and
guality as aspects of the mass production in E&levant to the discussion of what the
object of its activity is. As argued in Chapter &aythe workers’ mediated relation with
the object of the activity represents the focusadCHAT influenced analysis of the

engagement in learning.

In what follows, | use the older workers’ accoutat®ffer an interpretation of what it is

like working on an assembly line and whether and titey engage with their jobs. The

" Dr Q uses a neutral form, which | translate meritig the two genders. | will adopt this strategyaih
the following quotations.
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reconstruction of the features of the working astiin which older workers are
involved is crucial to discuss motive for learningm a CHAT perspective.

8.3 Older workers’ object: the task of assembling

Ms C tells about the repetitiveness and monotonghefljob at E1 where she works on
the assembly line. She started working when she Ifagears old and has been
employed in small firms which use to produce congms and supply other firms like
E1l. She is now 49 years old and was hired by Eewaykars ago, when the small firm
where she used to work went bankrupt. At that titinat firm was working to supply E1.
In this excerpt she compares the differences betweasking on the assembly line at
E1 and working at “desks” as she used to do inghsll firm. Apparently the desk is a
small table where the worker assembles all the corepts to obtain the part. Ms C
recalls that in that small firm, when a new toolswaecessary to assembly the
components, she used to be involved in buildinglnt.the excerpt there are also
utterances by Ms B: she is the older worker andetranion delegate who mediated
between me and the E1 workers, as reported inoge¢tb. Ms C’s account, prompted
by one of my questions, is about what it was liketart working on an assembly line. |
report the excerpt at length to show the richndsslements involved in the Ms C’s
assessment of working on the assembly line andthese emerge from the comparison
between the assembly line and the desk as twareliffevays of organizing the task of
assembling components. These elements are: vafiefyerations, space of movements
(possibility of “looking at” different things), imgations for the self, autonomy,
creativity. In what follows are the words of Ms i@ turn with those of Ms B and mine.

As illustrated in section 7.7.1, | use squared ketscwhen our words overlap:

“Ms C — Well let's say that you ehm deal with aigos in the line, you are in your position, becaus
even if sometimes you are tempted to look at eke¥er you deal with your position and that's alhile
on the oppositeee outside perhaps- yet howeverday it is not as the desk, there, the desk yed s
do that, then maybe- in the line [once that]

Ms B - [you do your operation]

Ms C — you do your operation and that’s all, itist that

Ms B — at the desk you do more operations

Ms C - you do more operations

Me — And was iiit the same for you? [Wasn't it thiati liked]
Ms C - [Let’s say that]

Me — more one than the other [one]
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Ms C - [me who | know- ] | was the one who had belerays working at des-, let’s say also in the past
was more various, it was- | liked more the deskyehthan the line because the line for me became
monotonous, no it is becauseee

Ms B — But actually it is like this

Ms C - it is like this, for me the line becomes otonous, especially when you start doing //(nomseasle
by her hand beating the surface of the table awmitoic a repetitive operation) me who | am one who i
quite- but also in the normal life | am one who Ideaith things quickly, | am //(?) me, cooking?)/(
make an effort, there, | am not one who sleeps.

Ms B - Yes, she is not one being static.
Ms C - No, | am not one being static.

Me — And what about putting more or less head ¢hege the necessity of thinking a little bit mareen
you work [at the desk?]

Ms C - [Well me even] if at work, say, [when if is-
Me - [or also] at the line you have to think of[#te times you do the operation?]

Ms C - [No, at line you do not have to think] | fiostance when | used to work outside sometimes the
were to- to do some things, no? New parts or thiege produced, there was to make, so to speaklea li
tool, a thing, we used to get down to it, | usedriate it the tool, | used to think of it with employer,
so to speak: “What do you think? Shall we do ithis way?”, there, | used to create it.”

(Ms C, par. 248028
As shown in this excerpt, Ms C says more abouirtbik at the desk than the work on
the assembly line. She also points out the conbvasteen the repetitiveness of the
same fragmented operation and herself as a personswdynamic. She depicts her past
experience of work at the desk as more interestfieg she does not complain too much
about the monotony of the assembly line. In otheetspof the interview she says that
she was looking for a bigger firm so as to haveoaenstable job. Hence it is possible
that the spirit of acceptance she shows is theoowtcof a compromise between having

better conditions of employment and a less interg$ob.

It is relevant to note that Ms C also says in thmevipus excerpt that the task of
assembling does not require thinking while she askimg (Ms C: "No, at line you do

not have to think”).

According to the director of HR, Dr Q, this is tagractive aspect of this job for these
workers, especially when they are women: they barktof their familial issues or chat

with the colleagues while they are working.

Ms D’s account seems to correspond to this vieve. &tys that creating a nice working
environment with her colleagues is important to er the job can give little
satisfaction. She feels lucky because she hasibhadolleagues almost always and this

is one of the reasons that made her to decide ity ca working at E1 instead of
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leaving it to work with her husband who set up aibess many years ago (see section
8.4.1) (Ms D, par. 131-139).

She also notices that the pace of changes of pi®dhas been increasing lately. This
implies the necessity for more frequent trainingt, &lso a turnover of staff with whom

one works:

“Ms D —[...]"®then | am realizing, | was thinking about it nawthese days, once the periods were long,
ehm when you- ehm were, for instance in a prododieen if it was new etcetera, the change was lpnge
now everything is /rapid/ (with emphasis)

Ms B - Eh yes

Ms D - rapid, a lot, for instance even a new prddyou make it, after two years, three years iealty
becomes obsolete, and therefore you change againingtance look at us all these these productions
which which we are doing, slowly slowly in timeyttaee aaall

Ms B - Obsolete

Ms D - all obsolete and so you change, you alwaxseho adapt continuously, work, new productions,
ehm new people, everything.”

(Ms D, par. 1519)5

Despite the fact that sometimes workers get on wahh other colleagues on the
assembly line, there are other aspects of theikiwgrsituation which results in them
not being completely satisfied. In what followshidhlight four aspects of their working
situation. The first aspect is related to the abpéche activity and how this is reflected
in the working practices: in particular the tenspmrceived between the aim of reaching
a certain number of parts assembled per day andubkty requirements. The other
three issues are about the conditions of workp#reeption of being considered just as
functional to the production, the physical probletiu® to the repetition of movements
and finally the rigidity of the management in resgimg to the workers’ personal
requests. | will argue later how these aspectselevant with respect to the issue of
motives for learning. After the discussion of theagous aspects of the workers’ object
activity and the subjective and inter-subjectiveneinsions (see 8.4), | will use their
accounts to highlight their engagement more spedifi in section 8.5.

® There is also another reason that made her desideep her job at E1, related to preference for
avoiding the risk both her and her husband workinfpe same company, in case of economic troubles.
8| use in this excerpt and the followings ones ehdets between squared brackets [...] to indicate
omitted talk from the interviewee’s turn which Insider not relevant to the issue for which | wamt t
provide evidence.
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8.3.1 Mass production: the focus on quantity and th e issue of quality

As mentioned in section 8.2, the company E1 findsfiicult to implement procedures
to enhance quality. The workers interviewed seerexjgerience these difficulties. It
seems that on one hand the enterprise does tlongbktain quality: the management
introduced forms to fill in at different points ¢iie labour process and organized a
course to explain this new quality system. On ttieiohand workers do not operate in
conditions adequate to achieve quality. The olderkers give an account - in the
interviews - of their efforts to produce not onlyastity but also quality, yet they find
themselves without full support to do it. It is thginion of Ms B that even the foreman
of the shop floor does not work according to thaliy procedures and does not have
control of the issue (Ms B in Ms C’s interview, p4636-1742).

The issue of the relation between quantity andityue now pursued referring to the

accounts of the different older workers who wetenviewed.

When workers are engaged in the quality productibis can be the outcome of
previous working experiences either in other congsas as in the case of Ms B — or in
the same company E1 — as in the case of Ms D.riwbkking life at E1, Ms D worked
on the assembly line in the first few years, arehfHor twenty years, she was in charge
of controlling the quality of the process. In tipariod she received a lot of training on
quality. Now she is back to the assembly line bseahe quality control has been re-
organized. This passage seems to have gone smdothiher. | discuss it in section
8.4.1. Now she controls the quality while shedseabling. Yet her relation with the
object of assembling and caring about the qualitthe product is a sort of personal
motive and goal (see section 8.4.1.2). Hence incts® of Ms D the aim to achieve
quality has been internalized and now this workesnss deeply committed to care
about it. Yet the overall picture offered by Ms 8about a production which is geared
towards quantity. This also emerges in the accoiMs A, who finds it difficult to get
support to enhance the quality of the productiorinenassembly line that she manages
(see 8.5).

Ms B says in her account that workers do not tifeatelectronic components with care
and that the person in charge of the quality dassimtervene to draw the workers’
attention to how to handle these components. Theless way in which these

components are treated may create faulty partsitatbe process. Yet, according to Ms
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B, nobody intervenes to enhance the quality ofpitoeess. She disagrees with the E1’s

management which — it seems to her - just wantsdas on quantity:

“And yet you also have to care about the productipou cannot only make quantity, because me for
example just two weeks ago | have told theee Habe guality off because me ehm having worketien t
electronics and us making a a product of- electrotiiat analog, //(sound of cluck) you cannot the
circuits ehm which are electronic with these congia throw them as potatoes. ... | have said to him
“one cannot work in this way”, because what do whow to people ... couldn’t-care-less attitudeafTh
this, you d- d- do not work with that standard thaty ehm to have the shrewdness not to wastettthiat
the product is all right anyway. Doing like thisuydo not work well. One can not not work thus doly
haveee a lot of pieces.

Me — That is, these components are treated reallhdnd, thrown there while on the contrary you say
that they should laid down

Yes laid down
Me — [with care]

[with care] why? Because these components whichpatedown on this circuit they are so fragile, that
they can crack, you do not realize it and sendptfoeluct awayyy. Yes maybe the machine then disiards
no? it to you, but how much waste you have?

Me - [of course]

[you have] also to look at this. Because if | mautdire, | should not have a lot of waste, otherviise
does not make sense. On the contrary we have hatd#ait and | have fought for this.”

(Ms B, par. 49245
A few turns later Ms B adds:

“that | have said this thing ... anddd the bosghaf quality has said to me “yes you're right, ote@sld
not blah blah blah” yet it is remained like thishat is, nothing has been done to enhance, to WOk i
more decent way.”

(Ms B, par8)
Ms B gives us a nice example of a practice — he.way the electronic components
should be treated — which can discriminate a qtiaatiented practice from a quality-
oriented one. Yet there is at stake a transitiom new type of production mediated by a
new type of component, an electronic one, whichdaezre in its manipulation. The
use of electronic components represents thus sifi@nfrom producing analogue parts
to producing electronic parts, which implies — Hgstrated by Ms B’s excerpt — a
different way of manipulating the components. Ms Bkcerpt is a good illustration of
the complexity of the transition from a quantitydeanalogue goods-oriented production
to a quality and an electronic-oriented productibrighlights that the latter implies a
whole structure of relations oriented to qualityy.id not enough to have a quality
department in the organization of production, amenf to fill in, it is also necessary
that the production is organized so that qualityadchievable and all the employees,

whatever their position, act coherently to the aiiachieving a good quality level of
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the production. Ms B’s account indicates that the level of attention to the fragility of
certain electronic components can be interpreted/dnkers as a signal that quality is

not relevant.

If | compare the accounts discussed in this seditiothose of the management (see
section 8.2 when Dr Q says that E1 has an excdbentate of faulty parts) the object
of the activity in the company E1 appears not tocbepletely clear: is its object
‘manufacturing quantity of parts’ or is its objethanufacturing quantity of parts
achieving, at the same time, high quality of thetga In this section the workers
interviewed complain that they do not receive emosigpport when there are problems
with the rate of faulty parts (Ms A) and when prdaees are not properly followed (Ms
B).

In Chapter Five | have discussed that when thdegtyaof production is quality in

quantity, also relations between the managementthadworkers are expected to
change towards a more cooperative model in ordeyetoeverybody involved in the
process of enhancement of the production. In thlewmng sections | analyse what

emerges from the interviews about how workerstteey are treated in company E1.

8.3.2 The relation between workers and superiors

One theme that emerges in the interviews is théitgua the relations on and around
the assembly line. The issue of interrelations inviall be surfacing all through this
chapter. As discussed in Chapter Five and mentianddw line above, when the
strategy is quality in quantity the relations amaing personnel should be characterized
as a cooperative model. In this section | wanthowsthe type of relations within E1,

from the point of view of the older workers intezwied.

Ms B reports that the workers on the line (I remthd reader that they are mainly
women) are referred to by the management in Itamrle manine”, that is “the little
hands”, because ‘what matters is to have fast haAdparently this way of referring to
the workers was introduced in the company E1 soesesyago by a general direcfor
who used the nickname “le Marie”, in English ‘theaiys’ (Ms B in Ms D’s interview

par. 563-575). ‘Mary’ is a typical feminine name time countries with a dominant

" Indeed the reference to factory workers as hasmasviery old fashion. Thompson mentions that it was
already being used by intellectuals in the 1800kofnpson, P. (1983). The Nature of Work: An
Introduction to Debates on the Labour Proc8ssingstoke, Macmillan., 47).
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Christian culture. Ms B wants to say that workems @nsidered just for the ability in
their fingers, which are smaller and defter thassthof men. Ms D adds that she does
not accept it because she wants to be called byh&ee and surname to show her

respect, to acknowledge her dignity.

Ms A thinks that her foreman is a very good organizut he is very formal, he
communicates only via email, he is rigid and mat possible to discuss with him. Ms B

uses nearly the same words (Ms B, par. 346).

Ms A adds that “he [the same foreman] lacks ah@thuman sense [in the relations], so
there”. She thinks that they do not have probletmsuahow work is organized; the
problem is managing people (Ms A, par. 903-927) $bmplains that there is no
opportunity to talk about this:

“If the product is not good, then he might do a tmegand say why it is not good. But if a line does
work, nobodyyy no-nob- there has never been adimemeeting forrr the problems that one has with
peopleee orrr no this no. Just there are meetingsif there is a problem about the product and’thall.
[...] the organization of the of the personnel ehnand of work is practically that and thereforegisite
rigid, non. You have to know to do your job weltldhat’s all, to the-the best one can do and thatls
however otherrr spaces to give youuu about how wotkd be organized better, there is not this, ttiey
not care for this at all /eh, eh/(smiling).

[..]

Me — Hence the tensions you have with your bos$iseofanufacturing department may be about small
things

[..]

Yes or about not to have made enough producti@at, yibs, however sometimes, if you don’'t manage, (it
is) because the machinery doesn’t have- has soptdgmns. You say him it, you write him it ... aneinth
he replies to you to you and things go on like, thavever always using e-mail / eh, eh / (smilihg).

(Ms A, par. 879191
These remarks of Ms A are interesting for she esitdrthe boss’s interest in issues
related to products with his carelessness aboukssselated to management of the

workers on the assembly line.

The little importance given to relations also enesrgn Ms B’s interview when she talks
about the time of her hiring and how the relationth the new colleagues were not
good. Ms B relates how she was received by heeaglles when she started working in
El. Even if she was an expert worker (see secBohd and 8.6.2), she needed some
support from her colleagues on the assembly ling, for some reasons they were
against her (Ms B par. 254). Once, still at theilaigg of her employment at E1, Ms B
got wrong a part and instead of drawing her atbentd the mistake, the colleagues took

that faulty part to the foreman, to her great ssgras she was still a novice and
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learning the new job. She complained to her forenalout this, but she was
disappointed that he seemed to be resigned tatidiscommented that the shop floor
was “a jungle”, meaning that nothing could be dabeut it (Ms B par. 334). Hence,
also in this case, the management did not intert@melp solve the relations problems

at the assembly line.

Ms D complains about how she received the commtiaitghat she had to change jobs:
she feels she is considered as just being a nu(pber 171-187). This feeling seems

related to the fact that she has been sent to imcakdepartment where she has to work
all the working day standing by the assembly lind,anoreover, she has not received
enough training (see respectively sections 8.3d3&6.2). She also says that she was
not expecting this type of change now that shediyéars old. She says she is really
angry because this change of work means that theaoy does not recognize her

“professionalism, honesty, commitment, reliabili§ls D, par. 161-171).

8.3.3 Physical problems in the repetitions of opera  tions

It seems that there is a narrow consideration ef ghysical needs of the workers
sometimes. This emerges from how some parts ofagsembly lines have been
designed and how the labour process has been plabath aspects being factors of
occupational diseases.

Ms C reports that at a certain point a new “trarisfean assembly line on which the
workers did not have enough room to turn to takecttmponents - was installed (Ms C,
par. 2390-2452). This creates problems for the emstkshoulders, especially because
they have to respect the rhythm of the line. Ms Bs-trade union delegate — has
complained to the Time and Motion department, poghout the problem of having
designed a transfer which makes working difficlithe transfer has not been modified,

but more time was allowed for the operations.

Ms B mentions the issue of well-being and healtih@nassembly line, linking it to the
monotony of the work as a drawback of their jobwioich she adds the problem of

occupational diseases:

“here it is already a monotonous processing rath@opnotonous and repetitive so that a lot of
occupational diseases have been found to havedzesed by this, by the repeated movements.”

(Ms B, pé67)
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Ms D reports suffering from having to stand up éght hours, using intensively her
feet and arms (Ms D, par. 161-167). Later in therinew she indicates as causes of
absenteeism in E1 the work shifts and the repetitasks, which wear out “the little
hands, /the little shoulders/ (with irony) and tak rest //(laughing)” (Ms D, par. 689-
693).

Because the research is on motives for learnimgasipect of posture and the well-being
linked to this are relevant as conditions of workieth can contribute to the worker’s
feelings of being evaluated and recognized as itappbrmember of the work

organization.

In the interview with Ms D, well-being is also asmded with the quality of the
relations with colleagues: she enjoys the compdnyeo colleagues (Ms D, par. 131-
139). The theme of the quality of relations aslavant aspect of working practices will
return in many of the following sections, confirgirthe sociality of the human
activities, and at the same time, its high posiiiorihe hierarchy of motives of these

older women workers.

8.3.4 The issue of working hours for women workers

The large predominance of women workers in E1 m#kesssue of time and schedule
crucial. As it appears from the following excergtss is not only due to the need for
women to combine familial responsibilities with \wkomore often than men workers,

according to the traditional gender division ofectasks, heavier for Italian women than
for those in the other western countries (Sara@f93; ISTAT 2008; Eurostat 2009).

In the account of Ms C about an important contreyeshe had with the management
about her weekly working hours, one can see thd faea life organized so that the

paid work could fit with the rest of her life, madp of familial relations and personal

needs. In what follows she is explaining the dédfese between forty and thirty-six

hours as weekly working hours. Dr Q — the HR Dieet had asked her to work thirty-

six hours a week. This means working ten hoursamr8ay and ten hours on Sunday,
and on the other two days, working eight hours. ®ss really unhappy about this,

namely because she used to have standard workimg Inmo the previous workplace.

When she was hired at E1, Dr Q asked her to dethebalanced working hours for a
while, with the promise of passing her on to thendard ones soon. Yet when after

sometime she asked Dr Q to change the working hebesreceived a negative answer.
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A few months later she got a serious health prol@dachnow she is on sick leave. | only
report the text in which she describes how the meking hours unsettled her life
because when she has to work ten hours, that nbesmg out for much longer than that,
because she also counts the travelling time t@geork and then back home. She finds
this schedule very demanding because she is ndttasé Moreover also her habit of
having lunch at her sister place on Sunday has testnoyed:

“eating, going back- it is a- because | do not leaat six a.m., but at five-thirty, then, arriving the
company, because then | am one who does not tikarrive at two minutes to six, as | am, look, thus
mean that- then, you leave home at five-thirty, goive there, you work, eh, you come back home, yo
come to eat, eat, clean, because however, | meannot that- also if my husband used to makeinue f
everything ready also on Sunday, every Sundayd tseo for lunch at my sister's home, because |
acknowledge that | was lucky, | used to have luatahy sister place, and everything, | always useda

ask whether | could leave at one o’clock or at onat twelve-thirty so that | could eat with my fgm
because anyway it is a dista- for a person whor dftering made a certain life for thirty years, ybave

to change it radically, it is like this, it is tha€Come back, work, leave at six-thirty, at six,sat and
something, you practically there are twelve houldarmer, because- because two hours of break ate fo
thirteen fourteen hours, they are two days per wé@iglen when you come back to do the Monday
morning, when you did the first (shift), you praatly have not had a pause, | image those you do th
night (shift), it must be terrible, you- becausaiygo in on Saturday evening, anyway the Saturday
afternoon- everything without interruption, in fdeto me it was a terrible blow”

(Ms C, p&go)
Being asked to follow working hours which do natvith one’s own life is something
that can happen in an organization. Yet also iroithterviewees’ accounts the rigidity

of working time in E1 emerges.

Ms B, as trade union delegate, thinks that sheahgeneral vision of this problem. She
talks about women workers who have asked to ch#r@eworking hours, the motives
for their requests being familial problems, and wlaove received negative answers. She
reports these cases during the interviews withcbleagues and none contradicted her
accounts. She points out that it can happen thates® who have been well for long
time and then have a problem. It hurts them wheénis not taken into account by the
management (Ms B in Ms D’s interview, par. 705).

In her own interview she points out that the E1kiance is made up of women and the
management should know that women can have famegpansibilities which need
sympathy. She also mentions with vigour and in lampa way that women have needs
related to the specificity of their body and it€logity:

“Since here the population is typically high is igglly feminine, no and here there is not so toaspe
hum.... sympathy also toward the mammas no? Whuape have got problems at home, have got
problems with children, eh..., on the contraryéhéryou ask for something they cause you prohlems
they cause you problems. It is true that they“saiybut we cannot shoulder the problems of the liesfi
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it is true, is true, but then it is pointless toysalso you mass media no? “let's help the family”
/eh/(laughing)) and then, at the end you don’t malpat all, right?

Me — Of course.

That then here it is a population typically femmjrhence it is obvious that there are mammas grand-
mothers // (beating the table few times) anddd kgersomen.

Me — Of course

Then so to speak it has also happened to me withbasg, about a lady in fact | have said
“director!”about a lady, who had asked for a dayfdbecause her period had started, she had
stomachache no? and they did not give it to heenThhave said “sorry, but if | have stomachachelfo
have my menstrual period” and really | have saitsitould | go to say it to my boss? “ “look | havey
menstrual period give me a day off” but are we @@ He has to understand that anyway there is a
population of women here ... with all the appendafgbeating the table few times), unfortunatelis i

like this. If nooo ehm /you hired only men who afggaughing) who are even worse because anyway
women work much more. Anyway this is an observdiigtt is true and hence there is no sympathy,
there is no sympathy, because we also have altit-af problems about some people about some women
who however either they got the divorce or theyehtine children who feel ill in other words a lot of
problems but here really very few receive help,rbatly ...”

(Ms B, par. 622063
In the last three sections the bodies of the warkeve surfaced in three ways: as
complementary tools at the assembly lines (foramst the fingers, the ‘little hands’),
as embedded tools among other tools of differerienaa (for instance the shoulders in
the transfer described by Ms B), how body’'s painsiclv are not related to the
occupational diseases are not recognized. All thepects of work represent a problem
for the workers interviewed who have tried to fiadolution with their superiors. Yet

the management have not responded to their needs.

8.4 Older workers’ subjectivity and inter-subjectiv ity

As discussed in Chapter Three, we can understated wlorkers’ selves as the product
of an ontogenetic cultural development which octbreugh participating in different
activities and social practices, building theirrarehy of motives and personal senses
(the self) (see section 3.5). The dimension of,gagether with the present, is relevant
to analyze the workers’ subjective aspect in thea&lvity. Hence the next sub-section
on the subjective dimension starts with a presemtaif data about the workers’ past
experiences, followed by another sub-section irctvhipull out from the interview data
issues about the workers’ subjectivity, that isatvbmerges as important for them now.
This is a way to detect their personal hierarchynotives. The last sub-section is about
inter-subjective dimension and focuses on the ioglat with the superiors and
colleagues, already emerged above.
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8.4.1 The subjective dimension

8.4.1.1 The past experiences

Ms B says that she can appreciate the differenterin of learning culture between this
enterprise and the one in which she used to warkefio years (Ms D interview, par.
375). She talks about that previous workplace thusiastic terms. She began working
there when she was 26 years old after working tarsyin a small enterprise that she
characterizes as a craft enterprise, where she tos@rk very hard. So when she
moved to this bigger enterprise as a worker, theagament recognized in her a hard
and clever worker and promoted her progressivelyhst after only three years she
became a fifth-level employee in the quality dement®. In this short career she has
also been in charge of an assembly line of eightkers where she introduced job
rotation without knowing — she says — that this wasmerging practice (it was in the
second half of the 1980s). It was a wonderful tioreher: she used to feel that she was
being listened to and valued, and the climate at #nterprise was so good that she
never took a day off for health problems (Ms B,. [246).

This very good phase of the working life of Ms Bsaiaterrupted by a downturn in the
business of that company. The enterprise activdtes procedure of mobility

(“mobilitd”), which allows employers to reduce therkforce, and the employees and
workers to receive their salaries for a few yeaisile they are put on special lists of
unemployment. Ms B tells that she felt wounded battayed by the company. Other

colleagues shared these feelings (Ms B, par. 254).

Even if she was not asked to leave the enterpsise,decided to go and realized the
dream she had of setting up a sflopVhen this happened Ms B was 37 years old.
Unfortunately her business was unsuccessful andhaldeto carry on working as a

worker in EF°.

8 Workers in the shop floor are usually appointedngj to them the three-level. The fifth-level is a
position which approximates the one of an emploged implies some task of coordination and
responsibility over a small group of colleagues.

When enterprises are in crisis, this procedure lmrseen as an opportunity to leave the enterprise
because it also gives to workers and employeea extiney. This money is often used to set up their o
business.

8 The circumstances recounted by Ms B are intemgstin highlight what the engagement in the
workplace can produce when a decision to reducentr&force is made by the top management, the
same top management which was thought as a goodgmarent, able to recognize the workers’
contribution to the business. The decision to offen procedure of mobility broke something in the
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Ms B’s work experience in the previous enterprias iven her some insight into how
work should be organized when electronic componértge to be assembled and
quality guaranteed. Ms B believes that she is notitled to be critical with respect to

issues of electronics and quality:

“Exactly because arriving fr- from *** (name of theompany) where | used to work on electronics and
then on quality, | can give my judgment, | can egsprmyself [...]"

(Ms B, pan4)
Hence in this case the past experiences give adérguomparison to judge the present
situation, as well as a practical knowledge abeutain types of production (in this case
assembling electronic components). In the case ©BlIpast experiences — with their
mixture of pain and happiness — seem to have empoweer in the current workplace,
giving her a vision of how a workplace should beher opinion. | will argue later on
that, in fact, this vision has shaped her persoglation with (or personal sense of) the
object of activity in E1 and seems to be workingaasiotive which orients her union

activity.

As already mentioned in section 8.3.1, Ms D haskearin the quality department for

twenty years. That has been a very enjoyable pefitner working life.

It is worth noting that Ms D’s husband used to watkE1l, but then he set up his own
business (which had been his dream for long timt) s brother. This has developed
as a family business for now Ms D’s daughter wankis as well as Ms D’s sister in law.

This business has given her family a satisfactmgnemical situation. She has not

relation between Ms B and her employer, as if gliteak heart-broken in a loving relation. | intetpthis

as the result of the contradiction in the relatimetween workers and employers in the post-fordist
economy: the emphasis on quality, enhancement antinoous innovation requires — as discussed in
Chapter Five — the engagement of workers and eraplbyand a reduced separation between
cognition/conception and execution. Workers whoegtcto engage in working practices develop
attachment to their enterprise. In CHAT this i®ipreted as occurring because actions are relattub t
motive of the activity: when people are engagedriractivity, their actions are aroused by the neott/
that activity. At the same time, people who papite in the activity, develop expectations of gigthe
benefit of their engagement. Salary can be seaodaally and culturally accepted as the fair studrthe
outcome of the activity. Yet salary is an historickevice developed when mass production was
introduced. As | mention in Chapter Five, in diffat countries the conflict between capital and leibo
has given rise to specific features of industridhtions. However, everywhere agreements were faund
regulations that defined tasks, job classificatieeniority, working hours, structure of the salarpese
agreements have developed with reference to afspemdel of production, that is, mass productian i
which the autonomy of workers is reduced to theimirm and engagement is not required, but only
following instructions. In the post-fordist econottie participation in working practices is charazed

by the type of engagement Ms B has experienceceinphevious workplace. Ms B seems now more
disenchanted with work organizations, but also Hefpstrated, because she knows how workplaces can
be pleasant as working environment. She is nowtifighto improve her current workplace, but finds it
difficult to obtain changes.
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joined it through her own choice, but also as ailltesf a shared decision with her
husband to have a more secure familiar economiatsin (Ms D, par. 131).

| have already referred to the past experiencddfC’s work in section 8.3 and her
comparison between working at the desk and workihgn assembly line. She had
started working when she was 16 years old and wgdoged for 25 years in a small
firm where she was welding condensers. This tagkisi¢he skill of being quick and to
be able to concentrate “to not take away the tiepléMs C, par. 102-134). So she
learned to be very quick, a quality of her work @hivas acknowledge when she was
hired in E1. Yet that job of welding used to beriea out in noxious conditions and
without rotation. So she was surprised when sheéebthat in E1 workers were asked
to change task every two hours. After this peribdielding condensers, she received an
offer from one of her acquaintances who is an enéireeur. At that time, he was
looking for a person who could be a sort of faatotfior his small business. She decided
to go to work with him and in this place she gaieagerience of overseeing the whole
process of assembling: from learning how to assgrabtertain part and passing the
information to the other few workers, to receivilng components to be assembled, to
dealing with quality issues, to assembling, to\delng the parts assembled, and to
mediating between the employer and the workers where was not liquid assets to
pay the salaries (Ms C, par. 164-244). At a cenpaimt in 2001 that firm also installed
an assembly line but still with the old welding aery (as opposed to those that are
computer numerically controlled). Then the busineest bankrupt and she was hired
by E1 because that small business was a supplietton E1 Ms C has gone back to

carrying out only assembling tasks.

8.4.1.2 The self

Ms B describes her character when she offers herpiretation of why she received
many votes from her colleagues in the delegatextieh. She thinks that her success
was due to the fact that she is serious, honest, sympathetic in dealing with
colleagues’ problems. She says she does what shie Vilee others to do to her, even if
— she regrets — this does not happen. Her way @érynng her own description with
guttural sounds and little strokes on the tablegests to me the idea of a woman who
has become assertive to fight for what she considaeportant, but she needs some

approval from the interlocutor:
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“Why this is something? because anyway, well, lehay personal character, but | think | am a serious
person /I (cluck), very altruistic // (cluck), ardichoweverrr | have found a lot of difficulties, @t lof
difficulties and | am still finding these these naeally because thisss side of my character, afgoo
much honest. Because to me that is whennn // {clookm | defend a worker anddd identify myself and
iden- and and being and identifying myself / obsipu/eh,eh/ (laughing) I really go straight, iretsense
thattt / (she hits with little strokes the surfaafehe table) | believe that that person has tdblped, as |
would like that the others did to me even if thefact it is not like this.”

(Ms B, pdfd.5)
Ms B seems to be a person moved by the desirepmira the conditions of work in E1
for herself and her colleagues. This seems rel@tdter previous experience of work
and the comparison between that experience ancutihent one in E1. In the following
excerpt she refers to her first year of work in &id her choice to fight instead of
“burying her head in the sand”:

“Then ehm hence | have passed one year really bad/because | repeat // (laughing nervously): the
environment was bad, work wasn’t satisfactory tfaeee you will understand how | have found myself,
no? Thank goodness that however | have a strongactex // (sound of chuck), | have succeededdd to
emerge in the sense to make someone to note meothaver | was not, not one whom you can buryyy /
the head in the sand/ (smiling). And the boss hengerstood this, so that | used to always have sba
with him

Me — manufacturing department boss?
Yes, yes, yes, yes but very heated.”

(Ms B par. 342634
Ms D constitutes an interesting case showing thertimined relations between the

subjectivity and the objectivity of an activity a®ll as the influence of what she had
developed in the past on the current time. As pteskein section 8.3.1 and mentioned
above in this section, she had worked for manysy@athe quality department before
going back working on the assembly line. She sag$ $he cannot just care about
guantity; it is now part of herself, paying attemtito produce parts without fault. In this
excerpt Ms B is intervening and giving interpregation how both the self and the
training are important in the fact that Ms D is attentive to quality aspects of her

production:

“Ms B —_B.ecause it is true that when she (Ms D) batered in in the department of quality there was
more training

Ms D — Yesss | [have attended so many courses!]

MS B - [Indeed one can see] can see from the pevbarhas anyway acquired many

Ms D — Yes those notions stay with you [then]

Ms B — [Exactly]

Ms D — and also affects in your way [of working]

Ms B —[Yes indeed], it really stays [in yourself]

Ms D — [which is something] that you have insidewbver | have always [had I]
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Ms B —[Yes, but really] into your self
Ms D — a thing which you have yes in yourself ahetj]
Me - [What] have you had in yourself?

Ms D — For examples certain things at the levdi @f€ll, if | have to assembly a product mhh forite
not only important to place the little pieces [tt@mponents], [I-]

Ms B — [it is understanding]

Ms D — understanding and also looking at that whidtich | place that beee- that the pieces be gfmd,
example, that the components be good and thatttiia& | do | do it well, it is not important to dbem
maybe twenty and three are not good, maybe | alwaslee twenty of them or | can make eighteen, but
eighteen good, that is | mean this, to do them.weltl controlling what | am also doing, it is natly for

the taste offf

Ms B — [Then]

Ms D — [then] assembling and sending them ahead,tftis that | mean one- that that one has insiax,
[we all]

Ms B — [then]
Ms D — we are similar

Ms B — no, well, but one should say that however(bts D) as a person is also quite painstaking, ho?
think that however she is very cautious in her jblat on- that that she does, she is attentive, leamtte
all these things here make sure that she has aeduhre preparation, the training, that is why shgss

“I have got it in- also in myself[it is really beause a person]

Ms D —[Yes because it is a thing that] | havedaiced]

Ms B — [because she is observant] in her things, fnd so on, and moreover she has exactly this
characteristic of having acquired well

Ms D — Of course
Ms B — the training, that nowadays is not therat thowadays is not there.”
(Ms D, par. 431537

Ms D and Ms B try to explain why Ms B is so goodhier job, in following the rules to
achieve a high standard of quality in her produrctibhey agree that when one works in
that way it is because she/he has “something ihsRié this poses a problem for them:
does this “something inside” come from inside osasnething that has been acquired
from outside? Their reasoning seems to attribuee atiention of Ms B to quality
procedures both to a personal attitude (Ms D sajsch is something that you have
inside, however | have always had 1”) and to soimnetlacquired (“Yes because it is a
thing that |1 have acquired”). In this excerpt thegree that vocational training has
played an important role in shaping Ms D’s way afrking (“I have attended so many
courses! ... those notions stay with you then”). A& beginning of her interview Ms D
remembers how much she liked the period (lastingntw years) in which she was
working in the quality department: she used to fealsionate about her work. That was
also because she could have some autonomy in mgriyiout and she had good

relations with her colleagues (Ms D, par. 147-1543.D and Ms B do not mention the
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relevance of having worked in that department - doch a long time and being so
satisfied of this - in Ms D’s development of serigijptowards working practices with
quality. Neither did they mention the fact that Nds family is running a small
company (section 8.3) and there is the possititigt Ms D mediates her relation with

the object of activity with the entrepreneurialtau of her family.

Ms A does not talk much about her past in the wrer. So in this section | am not able
to connect what emerges about herself to her peah only notice that differently from
the other workers interviewed, she attained thelle¥upper secondary school and she
covers the role of operator in her assembly liretTs, she operates the machinery and
organizes the work of a group of six to seven wiKall women).

Ms A thinks of herself as a person inclined toeroroles of responsibility (Ms A, par.
150). In fact, she acts as a potential entreprégleuerson or a manager. This emerges
in a quotation where she tells me why she did noépt a position of responsibility in a
small enterprise. In her reasoning surfaces a numibevaluations typical of a person
for whom a good management is important. She rdftisa offer because the owner of
the enterprise was not showing enough ability tothe business. Ms A thinks that it is
not easy to run a business. She lists a numbeasoés which one has to consider when
running a company (Ms A, par. 536-568).

This entrepreneurial motive in the personality o$ M might orient her to invest in
learning which | discuss later in section 8.6.2hiRd this investment in learning there
was also a feeling of being excluded because athiegagues knew how to do the job,
while she did not (Ms A, par. 186). Yet this fegliseems linked to the desire of feeling
able to do things without having always to ask thiervention of another more
experienced colleague. It seems that the searcautonomy is linked to the desire to
feel equal to the others and then included (Msak, £90). It is interesting to note that
Ms A has chosen the operators as a reference fpogvaluate her position in the shop-
floor rather than the workers who do not use the @reover she describes herself as
a person who does not like to do just her eightriai work and then “stop”. She is
moved by her curiosity and passion for knowing (Mgar. 360-364), but these could

be connected to her desire for managerial respititis®too.

Ms C seems to be moved to work by motives thahatestrictly related to the object of

the activity in E1. She says that work is most inigoat to her for a number of reasons:
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she feels young and she wants to travel and buyldhén which she lives with her
husband (Ms C, par. 2056-2072). Her husband istatiootetire and she says that his
pension will decrease their whole earnings. So relfpeats more than once “I must

» 81

work” . She just would like to have a workplace where sbeald work with

satisfaction (Ms C, par. 2076).

8.4.2 The inter-subjectivity

Ms A seems to regret when she has to report aed teher foreman. He is very formal,
he does not make jokes, and he wants his ordee #xbcuted precisely. She says that
she had more humane foremen in the past and thissappressive, and this makes the
workplace climate heavy. The workers have to pagelattention to what they say to
him (Ms A, par. 814-846). She thinks that the Elnagement appreciate his way of
ruling the shop-floor, because, within a few yedh&® number of workers under his

control has increased (Ms A, par. 846-870).

At the same time, according to Ms A, the companyware of the difficulties of
relations with the foremen and so the top managemandecided to insert the figure of
an engineer to support the foreman in charge ofatkea in which Ms A works (par.
1.086-1.090). She says that this foreman has thueglred workers to manage and
according to her he has a lot of work. So she ththlat it was a good idea to hire an
engineer to help him. Now, when she has a probétmm,can also refer to this engineer.

She gives me an example of what she recently dsked

“if | have a problem | refer more to him than toetboss in itself. ... For example the other déave
said to him that | have, have in a line a probleticll we don’t succeed to solve, it is three months
and they are keeping saying to me the mechanicenvthey have, that they don’t have the spare parts.
Now yesterday | have written to him and now let's Bow it will end // (smiling)

Me — This is curious.

Eh, eh, because he says that they don’t have enmagianics, before they used to have too many of
them now they have too few of them and therefoedamks for ... that is, it is not that one wantgiee

all the problems to him, however one tries to “ldokave this problem | don't succeed in solving it
despite | have asked twenty times, however we $eideo these persons to to solve the problemykha
not succeeded”. Either it is me that | would notvéahe ehm the strength to make myself respected, |
don’'t know // (smiling), perhaps it is my faul{gmiling).”

(Ms A, par. 1098-1102)
She talks about a mechanical problem. Yet it issipds to notice that there are other

iIssues attached to this mechanical problem: orgéinizal as well as personal ones. Let

8140 devo lavorare”. | translate this with “mustistead of “have to” because the emphasis she adds t
the tone of her voice to stress that she reallgs¢® work, it is something she cannot avoid doing.
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us consider these types of issues in turn. Stawitigthe personal ones, Ms A seems to
worry about whether she should go to the engingenad in case she should be
bothering him. She takes care to turn to him onhem necessary. She relates the
necessity to ask the engineer’'s support to heurfailn getting the mechanic to her
assembly line and she wonders whether this faiki@ue to her lack of being tough
when she asks for something. She mentions thausée to be a shy person. She has
changed a lot, but still find it difficult to be tegorical in her requests and she mentions
this as her fault. At the same time she also reélating shy to her low level of self-
esteem. However she adds that she has made a fbig tef overcome what she

interprets as an aspect of her personality:

“I have already changed because | was very shyretbee ... therefore | have already done a lot of
forcing on my personality // (smiling), ... that sotimee ago | used to be always very hesitant theged
to not know nothing”

(Ms A, pai18)
In sum, it is difficult to say whether her hesitatiin turning to the engineer originates
in an awareness of the complexity of the situatsanthat she has to be patient and wait
for the intervention of the mechanics, or in helifeg of guilt because she is not able to

be tough when she asks for the mechanic’s inteioent

Indeed, there is also organization aspects in ithat®n in which Ms A finds herself.
She mentions that it is not clear whether thereem@ugh mechanics or whether the
problem to intervene to solve the mechanical probie her assembly line is due to a
lack of spare parts. This mechanical problem se@mbe the origin of the high
percentage of faulty parts produced on the assefitt@yunder her contrdfl. In other
sections of her interview she talks about problentk the quality department and the
lack of collaboration with some colleague theree(8e5). Hence, it appears that she
finds it difficult to understand what to do becauke organization of the enterprise
suffers from some contradictions. First of all, texlared aim is achieving quality, but
then not enough resources are invested to sugmerptirpose. Secondly, this purpose
would need collaboration among different departmentd a flatter hierarchy for the
circulation of information and communication, asalissed in section 5.4.2.2 in the

case of the lean production and Toyotism models. the top management had decided

8 This is a deduction from her mentioning that she heen having that problem for three months. The
interview took place in April. So the problem sgattin January, the same month in which a relevant
increase in faulty parts was observed (see 8.5).
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to give responsibility for a large part of its wiokce to a foreman who appears to be
rigid and not keen on communication. The comparg thi@d to counterbalance this

with the figure of an engineer.

However it is possible that the E1 management hasen the strategy of production of
pursuing a general low rate of faulty parts, anthatsame time of tolerating a lower
rate of fault in the production of certain compatself this is the case, the management
has not created the conditions that allow Ms A wara of this. In other words, Ms A
has not come to know what the object/motive arowhith the production is being

organized is.

This detailed analysis shows how complex commuiticatith superiors can be. In this
account of Ms A of a communication to the engindleg, starting point is a practical
issue (the need for a mechanic’s intervention),tbeh the communication is mediated
not only by artefacts strictly related to the latf®r instance the availability of spare
parts), but also organizational and personal isauesnvolved. From the point of view
of engagement in the working activity, it appednattthis complexity can prompt
different personal reactions in workers. Ms A lodksbe able to cope with it: her
motives for doing a good job and for learning wisahecessary to do seem not to be
challenged by these difficulties. It is possiblattther way of relating to her line
managers is aroused by her entrepreneurial and geaakl motive. Yet there are
workers who are far less willing to tolerate theeeprise contradictions that emerge in
the communications with superiors (Ms B) and fespréssed after being faced with the

rigidity of the answers (Ms B’s account about halfeagues).

Ms B, the trade union delegate, says that work @atonous and moreover the
management responds with rigidity, and also coofysio the workers’ requests. This

brings about discomfort in many workers (Ms B, [&&0).

Ms B explains that the unclear division of respbility in the management creates
confusion and tensions among workers and betweekengand management, because

the rules are not clear.

A few days before the interview, Ms D was moved aoother manufacturing
department. She was really upset about it and exied during the interview (Ms D,
par. 161-167). She felt bad because of the wayhallereceived the communication of
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the change and the type of department that shesarasto work in. In this department
workers work while they stand in front of the asbgnline all the working time and
make tiring movements with the arms. She did npeeksuch treatment now that she is
54 years old. On the contrary, she would have drgesome recognition for the
commitment shown to the enterprise since she was im the ‘60s. In this case Ms D’s
relation with her superiors appears to be medibteler belief of being a good worker
worthy of receiving recognition for it. We haveeddy met her in the previous section
as a worker who has interiorized the quality prdiduncculture. She feels as part of
herself the fact of being careful in assembling ponents as she learned when she was
in charge of controlling quality process. A few o after the interview, E1 was
offered the possibility to retire which was givendll the workers close to retirement,

and Ms D accepted it.

8.5 Engagement with the object of activity

In Chapter Five | argue that from a theoreticahpaif view the degree of engagement
with the object of the activity is related with theganizational principle of separation
between conception and execution and the persenabf doing a certain job (section
5.5). That organizational principle positions thergonnel differently with respect to

doing and thinking, and ‘feeling’ the motive of thetivity.

We have seen so far that in company E1 workers hidleediscretion in the way they
carry out their tasks and little and unsatisfactmsynmunication with superiors. On the
base of the theoretical framework, | would expetdva level of engagement with the
object of the activity. Yet from the previous seos, it emerges that these older
workers appear to be engaged in what they do.i$rstfttion | turn the analysis to other

evidence of engagement.

| start with the case of Ms A, illustrating her jab the assembly line where she also
covers the role of operator, as said above. Shenargs the work so that every day the
production is adapted to the orders of the days Timiplies that she makes sure that
there are enough parts to assembly the schedulesl pae product assembled on this
line is always the same: only the stamp to puttaor ithe setting varies. So there are

around five to six variations. Each part is madetfour or five components.
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She is not happy about the recognition is gettroghfthe management: she would like
someone to acknowledge her commitment. She talkkeasmnanagement would like a
total commitment from her, up to the point where slould lose control of her own life
(Ms A, par. 21-41). She is at the same level asesomher colleagues whom she
coordinates (level four) and she says she earnsame salary (Ms A, par. 132-150).
When she asks her foreman about upgrading, ardbaigshe does the job as one who
has level five, she says she gets the answer: ¢gauefuse to do the job (as operator)”
(Ms A, par. 150).

Ms A reports other experiences of lack of recognitithis time, in the case of her
husband. She mentions the fact that her husbaal$asnot receiving what they — she
and her husband — would consider adequate fordmgibution in his workplace, and
her voice seemed to reveal some degree of resign&he also compares her situation
in E1 and what she was able to see in anotherpigerwhich used to supply E1. In
that small enterprise sometimes workers used te Héficulties in being paif. On the
one hand, Ms A complains about her workplace, erother she thinks that it would be
difficult to find a better situation. It seems thidie level of acceptance of lack of
recognition can be related to what she perceives situation occurring frequently in
workplaces.

However, Ms A engages a great deal with her jabs thard to solve the mechanical
problems on the assembly line as discussed in tb@qus section, and the lack of

cooperation bothers her.

Ms A would like more cooperation among workers ibfedent departments. Instead of

finding cooperation, she feels that some colleado@ss on trying to catch her mistakes:

“Because one assures the customer that one-w-viorksertain way and hence one works in that way
Me - hum. Therefore

doing the checks on the product, questioning ifalpct arrives and it isn't good, ... and they wdmtt

you always communicate here when there is sometivnigh is not gooddd, hence you have to
collaborate with the quality [department] and but here there isn't a lot of collab- there isn’'uoh
style of ... team life ... | don't know it would be essaryyy, however everybody has her/his own garden,
she/he cultivates it, we are a bit enemies instd#daking ... | don’t know, we don’t make group a[led
don’t team up], " ah | am in this place, | am” ..oy are at the quality (department) you are not ... an
executive, you are a worker, as me, hence you dthanjob but anyway we should collaborate not to
come to criminalize who works at the lines. Andtlyete isn’t this spirit here, sometimes you gevtok
really with ... always that they sta-stay thereipgyattention to what can happen to you todayhsa t

8 It is the same enterprise that Ms C is talkingutio her interview.
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someone can attack. It is nasty to work like s

(Ms A, par. 94489
It seems that some of the workers of the qualitgadinent carry out their tasks of

controlling the production on the assembly linegthwie personal goal of attacking the
colleagues. It is possible that these conflicte#trons pursued by the quality workers
could be a way of signalling their emancipatiomirthe work on the assembly lines, on

which they used to work once.

Ms A’s excerpt quoted above came after she talkaoutadecentralization of the
production in other countries: she thinks that tweners have not moved all the
production where the labour costs are low becausg ¢tonsider the Italian plant as a
sort of window for the customers who can come,twise plant and verify that the
procedures are respected in order to achieve temddevel of quality. So she thinks
that it is a pity that some colleagues in the qualepartment look at her as someone to
attack instead of a colleague with whom to collaber It seems that it is implicit that
better collaboration would help enhance the qualitthe production. According to Ms
A this tension also occurs because there is ncegroe to track the internal production.
So when she receives faulty components on her &dgdime, it is difficult to put it
down to a particular person. Apparently, this affdre opportunity to some workers in

the quality department to use this uncertainty.

The theme of the desired collaboration also emergeslation to quality problems on
her assembly line. Recently, it had happened beapéercentage of faulty parts soared to
a two-digit number. It happened a few months betbecinterview: they had a meeting
to discuss and try to understand the reasons fer Bome enhancements to be
introduced on the line were identified. One wasgaested by Ms A too who proposed to
put some pliers to block somethfigMs A, par. 1014). Yet nothing has been done for
budget reasons. Ms A says that often it happeristivegs are said but then not done
(Ms A, par. 1006-1010). Then the problem disappkared so it was forgotten. Now it
is back with the percentage of faulty parts reaglariwo-digit number again. She feels
frustrated because the quality department doeslealtwith this problem as she would
like (Ms A, par. 1.001-1.030).

8 She does not explain what the pliers should hénvekbd.
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The analysis of Ms B’s excerpts, when she talkbef commitment to enhancing the
guality of the production of parts based on eleagtrawomponents, fits this section too
(see section 8.3.1). Here | want to note that Ms &count can be interpreted as an
indication of the engagement of Ms B in her worlEdat Yet, also in her case, it seems
an engagement which generates frustration for sius fit difficult to improve E1's
working practices. The fact that these workers emgaged in their jobs, but with

frustration, raises the question of why they siiirk in E1.

| had the opportunity to ask Ms B and Ms C why theep on working at E1,
considering their unsatisfactory experience th&teir answer is that it is difficult to
find another job for them, with their &ein a big company as E1 is (Ms C, par. 1942-
2052). However, they say that there are not so nigngompanies around in the area.
Working in a big company means having a more stpiileand more rights, while in
small firms, work is always precarious. Ms B hasergly received an offer, but she said
that first she asked how many employees that fiagh. tunfortunately it employs only
ten people, which means — using their way of pgttine issue - “under the legal
number”. With this expression they refer to thelidta Labour Act (Statuto dei
Lavoratori) which differentiates the workers’ righéiccording to the dimension of the
business. The threshold is sixteen people, belowwhndmployers can fire easier. Hence
it is much better — they say —to work in a big camyp Indeed, Ms C had been working
in small businesses for twenty-five years and isvar choice to move to a bigger
enterprise. She was happy working in those snratisfi despite the noxiousness and the
discontinuity of the salary. But when she was fomars old, she decided that it was
time to try to get a more regular job and salanythe end she was hired by E1. Ms C
says that work is most important for her; she wquéd like to work “well” (Ms C, par.
2076), which seems— taking into account the wholdgent of the interview - to refer to

a workplace better organized and with good relatwith colleagues and superiors.

Ms D has a different relation with E1, made of gmoeimories and feelings, but also of
bitterness. As | reported in the previous sectishg, had dealt with quality control for

twenty years, and she found it very interestingliscuss in section 8.4.1.2 how she

% Here the issue of age and being an older workensée emerge. Yet, as argued by lacci, P., G. Rebor
et al. (2005). Troppo vecchi a quarant'anni? Mildh8ole 24 ORE. the problem is not the age pebse
the position and salary they have reached afteryryaars of work, which make them less competitive i
the labour market. However other interpretationsl¢@lso be elaborated such as the one that tloeilab
market for these workers does not recognize theilepsional experience.
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developed an evident motive for quality through ¢hgagement in this task, so that she
also cares a lot about the quality of the assemhtiow that she is working on the
assembly line. She also talks about her first yeisnployment, when she could have
attended school instead of working. She used tb deeinvolved at work and was
enjoying all the continuous changes of products sha did not invest in education, a
choice that she regrets a bit now, for she couldehlbad a more satisfying and
interesting job. Products were always changing leze&E1l was experimenting with
innovation. When the labour process of the prodwaxt been sufficiently tested, E1
used to move it to another plant. So work useddadnmovative, quite demanding,
giving her the feeling of being in the forefronbidaso she used to feel passionate about
these changes. Moreover colleagues were pleasaplepand she is still in contact with
them, even if they are retired now (Ms D, par. 133). Despite this positive long
experience of work at E1, recently, she has beclms® content with her job, as |
reported in the previous sections (8.3.2, 8.3.3&Ad). However she is still engaged in
her job, as demonstrated by her involvement inaueaeing high quality in her current
assembling work (8.3.1 and 8.4.1.2).

8.6 Learning: a multiplicity of strategies

Having depicted so far the type of work the olderkers interviewed carry out in E1,
what, according to their accounts, are the conaitiof work, and their engagement as
related to both the motive/object of the activibddheir subjectivity, | can now move to
the learning issue and see how these older woskegage with learning, with specific
attention to the motives for learning as relatedh® learning needs surfacing in the

activity in which they are involved.

The first part of the session is devoted to disogsthe experience of the vocational
course mentioned in section 8.2 organized by EZtlghbefore the interviews. This
discussion, compared to what is analyzed in therskpart of the session, represents an
activity specifically organized by the enterprise grompt vocational learning and
implemented in a classroom. In the second parhefsession | will refer to workers’
personal learning strategies to respond to leannéwggls related to the assembly line job.
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8.6.1 Learning organized by the enterprise

As reported in section 8.2, the vocational cous trad the aims of assuring the safety
conditions, implementing quality procedures and rionplg communication by
transmitting to the workers appropriate informataomd knowledge. | have also stated
that the sessions of the course were charactelpigeshexpected dynamics, interpreted
in different ways by the HR director, workers anairter. | report these three voices to

show how their interpretations seem to be assatiatéifferent objects.

Adopting the Leontievian perspective to analyseaviigs (see Chapter Three), the
vocational course can be seen as the space ottigyawhose declared object was the
one of transmitting new and more adapted cultuoalst to mediate the working
practices in the shop floor. In this activity dié@t people have carried out different
actions with different goals: the actions of orgamy (HR director), running/delivering
(trainer) and attending the course (workers). Hawueas it emerges from the interviews,
the vocational course seems to have being oridnatifferent objects. It looks as the
actions became three different objects of the #ygtivthat is, organizing,
running/delivering and attending. It is also poksithat the declared object has been
imaged differently by the main actors — HR directaainer and workef& As | discuss

in the concluding remarks (section 8.7), what lswant here is to see the consequences
of intending the object of the vocational coursegsocess of transmission/acquisition
of information and knowledge: the wholeness of shggle development of people and
activity is lost (section 3.3.2), because the ahitieclared object cannot take into
account neither the sense making of the workergheproduction strategy of E1 and
the intrinsic contradictions between doing quanaityl quality at the same time which
we have seen in the shop floor through the analysihe older workers’ interviews
(section 8.3.1). But let turn to the voices of thain actors involved in the vocational

course.

Dr Q, director of human resources, explains how tésching method and course
content were innovative and the investment veryartgmt and maybe unique in the

industrial panorama. However, despite the effatsrganize an interesting course, the

% The issue of the object as an imaged one willrreit the concluding remarks of this chapter and be
discussed further in the final chapter. Here weliexs Leontiev points out that every object appéar
two forms, one independent from the subject and the an image of the object, as a product of the
psychic reflection (more in section 3.4.2 and 3.5).
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workers were not happy about it because they casdpaiat had been said in the
course with the actual processes in the shop fldoey did not understand — Dr Q says
— that what has been presented in the course hlas iaterpreted as the objective to
which one tends. He seems thinking the workersslié for learning” is unstable and
frail when they are faced with the difficulties t#arning. He refers to an English
language course (for employees) in which everybemiplled, but nobody reached the
end of the course. Talking about another courseoommunication, he says that workers
had complained that the content was too abstraetcdhcludes that it is difficult to

adjust courses to suit everybodr Q, par. 29-41).

Dr L, the trainer, confirms and explains in mordaile the discrepancy between the
course and the shop floor, mentioning that in ttéet the aim of producing quantity
was constraining the attention to safety conditiahsvork. She refers to the thoughts
she imagines the workers could have had when tlezg asked to attend the course on
safety: they may have interpreted this massivesimrent in training as the signal that
something was about to change on the shop flotarims of safety issues. In particular,
workers were expecting — according to Dr L — thet toremen would have changed
attitudes with respect to use of a safety toolechflittle key”. | have learned from other
interviews that this device has to be used to workafety. Yet sometimes workers
avoid using it to speed up their job. So at theetiof this course, workers were
expecting a higher control of the use of the #itkley”. But as the sessions of the course

were going on, nothing was changing in the shoprflo

“Yes, in the sense that this problem has b- hadrgnimas emerged during the whole course of vocation
education anddd the first the very first trainingpgps, hence the firsttt two months the first mahth
motivation was very high, becauseee eventually tzeye been called in the classroom and therefore
however there was an active involvement, ehm, afteinitial distrustfulness in whichhh they were
worrying to be analyzed ‘scannered’ because theught | was a psychologist, no? and therefore they
were worrying to compromise themselves and so te lizen a reprisals from the company, passed the
initial bugbear in which they were thinking thaivlnted to psychoanalyse them // (laughing) ehrhet t
beginning there were good teams work, in the séinae people have let them be involved in these
activities. Always with the reserve of saying: “Welill the company do something then?” questiorrkma
[...] however a minimum of span in the majority dfleast the expectation to say: “Well, if the compa
call me in the classroom, no? and it finds faulthwine about the use of the little keys (safetycd@yi
hence it does aaa a heavy training on safety eleretill be then as a consequence a behaviourmfro
the foremen which is in line with what we are listeg to in the classroom”. The problem has bees,thi
that the cour- the courses have gone on over thattmpbut the foremen were carrying on closing one
eye in the manufacturing departments over the pafettems which wereee not respected not respected.
In other words, | was saying in the classroom: “Tthe behaviour has to be this, the rules have to be
these ones, one must not do this, one must ndiaddliecause/ (with emphasis), everything motivated
explained, the reason one does not do like thisy #te consequences of what would happen, but then i
the reality of facts in the production were peiisigtthe “fuma i to¢ [in dialect, let's do the pieces] that

is let’'s go on with a high number of pieces, thaliqy the workers were saying this to me eh? | ¢hab
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is, the workers do not have the perception thatatt something changed, therefore there has been a
way down of motivation with respect to the coursg’[

(Dr Lap 19)
Dr L seems expecting, as Dr Q too, that workersecémmterms with that discrepancy
between what taught in the course about the waygdting safely and the actual ways
of working on the shop floor. She complains tha Workers did not appreciate the
small changes occurring on the shop floor towardatong safer work conditions. Yet
the workers’ perceptions that the changes on tbp fibor were not enough gave floor

to those workers who were very discontent aboutiking situation (Dr L, par. 19).

Ms B, the older worker and trade union delegatenfioms that workers took the
occasion of the course to express their desiretiange and their frustration because

their expectations were not met:

“But it (the company) has been let go, that isythave not not been able to involve the persortheh

last year, or better still one year and an half atfey made us to attend some courses no? where
practically a doctor has come, | don’t want to cply- psychologist, however one who does who deals
with these training courses for the personnel thawt behaviour, about behaviour and they have done
this course about the safety, over the 626 (fantialian law about safety) // (guttural sound assearch

of confirmation), where people have had obviouslgrge vent, anddd of discontent inside the company
because in fact they were feeling bad, that is,were living really badly, anddd brought about byymw

how we have been managed by the bosses by théodireand so on. And therefore people have burst
out, they have burst out and have let loose, alizeitbosses about the operators in short, lookpif y
were there, | am not going to say to you what hegsplened.”

(Ms B, p&aB2)
Ms B says that workers were complaining about hiogy tare managed by the bosses
and the top management. She does not specifysrtum of the interview what makes
workers unhappy. Yet | have already mentioned engrevious sections the content of
these complaints: these are about difficult commations with the superiors, little
support in producing according to the standardu#lity, lack of consideration of the

workers’ personal needs.

Dr Q points out that vocational education is preddo operators and foremen too,
meaning that the aim is to make a cultural chanpe&lwinvolves everybody in any
position. Yet all the investment in education seemsto give the expected returns. |
will come back to this point in the concluding reksa
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8.6.2 Personal responses to workplace learning need s
Opportunities for learning are not restricted te tdourses provided by the company. In
this section | report on learning needs of the olWderkers interviewed, how they have

dealt with these and what support they have reddngen the company.

Ms A has organized her own skill development. Siarg before the interview — when
she was 38 years old and the previous operataymredi(see 8.5) - she found herself in
the position of having to cover the role of operaghe did not know how to use the PC
which was the key tool used in that position (Ms par. 280-298; par. 312). The
employer did not provide a training course neitwes her learning at work supported
by other more experienced workers (Ms A, par. 388)3She then asked a young
woman (whom she calls “young girl”) of her acquaimte to come to her home and
teach her how to use the PC. She learned a bikeé#lEand Word. So today she is able
to use the PC at work and surf the intranet looKmgthe information necessary to
carry out her job, as well as doing things sucpraging labels (Ms A, par. 158-208). It
is interesting to note that Ms A’s need was to kimw to surf the intranet and find the
information necessary to perform her work as oper&he says that she was not able
even to switch on a PC. It seems that she chosany out two different learning
activities: she tried to familiarise herself wittetsimplest operations on a PC by asking
that young woman to help her, and at the same she tried to capture other
information - what is the intranet, where is thisrmation she needs and how to use the
PC — for example to print labels - from her colle@s) The other point to notice is that
Ms A tends to justify her employer’s reason for having supported her learning (Ms
A, par. 338-360). She says that he might have amtdtie basis of the sort of judgments
that everybody uses to find out who is sufficiersiigart to learn by herself/himself and
who is not, implicitly saying that if one is sufiently smart one can organize oneself
and learn what it is needed to carry out the jabsie did and acted as a sort of “free-

lance worker”. She interprets her entrepreneurafip personal characteristic (see 8.4).

Ms B has also faced a lack of training. This ocedirwhen she was hired and started
working as a worker on an assembly line. Her cglles showed her two-three times
how to weld some wires over some pins, but withexlain to her what product they

were welding. She would have liked to have a smagef knowledge about what she

was doingMs B par. 290).
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But E1 did not provide the learning which Ms B wadilave liked to have. Differently
from the case of Ms A, Ms B complains about it &ifly. However, it is possible that
the management of E1 did not organize trainingerB because it could be seen from
her curriculum vitae that she was able to do thatkwYet the need for learning more
than is strictly necessary to do the job (in theecaf Ms B: welding some wires) is
interesting, for it highlights that there is anuesof learning needs at work which
emerge and which the enterprise judges as notamlefor its purpose. This is clear

through the words of the foreman, according toatt@unt of Ms B:

“And then | had complained of the fact that exattlgy have not not explained to me nothing, theyeha
not explained to me what you use this *** (nametred part) for, what was that *** (name of the

component). Because | | had complained to my bo8sAmd he said to me: “ ah, of course that if we
should do as you are saying” no? “nowww we wilk he doing all the pieces we are doing” no? As to
say

Me — this the manufacturing department foreman?

Yes, the manufacturing department foreman, as yo‘sficourse that if we follow yourrr ehm ... ehm
remarks, your claims” ehm

Me - “We would not be efficient”

“We would not be efficient” and so what | have lead it has been really becauseee | wanted to learn,
but always askinggg. Therefore there has not besning, there, there has not been training. Andgsit
going on like this, ... itis going on like this.”

(Ms B par. 33423
Ms B was used to the working environment in thesjones workplace (see 8.4.1) where

she could mediate her working practices with henaikable capacities for innovation
and enhancement. In E1 she has founded a comptityent environment where the
target of achieving the daily production is fixedaatight level, eroding the space for
other collateral activities such as learning what the parts assembled, for what they
are used and what their functions are. Ms B sagfssbissions in which workers are told
about the purpose of the products and the technarakes of the parts are necessary, so
that communication with the controllers of qualgyfacilitated (in Ms C’s interview par.
297-475; in Ms D’s interview, par. 299). It is indsting to notice how strong Ms B’s
personal sense of motive for learning is: howeliex tnotive for learning is seen by the
middle management in terms of its economic valuecoAding to the manufacturing
department foreman, vocational learning about wbatuse the parts for and what they

are made up of is not relevant to the production.

In the above excerpt we can also see how the res®dor sharing practical knowledge
and learning are shaped by the relations of polwehis case, the relations of power are
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those with the peer colleagues: Ms B was in thetiposof being a novice (Lave and
Wenger 1991). Yet her colleagues — all women —exqebrt in the welding job did not
like her from the beginning and Ms B did not likeein either. According to Ms A’s
account, there are no management’s interventiorielp solve problems of relations

among workers (see 8.3.2).

Ms D also complains that she was not trained enaaglo the new job she started a
few days before the interview (Ms D, par. 263-298he has changed position on the
assembly line and she is not receiving enough mmébion to assemble components
which look similar. She is supposed to ask for helpase of need, but she prefers to
take a part already assembled, to study how iteas done, to use all the memories
she has of when she was shown how to do it, amepi@duce it. But she does not feel
happy about having been left on her own and naivety enough training. Earlier in

the interview Ms D points out that sometime thesmpgonents can be slightly different
and it is important to pay attention to those ddfeces in order to assembly correctly
the components (Ms D, par. 161-167). As alreadgudised in section 8.4.1.2, Ms D is

very keen on the quality issue in her production.

Ms D would attend vocational education or othenfaf schools, but she thinks that it
is not only an individual issue: nowadays she peesethat professionalism is not
valued and employers just look for short term cacts (Ms D, par. 961-965). However
she tries to imagine some vocational educationdbald be of interest for a worker and
for the enterprise too, for example, learning sdrasics in electricity and mechanics in
order to be autonomous in managing the tool maditgeD, par. 965-969). According

to Ms D, “a push and a return” is necessary to msgmeone committing to a

vocational education course, that is, recognitibnthe development achieved with

vocational learning (Ms D, par. 1319-1323).

Ms B suggests that some older workers — very fedo vocational education such as
computing, but they do not tell their colleagues flear that people would talk about
that (Ms B, par. 1107-1109).

Ms C would like to know more about the quality pss. She learned about quality
from a colleague who was sent by the E1 to thelgrpgpm where Ms C used to work.
She learned how to calculate the faulty rates edagyand record them in a copybook
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(Ms C, par. 1818-1830). Her report on these rethilimited experiences of learning is
mainly prompted by my question on this topic.

Differently from the other workers interviewedsgems that Ms C had few occasions to
reflect on her experience of learning, consequesttly is less aware of it and also of
opportunities for learning. Her case can be cotéchas being at the opposite of that of
Ms A, who is well aware of her learning needs abole & organize learning activities to
satisfy them. Ms B is also conscious of learningdsg but she shows a more collective
approach to this issue than Ms A. She is ableaimérthis issue, taking into account the
importance of a common language to communicate gmaepartments. Ms D
represents a case more similar to that of Ms A: afleowledges even with joy the
amount of things she has learned in her profeskldaaspent in company E1 and she
regrets that that time is now over, because otki@nges in the workplace organization

in recent years.

The analysis shows that workers on assembly liraes develop vocational learning
needs associated with the object of the activitggenewhen the work organization
approximates the Tayloristic model of fragmentatiointasks and this involves a
separation between conception and execution. HawevE&l, these learning needs are
not considered relevant for the production. Othesriing needs that have been

considered relevant by the company are relatedfedysand communication skills.

8.7 Concluding remarks

Working at E1, on the assembly line on the shoprfleeems a simple task, which does
not require engagement, but just the capacity tar bbepetitive and monotonous
operations. Yet the interviews with some older veoskreveal that they are engaged in
their jobs. Engagement is relevant in this reseéochhis is the presupposition to allow
needs and motives for learning to emé&fgawith this research, | want to explore how
older workers get subjectively engaged in their kiray practices. As | have argued
theoretically in section 5.5, being in the conditito ‘feel’ the object of the activity

through carrying out actions - and make sense-afanh lead to engagement.

8" Engagement is defined in section 3.5 and possibili engagement in workplaces is discussed in
section 5.5.
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How is it then possible that these older workers @agage in their jobs which seem to

allow little autonomy, in that they repeat operaimn the assembly lines?

The analysis of the interviews has shown that #digttlzey have little discretion in their
jobs, because their operations have been designéteblime and Motion department
and each operation is linked to the operation efdther colleagues on the assembly
line®®. Yet they become engaged because assembling cemgois a task that is
connected to different dynamics and issues. Indeed,have seen that their tasks
involve: 1) targets of quantity and quality to &ached; 2) relations with superiors to
ask for permission, but also to contest work orgaton and rules; 3) relations with
other colleagues not only to share information dgb to spend their working time in
enjoyable or conflictual ways; 4) their subjecie® — that is, the personal senses
attached to what they are doing in E1 - which drigvem in the conflictual and
contradictory situations met in E1; and 5) theidies with their needs and features with

respect to the conditions of work in the shop floor

The analysis shows that the workers’ cognitiondsva in all these aspects and that
workers are involved in the working activity, naisf as a performance of repetitive
operations, but as subjects who mediate their rt@roused by the object of the
activity through their subjectivities and in intermection with other subjects, being all
subjects involved in the material production, meztiaby a variety of artefacts. These
intertwined dynamics render practical and simpdeiéssuch as, for instance, wanting a
mechanic’s intervention on the assembly line tockhiés functioning (section 8.4.2) a
complex issue which involves materiality (presenédechnicians and availability of
spare parts), and subjective and organizationacaspAnother case in which we are
able to see this intertwined dynamic is when Msalkg about how the electronic
components are treated on the assembly lines. Heésegvident that she does not limit
her participation to an executive plan, but herjettivity orients her through the
meaning®’ she has developed about how electronic comporsémtsid be treated. In

8 The fragmentation and standardization of tasksgded by other colleagues working in other
departments (such as the Time and Motion deparjmet be interpreted as the application of the
Tayloristic principle of separation between congaptand execution. | discuss the implications df th
application of this principle for learning in sewii5.5.

8 As discussed in section 3.4.1 meaning and senf® te social and personal meaning/sense
respectively. Here | use the term ‘meaning’ becausat the electronic components mean to Ms B seems
to derive from what has been developed in the rlland social world of production about how taatre
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other words, she has learned in the previous wadepthat this type of component
needs to be treated with care. Now when she a@etlishese components, she attaches
to them the social meaning developed in the presigork activity. In other words, this

has become her personal sense and motive whiceghb& when she deals with them.

Yet this personal motive does not seem to fullyncwie with the collective motive of

the activity in E1. As emerged in the analysis ls tchapter, this latter looks as
generated by an object which probably still fe@lks ¢ffect of coming from the original

producing of analogical devices started many dexadm. In other words, it was a
production organized to produce goods which dons&d the care required by digital
devices. We could also say that Ms B’s image ofdbject of the activity E1 might be

slightly different from the one which orients thamagement. According to the Ms B’s
interview, there is not explicit discussion aboutatvis the object of the activity of the
enterprise E1. And so Ms B can complain as notdadcfrom the management about
what she judges as really bad. For what is theralemtterest of this research, it is

evident the engagement of Ms B.

Other examples of intertwined dynamics are repitesehy the hostile welcome Ms B
received from her colleagues on the assembly lihenashe started working at E1, or
the difficulties met by Ms D in finding informaticabout how to assemble new parts on

the new assembly lines that she has been move to.

In all these situations we can see the differenkess’ subjectivities in action, relations
with colleagues, the use of artefacts, and theetartp be reached. In these situations
there is not only the repetition of the operatiohs&ssembling, but all of those aspects

listed above.

This is relevant to the issue of motive for leaghimecause the engagement with the
activity can develop in these aspects of the warkiractices, that is, in the subjective
and objective relations with colleagues and supiio which people deal with issues
that have arisen by the material production inrterking practices. Relations are
subjective because subjectivities are involved,thay are also objective because the

material production is what connects them. And ectibjities are also connected to the

this type of artefact. In this case, social meanamgl personal sense about how to treat electronic
components coincide.
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material production by past experiences in othetkplaces or in the same firm which
have provided opportunities to develop personateg@and hierarchies of motives.

The past working experiences become terms of a aosgm and enrich the personal
view on the current workplace, its object and itgamization. We have seen that the
experience of working in the past in an innovatos@mpany seems to have been
significant to Ms B (see section 8.4.1). It loolssiihaving been highly engaged in an
activity that was heavily oriented to quality amtdvation could have been internalized
by Ms B as a motive for building a well organizeatacollaborative workplace. This

motive now orients her in her union activity. Aetsame time having internalized this
motive also means that Ms B gives her personalesémshe object/motive of the

activity carried out in the company E1. In otherrd&) she performs her task of

assembling as guided by her personal sense of tetwwrk should be done.

For Ms C, past working experiences mean that wgriehE1 is about having a stable
job. She was aiming at it after working for morarhwenty-five years in small and
unstable businesses. She misses the autonomyethéousave and she is paying a high
cost in term of working hours. Now that she is gatable contract, she would also like
to work in a well organized workplace, which is tb#ner aspect (together with the
stable contract) that she was missing when shewedsing in the previous enterprise,
and she still is missing in E1. In other words, personal sense of assembling parts is
related to her past experience, that is, the olgedt motive of her current actions
(performed in her relations with colleagues andesiops for example) might be shaped
by her image of the object of producing parts, etated reflecting on her experience in
the previous workplaces and comparing it with thesspnt one. This reflection can also
be mediated by her way of carrying out domestiovaiets, in which she is autonomous
and can be efficient, as she likes to be (secti8n 8ler hope of a better organization of
work in the future could indicate that she has @lated an image of the object and
motive slightly different from the one which lookactually implemented in the
company E1 in the period of my investigation. Tisisimilar to what | noticed above in
the case of Ms B, that is, Ms C has developed her image of how her workplace

should look like too.

The personal sense of the past experience of Msefs not definitive, suspended in

the wait of the outcome of her commitment in Ele ghfighting to be recognized as an
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excellent worker, trusting that the future can pffer good opportunities, rewarding her
for the efforts she is making now. Her position @s$ operator gives her more
opportunities to be autonomous, and to be in caiorewith other departments of the
company. From my CHAT influenced perspective, areimihg on the analysis of her
interview, this worker, (like Ms B, the trade unicepresentative) has had more chance
to perceive the object of the activity of the comp&?2, and to collect a wider range of
elements of reflection on what the object is. Shiekis that the object of activity of the
company E1 would need more collaboration amongtfieagues and department. This
seems to represent her personal sense of comniittireglf everyday to the company
E1l. However she puts a limit on this commitmenipreserve her own private life from
what she thinks is an exaggerated request of camenit from her superiors (section
8.5). Again, as in the case of Ms B and Ms C, dke has her own image of how the

work should be organized.

Ms D’s good experiences in the previous 40 yearwak in E1 has given to her self
confidence about what a well done job is: she likesking, caring about good quality;
the pleasant memories she has of the past seebgshelping her in the current tough

period of changes and give sense to what she mgdoi

All these four older workers are engaging in deéfgr ways in their jobs, according to
their personal sense of the object/motive of thea&tlvity. Ms B is fighting to improve

the working conditions in a more collaborative wawpt only for the benefit of the

workers, but for the success of the industrialvétgti convinced as she is that it is also
in the workers’ interests that E1 can stand the pmiition. Ms A is committed to

making her assembly line work properly and showihgt she is a good operator,
despite all the problems of communication and coatpen with colleagues. Ms D has a
long history of involvement in guaranteeing quaktandard in E1 production and she
feels well integrated in E1. Ms C is happy to haeached her aim of having a stable
job contract, even if she likes working at the deslre than on the assembly line. She

still misses a well organized workplace and betations with the superiors.

We can see that in most cases the relation betwleenpersonal senses and the

collective meaning of the motive for the activitiytbe company E1 is in tension and
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creates frustratiofl. The frustration comes, for instance, from beieguired to perform
according to quality standards and in safety comast but then not to receive adequate
support to achieve these. A production which aitreuality should cope with problems
as soon as they appear in the labour process. hNetapproach of taking into
consideration the irregularities in the process anlving them, as happens in the
Toyotism (see section 5.4.2.2), requires the cadjmer of the workers, who become
resources of practical knowledge and recognizdab#s thinkers and doers. In the case
of the company E1, it seems that there is a tenwwards that way of producing,
attentive to both quantity and quality, but at S@me time there are difficulties in
organizing the activity in such a way that workeeseive all the support and the
consideration they feel to be appropriate, dudnéir image of what is the object of the
activity and how it should be organized. It is tieg focus of this research to investigate
the reasons for these difficulties and contradngior'et they are relevant in determining
the feelings of frustration in older workers’ engagent. Hence | briefly discuss these
difficulties without the ambition of being exhawstj but only to indicate how these

difficulties can be relevant for learning issues.

One of the reasons for these difficulties could ednom mechanical ideas about how
the development of the enterprise and its workershe changing conditions of the
market (new competitors emerging) and regulatidsmuawork (for instance the new
legal requirements to enhance safety in workplaslesyld come together. This is what
the organization of the vocational education caiseEems to indicate. In the interview
with the HR director, E1’s large investment in &bonal education is seen as strategy
to pass the necessary information about safetyqamatity to the workers (recipients),

with the expectation that the workers should acbeting to the new information.

Indeed the words and concepts used by Dr Q tdrditesthe content of the course about
communication indicate this type of view, closeatdehavioural and computational
perspective (see section 3.2). The expectation wiwekers could cope with the gap
between the reality presupposed by the safety ecamsl the one experienced on the
shop floor signals an individualist view of leargirin the CHAT perspective, it is not
surprising that workers have found difficultiesappreciating the course contents and —
in the words of Dr Q - the “returns” were poor: fect in a socio-cultural approach

% For the difference between sense and meaningeséierss 3.4 and 5.5.
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learning is a cultural and collective process asdlinked to the development of
activities. As highlighted by the trainer, Dr L,esfound it difficult to hold the course
after the first meetings, because the initial eséin the safety issue was not supported
by visible changes to workers practices on the dloap. Indeed the concept of single
development between subjects and activity - dismigssections 3.3.2 and 3.3.3 - has a
profound meaning. The concept of single developmefdrs to the co-evolution of
subjects and activity through the process of irgkzation/externalization of artefacts, a
process which is mediated by the sense makingdnstijectivity, and occurs in the
specificity of contexts and activities. In this peective it is difficult to believe that a
single course of sixteen hours can change the Ww#yinking and operating of workers
who are still receiving contrasting indications abwhat is important to care about in
their day by day performance. As it has emergethénanalysis of the interviews, it
seems that the foremen also have difficulties irdiateng their performance with
symbolic artefacts of safety (i.e. the use of thi#l¢ key”). From a CHAT perspective
the vocational education course on safety, comnatinit and quality has perhaps been
a step forward in the development of a shared amdnwn culture among the E1

employees to mediate their actions in the E1 irdigiroduction.

This experience of E1 seems to confirm the limit€@mputational, behaviourist and
individualistic views of learning, as highlighted Chapter Three, which tend to design
courses as transmission of standardized knowlexlge aipplied in other contexts under

the individual responsibility.

In conclusion, the missing returns expected byrafnfthe vocational education course
are not due to a lack of motives for learning, bun the CHAT perspective — to a
misunderstanding of how personal and activity dgwelent occurs and the role that
education can play in that. From the point of viedv motives for learning, the
interviews with the older workers reveal clear mes for learning, and are very
connected to the object of their engagement, wiicassembling components in E1,
achieving both quantity and quality. The problenthiat the courses were about issues
that workers are not used to coping with on thepsthaor: the observance of safety
requirements is not strictly adhered to; qualitpgadures are considered not to be
satisfying by the same workers (for instance hoviréat the electronic components);

209



interrelations among workers and between them &edbbsses are not taken into

consideration in the day to day cases.

On the contrary, other learning needs, such as agongpskills and proper training in
the assembly of new products when workers are mave@w lines are not met by the

management.

Ms B raised an interesting point, saying that kmgathe names of the components and
what the parts are used for can help communicatitim the personnel working in the

quality department as well as actually producingligy parts.

This request for vocational education on componants parts also seems to reveal a
demand for consideration. The emphasis Ms B put&dh of training and vocational
education in E1 could be a way of expressing tlea ithat something is missing in E1.
Workers feel devalued and considered just as pgatieoassembly line (“little hands”,
see section 8.3.2), executing tasks which allowmtheas women — to deal with their
familial tasks. Yet these women have a differencggtion of themselves and would

also like to be seen as capable and motivated wsrke

Learning is problematic in this enterprise, asvwehpst argued. Yet there is also another
iIssue which has emerged more than once and whrethaied to the learning one. These
older workers have elaborated images of the in@diigiroduction in which they work
which seems to not correspond to the one(s) whidnis the management. However
the management is in the position of designing ldd@our processes and work
organization. So these differences in how the d¢bgdemaged across the hierarchy,
seem to have as consequences at least i) theatrastof the older workers interviewed
and ii) the loss of contribution from these laitethe improvements of the production. |
have also noticed some possible discrepancy amundiR director’s, trainer's and
workers’ images of the object of the training ceudsscussed in section 8.6.1. All these
evidences of different images of objects relatéholearning dimension of working in
enterprise E1. When the images of objects are penly discussed to attempt to align
them, different imaged objects can give differemeations to the same activity by
raising different actions and goals. Yet, as weehseen clearly with the cases of the
digital components and the resources allocatetthé faults in tools - which indicate
that the older workers who reported these haveiim ra different object of the activity

- different (imaged) objects yield to different deeof knowledge, cultural tools,
210



language, practices. Yet these different needs d@iificulties to meet responses,
creating from one side frustration in those whol fi®® needs and do not get the
responses, and to the other hand a loss of passiito enhance the activity by

learning all together how to do it.
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9 Engaging in vocational learning in a specialized
production

9.1 Introduction

In this chapter | present and discuss the findofgbhe data analysis with respect to the
enterprise E2, which represents the second casly sfumy empirical work. This
company approximates the model of flexible spexadion, discussed in Chapter Five.
The object of its production and the consequentufea of its working practices
contrast with those of the labour process in then fanalysed in Chapter Eight.
Accordingly, | expect a different subjective retatiwith the object of activity in the
cases of the older workers interviewed. The anglgkin is similar to the one presented

in section 8.1. Information over the access totbimpany are presented in section 7.5.

9.2 Working in a flexible specialization production

Enterprise E2 used to build a type of complex maety and was part of an Italian
multinational corporation. Some years ago it waksl 40 a foreign corporation and
shifted its activity to do service to the machiesrwhich it had set up around the world
in the past. In the last years its business styai®dgo extend maintenance to similar
machineries made by other brands. E2 has an impataivity of production involving
about one hundred workers to produce the partsseace to the field service. The
workers are all men. The overall number of empleyee about two hundred. My
analysis concentrates on the shop floor in thisgaomg too, as | have done in the case
of enterprise E1. On this shop floor manufactuhgarts needs high skills, flexibility,
problem solving, and autonomy of the workers. Refgrto the typology of strategies
of production discussed in Chapter Five (sectiod.251), this industrial activity
presents some of the key characteristics of theble specialization. E2 is part of an
industrial district, the one of the automotive istiy in the area of Turin. The parts
produced by E2 require a labour process organized/dok centres (or central tool
rooms), equipped with milling cutters, lathes anelders. Workers are broadly skilled,
can shift from one job to another, and they are @bl collaborate with engineers to
solve the problems that arise in the executionhef tasks. On the shop floor they
produce parts which may be either completely newhey repair old parts. When they
repair old parts some new elements are introdugezhhance the performance of the

machine into which they will be put. This work dofjastment between new and old
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requires studying and problem solving (Mr B, pabd3)( The object is not only to
repair/maintain the old machine, but also to imprds performance.

Table 9.1 — List of people interviewed in compargy E

Name in Role Age Birth Department Gender  Educational level

code year

(October 2007 - March 2008)

Mr A older worker 49 shop floor M compulsory school
(welder)

Mr B older worker (turner) 54 shop floor M vocational
education
Mr C older worker (gear 52 shop floor M vocational
cutting machine op.) education
Mr D older worker 45 1963 shop floor M vocational
(coupling) education
Mr F older worker, 57 1950 shop floor M vocational
supervisor of education

supervisors

Mr G older worker (welder, 43 1965 shop floor M vocational
turner, MMOgl) education
IngL CEO 60 M unknown

(estimate)”

IngM manufacturing 38 shop floor M graduate

director (estimate)

According to the CEO, enterprise E2 has a histdrglevelopment to adapt to the

market, using the knowledge accumulated througt®aictivity:

“It is needed to concentrate on what we have tadtaout so that it became a factor of succesaltw

°1 Milling machine operator.
%2 See note 70.
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living, living that means expanding [...] being leetin the goods than the competitors”

(CEO, pae)*
| interviewed the CEO and seven employees; amoag thne is the manufacturing
director, one is the supervisor of the supervisbivg, are older workers. Out of these
older workers, four are over 45 years old and an3i years old (see the above Table
9.1).

9.2.1 Changes in the market and challenges for work  ing practices

In the last decade the management has chosengonces$o the global pressures by
improving the quality of the parts and the servidais has required a difficult change in
the culture of production, in work organization awdrking practices. The CEO of

company E2 points out that the difficulties are wthihe change of mentality, because

now knowledg&' is more important than just goods:

“There is also a market change: today knowledgent®unore than goods, flexibility more than — let’s
say — habit. Therefore, if this enterprise — astaé other Piedmontise enterprises — if it had iEtron
working according to the old model, absolutely é@uld not have been competitive on the market.”

(CE@ar. 12)
The role played by customers is more central:

“Goods: it does not make sense to say ‘this istwhdo’. Congratulations! This is what they want!
Therefore — different, isn'it? — no ‘I can do thisyou want it, right, if you don’'t want it, wrohgAs they
don’t want it, then tell me what you want and | éaw adapt myself to you, haven't I?”

(CEgar. 13)
The need to establish a relation with customersireg change of attitudes:

“Our problem — but it is not just our problem, littk that it belongs to all of the more or less ikal
enterprises — we are passing from a world which based on the production towards a world based on
services — all right — from attitude of arrogancevirds attitude of — pay attention “service” (in glish)

not in the sense of acquiescence, “service” ingbase “the customer comes first”, all right - téfore
concepts as force, strength, command, attitudesaasians, so dinosaurs, are no longer those good.
Therefore if nowadays you want to compete, the Walaes are being flexible, adaptable. You don't
control the world, you don’t have the Alpes to prttyourself, there are no longer laws that ... we\se

are we are in the world, and the gifts of intuivi maybe are becoming more important than knowing
formulae by heart. Let's say, the true word is miminine than masculine — | maybe acknowledge to
you this advantage — and | would say that it with the mammiferous, frail but adaptable, with respe
to the dinosaurs.”

(CEgar. 15)
As discussed in Chapter Two, the increased impoetari knowledge and services in

the economic activities involves changes in theuireg skills and a flatter hierarchy.

% For a complete list of the conventional signs usettanscribe the interviews see Table 7.1 inisect
7.7.1 and notes 71 and 76 in Chapter Eight abdailsleeported for each excerpt.

%t is not clear what the CEO means by ‘knowledéswever from the context of the interview it seems
that he refers to the immateriality embedded inttlakay present material production.
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The development of a new way of working and prodggas, however, complex for the
technological changes can come along with othersyf changes.

In the case of E2, the introduction of the compbiEsed tool machines started in the
1980s, but in the first part of the 1990s that 4farmation went on with a change of
strategy of the multinational corporation of whieR was part, which chose to focus on
its business core production. These two changeastegic and technological, caused
redundancy of labour in the middle of the 1990se TEO explains that the workers
who were asked to take early retirement were hgldinculture unsuited to the new
technological phase (CEO, par. 46; par. 64). He alsows some doubts about the
possibility of changing such a culture through warsal education and training (CEO,

par. 46). In sum, the strategy of the enterpriss twaeither make redundant or move to
other enterprises a part of the workforce to redpnboth challenges: the need for a
new culture of working with computer-aided tool hmes and the need to prepare for
the sale of E2. After the acquisition of the entisg by the foreign multinational

corporation, the company E2 was slimmed down aady¢o change its organizational
model to adapt to the new business strategy, noented to providing field service

with the support of a customized production. Alomith a new hierarchical structure,

much flatter than before, the enterprise startedhite young and highly educated
employees (CEO, par. 15). Among them were gradeiaggneers, but there were also
workers holding a diploma (CEO, par. 17). Theref&2 has tried to develop a new
culture of work both by making redundant part oé tworkforce and hiring more

educated employees.

Today, on the shop floor, workers belong to teahmrged of manufacturing different
items. Each team has a supervisor, and the supgsvisave one supervisor who
supports the Manufacturing director (Manufactunngnager, par. 304). The use of the
word “supervisor’ instead of “foreman” reflects thgpe of relations the top
management wants to foster, that is, less hiergathnd more collaborative than in the
past. This is usually an aspect of the model ofi Ipaoduction and, in fact, the
manufacturing manager refers to it when | ask hhm nhame of the model of
organization E2 is using. He mentions ‘lean manufawg’ and links it to the Japanese
model and Toyota (I discuss this model in sectignZ?2).
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This manager points out that the management hasn ghese supervisory positions to
the older workers who have distinguished themseleesheir skills and competence.
Their role is to help their colleagues to carry thir tasks (Manufacturing director,
par.300). In this enterprise, the function of cohis low compared to the function of
organizing work, which includes providing the workeof what is necessary to
accomplish the tasks, and thus supporting colldlmoraand cooperation. The

Manufacturing director says:

“I am used to gathering - a bit - sometimes pecgtel explaining what we are doing, how things are
going, or maybe in front of challenges as we areifg now, you take people who — | mean — are the
principal actors of the challenge and explain terhthat the collaboration is essential, that ineeded
however to row in the same direction, so this iway to talk. And however very often | am doing one
thing with people working with me: | pass all tnéormation.”

(Manufacturing director, par. 152)
In the past, before the introduction of the compaid tool machines, another type of

culture was animating this enterprise.

The supervisor of the shop floor, Mr F, who joinige company E2 in 1979, after
having worked in another enterprise, says thatdued a traditional way of doing

things which was resistant to innovation:

“... when | went in E2 | made a step backward as @ade. That is, in '68 | started working at *** and
went on until '79; on the '79 | went to E2 andwias) as | were catapulted say of five six yearkb8o
from a technological point of view - at least instlenterprise - | am talkiiing that then it is mgatity,
what | lived, that is a step back, that is becathsn there still was the mentalitftuma sempe feit parei
in piedmontise [we have always done it in this wag] we have always been doing like this. [...] la th
sense thaaat E2 took long time before modernizggdfifrom the point of view say of, uhm methodekog
were a bit consolidated, no.”

(Mr F, par. 1497)
He also points out the workers’ jealousy of theimoknowledge, and formal relations

with the hierarchy. This was in the 1990s, beftwedcquisition of the enterprise by the
foreign corporation.

Clearly the enterprise had to face the changesemtarket with new working practices
and culture of work, putting more emphasis on gqualnd readiness to respond to the
market dynamics, allowing a better circulation @fgtical knowledg& among the
workers. As pointed out by the CEO, one strategylccde to invest in vocational
education. However he did not believe that thatldcdae the solution. Indeed, as |

mentioned above, the company E2 choose to chamgagth turnover. The workers

% This concept is defined in Chapter Three, note 22.
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who were young when the transformation startednase working in the transformed
enterprise as older workers. It is not relevanttiis research to report how they
succeeded in this transition neither to discuss ¢heice of turnover instead of
vocational education. What is relevant is to taki® iconsideration that they learned
new working practices which involve the use of I1Gigre exchanges with other peer

colleagues and also with engineers in the techiedadppartment.

The focus of this study is the subjective aspetthe work and learning engagement of
these older workers. Indeed, these older worker&2nhave a long experience of
workplace learning. Their current learning is tloatmuation of the previous workplace
learning and is related to this. As | will show time next section and in the section
9.3.1.1, this relation with the past is the expeeaccumulated and used to mediate the

current working practices.

9.2.2 Older workers’ object: complex tasks using to ol machines

Mr D is 45 years old. He has been doing the ‘caupif for fifteen-twenty years now
(Mr D, par. 742). This work involves many steps aaah last two or three days. It is
done following a diagram which provides parameterstart the process. Since the
material can be slightly different and precisiomat absolute, and each step is built on
the outcome of the previous step, Mr D has to d® jub with concentration and
continuous evaluation of the progress of the joladapt the following steps to the

outcome of the previous operatiéhs

This work requires calm and patience. Mr D mentions of his colleagues to whom he
taught the process and could not master it. MréXglanation is that one could easily
panic: this can happen even after years of expejeand that the colleague seemed not
to be able to cope with stressful situation asothe that might emerge at some point in
this long process of coupling. Mr D also referddnacity. This type of work requires

tenacity and calm.

% As | understand from Mr. D’s description of, theupling operation he does is the mechanical job of
putting together parts with a certain angle ofimation. This task demands a high degree of pm@tisi
because the number of elements to couple is highedsas the risk that tiny variation in the in@iion
can cumulate and result in a significant variatadnthe inclination in the end when the last pants a
coupled. Since the coupling operations can lastWorthree days, the tension and attention of theker
has to be constant without knowing the outcomei®fdork for days.

°7| cannot report quotations from Mr D’s interviewsgribing his work without disclosing the object of
activity of E2.
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Mr B (54 years old) is a turner and produces whih lathe parts of different dimension,
from one metre to six metres, made of various naseHe explains that these parts are
subject to buckling and to get it right, you needkhow tricks which he has learned

from other colleagues (see 9.5).

Mr A (49 years old) is a welder and tells me witspion that the work of welding is
complex and one has to know a lot of things. Fangxe you should not weld and
finish up one side at time, because when you mas®ld the other side you will find it
difficult to do, because the piece will be bendtloa side that has already been welded.
You have to know how to weld a bit each side fav tames. It is also important to
know how to take the piece. But these are just @kasrof many things that you have to
know (Mr A, par. 189-197). Mr A agrees with me whiecomment that the jobs that
have been described to me by him and his colleaigoéslike quasi craft. He explains
this pointing out that it is important to be precand do a good job because the part has
to be passed to some other colleagues who cartggmanufacturing process (Mr A,
par. 269). It is interesting to note that Mr A mens (quickly and giggling) that if his
colleagues who deal with the subsequent phaseedabour process had problems, they
would complain to him and he does not like to bkl toff. In his account of the
connection between his work and that of other egllees the industrial design appears
as having a pivotal role as the artefact to whiwh workers refer in their work. In the
above mentioned quotation, Mr A says “they (my eafjues) must receive it (the part

he produces) as the industrial design dictates”.

Mr. C also reports that he has a very difficulktdse is a gear cutting machine operator
and says that there is always a high risk of dangadhis machine because the
operations are complex. Any damage to the machmédibe highly costly. For Mr C,
this task is a challenge every day. He describggobias requiring continuous attention
because the material can be slightly differentherrnachine can have a small problem.
He changes the parameters of the machine to adapthe variable conditions of the
job to be done (Mr C, par. 1195-1323).

All the older workers interviewed show an evideng@gement when they describe their
jobs. They give accurate descriptions and while tre talking, their speech becomes
assertive, more confident, its rhythm quicker, tih@ore higher. 1 return to the issue of
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engagement later after discussing the subjectiveenision of these older workers in

their working practices.

9.3 Older workers’ subjectivity and inter-subjectiv ity

As discussed in Chapter Three, we can understated wlorkers’ selves as the product
of an ontogenetic cultural development which hasuoed through participating in

different activities and social practices (in thasp but also in the present), building
their own hierarchy of motives and personal sefgesself) (see section 3.5). In other
words, the dimension of past is relevant to anathipeworkers’ subjective aspect in the
E2 activity. Hence the next sub-section on the exihje dimension starts with a

presentation of data about the workers’ past egpees, followed by another sub-
section in which | pull out from the interviews datbout the workers’ subjectivity, that

IS, what emerges as important for them. This isagt to detect their personal hierarchy
of motives. Differently from the case study of dt@mmpany E1, these workers refer less
frequently to their subjectivity and this requigesnajor effort of interpretation. The last
sub-section is about inter-subjective dimension foudises on the relations with the

superiors and colleagues.
9.3.1 The subjective dimension

9.3.1.1 The past experiences

Compared to the interviews in company E1, theremisch less reference to past
experiences in other workplaces in the interviewsampany E2. The older workers of
the latter firm, with the exception of Mr. C, maorii more often the accumulated
experience in the same company E2 in which mosh&in have been working since
they were young. When they refer to the past ibesause they are talking of the
complexity of their tasks, as described in secdh2, and this needs experience to be

successful.

For these older workers experience means to kneviritks (Mr B, par. 424-465), but
also — as in the quotation of Mr D below - to usstpexperiences to bridge the gap of

information necessary to carry out the job.

The interviewees describe their tasks as dotteld mishaps. More than once they say

that despite the industrial designs and standardepiures, their jobs present variability
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related to slight differences in material or probgeof buckling (Mr A, par. 90-93 and
267; Mr B, par. 442-445 and 453; Mr G, par. 260; Gjrpar. 1271, 1275, 1280-1324).
In these cases they point out that experience ehmahlot to adapt the procedures to the

changed conditions.

It also happens that they have to reproduce pghagsndustrial designs of which are not

available.

“Yes because perhaps you on the basis of experielsceperhaps also perhaps seen on oth- on other
‘things'®®, perhaps they are a bit similar, then you can khican say: “Well, when we use to make our
‘thinggg’ perhaps this we should have done like ferhaps, perhaps this is a tiny smaller yet ppsha
with respect to like this or no?” then it can comgeh, perhaps then you can evaluate, you can®&é h

(Mr D, p&32)
In this case too experience is very useful. Asginetation shows, Mr D cannot explain
how the experience mediates his work. The quotasidull of ‘perhaps’ and hesitations.
However it is possible to detect a reference tadiheension of the ‘thing’. It seems that
the experience helps through the comparison betleenthe part appears and in what

way it is different from previous parts producediea

The third case in which experience is useful ismheven after fifteen years of work —
it happens that the labour process takes a badandrbecomes difficult and you risk
panicking. Mr D remembers that a younger colleagias probably unsuccessful in
mastering the job he does and which he was tryrtgdch him, because he used to feel

very nervous when things did not work properly.

Having experience also means having developed a vadge of knowledge so that
even a new job can be mastered in few days. Abwaitpobssible need for another

qualification to find a new job Mr B says:

“Non, but I think to be able to find a job, | thin& find it, because somehow, well, lii have — ot a
wide range of mechanics, then I've got differenterials, differeeent”

(Mr B, pdr032)
After my comments which are shifting towards anotissue, he finds a way to come
back to this issue about doing a new job, as vees more interested in what he had
just said (the above quotation) and had in mintbeygo illustrate to me that it is true
that he can master a new job in a short periodhad.tHe wants to tell me that once the

company E2 had a downturn, and he went to worknwotreer firm in which he had no

% | use the word ‘thing’ instead of the term usedthg worker for it could provide information to
disclose the identity of the company.
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difficulty in learning how to produce other typesparts, much to the surprise of the
foreman. (Mr B, par. 1054-1074). He interprets #asiness as due to experience which
results from having done different things, knowimgw the tool machine works, but
also from the fact of having a qualification. Todag feels self-confident and

empowered by his working experience and the knogddte has developed through it.

Mr C talks about the meaning of the accumulatedeagpce when one is an older

worker:

“fifty years old you have had experiences, but gomes that experience there you can throw into the
wastepaper basket, as when you retire, in pensfaitteof retiring, you can have a wide experierng, it

is nice to transmit it to someone so that when pasgs by the firm you say: “There, there inside ¢hisr
one who has learned something”. This — becauserotbe, me once that | retire really | could throw
everything in the wastepaper basket, all my thirtg; forty years what's the use of them? The good
really of work is to hand on, then logically thesewho receives less, who receives more, themitesto
know that in a firm, that you what you have learndmbwever one should not resist teaching, oneIshou
teach because anyway that is useless to take iehbence teaching and having- and having- ehm ho-
how can | put it? Fresh folk in order to be ablecarry on in- in the activity of the firm.”

(Mr C,pd65)
In this excerpt there are many themes intertwinbé: theme of the accumulated
experience in decades of work, its connection \Wa#ing, and what to do with what
one has learned at work through decades of copitigdifferent situation$, that is, the
meaning of thirty-five, forty years of work when emetires and leave the workplace.
Mr C does not see how the knowledge developed girexperiences in the firm can be
of use outside the firm. The personal sense foundvib C is in transmitting the
knowledge to the younger ones, even if he is algarathat not everybody is ready to
learn everything. He takes it for granted, as sbingtthat one cannot change. However
he images himself passing by the firm and thinkimg some of the knowledge he had
developed is now used by someone else. Mr C al&s gin additional personal sense of
transmitting that knowledge: for him it is passitige developed knowledge to the
younger colleagues so that the activity can gorothe future. This perspective as a
stakeholder of the enterprise is not new in therinéw: in another part of the interview
this worker stresses that, having been an organizghe past, he can guess the
difficulties as well as the potential of the compdhir C, par. 501). As | discuss in next
section, Mr C has experienced a social mobilitynfrbeing an employee with an

organizing task to being a worker.

% Mr C is one of the workers who points out that plaets manufacturing is never the same and he has
always to adapt the procedures to the variabifityomditions (Mr C par. 1271-1324).
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Mr G is a bit younger than the other older workdrs: is 43 years old. For him
experiences are those that allow a worker to devatal become a professional milling
machine operator or turner or welder (Mr G, par32®ar. 256). He links this to the
degree of employability one can get from making ezignce and acknowledges

different opportunities for making experience iffetient firms.

9.3.1.2 The self

The older workers interviewed rarely talk about ntiselves. Elements of their
subjectivity surface in their digressions prompbsda telephone call which interrupts
the interview or chatting about their home or maewof their childhood. Mr A is the
only one whose interview provides some materialiabds self to analyse. | remind the

reader here that he is a welder.

Mr A thinks of himself as a meticulous person anldew the job does not give the
outcome he wants, it gets him worked up. He ishagipy until he gets what he thinks is
right (Mr A, par. 267). As reported in section 2,2he is the one who describes how it
IS necessary to be precise in welding to obtaim@goutcome. He is also the worker
who shows concern about receiving not good feedIiask his colleagues when he
passes on the part after he has carried out thdinggbhase. So it seems that the type

of work he does makes him precise and careful.

However, he may have also internalized being chifout the consequences of his
actions in terms of the effect on others, in hiatren with his father and the situation of
his family. Explaining why his sons have decidedtiady instead of working, he recalls
memories of when his father told him that he wdwdste supported him if he wanted to
carry on studying. His father was just asking horbe serious about that, because he
was the only one working in the family and thereevi®ur sons (Mr A par. 286-288). It
seems that Mr A thought carefully and then decidegb to work. After a short time, he
realized that it would have been better to study,He did not want to create a problem
to his father, and so he tried to attend eveniagsds. So Mr A seems moved by the
motive of being a responsible person since he wasgy and he may have internalized
this in his relationship with his father.

Mr A shows engagement with his family and carehigrsons. During the interview he

received a call from one of his two sons and aezkmhy offer of interrupting the
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interview to ring back his son. He then said thiatdon was about to leave home, he
was taking another exam that day, after havingrtalee the day before, and feels a bit
nervous, and that they, he and his family, are ywa contact (Mr A, par. 276-284).
Mr A thinks that it is good that his sons have @rmwhat school to attend, so that they
could be convinced about their choices (Mr A, 30-304). From what Mr A said, it
seems that it is his conviction that feeling autanas about what one does helps one to

be strong and achieve a good outcome.
I introduce the case of Mr G now.

Mr G’s idea that ‘making experience’ is importantahat one grows gradually through
the workplace ranks seem to be linked to his peisloistory. He started working when
he was sixteen-seventeen in a ‘fabbrichetta’ (allsfiten) and “unofficially”, i.e.
without a proper contract. He describes his woestsas doing things as cleaning,
keeping order in the workplace and then graduallyriing from the older workers and
thus making his own experience. This idea of malixgerience and growing seems to
have been the motive that oriented him in the @hait his work®. Mr G presents
himself as a person who could not work on an askehme for more than one week.
He has experienced this type of work when he wasmgoHe likes creative and
challenging jobs. He likes building something freoratch and he tells me his passion

for ship and aircraft modelling. This hobby wassmitted through his father.

“But | don’t know not ... | as a person could not seed to stay at an assembly line but neither ... |
wouldn’'t do a week, | would leave. Because therabieli- if you take a bolt, you put it there, yun it,

you do it two hundred times a day, the day after kwow you come back there you take that again you
turn it, the day after you do it take that turniit,the end ... it can work if the person says: “wellon’t
give a damn, stop, | have my bolt”, as in the m@fi€harlie Chaplin there ... [...] | like to be creadi |

like to be all these things here, but then | amlyealso a lover of challenges, because startiragrfrfrom

a thing and arriving to build anything. Even at h®inhave a hobby, | do modeling, | build shipsuild
aircrafts, these things here, | like it. | take el take even only the design and without assieglkits

or various things, | take those things here and endduild. | like starting really from scratch andiitl
then you say: “look how beautiful”. Then if you sethere which floats in in the water because wittur
small engine you are the // (?)”

(Mr G, par. 3320)
Mr G says that when he was young, he used to pessvihole summertime on the
mountains — close to Turin — at his grandmothedsé. He says that he has nice
memories of those summers and links that type pkrance to his love for living
outside the big city — as Turin is — and havingoaide in a green area so that he can

1901 a CHAT influenced language | should say thakimgexperience and growing is an object/motive.
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enjoy cycling with his children in quiet roads. [@ris an active person and this seems
to be something that he learned when he was chiloshgl those summers. Yet he tells
me that he became a passive and lazybones (“péait¥jgperson — as his wife used to
call him - just after the marriage for a while: imed to have a big sofa, apparently very
attractive, in which to sink after work. At a centgoint he decided to get rid of it, and

now he believes (again) that:

“Instead the stimulus is needed, ... and it is alwagsessary to put himself there and start something
new, even if one thinks to say something stupid Ihink that ... anything cannn make you ... either
happy and ... [...] likeee in other words anything hurhthink that: a lot of people should have higlsb
then to be enough, in other words to do also | tieay a lot but a little bit of sport it is neediedife. Me

too | did a lot of it in the past but | say one shibnever put himself there and arrive home: soéaote
control nooo, no- it doe not exist /eh, eh/(giggjimon.”

(Mr G, par. 1,069-147
Mr G seems to be a person that has control offeisdble to learn from experience and
to put himself in the situation which he thinksgsod for him and his family. In the

following quotation emerges the instrumental rdievork to sustain his family:

Mr G: “In fact | don’'t understand why a lot of pel@pbandage their heads sometimes because maybe
things are going wrong thus or things are going mgooutside the firm or they do not succeed in
integrating well into the firmmm or non, it is nedmetimes | don’t understand them because those are
only problems that are created by themselvesnktttat it is necessary to go always straight, \&eeha

life, enjoy it thoroughly, work allows you tooo pamn a discourse with the family, to go on holisiay
eating, buying that, buying that, work allows youhtave a salary which allows you to do these things
here, until where you can afford. Then of courgeeibple bite off more than they can chew thensuie

that they bandage their heads at that point, but lyave made it to you.

I: “Hum”

Mr G: “On the contrary it is always necessary atcartain point and if you come across a problem,
climbing it, go straight there anstop[in English]. Otherwise in the end ... what do yau.d. you get
stuck there.”

(Mr G,p&12)
Clearly Mr G wants to present himself as a provactierson.

Mr C joined the company E2 recently and had to adi@apself to the new situation,
which he considers very challenging (Mr C, par.;208ar. 424-441). He used to really
like the first firm in which he started working wiée first entered the labour market
(Mr C, par. 211), and where he worked for thirtyeth years (Mr C, par. 433). He was
forced to leave that firm because it was in crisle. now feels less involved in the
dynamic of the firm E2 compared to the situationhiat firm. He misses the possibility
of confrontation with those who take the decisiomkich he used to experience in the
former firm (Mr C, par. 642-700). However he sedm#y hard to do what he is asked
to do. Despite the feeling of isolation (Mr C, p884), he keeps a perspective as if he
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were close to the management view, as also reportdek previous section. Why does
this person react positively to the changes inlifeswhich are not completely in his
favour? It seems to me that it is because he hadajged the personal sense of being an
organizer (potential manager) in his previous camypavhich he loved and this keeps
giving him direction in his working practices. Bess this, feeling responsible for his
family also plays an important role in motivatingnhto do his best to keep the job (see

section 9.4).
Mr B describes himself as a person inclined to loghgrs (par. 499).

Mr B shows some emotion when | say | have nothisg & ask him and give a signal
that the interview is about to end. He says witleamotional voice and giggling as if he
were embarrassed that it was nice to talk to mehawe an opportunity to reflect on his
working life:

I: “[I thank you]”

Mr B: “[No problem!] No problem, /it has been- hagen nice/’(giggling with slight embarrassment)

I: “Were you interested?”

Mr B: “No, well it is also nice to examine a littleit sometimes, to confront the- the hi- your ohinds
with someone”

(Mr B, par. 1116-2)2
As reported in sections 9.3.2.2 and 9.5, Mr B igrken learning mechanics and

teaching tricks to colleagues. He finds pleasuréhese activities. So this remark on
having liked to reflect on his working life with mmight be connected to his passion

and interest in mechanics.

9.3.2 The inter-subjectivity

Mr B’s interview offers more information about hdve experiences the relations with
his superiors. The relation with his supervisorgmod: “he [the supervisor] comes
whenever he is required, he is a self-made maknbe/s the work” (Mr B, par. 515-
519). Mr B does have good relations with the Maotfiang director too, but he has
never talked to the director of production. He taked to the CEO on the occasions of
the two meetings which he organized to share inddion about the sales with all the
employees. Mr B thinks that it is very good thatrkeys are invited to those meetings
too. He appreciates that they are not involvedhi& thoice of what sales or what
transactions, but they are asked for their opiniwhen the engineering of a new part is

needed. However he thinks that they as workerstddtla (“qualcosetta”, Mr B, par.
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551). It seems that despite this, every time heseanthat he counts, even if little, this
makes him happy. It happened the day of the irdartoo (for a more extended report
of this episode, see section 9.4). He was workimga art that was modified by the
engineering department. The change did not workcaélked them, they came in five

minutes. He does not understand why they did tloatifncation, but it seems it does not
matter. What matters is that his work had a proldeh he could call the people above

in the process to come and adjust things.

However the relations with the superiors still sderbe marked by a traditional way of
intending hierarchical relations, even if it loo&s though control permits some room
for personal interests. | noticed that the Manufang director did not introduce me to
the workers in the shop floor during a visit, wteerehis presentation of the labour
process was rich in detail (see Vignette 1). YetMas showing tolerance, even if with
some difficulties, towards a worker who was readangewspaper. | was also struck by
how an employee addressed an older worker in awagebecause he was late for the
interview (field notes of the interview with Mr Dgjving me the impression that at least

some employees take a hierarchical attitude towaodkers from the shop floor.

9.3.2.1 Vignette 1 — Visit to offices, shop floor, and caeen

| interviewed the Manufacturing director, Mr M, his office, which is in a kind of
building at the centre of the shop floor. This ding looks like a greenhouse and has
the shape of a parallelepiped. Mr M’s office isoam in this building. The entrance
leads into an open space which | had to cross rieach his office. | felt a bit like an
intruder. That is because, | suppose, that thatl kih environment is masculine. |
reached that building after having already crossegbod deal of the shop floor and
feeling quite embarrassed for the same reasoruldl s@e only men and machinery.

The open space appeared bright: | could see masksde perhaps eight or ten — but
few people sitting working. The few that | noticegre young men. The atmosphere
seemed juvenile and quite busy: sheets and filattesed on the desks and some
blackboards with sketches on. | asked someone wWer®!’s office was and it was
indicated to me that it was just a bit ahead onléfie Mr M’s office is not much
different from the open space and the other roorhsdd caught a glimpse of: the

furniture is simple and linear, quite basic. Itreseto me that there are no pictures or
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posters on the walls. For the interview, we satpgosite sides of the table; | asked him

about the story of the enterprise, its organizatigpes of products, training.

After the interview we went for lunch in the camte@his is in a building on one side of
the large garden with car parking in front of thaimbuilding. It is a modern and low
construction which is slightly hidden by the taés, providing an image of something
separated from the rest of the area. Going to haweh gives the feeling of leaving a
workplace and entering an enjoyable place. Indide even better: very bright, large
windows, colourful and modern furniture, good smaflfood, everything new and
proper, enough space for everything. There is alstair to go upstairs where there are
other tables in a space that appears as a sodl@dy over the canteen. The engineer
who first had welcomed me to the enterprise, Min&] already shown me that upstairs
there are a small (indeed very small) library anché exposition. In fact, in that period,
a Japanese artist was exhibiting his works therpast of a larger programme promoted

by the municipality to bring art into workplaces.

After lunch, Mr M took me around the shop floor. f&e starting the visit, he
recommended that | should walk only on the yelloarridor for safety reasons.
Otherwise | should wear special shoes and a hdlmptotect myself from accidental
fall of the heavy parts they produce. | doubt tieywe shoes of my size. As | had
already noticed when | was approaching his offie®fke the interview, the shop floor
appears much quieter than expected. The spaceges kery tall ceiling (maybe 15
metres), large — let's say - 40 metres and longb®mag0 metres. Two wide corridors
divide three areas in which big tool machines areip line, one after the other. These
machines are big, but they accommodate well inlihge space so that they do not look
so big. They are milling cutters and lathes. Eambl thachine represents a sort of
station for the parts production. | could see veayw people around. This is quite
striking when one imagines — as | did — that a dhmqr is buzzing with workers busy
doing things. The light is almost completely acidi, the floor is very clean, and
everything appears to be in its place. The atmasplvas that of order and control. The
Manufacturing director tried to explain to me wisatt of processing occurs in each
“station”. | pretended to understand what he wagnga and, in fact, | tried hard to
understand what kind of process parts undergo et sgation. Each part does its

journey from one station to the other accompanied folder with sheets indicating the
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parameters to use in the different processingsttbaindergo. When he was talking at a
station where there was a worker, he did not intcedme to the worker neither did he
nod to him in greeting. | was feeling embarrassechbse this worker was not named,
while parts and machines were named as well aadtiens to transform the material.
At a certain point, we passed by a worker who wasding in front of his work bench
with the newspaper open on it and reading it. | emaccomment like “It is nice to see
that you allow workers to read newspapers.” Butréglied to my positive remark
saying with a tone of disappointment and irritatigvell, | disagree, but | tolerate it.

They should always be alert when the tool machsnearking.”.

9.3.2.2 Helping younger colleagues

Work relations with younger colleagues seem oftenffer opportunities of fulfilment

to the older workers interviewed.

All of the older workers talk about supporting ty@unger colleagues in their working
practices. Two of them use not only the verb ‘téagh but also the verb ‘saying’ (Mr
B, par. 465; Mr A, par. 199). Probably they refe verb ‘teaching’ to a traditional way
of passing information and knowledge in a top-dosetation between teacher and
student. So they tend to avoid this verb and priefarse other verbs such ‘telling’ or
‘saying’. Yet this choice of verb reveals that thpgrceive workplace learning as
occurring among equals, and this seems to be aorieny aspect related to the issue of
preserving their own autonomy, as it emerges int\idiows.

Mr A says that he does not like to give advicedt required. He points out that this is
because he does not want other colleagues toangewith his work: so he thinks that
also his colleagues prefer first to try to solve gnoblem and then may look for help, if
necessary (Mr A, par. 199-205). It is an engagematht the work and the colleagues
which preserves the independence of the singleavork

They link ‘teaching/saying’ tricks to a feeling sditisfaction (“this is good” — Mr B says,
par. 465), self-fulfilment (Mr B: “I have done sothang good”, par. 438). They also
regret that not everybody is willing to teach tlidleague next to him (Mr B, par. 471-
475). Mr B says that teaching tricks helps. He ysngathetic to some younger

colleagues and feels sorry if someone is left ® duwn devices. This reveals the

228



importance given by Mr B to the good relations wiltle colleagues working in the
closest proximity, because their help can make wader.

Behind the choice of the word ‘saying’ instead t#athing’ there also seems to be
awareness that the trick suggested is just oneaivdging things. Mr A points out that
he may say how to do a certain job, but he alwags a@hat that is how he does the job,
but if colleagues find a better way to do it, tietwelcome (Mr A, par. 205). Mr G
expresses a similar point and stresses that alsaggo colleagues can have good ideas:
the quality of the products can be the outcomeuttiny together ideas from everybody
(Mr G, par. 440-444). Mr A claims that improvemeats useful for two reasons: one is
about making the process more efficient, the othesbout preserving the worker’s
health. He has been paying attention to his postinite working since he was young,
with the idea that one should not have pain inetvening or have health problems later
in life (Mr A, par. 99-101).

More than one worker raises the issue that notcalleagues want to share their
knowledge. Mr B reports the case of a young colieagho was lucky: he used to work
in another company and when he arrived in E2, dendt know the work. However he
was able to find ‘the right people’ who ‘explaim him a number of things’ which ‘he
learned’ and now he is one of the best young cgllea in E2 (Mr B par. 1021).

Mr D brings up the issue of young colleagues whe educated and deal with tasks
which are carried out earlier in the labour procasd affect workers’ work in the shop
floor. He refers to the engineers who work in aeotbepartment of the company
(‘Tecnologie’) where they prepare the programstii@ tool machines. Adopting a tone
of voice as a way of showing regret, disappointmieat also pity for them, he says that
they have a theoretical preparation, but “they dokmow because they have never seen
practically [...] and therefore they do not know witats possible to do (and what it is
not possible to do) [...] because if one knows hois giroduced, then he can think “it is
needed this and this and this” [...] sometimes thiggsvrong because maybe they (the

young engineers) do not ask”. (Mr D, par. 442-448).

Mr G notices that young workers arrive in the wdakes later, after school, and they
are supposed to be able to work (Mr G, par. 168)s s different from what was his
experience of entering the world of work in thelyd®80s: he was asked to do things

such as cleaning, keeping the workplace tidy aratlgally learned from the older
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workers and gain some experience. He adds thatwhssthe typical way of starting
working at that time. This hint of the necessityhadtorical contextualization of the way
of entering the world of work is interesting to @nstand the relation between young
and older workers and how this is mediated by tremagement who regulates the
integration of the youth in the firm and creates ttonditions for circulation of the
practical knowledge held by the older ones. Heyestl want to point out how in E2 the
activities of teaching and learning at work amongrkers have decreased in the last
decades. This could have happened as an effedieointreased schooling of the
younger workers, maybe viewed by the managemertioling a superior type of
knowledge compared to the practical knowledge bglthe older workers.

9.4 Engagement with the object of activity

The previous sections already contain a numbegrt# @hich represent good examples
of the interviewed workers’ engagement in the wagkpractices in the company E2.
This section is dedicated to this theme and regartsore detail those instances and

others.

Engagement - at least on some occasions — is telein E2, as it emerges in the
interview with Mr B who tells what happened on tti@y of the interview. He was
producing a part that had been modified by the resgging department. At a certain
point of the labour process he realized that thdifiwation could not work. That was a
problem. He rang his line superior who came anddeecto call colleagues in the
engineering department who had introduced that fication. They came in five
minutes, as Mr B pointed out with emphasis and etetness. He participated in the
identification of the solution, but what seems teechim satisfaction is that he was not
left in an awkward situation (Mr B, par. 675). Ascén interpret it, the part he is
producing is part of a process, in which the desifrthe part by the engineering
department is at the beginning of the productioocess. If something goes wrong in
some phases of production it is good to be abggtback to the design phase and adjust
it. In this episode the issue of the separatiowéeh conception and execution emerges.
Mr B executes a task following the design of thgieeers. Yet, as we have already
seen, it is not a pure execution for Mr B partitgohin the identification of the solution.
However Mr B insists on saying that he does noeh@mpetence in design, he can just
call his line superior and hopes that the rightiBoh will be found. He also points out
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that this possibility of reporting problems in the&bour process is not welcomed
everywhere: there are workplaces in which it igdratot to say anything. He feels very

happy about the way in which he is working in toenpany E2.

Engagement is linked to the possibility of changimg way in which things can be done,
that is, autonomy. Mr A explains that sometimey thee given designs and instructions
on how to do the job, “but actually it is not pddsito do that way.” So they change the
process without saying anything, because the impbthing is to make parts with the
parameters required. Mr A says that the processgdsaare not “radical” but minor (Mr
A, par. 215-219).

The following excerpt shows the engagement of MinGis job when he says “you

need to put of your own in it” and he links thisthe fact that work is various:

“Yes. Yes, here you put of your own nearly in alitg, because (work) is very very, very variousemh
parts are big, are also small, then parts whichtgaertain places, and in short go on certain maelsi
then of course you have to put of your own becgaseare not on the assembly line who say: “I p& th
part here,bon(in dialect, all right] it goes off there | everodhot know where “no, it is different”.”

(Mr G, p260)
The theme of the importance of knowing where the igagoing to being installed — in
what machine and with what function - emerges latethe interview, after Mr G
remembers that he used to do service on the macfonevhich the parts produced by
the company E2 are made. Mr G links the fact ofvking the destination of the part to
the fact that one puts his/her own in it and itegigatisfaction to know where the part is

going to be placed:

Mr G: “Because perhaps you work a part and the-ntteaybe suppose you also build the engine of a
machine, you perhaps work that part, then, who lsndwvork that, | know that it goes in that machine
but I don’t know what function has, | don’t knowes it is placed, what it serves for, | don’t knaivat,

in the end it does not give you satisfaction. Oa t¢ontrary, you work that part, then: you have the
possibility you go to place it on that machine, ysme what matches together in that machine, you see
what it serves for, serv- a lot of things. In thele/ou see it working and say: “Ah, then, you hagen
where those parts end up, what they serve for” alll,these things no? also because you are given a
technical design, the procedures everything to wbat part and then from there ... putting of youmow
you build it. And you know that then it goes offréh you know what it serves for, and in the end yo
know what — also because there are different mashiane different from the other - then it serves”

I: “Hum”

Mr G “no, it is creative on this, actually there@not many firms that you succeed to become phrfect
skilled.”

(Mr G, par. 2294)
But it is also important working with a “beautifahd effective group” of colleagues

(Mr G, par. 404). The group in which Mr G is worginow is new and he has helped to
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train new workers who have joined the group regefitiseems that he could play some
role in making the group working (see section 923.2He says that when one gets on
well with the group, and with the company, the wgikes you enough satisfaction, one
is happy and can leave home in the morning withhaving to say “oof | have to go

there” (Mr G, par. 472). From what Mr G says, | argland that the ideal group for him
is the one in which there is the capacity for hatg to each other’s ideas, and it is not
important who gets the right idea about what tcatlout a certain work issue, but to
work together “to achieve the quality of the pratlutt seems that he does not like it
when one person wants to impose his way of doimgesioing. He says that one does
not go far with that type of attitude (Mr G, pa¥44448). The fact that he is happy
about this “new” group of colleagues means that ¢gnoup is close to his ideal of group.
Mr G looks as if he is very engaged in activitidggpmblem solving and aware of the

possibility of integrating his changes in the dasafj the process:

“Yes, of course, [...] on the shop floor that thesed make that part there, it is necessary to talfate
between us and them (the department “Tecnologie qrrive to have in short a good AND product of
quality. Otherwise if nooot in the end one doesnuitsolve anything, in other words it can turoutt yes

but it is necessary to be always in contact, esflgcivhen there is to do something new to createin
scratch, to create a new process and in the endcanemake it the work has been done it has come out
well and one goes on in that way there and one ywmproves while goes on even if one introduces
changes these have to be taken to them and eveagydhnid they enter them both in the cycle and on the
technical design everything.”

(Mr G, p&24)
His engagement is linked to practices of collaboratwith the department
“Technologies” which deals with the developmentief welding process from the point

of view of preparing the technical designs and desy the operations of production.
Being engaged involves feelings and emotions: Mef@rs to a feeling of satisfaction.

Mr A says that sometimes it seems that it is thst fime you do the job, despite the fact
you have been doing it for long time. In tryingexplain why, he refers that it could be
something subjective, “related to my person” (MrpRar. 267). As | interpret what he
was trying to express, because he introduced thike we were talking on how variable
work can be, he wants to say that sometimes thes¢elmms new because he likes the
perfection. He adds that he likes his job. He aggs that he likes his job because he
has to spend all day there, so the day would pass stowly if he resisted the job:
better to do it and do it well, so that the daysgeaswithout noticing. However it
happens that he gets angry because the job doeewelbp as he would wish: maybe
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this is because he is meticulous. At the same #irhe says - one has to be meticulous
because then the part passes to the next phasamffawturing, and if his job is not
well done, it affects the job of his colleagues.#&ofeels happy only when he obtains
the outcome he wants. He quickly mentions, whiggting, that he also does not like to
be told off (Mr A, par. 267-269) (see also sect¥oR.2).

One of the most important motives which orient Mg €hoices is being a breadwinner
for his family (par. 211; par. 416; par. 463). Yihis motive does not stop him
becoming engaged with his job. This is illustratadhis affection for “his machine”
(Mr C, par. 940-952) and by his desire to leaveething in E2 when he retires (Mr C,
par. 465, reported in section 9.3.1.1). He alsomshengagement when he talks about
the necessity of paying attention to the variapitif conditions of the manufacturing
process (Mr C, par. 1271-1324). Yet this workemas fully happy about the possibility
of engagement in the company E2. He misses thet ggirdialogue and bright
confrontation he used to experience in the previowspany he was working with,
where solutions were found in meetings in whichiougs ideas could be openly
discussed. In E2, the old atmosphere of fear ofighas still in the air (Mr C, par. 642-
728).

From these interviews it emerges that there isga lkengagement of the interviewed
older workers in their tasks, engagement which sedightly connected to their
personal passion for mechanics and achievemernaaaf guality in the outcome of their
jobs, and, at the same time to have good collaiooratith colleagues on the shop floor
or other departments. In the cases analysed, tises senses of what working for the
type of activity run in the company E2 means (aglires) looks to be shaped over the
years of working in that company. Indeed, in theecaf experience in other more
innovative companies, such as in the case of MwkRgy was involved there as an
employee and as an organizer, personal sensesrdppmaless in line with the general
ways of intending how to work in E2. In anotheredsir A), personal sense finds a
way out in the working practices by making littlhkamges without the possibility of

openly acknowledging these.

Because the aim of this research is to explore thissengagement in working practices
is linked to motives for vocational learning, | ndwrn to how learning engagement
appears in the case of these older workers employedcompany whose industrial
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production approximates the model of flexible spkzation. So far, the features of this
strategy of production have emerged in the naratief the older workers about the
complexity of their jobs which requires autonomyd groblem solving skills. These
jobs bring to mind a sort of craft activity, in thgarts take their form under workers’
manufacturing operations. The same process of maatwing is affected by many
aspects of variability coming from the different teréals and the introduction of

changes to improve the performance and qualithepiarts.

These aspects of the strategy of production emaggen in the type of learning
engagement analysed in the next section. Themeadgimet in the previous sections,
such as subjective aspects, past experiences,cayomill surface again, showing how

all these dimensions are intertwined.

9.5 Learning: copying with variability, enhancing p rocesses, changing

mediating tools

When | ask Mr G whether he has attended trainingsas in the last years, he finds it

difficult to remember:

Mr G: “yes, it seems to me yes. Yes, yes three yiars ago ... Hum ... well, maybe well, well, abbat t
safety, about these small things all these thihgset Buuut courseees”

I: “what about courses really over weldiiing or sething like this?”

Mr G: “Non. Those are courses which you do somehither at the beginning or to someone who hasss,
in short ... // (?) it depends on things which wél tecessary to do because people even of a c&Gih
have gone to attend courses and, in other wortdsribt that you don’t do courses eh!”

(Mr G, par. 8883)
However it appears in this excerpt that Mr G thiokgormal training as occurring at

the beginning of a career and then when some neé&dsarning emerge in the
workplace. He stresses that older workers partieipa formal training and age is not
relevant. He says it to disagree with my — suppedadt that maybe the firm does not

invest in vocational training for older workers.

Mr A is a welder, but when the company E2 had ardam affecting, in particular, the
welding department, he was asked to train as angilnachine operator. His first
reaction was to say that he was a welder and heati#tnow that job. But he was told
that he would work at a machine beside another maciwhere a more experienced
colleague was working. From his account, | undedtthat at the beginning he felt

nervous, but gradually he learned how to make miffetypes of parts. After one year
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he started to feel easy with that job. But as smohe started to calm down and get used
to that job, he was moved back to his previougMbA, par. 169-177).

This experience led him to compare the two type®lod and question which one was
better. He concluded that even if the work at thiing cutter looks less demanding
(while the machine is working, the operator caraxgl he considers himself to be a
welder. He has a long experience now, which alltwwa to work with plenty of
autonomy. He knows the tricks to make his work exafir A, par. 177-191). He is
willing to teach his tricks to younger colleagubst he wants them to come and ask
him for help. He thinks that as he does not walieagues interfering with his own job,
he does not like to interfere with the one of laeagues (as already reported in section
9.3.2.2).

In this instance of learning at work we can sed tharning at work is linked to

practical needs and conjuncture (demand downtitfpprenticeship’ can occur even

for a worker who is already part of the workforcetloe enterprise and has already
mastered a job. In the case of Mr A, mastering\a jo& occurred through learning by
doing, with the support of a more experienced egjie. Learning a new job implied a
long period of dependence and uncertainty about teoglo things and the outcome of
his efforts. Yet he did and he was successfulhaénd he was able to work with a

certain degree of self-confidence.

Also in Mr B’s experience learning is learning tineks of the trade. There are many
tricks to learn because manufacturing operatiomsheave different impacts depending
on the size of the parts and materials (Mr B, pa8B-449). These are things that school
does not teach, but only older colleagues and eupEs accumulated in different work
environments can help develop (Mr B, par. 374).wées taught by an older colleague
and now he is passing on these tricks to otheeaglles. Colleagues are happy about

receiving these hints: “that means | have done sangggood” (Mr B, par. 438).

Whereas often Mr A and Mr B talk about learningleaning tricks, Mr G indirectly

suggests that learning is ‘making experience’. iHksl this to ‘skilling’, to mastering a
profession and to employability. He compares emiggp on the basis of this criterion
and says that the company E2 is different from rotwerkplaces because “the

experience that you gain here is not like the dra¢ you make - don’t know - to Auto,
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to Ilvecd®™ (Mr G, par. 22). Mr G says that the differencafmout the assembly line. In

Fiat Auto and in Iveco the production is mostly amged by assembly lines. He also
thinks that in E2 you can gain more experience thahe enterprise in which he used
to work before moving to E2. That company usedrt@lpce the same product that now
is produced by E2. Indeed, E2 and that company wemabers of the same industrial
group until some years ago. So it is interestingntdice that, despite the same
production, Mr G thinks that he is more able toaleg his profession as welder in E2

than in the company where he used to work:

I:"Could you explain me better ... at the same twteat you used to do there and then what it meiars

different way’.

Mr G: “It is not really in a different way, practally the professionalism which you make there is
excellent, the one you make here is excellent éswabit more manual, here you succeed in putéing
bit more of inventive, you succeed in putting afryawn in, theeen thus you grooow gradually up.”

(Mr @ar. 75)
The difference between the two companies is thd&2nthe job is more manual and

allows more room for being inventive: it impliess | interpret - a personal added value

to the product and this allows making experienatskills development.

Some older workers say that it is important to wanth the ‘right people’ in order to
develop skills. Mr B mentions how it is importaot work with the ‘right’ colleagues
from whom one can learn a number of things. Hersei@ a young colleague who was
lucky enough to be taught by the “right people”,amag the most expert colleagues
(Mr B, par. 1008-1021). Also Mr G thinks that itimportant with whom one has the
opportunity of working: if one works with the rigpeople, one can learn, even when

the worker is in his fifties or sixties (Mr G, p&92).

Sometimes learning occurs when new machine toasirdroduced. Mr B received
training when computer aided machines were intredun the 1990s (Mr B, par. 952-
964). It was the training provided by the suppliée. now passes that knowledge to his

younger colleagues.

The training provided by suppliers is also discdgsethe interviews with Mr A and Mr
D. When Mr A tells me that there are only four yebeft before his retirement, | ask
him whether he would feel himself as wrong footed more up-to-date welder were

introduced now. In my question, | refer to whatas said earlier in the interview about

191 Names of other companies in the automotive ingtustr
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the fact that the company E2 has not invested listguting the welders they use with
the new generation of welders that he supposesexiaiyand may be more precise than
those in use. Mr A answers my question saying tiattechnician from the supplier

would illustrate to him how the welder works:

“well, m, sure it should come a technician to show ... how it works because | would not be able to,
perhaps, there could be some switches which | dorotv, the functions of that switch, however | don’
think that, as welders haaave the functions of lerds that, then now perhaps they are digitakéasl

of being as those ours, which still are with thendlle, with potentiometer, however | think that ddee

is a welder, so in other words there will be alwammething of, ooof, of different, of-ooof, of new,
howeveeer the welder | think there not, not beeg ithwould be enough that someone came to me to
say:"Look that this serves, this serves, servesH@” the welder is that, is not, is not a machiioesay
that makes movements, is a, that is, it servestonlyeld, to make melting the material so, | thinke

like this, now, as | repeat, the- those up-to-ddtave not seen them yet, | think that it is liis.t.

(Mr Ampd52)
Mr A does not appear to be challenged by the piisgibf having to learn how to use
an electronically controlled welder (called by tiwerker ‘digital welder’). Learning
would be linked to the need to know just how therheol works. The goal of his job
would not change; it would still be to make the en@ melt only the mediating tool

would change.

Even if in some excerpts Mr B seems to apprecladdarning in the workplace and be
critical towards learning at school (Mr B, par. 4D0in others he remembers as
particularly important his attendance on some vonat courses when he was a young
worker. Indeed, despite the discouragement receivech the older workers, he

attended all the courses he was offered, movedsgdep interest in mechanics. Thus
he has developed a wide knowledge about appliechamézs and he now has a

profession:

Mr B: “When you are young you feel like learninqquyreally feel like learning, | remember that |
attended all the courses they made me attend, ubeg to ask, the older colleagues used not to want:
“Oh, are you going to attend those courses whdtes tise?” they have been useful, somehow they are
useful, a little, because then one leeearns to ghdanol machine, to change, whether- of course éney
useful- they are useful- useful | attended allkef, all | could which they made me attend | atehnd
them, | have never held back and | can say that Hae been useful, the theory put together wigh th
experience, with the practice, is useful”

I: “Mhm”

Mr B: “I have never had difficulty to move from tlehe to the milling cutter, to- to to grindingyen if
they are three different jobs, because | have dahef them and then | have had less difficultyrtha
another person, in other words, then | like it, lpegps when one has- when one likes what he doeees”

(Mr B, pdr090)
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There are still things to learn because there amaya colleagues better than you.
However, Mr B thinks that he has learned everythimgt one can learn (Mr B, par.
1000).

I now discuss the findings of the analysis of thkdepworkers’ interviews presented in
this chapter comparing these briefly to those dised in Chapter Eight referring to the
company E1. A more extensive comparison is propos&hapter Ten.

9.6 Concluding remarks

Compared to the enterprise E1, the older worketsruiewed in the company E2
perform complex tasks which can go on up to twahoee days. On the contrary, the
operations carried out by the older workers in toenpany E1 - working on the

assembly line - last few seconds.

The analysis of the interviews highlights that tktype of task, the complex ones
compared to the most fragmented ones on the asgdmb| lead to a completely

different work engagement and relation to learnihgarning appears here as an
intrinsic aspect of working practices. Moreoverarleng is a double collective

movement: 1) older workers have learned a lot actiesir working life - and they are

still learning from their own work and the one beir colleagues; 2) they are passing
their knowledge to their younger colleagues, buoengng input from them too. What

they pass on is not considered as an immutable lkdge necessarily: younger

colleagues are supposed to improve the workingtipescwhere possibié?

However, the aim of this research is to interpretvhlearning is prompted. The

theoretical framework states that learning is a@dusy the engagement in the activity.
Engagement is relevant in this research for thieespresupposition to allow needs and
motives for learning to emerf& As | have argued theoretically in section 5.% th
association between collective motives and perseanke of those motives leads to
engagement. As discussed in sections 5.5 andhis6;drrespondence can be felt in the

carrying out actions when thinking and doing aietgd.

102 | acknowledge that this bi-directional exchangeoagolder and younger workers also occurs in
production organized on assembly lines. Yet indhge of productions organized in central tool roems
as it is the company E2 — the exchange is mucleridbe to the complexity of the tasks performedhay
workers.

193 Engagement is defined in section 3.5 and engageimemrkplaces is discussed in section 5.5.
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In the case of the company E1, organized aroundljext of mass production of goods,
the engagement emerges as the outcome of the work#lections comparing previous
experiences of work with the current one on theemady line. These reflections
construct their personal senses about the motivihefactivity of E1 leading to an
engagement which | refer to as an engagement witstration (or negative
engagement). However there is engagement and laswdearning activities, namely

auto-organized ones, as discussed in Chapter Eight.

In the case of the company E2, discussed in theeptehapter, an engagement, which |
call positive engagement, emerges and brings adbaaintinuous learning activity. In

this case learning appears as an aspect of thenggokactices. Therefore, compared to
the case study on E1, | concentrate more on tHes theese older workers have to
complete as a way to highlight the importance eséhin explaining the engagement

and discuss the learning aspect of their workirigpas.

In these conclusive remarks | discuss: 1) the icglabetween complex tasks and
perception of the motive of the activity of the quany E2; 2) the personal senses of

this motive; 3) the role of collective relationg;the role of work organization.

Complex tasks and the object/motive of the activity

Complex tasks require constant attention to theayoé of the actions and operations
that workers put through the parts on which theykwdhese actions and operations are
part of the processes of welding, milling or tugirThis constant attention involves
mental activities intertwined with practical opeéoats. All the older workers
interviewed show an evident engagement when thegrike their jobs. They give
accurate descriptions and while they are talkinguabhe challenging tasks they have to
undertake, their speech becomes assertive, morigdeot) its rhythm quicker, the
timbre higher. As Mr G says “you put of your owranlg in all parts, because (work) is
very very, very various.” (see section 9.4). Beeatl®e company E2 operates in the
field service of complex machineries which haverbpeduced at different times and
by different companies, the workers’ tasks are iooiously changing in minute detail,

presenting variability of material and design.

Translating this into the technical language of GHAT influenced perspective, these

older workers appear to be sharing the object aotivenof the activity of the company
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E2, which is producing parts for complex machinereccording to high quality

standards. The fact that these workers have t& #md change their working actions to
adapt to the conditions (material, design) imptlest conception and execution are re-
joined and with them the possibility of perceivitigge object and motive of the whole

activity of which their actions are part.

Personal sense of the motive of working and legnin

The conditions to perceive the object and motivethaf activity are not enough to
engage with it. As discussed in sections 3.4 aBdthe motive arousing the collective
activity has to have a social meaning and this tband a correspondence in the
personal sense of that motive.

The analysis presented in this chapter shows hemvbrkers’ passions and interest
surface in carrying out their tasks. Some of thesgkers demonstrate a true interest in
mechanics. Mr B has been eager to attend all thehamécs courses he was offered,
despite the criticism he received by his colleags G likes to be creative, solve
problems, thus making experience and growing asogegsional. In his spare time he

has a hobby which seems to reproduce the sametytellenging work he does at E2.

| interpret this aspect of interest and passiorttiermechanics subject and work as the
personal sense the workers give to the motive eftttivity of the company E2. These
personal senses are in positive relation with tleamng of the collective motive for

producing those parts. | refer to this engagemepioaitive engagement.

My analysis also shows that the development of ehieserests and passions for
mechanical work could have developed in the coafgbe vocational experience, and

not necessarily before starting working.

The experience gained day by day has been incgeasorkers’ self-confidence,
empowerment, and satisfaction, even when the wonklitions are just half as good as
those considered ideal (Mr C). These workers recsipport when they need to solve a
problem in the process of their work and this aalwem to have good experiences at
work. For them, that means being able to enhane@thcess, to complete their tasks,
to deliver the expected piece of work to their eafjues and to be satisfied about it. In
sum, the type of work carried out in the companynigkes the workers’ experience
rich from the vocational point of view, lead to ithprofessional development, which
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some of them consider as a criterion to select avk@mwork. What they want is to be
recognised as good workers and be supported tonealheir working practices, so that

they can achieve, with satisfaction, the objecthay were given.

The personal sense of working and collaboratinghi@ company E2 can receive
positive and negative inputs every day in the wagkiractice. The sense of satisfaction
that Mr. B shows in his telling about the readine$the engineering department to
respond to his request of support is illuminatihgonfirmed to him that he is working

in a company committed to doing good job. Sincashieeen on mechanics, this has a

re-enforcement effect on his engagement with Has jo

The interviews disclose the importance and the Wead the accumulated experience,
which can become a burden when older workers retiseMr. C quite brutally put it,
that experience could be thrown away in the bitegsone passes it to the colleagues
so that something of oneself remains there anddheity can also go on. The emphasis
on passing on the knowledge to other colleagueschwvamerges in nearly all the
interviews, can be interpreted as another aspetheofpersonal sense given to these
workers to their work in the company E2. This peesense of sharing the knowledge
can be one that develops later in their career wihenvorker is approaching retirement.
In this case he/she needs to make sense of thio-akay work when the perspective of
leaving the workplace is approaching. This highgthat the engagement not only
requires personal senseriori, but also can involve the development of new peako

senses of the motive of the activity.

Personal senses not only develop through life,absd in relation to other workers’
activities. In many older workers’ interviews (Mr, Mr C and Mr G) guaranteeing the
wellbeing of their family emerges as reinforcingithengagement at work. Mr A’s
personal sense of being a skilled welder appeab® toonnected to the fact of having
(and wanting) a family and aiming to be a respdeggerson. As in the cases of Mr C
and Mr G, | think that Mr A’s sense of doing hidjavell is linked to his motive of
having a good life too, and his family plays an artpnt role in this. His work is an
instrument to achieve his fulfilment in contribwgimo the wellbeing of his family, not
only his pride of being a skilled welder and atldecollaborate with his co-workers and

superiors.
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The role of collective relations and work organiaat

The discussion of the analysis has already toucmednore than once, the importance
of the collective dimension in the production oftpaand in the engagement with this.
The analysis of the interviews shows the relevasfcthe collaborative relations with
the peer colleagues, colleagues from other depattnaad superiors. The possibility of
reporting problems in the company E2 and gettingdganswers and solutions enhances
the workers’ feelings of satisfaction and confirfos them that the whole organization
of production focuses on the object of the entegyriwhich is providing quality of

goods and service.

Despite their relations with superiors, sometimeds marked by use of power in the

hierarchical relations, older workers are learrang developing new working practices.
In my interpretation, this shows that the objecth@ activity is more relevant than the
type of relations with the superiors. Even if wddqe organization is not designed to
enhance participation and feedback from the worlard professional relations are not
marked by full collaboration, the older workerseimiewed have motives to learn

because of their engagement with their jobs an@dchigity of the company E2.

I now move on to discuss what indirectly emergestha interviews. So far, all
interviewed older workers look as positively enghgéth their tasks. Yet we cannot
draw from this that the whole workforce is engageth its work in the company E2.
Indeed, some older workers mention that some apllesdo not like sharing the tricks
with other colleagues as well as the fact that sother colleagues appear to them as
not willing to learn how to enhance their workin@gtices.

As | write in section 7.5, the selection of the esldvorkers in company E2 has been
drawn by the management, which presumably has nhibgemost motivated workers.
So it could be that there are workers in E2 whohiigpt be as engaged as the ones |
have interviewed. Actually, an episode occurredednwas invited for a varnishing-day
- of an artwork created for and installed in thanplof E2 — which seems to confirm that.
On that occasion - to which the whole workforce virasted - | could visualised a
group of workers, some of them old, trying to dista themselves from the rest of the

group, mumbling during the official speeches, diearanting to show their disapproval.

242



| interpret that as a conflictual relation with tm@anagement. This means that it is likely

that some workers are not as collaborative as tirkexs interviewed.

The possibility that not all workers are positivetyngaged with their jobs in the
company E2 indicates that further research is exed investigate the different types
of relations workers develop with the object of #utivity in which are involved. In this
research, it has been possible to detect and anblystypes of engagement, negative
and positive, both leading to learning activity. tlhe next chapter |1 complete the
comparison between the two case studies, draw dhelusions from this study and

indicate the possible future development of thseagch.

243



10 A new perspective on older workers’ vocational
learning: taking into account objects and personal
senses

10.1 My contribution and outcome

The research questions which guided my study wieoeitaexploring the relationships
between the type of work in which older workers emeolved and their engagement
with this, and how subjectivities have a role insthThe aim was to look at how

vocational learning can develop from that relatiops

| was able to answer to my research questions bptad) the CHAT perspective and
developing the concept of strategy of productiohisTlatter represents my way of
translating the CHAT concept of object of mateaat collective activities in the case
of the industrial production. As object is cenirathe theory of human development in
CHAT, thus strategy of production is pivotal in rsiyidy on vocational learning in the
case of older workers. This has offered to me a twdgok at the relationship between
working, subjectivity and learning, using the capicef object as the unifying element

of this system of relationships.

Since this is the first study from a social praeticased perspective on vocational
learning of older workers, the focus on this groofp workers has required the
elaboration of a conceptualization of how to lodkbacoming an old person from a

CHAT influenced perspective and its relationshipacational learning.

On the basis of this framework, the most distiretoontributions | have made in my
thesis are i) the development of the concept ofestibity beyond the way in which it is
discussed in CHAT and ii) its use in the field ofcational learning to analyse the way

in which older workers get engaged in learninghi@ industrial activities.

10.1.1 Subjectivity: extention of the CHAT concept and empirical investigation

| have extended the Stetsenko’s conceptualizaticulgectivity by linking subjectivity
to strategy of production, seen as the object dfistrial activity with which the older
workers are in relation through their working prees. This has allowed me to keep the
material and collective activity as central in @oealysis while | was investigating the
subjective side of working and learning. | havevied an empirical exploration of
subjectivity by setting up a comparative methodttaly it with respect to older workers’
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vocational learning. The differences in the persamays of attending to their jobs,
tasks, and vocational learning among the older arsrkn case studies E1 and E2 are
sharp, and are clearly in relationship with the lleinges that the two examined
strategies of production are facing, as they emiergige tasks the older workers have to
perform. This comparative study on subjecitivitgamized around the concept of object
of activity also puts forward the idea that itnsportant to take into account of contexts
in a more differentiated way than otherwise in CHAds been done. In my thesis
contexts are not as backcloth to individual andective material acting. Indeed
through the concept of strategy of production | eéndnghlighted and stressed the
differences between contexts and given to contextsactive part in forming the
personal ways of working and learning. My empiriealk has shown as the strategy of
production and its contradictions emerge in thekimgy practices and relations. It is in
making sense about what happens in these colleeince material practices and
relations that the personal (subjective) ways ahglsurface and reveal the personal

senses for learning.

Other CHAT works have developed the concept oftimial agency to take into

account subjective aspects in interprofessionalkingr practices (Edwards 2005;

Edwards 2010; Edwards 2011). Relational agencybkas defined by Edwards as the
capacity that emerges in joint purposeful acti®®lQ, 64). This author sees relational
agency as referring to the process of externatina(P010, 67) since she intends to
highlight the transforming capacity of the praciners working together. | have not
adopted this concept for two reasons mainly.

The first reflection has been that the adoptiothefterm ‘agency’ seems problematic in
a work as mine, close to the sociological field ewehthe concept of agency is attached
to the debate on the relationship between struendeagency put forward by the work
of Parsons (Loyal and Barnes 2001). | appreciaeattempt to develop the concept of
relational agency in a CHAT perspective. This delyadistances this concept from the
Cartesian/Kantian modernist vision about the woméntioned in section 3.2, with its
belief in the freedom of the actor as a capacitgted within the subject and

independent from the context (Derry 2004).

The second argument is that my purpose was to exph@ subjectivity. In my view,
subjectivity gives shape to the transformative cépeof the persons, without being
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restricted to this. The subjective moment is on ititernalized pole of the activity

(section 3.3.5) and therefore is more comprehertbae the relational agency. This has
allowed me to take into account in my study thasses in which the personal motives
are not completely aligned with the collective gri@scause the images of the object are

different. | will come back to this point in thextesub-section.

10.1.2 Vocational learning subjectively shaped by s  trategies of production

My empirical work shows that the two strategiespobduction examined generate
differentiated personal relations to working andriéng, because the older workers
make sense of them according to what they peraditteose strategies in their working
practices, in the relations with the colleagues,dhiperiors, the other departments of the
enterprises. They judge the work organization Jdbeur process and make sense of the
contradictions and frictions they meet. This occassmediated by their previous and
parallel (e.g., in their family) experiences of wor heir personal senses of the motive
for vocational learning are related to the makiegse of their working practices. The
motive for learning is the motive for what they waeed to do in their workplace,
which is related to their engagement. Since the swategies of production are very
different, | have found that the engagement at veark result in being full of frustration
or positive and rich of pride for their work. Inthocases the older workers interviewed
appear as stakeholders of the enterprises, in asefeeling as impotent in front of the
contradictions met in their work, in the other cdseling that their job is part of a
common enterprise which is collectively moving tosvéhe final objective of producing
the right part for the service field.

However what the older workers perceive about ttnatesyy of production in the
working practices and relations is an image ofstinategy of production, and it is to this

image that they relate in their processes of seraeng of working and learning.

The issue of different images of the object of ativdy recalls the discussion | have
reported in section 3.4.2 about the relationshipwbeen motives and object. CHAT
scholars notice the multiplicity of the object amaestion whether we should consider
that an object has more than one motive, and conakge the object as emerging from
different motives. The studies carried out by theskolars involve top figures or
researchers in the business activities analysésluhderstandable that the definition of

the object is influenced by the personal sense atfves of that type of personnel. In
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my case | attend to the relationship between théeve in the shop floor and the object.
Since the design of work in the analysed enterprmssitions the workers outside the
possibility to influence the object of the activitiieir personal senses of motives cannot
influence the forming of the object. However thapguce images of the object, yet
limited by working in accordance with the conditoshaped by other colleagues’
(managers’) decisions. So they elaborate the intdgthe object through what they
experience in their tasks, mediated by knowledgk @actices also developed through
other activities. This has implication for the eggment of the workers and influence
the type of learning needs felt in the working pices, for the older workers have a
restricted view on the object of the activity.

10.1.3 The issue of the gender/sexuality of the str  ategies of production

The last contribution of my study is about the ga/skxual (see note 106) issue,
discussed below in section 10.5. As | have argogd CHAT influenced perspective
has led me to notice in the empirical work the ediéhces in the sense making of
working and learning between the female and maderolorkers, as related to the
activities carried outside their workplaces, initHamilies and spare time. From my
study it emerges the relevance of these activitiesediating the sense making of the
female older workers in particular. This initialparation is unique among the CHAT
studies on workplace learning, which have not higttéd the gender or sexual issue
(Edwards 2010; Guile 2012; Sawchuk 2012). The CHAduses on object-oriented
activity and my emphasis on the image of the objeediated by knowledge and
practices elaborated through other activities, hake potential to anchor the
gender/sexual issue exploration to the culturaehisal activities carried out by people,
mediated by their different bodies and experienglesut the world. This is very
different from the standard approach of referriogategories as men and women only,
leaving other categories unquestioned, as the @ated work organization and labour
process and the relationship of these ones withatimtal learning. Now, further
thought has to be developed to integrate my CHAMuemced perspective and the
feminist stance to study the subjectivity in voeaél learning. This should serve the
goal of taking into account of the fact that femaed male older workers are

responsible for different activities in their liveseven if under an ongoing
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sexual/gendered transformations (Halberstam 2@t2) this mediates their engagement
in other activities as working in the shop floorimalustrial enterprises.

To conclude this summary of the main contributiprsvided by my thesis, | claim that
this latter is very different from other studiestire field of workplace learning which
adopt the concept of disposition, too narrow tdude the personal relationship which
the current job or profession and to notice thatwlay in which workers relate to their
tasks develop through the experiences they makehaenpersonal senses they elaborate
about these. My study is also different from th&reen the situated perspective which
focus on the settings of work as pivotal for thertes for learning. The two case
studies show how the strategies of production,rateded work organization and labour
process, offer the meanings and senses to fealgedgor resistant to get involved in
the activity, and not only conditions and opportigsi for learning. This means that the
relationship between workplace and learning are ¢i®ect than what emerges in other
studies, so that even when the first has featuoégavourable to vocational learning,
workers can get involved and engaged in vocatideaining as well, despite the
negative conditions of work.

| now report in more details the comparison betwtdenfindings from my two case
studies and then discuss the age and gender/siesuak which have surfaced in my

analysis under a new light compared to the stanajgpdoaches.

10.2 Strategies of production and older workers’ en  gagement

These two case studies show that the older womkens/iewed present relations present
to their work tasks as intrinsically linked to tfeatures of the labour process and work
organization, associated with each of the two abogationed strategies of production,
mass production and flexible specialization. Altbbuthese relations appear to be
shaped by the materiality of the production andrélated organization, they have
partially different outcomes for the single oldeorkers, for subjectivities intervene to
give different personal sense to the apparentlyesaituations and hence different
personal sense of the engagement. First | repoth@common characteristics of the
engagement of the older workers working in the sdima which highlight the
differences between the two case studies, whenetteisub-section 10.3 | refer to the

subjective differences in the engagement amongoltier workers in the same firm.
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However these subjective differences are appea@asg circumscribed by the
characteristics of the materiality of the productend its related organization and the

possibilities of making sense of these.

The older workers in the mass production firm Ed emgaged in their tasks, despite the
fragmentation of their tasks due to the work predessed on the assembly line. This
occurs because they can exercise their engagemtntother aspects of the labour
process and work organization such as the relatwitis the superiors, the other
departments (i.e. quality or maintenance departsh)eand the trade unions. However
professional interrelations are marked by the tgp@roduction. | have named their
engagement as a frustrated engagement, becasseatle of complaints about how the
labour process is organized, the relations withntamagement and the preoccupation
with producing low quality parts (see Chapter Ejgfthis critical stance appears as
related to previous work experiences in which th#eo workers have internalized
motives for producing quality and working in centavays, unlike what they are finding
in E1.

Their engagement is different from that of the olderkers in the firm E2 which
approaches the ideal type of flexible specializatia this case, the nature of the labour
process seems engaging per se, because it regofessional competence such as the
one of welder, turner, milling machine operatore3é skills require a more complex
awareness than that needed on the assembly lieew@itkers are continuously engaged
to obtain the expected outcome of their work, beeathe labour process has to be
adapted to the variability of conditions of worle(imaterial or design). This emerges in
the interviews as associated with their profesdiomarests and identity which have
been developing and forming all along their lifeotigh the involvement in professional
working practices. They are aware of their richf@ssional experience and, now, at the
end of their career, they want to make sense ofpssing their acquired knowledge to

their colleagues. These workers show a positivagaagent.

These two types of engagement, frustrated (negaitivel and professional identity-
related (positive) in E2, appear as different beeanf their relation with the object of
the industrial activity. The strategy of the flebalspecialization, with its characteristic
centrality of the machine tools, enables an imntediengagement with the job,

requiring the mediation of the practical and th&éoa¢ knowledge of the workers,
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knowledge which has acquired a personal senseh®rworkers (the passion for
mechanics) and provides professional identity (il @awelder”). Whereas in the case of
E1l few skills are needed: this implies less chakennterests and passion for the tasks
that older workers perform, therefore less releeafac them about what they do and
less personal sense attached to their jobs. Ther @ldrkers interviewed create their
own narrative to find a personal sense and becongaged. They obtain this by
imagining how things should be done in E1. This lmigorrespond to an idealized
image of strategy of mass production supported bgtwhey had come to know in

previous workplaces or other social contexts.

In Chapter Eight | discuss how previous workingengnces can be used by workers as
a comparative term to image how the workplace degdion in which they are
currently working could work differently. In the @ perspective, these workers have
internalized a motive and personal sense for dainmdustrial production organized in
a more innovative and collaborative working envimamt. Accordingly, they are acting
having a tension towards transforming the curreotkplace and they are willing to
learn for this purpose. In other words, for theeoldvorkers interviewed, the poor
organization of work and labour process, compacetheir imagining of how these
should be organized instead, become a stimulushfm to attempt to transform the

activity in which they are working.

This research shows that the work organization thecentre of workers’ complaints,
especially in company E1, but this discontent priengetions to improve it and does
not negatively affect the motivational aspect ofatonal learning, on the contrary, it

could give rise to motives for the latter.

Indeed, they would like to be more involved in {®cess of enhancing the labour
process and the work climate. In the research d@rges that the transforming practices
of the older workers who were interviewed are leditby their positions in the

organization and by the strategic view of the managnt. This research does not
investigate this, but clearly, with respect to thlder workers more engaged in the
transformation of the activity, the strategic vieiwhe whole management, and not only

that of the Human Resources, emerges as crudiatissue of workers’ development.

| now turn to the variability of the work and learg engagement among the older

workers interviewed in the same firm.
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10.3 Subijectivities as making sense of the activiti  es and learning

As | highlight in section 10.2, the two case stsdieesent a pattern of personal senses
about the two distinct activities homogeneous witthie two groups of older workers.
Nevertheless, since the mix of experiences can growmss life (see section 4.4),
differentiation among older workers occurs to aaiarextent within a similar context
of activities and mediational artefacts. This isawisurfaces, especially within the
enterprise E1, approximating the mass productioatesyy, while in the case of the
enterprise E2 the subjective differences amongolder workers are much fewer. |
offer an interpretation of this in what follows,al@g with the most significant cases
among the older workers interviewed, those which ba paradigmatic examples of

subjective differences in the same work situation.

The analysis of the data discussed in Chapters Bigth Nine shows that older workers
have a long experience of working activities anbeotactivities. Yet for the older
workers in company E1 — characterized by mass ptadu- the working experiences
are discontinuous and with some retrocession, ternpatvhich reflects the difficulties of
this type of strategy in western developed cousitridthese workers are still waiting to
achieve what they expect in their working livesr Bome of them, their past working
experiences are interpreted as being better tharcdirent ones, and for others the
progress is slow or with some improvements and s@roesening. None of them
mention retirement, all of them would like to seeng significant improvements in their
working lives in the company E1. For this senseexbectation and hope these older
workers are willing to learn what they think wouklipport their professional

development and the development of the activity.

With reference to vocational learning, the differes among older workers in E1
emerge in their working experiences and the petsserase they make of what they

have done and are doing in their working lives.

Ms B has worked in various workplaces and thosgipus work experiences have had
an important influence on her subjective ways ofstdering working in E1. According
to her account, she has internalized motives sgchiraing at improving quality and
organization of work. Ms B has decided to fighirtgporove E1’'s conditions of work by

becoming trade union delegate, motivated by whatlsad learned in the past work
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experiences and by the comparison between thequeworkplaces and the current

one.

Ms A has good memories of the first twenty yeardi@f occupational life in E1 where
she might have internalized the interest in pradgicjuality. This personal sense for the
motive of quality makes her positive about her saskiming at quality, despite the
present contradictions in E1 about the importanfcéhis. Ms A seems moved by a
different personal sense of this motive from tHatls B. She is interested in the whole
activity of E1, as is Ms B, but with a more manageslant. She might have

internalized this interest in other contexts aniviies'**

Hence, both Ms A and Ms B seem moved by the matiienproving the organization
of the production in E1 to achieve quality in theduction, but Ms A from the stance
of a person who wants to make a career and fuléf Individual desire of
entrepreneurship, while Ms B has chosen to actaake tunion delegate, hence with a
more collective slant. These different personakesrof management of work and its
organization observed in Ms A and Ms B orient Mst@ self-organizing learning
opportunities, whereas in the case of Ms B | notgaae-unionist concern about

vocational learning in E1.

In sum, in the cases of Ms A and Ms B we can see ti® same motive can be
interpreted in personalized ways, that is, as pdimut by Leontiev (section 3.4),
motives hold personal senses. At the same timecamesee how the subjectivities of
these two older workers, grounded in the partiocgpatin transformative collective
material activities (section 3.5), can differerdisthe personal relations with the objects

of the activities.

However, despite the differences in the personadese of the motives which orient the
older workers interviewed in E1, these are circuthsd by the characteristics of the
strategy of production based on mass productiortiviel® are about the management of
the production and its quality, and much less abloaitinterest in a profession with its
related fund of skills and knowledge, and the dewelent of a professional identity.

Conversely, the latter is characteristic of whatave found in the analysis of the

1%4 More recently | have learned that Ms A’s family mevsome flats in Turin and that she has tried to
develop a business with her husband. So it is blessiat she has grown up attending activities rddwe
managerial motives, thus internalizing motives tedlato running businesses. As reported in Chapter
Eight, she is an operator in charge of an assetintdy
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interviews of the older workers in the enterpris® Bpproximating to the strategy of

production of flexible specialization. These eletsenthe professional knowledge and
identity — mark all the workers in this enterprisendering the differences among them
less prominent. All of them appear as passionabeitaine very professional content of
their jobs and willing to pass it to other youngmileagues. Even when there are
similarities between workers belonging to the twmalgsed firms, the salience of

professional knowledge in providing professionaitity emerge as a strong element in

in the case of enterprise E2 compared to the ather

For example, Mr C from enterprise E2 is similaMs B from enterprise E1. They both
have pleasant memories of a previous workplaceritbesl as more open, with more
chance of dialogue with managers and more oppdesnio be appreciated for their
work. Mr C - as Ms B — acts as a stakeholder of dompany and works with
responsibility. However, despite this feeling ofmet and missing the old workplace
where he worked for thirty-three years (section.19,3 he shows an evident
identification with the current company, reachihg point of imagining himself retired
and passing by the plant, thinking of all the knealge accumulated and left there. This
affection is shown by the other older workers to@mnterprise E2, making it difficult to
find subjective differences relevant for the isstigocational learning in this firm.

This study shows that when activities are organaemind a very different object of
activity, it is possible to find an evident diffeie in term of motives internalized by
workers and arousing their working practices. Ewvemen workers show different
personal senses for those motives and hence tbeking and learning practices can be
different, it is possible to appreciate in these $pecificity of the context in which they

develop.

I now turn attention to some of the issues of agkgrowing old.

10.4 Growing old and making sense of the working ex  periences

In a standard approach to the phenomenon of theattemdance of older workers in
vocational learning, old age is considered to be @fnexplanatory factors of the decline
of participation. In this perspective ageing isrs@s a natural process bringing with it
weakening mental capacities such as informatiocgssing, and disengagement from

active life (Chapter Two). This research reachescibnclusion that age can reflect the
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accumulation of experiences, but not the typesxpiesences or the personal senses
attached to these. Hence old age cannot be azatodiof attitud& towards vocational

learning.

In the case studies presented in this researchgldee workers in company E2 look to
be less prone to vocational learning, while thosekimg in the company E1 seem much
more interested in learning for work. In a tradiab way of analysing these findings,
the first ones could be interpreted as the typaddér workers showing resistance to

changes because of their age, while the latterdvoat fit that cliché.

Yet, as discussed in Chapter Eight and Nine, tlifsrdnce of attitude is linked to the
objects of activities and the personal senses wigdiie works these older workers do
in those two activities, in company E1 and in comp&2. The older workers in
company E2 have the clear perspective of retireraedtwith this a feeling of personal
achievement and fulfilment, because they have leaegaged with an object of activity
which has required the development of skills anovigled personal senses. So, after
some decades of work, they have now achieved mdeed satisfaction and are ready to
retire, even if they would need to carry on in maksense of their working life by
passing their knowledge to their younger colleagiwasst of the older workers in E1
(with a partial exclusion of Ms D, happy about mafher professional life in E1) are in
a diverse life position. As mentioned above, thiy lsave expectations, as they have
not been able to achieve what they would like toiexe. For this sense of expectation
and hope these older workers are willing to lealatthey think would support their
professional development and the development chc¢higity.

In sum, the older workers’ needs and motives fariag appear as being connected to
the types of activities they have been particigatmhitherto, and the current activities
in which they are involved. Past experiences plagla in that: they can be sources of
meanings and personal senses, and these orienbldbe workers about learning

activities.

This means that the generalization that older wsrkequire special support and
incentives to participate in vocational learningpund in the EU documents — needs to

be better specified (section 2.6). Older workergehage in common, but what this

195 Attitude is intended to be seen in the CHAT serbkat is, as developed through transformative
collective material practices.
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represents can be different among them. When wstican the analysis using a CHAT
influenced perspective, the dimension of age candade away and other issues can
emerge, as the contradictions in strategies ofymtbah and their role in the processes

of personal making sense, prompting desire for gastand motives for learning.

10.5 Female and male older workers: differences in mediating activities

The comparison between the two case studies alsaleea sexual/gender8fiaspect:
the large majority of workers on the shop floorEdf are women, whereas all workers
on the shop floor in E2 are men. Although the statdsociological studies would
interpret this situation as sectoral gender sedgi@myavith potential implications for
skills (under)utilization (Bettio and Verashchagi®@09, 52), the theoretical approach
adopted in this research and its focus on motigesdcational learning suggests i) an
investigation of the implications for skills devploent, and not only skills utilization
and ii) a more fundamental questioning about tixeaégendered features of who have

designed the strategies of production.

In Chapter Nine | noted how in the narratives & tider workers interviewed in the
enterprise E2, economic family responsibilities aadient in order to interpret their
engagement at work and willingness to be activeh&ir professional development
(section 9.4). The men’s family role as breadwinsestill important and recognized in
the literature as one of the factors of occupatiagender segregation (ibid., 45).
However, in my study the motive for providing incerand wellbeing for their families
acts as a reinforcement of work and learning engagé The passion for mechanics,
which can unfold in that specific industrial actiyiemerges as the prominent motive
for work and learning engagement, the one whichelsyworkers to go to work with a

certain good spirit.

The reference to economic family responsibility glaet surface in the narratives of the
women older workers in enterprise E1, but concaresabout the working time and the

work-life balance issue, another typical factor aafcupational gender segregation,

19| adopt the ‘sexual/gendered’ locution, to take iaccount the two fundamentally different feminist
approaches. The first is the theory of sexuakdiffice, where the emphasis is on the differenceclest

the sexes as bodies with their different reprodediinctions. Gender is part of the vocabulary ted

in the context of the social constructivist feminikeory, where the emphasis is on how we become
women and men through the social reproduction efjuralities. It would be interesting to think about
how CHAT could reconciliate these two stances thioits focus on the single development between
persons and activities in a cultural-historicalgperctive.
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linked to the current unequal care burden amonglg®sn which prevents women from
prioritising income commitment within their famifigibid., 45). Yet in the case of the
women interviewed, they work in E1 where workingei is rigid. However, the
difficulties in balancing work and life do not stdpese women from becoming engaged
with work and learning in their workplace. Here iBsue is that in this type of work,
shaped by the mass production strategy, therélesdoom for skills development. It is
in this sense that these women suffer from theigapbns of the gender segregation in
term of skills development: they have less chancdetvelop vocational skills because
mass production strategy and its typical labourc@ss - which requires assemblers -
demands few skills. This has been pointed out lop&t too (1999).

Despite the limited chance of skills developmenkéid to the type of production and

strategy, this does not prevent some workers fremgoengaged with their tasks, as
explained above. | note in my analysis in ChapteghEhow domestic and care

activities are taken as a reference for women werte evaluate the labour process in
their workplace (the case of Ms C and Ms B). Timdicates the possibility that the

motives prompting domestic and care activitiestfair families can be used by these
women workers to mediate their workplace practiard make sense of these, and
hence care about their jobs on the shop floor &g thre about their work at home.

In the cases of the male older workers the conmedsi with their hobbies and passions.
Mr G is passionate about ship and aircraft modellian hobby which he reports as

being linked to his job and his interests in givaigpes to things (section 9.3.1.2).

These few examples recall that the female and mciiities outside the industrial

workplaces can be very different. It would be iating to look at how far the fact that
industrial activities are designed mainly by merct{@r 1990; Probert 1999), who are
responsible for domestic works and care givers mask than women, can influence
the range of possibilities of making sense of thosestrial productions by the female
workers, who on the contrary are involved in doneeahd care activities and few of

them in the design of industrial activities.

This point is very important and innovative reseacan be done from this in the future:
how far the typical female activities, with theiewvéloped knowledge and practices,
have shaped industrial activities? How far thisuacglated knowledge inform the

design of strategies of production, with their céemjiy of relationships and challenges?
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So far the female knowledge (skills, values, bsligiractices, personal senses) has
mainly informed the working practices in shop flpas confirmed in the case study of
enterprise E1, and in post-fordist offices (Poyntd®93), with a Ilimited

acknowledgement by the management as emerges émamist studies and my study.

What surfaces from my research is that the issumisonly about differences among
women and men in vocational learning, but actulatiy the different sexual/gendered
cultures mediate the design of business activéres workplaces, thus providing more
or less propitious conditions for the sense malohghe female workers and their

engagement. | will come back to this issue in thalfsection (10.7).

10.6 Implications for EU policies on older workers’ learning

This research draws attention to the richnessewttational learning when the object
and strategy of the activity are experienced witjagement, even if with frustration,
by the older workers. The older workers interviewbithk and judge what occurs in
their workplaces and suggest changes as stakebolfethe enterprise. Yet the
enterprises follow strategies which substantialgglact this interest and desire for
change. This consideration has some implicationghi® EU policies on older workers’

learning.

Here | want to point out that the EU policies, besi being based on an individualistic
and computational approach (section 2.6), appe&retbased on the assumption that
older workers need to be engaged in learning addded in the challenges launched
by the global competition.

This research shows that at least some older weorker already engaged and ready to
contribute to the development of their enterprisdse reasons for the other possible
older workers appearing to be resistant to coniinguwould need an adequate
investigation to engage with their personal sermses subjective ways of living their

jobs.

Taking into account this subjective side — botleagagement and as resistance - and its
contribution to the development of activities woudjuire a profound revision of the
theoretical approach informing the current EU peB¢discussed in section 2.6.

On the basis of this research, the adoption of &Tlhfluenced perspective would

lead to inter-sectorial policies, that is, towangsing the industrial and economic
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policies to support certain strategies of productiather than others, more open to
value the contribution of thoughts and desireshaf personnel, considering them as

stakeholders rather than another kind of resoy(fagsan).

Because, according to CHAT, people develop throafivities, on the basis of this
perspective, EU should frame its narrative ondifgl learning, and more specifically on
continuing vocational learning, with awareness led existing different strategies of
production and market, and their implications foe tmeaningful participation and
engagement of people in productive activities. &rtipular, the EU policies should
promote the strategies of production open to thigéggaation of the personnel to design
the labour process and the work organization, dioly, more importantly, the design of
the object of activities. Expanding on what wasuaryby Engestrom (section 5.2 and
6.4.2), on the basis of my work on the subjectiike ©f activities, | stress that the
strategies of production in the high-modernity {get2.4) should be characterized by
the participation of the personnel in designinggtrategy of production. This would fit
with the space allowed to the self and the subjeatimension in the current western
societies in the extra-working activities. Moreovemwould value the practical and
theoretical knowledge developed by the personnelth@ working practices, as
demonstrated by the Engestrom’s Change Laboratetkiad to innovate organizations.

Beside this stream of studies emphasizing particrgarganizational practices, there is
a long tradition of reflections and practices okemative ways of organizing the
economic activities, dimmed by the hegemonic Idtecapitalism, which would receive
- from this suggested revision of the theoreticarspective shaping the current
European Union policies - more impulse and morelyéinal investigation to

substantiate policies on this.

The next section depicts the issues that have dfan this research which deserve

more investigation.

10.7 Further research activity

Two lines of further research have already emergebe previous section. The first is
about exploring other kinds of subjective relatidnsthe objects of activities, with
special attention to relations of resistance frddeoworkers. The second is to expand

the list of the strategies of production so farniifeed in the sociological-economic
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literature by referring to other types of literawuch as one of feminist works: these
investigate alternative narratives to the neolibeapitalistic ones on the economic
activities and focus on strategies of productioseliaon relations of social creation and

reciprocal recognition of personal knowledge (D&\2009, 8888).

These strategies of production are applied in adases, but they are characterized by
the inherent possibility of giving salience to timeividual contributions to collective
and material activities and by seeing the developinoé people as an aspect of the
development of the activities. This occurs becqeszple are viewed as the authors and
the stakeholders of the activities. In this redeatchas emerged that some older
workers act as stakeholders of their enterprisébpugh the strategy shaping the
activity does not take into consideration theiremest and desire to give their
contribution to the design of the activity. Hentevould be interesting to explore the
learning aspect of economic activities created bgppe (including older workers) to
respond more directly to their own needs and desker example, there are cases of
rural activities set up by people who want to depebrganic production, giving this
social and political meaning and attaching to thesadthy life styles for themselves and
proposing the same to their customers too. In dase, the social value of the
production is a dominant motive and the profit tmraappears to be instrumental (a

condition) for the survival of the activity.

The relation between the social value of the pradaocand the creation of profit was
not the focus of this research. Yet | met instanmfesontradictions between what is
useful for the work of the older workers and thgeobve of creating profit. | have seen,
for example, the neglect of the desire of the olderkers to know the names of the

parts they assembly in the enterprise E1 (secti®2B

This contradiction would be read by some CHAT arghas an instance of the primary
contradiction in the capitalistic activities, theeo between the use value and the
exchange value. Sawchuk deems that it is possiblevestigate learning trajectories

only in the frame of this primary contradiction gobposes to integrate CHAT with the

Use Value Theory (2012). Although the dominancexahange value over use value is
an important issue, my research shows the convemiehan analysis which opens the
black box of the dominance of the exchange value.
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| read that contradiction as the outcome of thgpido of an implicit theoretical vision

influenced by the computational and behaviouralsta which lead the enterprise E1 to
invest mainly on learning in classrooms (sectiof).8.did not read it as the instance of
contradictions between the social aspects of tbdymtion and the aim of keeping the

economic activity profitable.

The exclusive reference of the dominance of thehamnge value over the use value
tends to set the two types of values one agaimesotier, dismissing the fact that both

are useful.

Hence, | propose to keep the object of activityhespivotal element and to investigate
its social value and the personal relation withs.tiihis stance is coherent with the
Leontievian idea that activities respond to cultiatorical needs. In this perspective
the CHAT educational studies can carry out critieglearch on the object of activities
by reading to what extent the objects of activipEsmit the development of older
workers (and all the workers) and how older work@sd again all workers) can
contribute to the development of activities andrtlodjects to respond collectively to
their own needs and desires. Adopting this fram&wthiis research has highlighted the
importance of the type of strategy of productionthwrespect to the chance of

development for people.

Now that this relation has clearly emerged in tidustrial sector in a western context,
further research can expand it both in the directd examining other strategies of

production and other types of personal relatiorth tiese.

These other kinds of strategies of production, thedones already examined in Chapter
Five, should also be analysed from the feminishipoi view, as | pointed out in section
10.5, to see how far the objects of activitiesafsigies of production) have been
emerged by the mediation of different sexual/gesdietultures and their historical
cultural needs. A comparison between the strategigsroduction examined in this
thesis and the ones highlighted above, based dal sweation and recognition, could
contribute to add insights into the personal retathip with the object of activity - as
differentiated between sexes/genders. It is passidt the strategies mentioned in this
section could be mediated by a feminine culture &mol responding more to the
historical-cultural needs of women than those itigaged in this thesis. If this were

confirmed, we could expect a higher positive engage of women in the activities
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organized around strategies based on social creatid recognition, and demonstrate
the relevance of developing activities which inargie the variety of sexual/gendered

cultures.

As it can be noticed, CHAT provides conceptual soable to open up interesting
guestioning on sexual/gendered issues. Howeveodutdcbe interesting to question
CHAT itself from a feminist point of view, in ordéo build a feminist-CHAT approach
coherent with the aim of exploring further how gexual/gendered differences plays a

role in the vocational learning.
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