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ABSTRACT 
 

This action research study explored the learning styles and learning needs of students 

engaged in the vocational field of technical fashion education. The research intention 

was undertaken in order to expand on the existing repertoire of instructional techniques 

and tools for the Garment Construction course (a characteristic of the Vocational 

Education and Training (VET) context), in an effort to better address the learning styles 

and associated learning needs of students. The Felder and Soloman (2003:n.p.) Index of 

Learning Styles (ILS) instrument was used during this study to gain insight into the way 

individuals learn in a vocationally-driven, technical fashion context. The ILS survey 

instrument generated quantitative data and qualitative data that was obtained by means 

of observations and interviews. The data obtained from the multiple-data sources were 

cross-examined to avoid leaping to conclusions and bias whilst processing the 

information. The data revealed that there are adjustments to be made to the current 

methods of teaching and learning practice in order to better address the learning styles 

and learning needs of students participating in the Garment Construction course. 

Furthermore, that an overall balanced teaching and learning style may not be well 

matched to VET of this nature. The findings and recommendations drawn from the data 

on learning styles in a vocationally-driven, technical learning environment assisted in 

developing effective teaching strategies to address students’ learning needs.  
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Chapter 1  

1.1 Introduction 

  
 This chapter contextualises this study, which explores theories and principles 

linked to learning styles by generating primary data that will illuminate the learning 

strengths and needs of a group of students engaged in the vocational field of technical 

fashion education. This research is undertaken in order to expand on the existing 

repertoire of instructional techniques and tools for the Garment Construction course, in 

an effort to facilitate the fullest possible development of individuals’ learning strategies.  

  

 First in this chapter, I clarify why a detailed exploration of the learning styles and 

associated learning needs of students engaged in the vocational field of technical fashion 

education, is required. Then I discuss the theoretical perspective upon which my study 

is based. The purpose of the study is next, followed by the potential benefits and the 

research design. I also provide an outline of the remaining chapters and reveal the 

limitations of the study.  

 

1.2  Statement of the Problem  

 

 Critical reflections on my career as an educator in the vocational and technical 

learning context of fashion design suggests a substantially greater investment on my 

part in the transmission of the learning material, than that displayed by many students 

challenged with the acquisition of this material.  

 

 Hitherto, I have assumed that my personal learning style should be the one 

adopted by the students I teach. This misconception generated an attitude and 

pedagogic repertoire that resulted in me teaching ‘like I would want to be taught’. 

Subsequent critical reflections on my personal teaching style have generated the 
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realization that there may be something unique going on in the mind of each individual 

student and that information received is likely to be processed and understood 

differently by each learner. 

 

 My prior reaction was to interrogate the transmission context - what am I doing 

wrong? Why are these individuals not coping with the work? How is it possible that 

something that seems to come so naturally to me and to other students could be so 

challenging to others?  

 

 Cursory answers to these questions suggest that there appears to be much more 

to teaching effectively then just conveying ‘knowledge’ from one container to another 

(Fox, 1983:152). This is clearly, a project of sustained and detailed reflective practice in 

terms of my responsibility as transmitter of learning material. 

 

1.3 Theoretical underpinning of the study 

 

 

 This study will explore effective teaching and learning practice for the vocational 

field of technical fashion education, drawing on the theoretical framework of learning 

styles. 

 

 Sims and Sims define a learning style as: a characteristic cognitive, affective, and 

 physiological behaviours that serve as relatively stable indicators of how learners 

 perceive, interact with, and respond to the learning environment (Sims & Sims 1995, 

 p.xii). 

 

 The literature suggests that instructional approaches designed with learning 

styles in mind can improve student learning (Hein & Budny, 2000:n.p.; Riding & Sadler-

Smith, 1997:206). Wooldridge (1995:65) concur that a “significant contribution to the 

enhancement of learning can be made by the integration of the findings of learning style 

research into course design and delivery”. 
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 Research shows that students whose learning styles are mismatched to the 

instructors’ style of teaching are likely to be frustrated and to lose interest in the subject 

matter, resulting in poor performance (Felder, 1993:3; Riding & Sadler Smith, 

1997:201). Students, who receive instructions that are congruent with their preferred 

style, perform better and find the learning process more enjoyable (Hein & Budny 

(2000:n.p.). Under the influence of these authors one realises the importance of 

considering different learning styles in the instructional design process.  

 

 Numerous learning style instruments have been developed for the purpose of 

identifying an individual’s learning style preference. Felder and Spurlin (2005:105) 

suggest that the results generated from utilizing learning style models could provide a 

good basis for adapting instructional design and delivery, in an effort to develop tailor-

made instructions that can address students’ learning needs. The Felder and Soloman 

(2003:n.p.) Index of Learning Styles (ILS) instrument was used during this study to gain 

insight into the way individuals learn in a vocationally-driven, technical fashion context. 

The findings and recommendations drawn from the data on learning styles in a 

vocationally-driven, technical teaching and learning environment will provide a set of 

guidelines to assist in developing effective teaching strategies that will address students’ 

learning needs. Through this approach I intend to design instructional approaches that 

will accommodate preferred styles, while addressing less preferred learning styles of 

students in an effort to enable them to reach their full potential as students and 

professionals practicing in vocationally-driven, technical contexts (Felder, 1996:8).  

 

1.4 Purpose of the Study 

 

 

 The research interest is premised on the belief that instructional design that 

incorporates an understanding of learning styles can improve student learning. Such an 

approach to instructional design could assist students challenged with the acquisition of 

the learning material – in this case vocationally-driven, technical fashion knowledge and 

skills - to develop more effective learning strategies that could result in better 

knowledge outcomes.   
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The questions used to focus and guide the research are as follows: 

 

• What adjustments could be made to the current methods of teaching and learning 

practice in order to better address learning styles in vocationally-driven, technical 

fashion education? 

 

• Is there a preferred teaching and learning style for the successful transfer and 

acquisition of technical fashion education knowledge and skills?  

 

Having posed these questions, the research objectives are as follows: 

 

• To develop a deeper understanding of teaching and learning practice for the 

vocational context of technical fashion education through an exploration of the 

theories and principles linked to learning styles. 

 

• To incorporate an understanding of learning styles into instructional design and 

delivery in an effort to address students’ learning needs.   

 

• To establish an effective learning environment that encourages students to become 

strategic and self-directed learners.  

 

1.5 Benefit of the study 

 

 The study has personal value in that it would enable me to gain valuable insight 

into the learning styles and associated learning needs of the students I teach. This insight 

could enable me to critically reflect on and evaluate the effectiveness of my personal 

teaching style and to inform an alternative approach to current teaching and learning 

practice for the vocational context of technical fashion education.   
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  As a knowledgeable educator one could encourage students to become informed 

about their own learning style. Knowledge of personal learning style could enable 

students to better understand their strengths and weaknesses in learning and this could 

naturally lead to the formation of strategies to help them deal with the learning material 

more effectively (Riding and Sadler-Smith, 1997:206).  

 

 Another potential benefit of this study is that it could provide a supportive 

framework for other educators in the vocational field of technical fashion education to 

accommodate the learning styles and needs of their students through their teaching 

practices. 

 

1.6 Research Methodology and design 

 

 Action research was used to explore the learning styles and learning needs of a 

group of first year fashion design students. This methodology is best suited to this study 

because it can potentially improve practice, deepen educators understanding of practice 

and result in the “improvement of the situation in which the practice takes place” 

(Zuber-Skerritt, 1992:10).  

 

 A convenience sampling technique was used to select a sample from the 

population (Welman et al., 2005:69). From the sample population two purposive 

samples were chosen to represent a) those students challenged with the acquisition of 

the learning material; and b) the top achievers. From the research participants both 

quantitative and qualitative data was obtained. To gain an in-depth understanding of the 

learning styles and needs of the research participants and to avoid the bias processing of 

information multiple data collection methods were used (Eisenhardt, 2007:540). These 

include a survey instrument, observations and interviews. Once the information was 

collected univariante descriptive statistics were used to analyse the quantitative data 

generated by the ILS survey instrument (Terre Blance, Durrheim & Painter, 2006:199). 

This type of analysis was used to describe the data in relation to the sample population 

and the purposive samples. Interpretive analysis was used on the qualitative data to 

thoroughly describe the characteristics and behaviour of the students being studied 
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(Terre Blanch et al., 2006:321). This type of analysis was used to extract themes from 

data gathered through observations and interviews (Terre Blanch et al., 2006:323). The 

information obtained from the multiple data sources was cross-examined and thus 

enhanced the reliability and validity of the findings (Bush, 2002:70). 

 

1.7 Outline of the other chapters 

 

 Chapter two focuses on the literature available on learning styles. Here the 

theories and principals linked to learning styles and their application to teaching and 

learning practice are explored. In this chapter more themes are introduced to aid a 

clearer understanding of how knowledge of learning styles can be applied to fashion 

education. These include: learning strategies, self-awareness and meta-cognition, 

teaching strategies and vocational education and training. Chapter three explains the 

approach taken to gather the data in order to gain the information needed to answer the 

research questions. The results from the data collected in Chapter three are analyzed 

and explained in Chapter four. Here all themes that were discovered in the data are 

discussed. Final thoughts are compiled in chapter five to conclude the research, and 

recommendations for teaching and learning practice and further research are made.  

 

 

1.8 Ethical consideration 

 

 Before participants could be recruited to participate in the data collection 

process of the study, permission had to be attained from the Fashion Design College to 

use the first year students as a sample in the research study. Written permission was 

obtained from the Head of the Institute (see Addendum A).  

 

 As a researcher I have an ethical obligation to the individuals participating in my 

research study (Terre Blanch et al., 2006:68). Before students’ could give their 

permission to participate in the research they had to be truthfully informed about the 

purpose of the study (Welman, Kruger & Mitchell, 2005:201). Thus, the potential 

participants received a letter to inform them about the study and to request their 
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participation (Terre Blanch et al., 2006:72).  The letter informed the participants that 

their participation in the study is endured voluntarily and that they could decline to 

participate at any time after the study has commenced. Their participation will not gain 

them favour with the educator nor will their non-participation negatively affect their 

relationship with the educator. The letter students received is included in Addendum B. 

 

 The participants’ right to privacy had to be assured; thus each participant was 

assigned an identification number to conceal their identity (Welman et al., 2005:196). 

 

1.9 Assumptions, Limitations and Scope 

 

 During the participant selection process a pilot study was conducted by means of 

face-to-face interviews to identify individuals with sufficient knowledge about their 

learning behaviour and who would be able to verbalise their feelings and thoughts. 

Thus, it may be assumed that the respondents answered the interview questions 

honestly and to the best of their ability (Welman, Kruger & Mitchell, 2005:148).   

 

 A possible weakness of the study is that two of the three respondents selected to 

represent the top performing students were inconsistent in their performance and 

therefore it cannot unequivocally be said that they were at the top of their class. 

However, the data obtained from the respondent who performed remarkably well and 

consistently so, was the most reliable and best represented an understanding of the 

learning styles and learning needs of a top achiever. Nevertheless the learning styles and 

learning strategies revealed by the other two respondents, were explored to see how 

they vary from the learning styles and strategies employed by the top achieving student. 

Selecting second year students for this study could have avoided the misinterpretation 

of students’ performance, as second years’ abilities would have proved to be more 

evident in their performance.  
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 The research study was conducted at a vocationally-focussed Fashion Design 

College with a convenience sample consisting of first year students, thus the study is 

delimited to this learning environment.  

 

1.10   Conclusion  

 

 In this chapter I have discussed why a detailed exploration of the learning styles 

and associated needs of students engaged in the vocational field of technical fashion 

education is necessary. I have described the theory base that informed my research 

practices and posed the questions that I sought to answer. I explained the potential 

benefits of the study and have briefly described the research methodology and design. 

An outline of the other chapters was provided, followed by a brief discussion on the 

ethical considerations of this study as well as the limitations thereof. 

 

 In the next chapter, chapter two, the current literature available on learning styles 

is reviewed. Here the principles and theories linked to learning styles and their 

application to teaching and learning practice is explored.  
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Chapter 2  

2.1 Introduction 

 

 The key theoretical constructs explored in this study are learning styles and 

teaching and learning practice. The literature review explores principles and theories 

linked to learning styles and their application to teaching and learning practice. This 

exploration may aid a clearer understanding of how knowledge of learning styles can be 

applied to fashion education in an effort to improve students’ learning and development.  

 

 Considering the diverse student population stemming from various cultures, 

communities and ethnicities, one can reasonably assume that students would also learn 

differently (Goodman, 2007:5). Although this is noticeable to some, many educators are 

yet to accept this diversity in learning styles (Sims & Sims, 1995: xi, Uhlik, 2005:1). 

 

 This perceived lack of knowledge around diverse learning styles ignores 

differences among students and fails to recognize the importance of considering 

different learning styles in the instructional design process (Hein & Budyn, 2000:n.p.; 

Riding & Sadler-Smith, 1997:206). This misconception may cause educators to teach in 

their own preferred learning style, thereby addressing the learning needs of only a small 

percentage of students (Felder, 1993:3). Thus, many students may struggle with the 

acquisition of the relevant learning material because of the effects of the mismatch 

slowing down their learning process, resulting in instructors repeating the work (Uhlik, 

2005:2). A constant mismatch between learning style and teaching methods may cause 

students to become inattentive and bored, achieve low grades and lose interest in the 

course and, as a result, drop out or change their course of study. Educators confronted 

by poor academic results may become exceedingly critical of their students and their 

own competence (Felder & Silverman, 1988:674). Consequently, educators may 

mistakenly interpret the natural difference in learning style displayed by their students 

as a learning deficiency (Schroeder, 2004:7).  
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 Considering the potential consequences that a lack of awareness of individual 

learning styles can have on the effectiveness of teaching and learning, one becomes very 

much aware of the crucial part educators play in their students’ learning and 

development. Thus, educators need to reflect more deeply on their responsibilities as 

transmitters of knowledge, and closer attention needs to be paid to how students learn 

(Claxton & Murrell, n.d.:1). Furthermore, a more informed teaching approach can aid 

educators to become more sensitive to the different ways in which students 

comprehend and process new information (Claxton & Murrell, n.d.:ibid). 

 

2.2 Learning styles and learning strategies 

 

 It is important that educators understand their own learning style and how it 

influences the way they teach, as there is a propensity to design and structure the 

instructional approach based on one’s own experiences and learning style (Bichman & 

Sadowski, 2007:15). Thus, both teaching style and learning styles should be taken into 

account during the instructional design process in order to improve the chances of 

reaching all students. Butler (cited in Birchman &  Sadowski, 2007:15) suggests that 

educators should be willing to adapt their instructional approaches to their students’ 

individual learning styles in order to establish a learning environment where students 

can grow.  

 

 According to Boston (cited in Boström & Lassen 2006:186) a learning 

environment adapted to students’ individual learning styles improves motivation and 

encourages the development and use of learning strategies. Even though students 

employ learning strategies when engaged in learning (Brunton& Jordan, 2006:1), these 

strategies may not always be used effectively (Watkins et al., 20101:2). Brunton and 

Jordan (2006:9) claim that this is mainly due to the approach taken being incongruent 

with the individual’s learning style preference.  

 

Boström and Lassen (2006:179) found learning strategies “vary and develop over time”. 

The authors claim that the choice of learning strategy is based on individual learning 
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styles which appear to form part of the various concepts within a learning strategy, 

including note-taking techniques, memory strategies and cognitive and emotional 

strategies. Thus, learning strategies appear to be “based on” and include learning styles 

(Boström & Lassen 2006:186). Ehrman and Oxford (cited in Rautopuro & Väisänen 

2003:n.p.) support these claims by arguing that “learning styles and strategies do not 

function separately from each other, but learning style determines strategy use”.  

 

 Tornberg (cited in Boström&Lassen 2006:182) claims that effective learning 

strategies are based on individuals’ understanding of their learning needs: therefore, 

understanding one’s own learning process is crucial. Watkins et al. (2001:7) suggest that 

“learning about learning” is essential for students, as an understanding of their own 

learning process could enable them to employ appropriate learning strategies in various 

learning situations. Bruton and Jordan (2006:9) found that students who were informed 

about their learning styles could understand their own learning strategies better and 

appeared to be more flexible in their thinking, while they were also able to adjust their 

learning strategies if needed. 

 

 According to Ertmer and Newby (1996:1) the ability to reflect on one’s own 

learning process plays a vital part in the development process of a competent student. 

These reflective thinking skills can enable students to evaluate their learning efforts, 

increase their “awareness of effective learning strategies” and lead to a better 

understanding of how these strategies can be used in various learning situations 

(Ertmer & Newby, 1996:1). Boströn and Lassen (2006:186) concur: “being able to 

recognise and evaluate one’s learning style is a key means of reflecting on one’s own 

thinking process.”  

 

 An understanding of learning styles can also provide students with a “lexicon of 

learning – a language with which to discuss” their perception of, and their preference 

for, learning (Coffield, Moseley, Hall & Ecclestone, 2004:121). These authors found that 

this can be particularly helpful to those lacking in learning confidence, as the 

“acquisition of a new vocabulary, which they can use to describe and explore their own 

behaviour can be an immensely motivating and positive experience and has the 
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potential to help them to reflect and develop their critical thinking “ (Coffield et al., 

2004:ibid).   

 

 Learning style knowledge can therefore offer educators and students a much 

needed focused vocabulary with which they can communicate more productively about 

learning (Coffield et al., 2004:4). Students could then communicate their learning needs 

and aspirations with a knowledgeable tutor who can provide the necessary feedback 

and support (Coffield et al., 2004:121).  

 

2.3 Self- awareness and meta-cognition 

 

 Knowledge of learning styles can provide students with insight into their own 

strengths and weaknesses in learning (Claxton & Murrell, n.d.:2). According to Riding 

and Sadler-Smith (1997:206), enabling students to recognise these strengths and 

weaknesses could make them more aware of their own learning processes and naturally 

lead to the formation of strategies to help them deal with the learning material more 

effectively. This insight can enable students to monitor their learning and employ 

strategies that work to their strengths (Boström & Lassen, 2006:186). In turn, a more 

informed approach could result in better acquisition of the learning material and an 

overall increase in learning outcomes (Coffield, et al., 2004:1).  

 

 Encouraging students to become more informed about their own learning 

processes could increase their self-awareness and potentially enable them to reflect on, 

and question their habitual approaches to learning (Coffield et al., 2004:120).  The idea 

of self-awareness is associated with the term meta-cognition, better explained as “being 

aware of one’s own thoughts and learning processes”, also referred to as “learning how 

to learn” (Bruton & Jordan, 2006:1; Coffield et al., 2004:122).  

 

 Encouraging students to become lifelong learners seems to be the aim here, as 

students who are knowledgeable about their individual strengths and weaknesses are 

likely to be more motivated to learn and develop “learning to learn skills” that underpin 
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lifelong learning (Coffield et al., 2004:1). Thus, teaching approaches that acknowledge 

and incorporate an understanding of learning styles could empower students to become 

lifelong learners through an awareness of their own learning style and strengths 

(Boström & Lassen, 2006:186).  

 

2.4 Teaching strategies and learning styles 

 

 Numerous studies have shown that when teaching strategies are designed to 

address learning styles, individual learning gains can be attained (Arthurs, 2007:7; Hein 

& Budny, 2000:n.p; Smith & Dalton, 2005a: 37; CURVE and University of Ballarat, 

2003:8; Ahmad, Rajuddin & Cartledge, 2008:159). According to Hein & Budny 

(2000:n.p.) students who receive instructions that are congruent with their preferred 

style, perform better and find the learning process more enjoyable, while students 

whose learning styles are mismatched to the instructors’ style of teaching are likely to be 

frustrated and lose interest in the subject matter, resulting in poor performance (Felder, 

1993:3; Riding & Sadler Smith, 1997:201). 

 

 Developing teaching strategies that accommodate a range of different learning 

styles would seem to be a daunting task when considering the diversities among 

students and their different learning styles. However, Arthurs (2007:4) explains that 

most students are capable of using a variety of learning styles. Therefore, constantly 

matching teaching style to the learning styles of all students is unnecessary (Honeyman 

& Miller, 1998:1715; Felder 1993:288). Arthurs (2007:7) suggests that a variety of 

instructional approaches, which address students’ preferred styles at least some of the 

time would be more beneficial. Such an approach to instructional design challenges 

students to “adapt to a variety of methods and styles” and requires them to develop 

“organizing strategies that facilitate different forms of instruction” (Messick, as cited in 

Jonassen & Grabowski, 1993:37). Furthermore, matching learning style to teaching style 

does not prepare students for learning tasks that are inconsistent with their preferred 

style (Sadler-Smith as cited in Coffield et al., 2004:122). 
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 According to Riding & Sadler-Smith (1997:205) presenting the learning material 

in numerous ways could allow students to attend to the appropriate approach, which 

suits their learning style. This enables them to comprehend the learning material more 

effectively.  Robotham (1999:6) also suggests that students should be encouraged to 

develop their less preferred learning style. This can be achieved through mismatching 

teaching method and student learning style to encourage adaptability in understanding 

the learning material across numerous learning environments, thereby facilitating a 

more balanced learning repertoire. Grasha (cited in Coffield, 2004:123) concurs saying, 

“people need to be stretched” and encouraged to try out new learning styles. Felder and 

Spurlin (2005:105) support these claims by arguing that in order for students to 

function effectively in learning and working environments, they need to be able to use 

various learning styles and strategies. Thus, a single type of instruction would be 

ineffective considering the diversity of learning styles displayed by today’s students and 

the demands of their future careers. Montgomery and Groat (1998:1) suggest that 

teaching approaches/styles that integrate a variety of learning strategies could address 

the learning styles of all students. Felder and Spurlin (2005:105) claim that this balanced 

approach to teaching in which all “students are sometimes taught in a manner that 

matches their learning style preference” could compel students to acquire those styles 

they do not yet possess. 

 

2.5 Measuring learning styles 

 

 While some theorists claim that learning styles are “flexibly stable” and can 

therefore be measured, others eschew this notion and prefer to rather focus on the 

context and nature of learning such as motivation and previous experiences (Coffield et 

al., 2004:3).  While some reject the notion of defining and measuring learning styles, 

others reinforce it and argue that assessing an individual’s learning style could increase 

self-awareness and provide a basis for educators to develop a range of teaching and 

learning activities to enhance students’ learning (Coffield et al., 2004:4; Hickcox 

1995:42). The theorists in favour of the learning style approach promote the use of 

learning style assessment instruments, but also warn practitioners against labelling their 
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students, as it may cause them to believe that they are a certain type of learner and 

therefore incapable of learning if the learning material is presented in a way that is 

incongruent to their preferred learning style (Coffield et al, 2004:137). For example, a 

student that labels him- or herself as a visual learner might think that there is no point in 

them listening to a lecture. Thus, it is essential that educators who encourage their 

students to use an assessment instrument should be knowledgeable about learning 

styles and able to provide appropriate information to avoid the misinterpretation of 

learning style assessment results.  

 

 Over 70 learning style instruments have been developed for the purpose of 

assessing individual learning styles (Coffield et al., 2004:1). Most of these instruments 

are non-threatening, as they involve asking users about their learning preferences and 

their perceptions of how they learn and process information (Jonnassen & Grabowski, 

1993:233). Jonnassen and Grabowski (1993:ibid) claim that these self-reporting 

instruments are always a good way to get students to engage in self-reflection practices, 

as it makes “them more aware of themselves as learners and more aware of some of the 

complexities of the learning process.” 

 

 Karagiannidis and Sampson (2004:n.p.) suggest various criteria to consider in 

selecting a suitable learning style assessment instrument.  

 

• The instrument should differentiate students into learning style categories that 

are measurable in the applied setting. For example, if the learning context under 

consideration were vocational technical, which may be considered an active-

visual environment, it would be difficult to measure students’ emotions.  Thus, 

the model of choice should at least have categories that measure visual and 

verbal learning style preferences. 

 

• The instrument should have “a reasonable number of questions in order to be 

time effective”, as respondents might not be willing to commit to completing a 

questionnaire comprising too many questions. 

 



LISOF 

Exploring theories and principles linked to learning styles and their application to 

fashion education 

16 

 

Page 16 

• Another parameter to consider would be the costs involved for everyone who 

will be using the learning style instrument. While some instruments are 

administered at a cost, others are available free of charge.  

 

            Important aspects of an assessment instrument to consider are the effectiveness 

of its measures in terms of the reliability and validity of the results. An instrument could 

be considered reliable if the results can be generalised to other contexts and the same 

results will be produced when used by students from other backgrounds (Coffield et al., 

2004:3). The validity of an instrument has various dimensions of which its face validity 

would “include whether the various test items appear to capture what they set out to 

measure” (Coffield et al., 2004:ibid). 

  

 After considering the above criteria, the Index of Learning Styles (ILS) was 

selected as an appropriate instrument to use for this research project. 

 

 The ILS is one of numerous learning style instruments developed to evaluate an 

individual’s learning style preference. Richard Felder and Lind Silverman formulated 

this learning style assessment model in 1988 to determine the different learning styles 

among engineering students. The insight gained from this experiment provided a 

foundation upon which instructors based their teaching approach in an effort to address 

engineering students' learning needs (Felder & Spurlin, 2005:104). In 1991 Felder in 

collaboration with Barbra Soloman created the first version of the ILS and by 1997 an 

on-line version was available (Felder & Spurlin, 2005:104). Many researchers/educators 

have used the ILS online questionnaire to evaluate the learning style preferences of their 

students (Felder & Spurlin, 2005:111; Visser & Vreken, 2006:102; Zywno, 2003:n.p.). 

Felder and Spurlin (2005:105) claim that utilizing the ILS makes students more aware of 

their own learning style, and inferences can be drawn from the response data by 

educators in instructional design practices in developing appropriate teaching 

strategies.  

 

The ILS model has two categories within each of the following four dimensions:  
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• Active learners are more successful in their learning when something is done 

with the information received, such as applying it, or discussing or explaining it 

to others. They enjoy working in a group, as opposed to more reflective 

learners who would rather work on their own and who learn best when 

processing the information received introspectively.  

• Sensing learners like learning facts and experimenting with the information 

received. They are practical and tend to be careful about the detail of their 

work, as opposed to more intuitive learners who are considered imaginative 

and tend to get bored with repetition and too much detail. These learners prefer 

to discover possibilities and are orientated towards understanding.  

• Visual learners learn more effectively when information is presented to them in 

the form of diagrams and pictures, as opposed to verbal learners who find it 

easier to process information, which was presented verbally or in some text 

format. 

• Sequential learners process information in a linear manner, they have an eye 

for detail and learn in logical steps, as opposed to global learners who are more 

holistic thinkers. They seem to see the big picture and tend to absorb 

information erratically (Felder & Spurlin 2005:103). 

 

 Felder and Soloman (as cited in Willems 2008:1105) explain that the learning 

style categories should not be perceived as one being more favourable than the other, 

but rather that they represent continua to provide the user with a learning styles profile. 

A visual image of a scale comes to mind, representing the continuum with two learning 

style categories on opposite ends of the continua (scale), with results ranging from a 

mild, moderate to a strong preference. A strong preference for one of the categories 

would make the ‘scale’ weigh heavily towards that category, while a mild preference 

would have the scale tilting very slightly to the preferred side. 

 

 Felder and Silverman (1988:675) differentiate between the various dimensions. 

They describe the active and reflective learning style categories as how individuals 

would process information. Sensing and intuitive would relate to how information is 

perceived, while the visual and verbal styles are concerned with the modality in which 
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information is received. The sequential and global domain examines how the 

information received is organised and processed for understanding. This can vary from 

a systematic progression to a more holistic way of processing (Willems, 2008:1106).  

 

2.6 Instructional approaches to address learning styles 

 

 The following section explores individual learning style preferences based on the 

ILS categories and the implications for the instructional design process. Note that 

students in a vocationally-driven technical fashion learning environment are proactively 

involved in activities, which include a lot of visual information and active participation.  

The following section proposes to provide insight into how the current repertoire of 

instructional tools, techniques and activities can be expanded upon in order to develop a 

more balanced approach between teaching style and student learning style. 

 

Active- Reflective 

 

 Individuals with an active learning style preference learn best by doing 

something actively.  Encouraging students to take notes during lectures and 

demonstrations could keep them actively engaged in learning and optimise results, as 

note-taking requires active participation (Fowler & Barker, as cited in Bauer, 2008: 21).  

Schroeder (n.d.:8) suggests an experiential approach to get active learners engaged. 

Small group discussions could also be highly effective to get students actively involved 

in learning (University of North Carolina at Chapel Hill, 2009:n.p.). 

 

 Reflective learners, on the contrary, would benefit from an approach that allows 

time to reflect on and review the learning material (Fielder & Soloman, 2003:1). Thus, 

the reflective learning style could also benefit from note-taking, as reviewing one’s own 

notes was found to increase performance (Fisher & Harris, as cited in Bauer, 2008:21). 

The information presented is also processed more deeply and students need to focus 

more critically when taking notes (Peper & Mayer, as cited in Bauer, 2008:12). 

According to UK Centre for Legal Education (UKCLE) (2011:n.p.) facilitating structured 
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opportunities for reflection through peer1 and self-assessment2 activities also aid 

reflective learning.  

 

Intuitive- Sensing 

 

 According to Cook et al. (2007:80) individuals with a sensing learning style 

preference are likely to benefit from an approach that provides opportunities for 

practical experimentation. These individuals prefer a high level of structure and tend to 

move from practice to theory (Schroeder, n.d.:3). They benefit most from instructions 

accompanied by an example to observe and learning opportunities that enable them to 

connect the information to practical applications in order to “see how it connects to the 

real world” (Felder & Soloman, 2003:2).  

 

Individuals with an intuitive learning style preference, on the other hand, would benefit 

from an approach that focuses on ideas and theories (Felder, 1993:1). They are mostly 

global learners who think holistically (Schroeder, n.d.:3). These individuals prefer open-

ended instructions that allow them to express their creativity, and they tend to move 

from theory to practice (Schroeder, n.d.:ibid). 

 

Visual- Verbal 

 

 Individuals with a visual learning style preference remember best what they see. 

Therefore they would benefit most from learning material presented in the form of 

diagrams, pictures and demonstrations (Birchman & Sadowski, 2007:15). They also 

learn better while reading rather than listening to a lecture, as they can then use their 

imagination to create images in their mind (Rautopuro & Väisänen, 2003:6).  

 

                                                        
1 Peer assessment: “involves students making judgements about the quality of each 

other’s work in relation to agreed criteria”(UKCLE, 2010:n.p.). 
2 Self-assessment: “is a process of formative assessment during which students reflect 

on and evaluate the quality of their work and learning” (Spiller, 2009:3). 
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 Verbal learners, on the other hand, absorb information better when it is conveyed 

to them verbally. They are likely to benefit from discussion, as repeating what they have 

heard by explaining it to others increases their retention of the information (Felder & 

Silverman, 1988:676). This notion is supported by Brown (cited by Arthurs, 2007:4) 

who claims that students “retain only 10-20% of what they hear” while speaking and 

taking part in the lesson can increase the recall of the learning material to 80%. The 

author further adds that adding visual material to an instructional presentation can 

increase retention to about 50%, and adding “doing” can maximise retention of the 

presented material to 97%. Thus, instructional approaches that include both the visual 

and verbal presentation of the learning material could enhance learning, as the retention 

and the recall of the learning material are increased. Verbal learners could also benefit 

from peer teaching, as they will be required to share their knowledge with others. This 

will provide them with the opportunity to review what they have learned by repeating 

the information to fellow students (Diêp, 2009:3). 

 

Sequential- Global 

 

 According to Willems (2008:1107) and Felder & Silverman (1988:676) the 

current traditional educational approaches are designed to address the learning needs 

of sequential learners, but are providing very few learning opportunities for global 

learners. Educational curricula are largely designed to communicate information 

sequentially in a logical progression of complexity (Willems, 2008:1106). Felder and 

Silverman (1988:679) claim that global learners do not learn in a “steady or predictable 

manner” and would sometimes do better attending to the more complex material first. 

Thus, they could benefit from being shown more complex concepts in advance.  

 

 While “sequential learning styles are concerned with a systematic approach to 

learning” (Willems, 2008:1105), global learning involves a holistic approach by looking 

at the big picture first and understanding why the relevance and context of the new 

information is important, as once the defined objectives are put into perspective, a 

global learner will be able to see how the ‘parts fit’ (Fielder & Silverman, 1988:679).  

Therefore a non-linear approach that emphasizes the goal first and then breaks down 
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the big picture into smaller segments could encourage global learning. Willems 

(2008:1107) suggests the use of metaphors and adds that “visual representations are 

ideal for global learners” as it allows for a holistic representation of the learning 

material. Furthermore, stressing important concepts during lectures and 

demonstrations by means of emphasizing words, using headings and pausing during 

reading can be useful to the global learners (Rickards, 1997 cited in Bauer, 2008:20). 

 

2.7 Learning styles and vocational education and training 

 

 It could be argued that the higher education sector primarily focuses on 

providing students with theoretical knowledge while vocational education and training 

(VET) programmes are more practical in nature. Harris (2009:69) suggests that in the 

VET context students learn mainly through hands-on experience and are equipped with 

knowledge and skills for the work place. 

 

 Mitchell et al. (2006:12) claim that the majority of students’ participating in 

vocational education and training (VET) programmes prefer visual information as 

opposed to the textual and verbal presentation of learning material. These students are 

most likely to seek instructional approaches that offer practical examples and 

demonstrations. Typically VET students also learn more successfully through hands-on 

experience and do not favour long theory sessions (Smith & Dalton, 2005a:21). The 

authors suggest that theory sessions be kept to a minimum and be followed by practice 

directly thereafter to keep students interested and to enhance student learning. In 

addition it would be sensible to occasionally present practical exercises before theory, 

as some students may require having hands-on experience before theory to understand 

what is required (Smith & Dalton, 2005b:38).  

 

 Some VET students may need time to reflect in order to see how the new learning 

material fits in with what they already know (Smith & Dalton: 2005:28). These students 

are likely to benefit from learning activities that allow time for reflection, which in turn 

could aid the development of improved meta-cognitive skills (Shannon, 2008:18).  The 

author claims that by encouraging students to engage in self-questioning; asking 
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questions such as: “What do I know?”, “What don’t I know?” and “What do I need to 

know?” could increase students’ self-knowledge and as a result also their meta-cognitive 

skills (Shannon, 2008:18).  

 

 According to Smith and Dalton (2005b: 12) VET students are seemingly not self-

directed learners due to insufficient meta-cognitive strategies and are therefore more 

likely to develop strategies for learning in a structured environment.  

 
 In its broadest meaning, ’self-directed learning’ describes a process by which 

 individuals take the initiative, with or without the assistance of others, in diagnosing 

 their learning needs, formulating learning goals, identify human and  material resources 

 for learning, choosing and implement appropriate learning strategies, and evaluating 

 learning outcomes (Knowles, 1975:18). 

 

 Students with insufficient meta-cognitive skills do not typically set goals, plan 

accordingly, monitor their own progress or evaluate their performance during learning 

tasks and are therefore, less likely to adjust their learning strategies as required 

(Ormand, 2008:n.p.).  

 

Shannon (2008:26) suggests that students should be encouraged to try new strategies in 

order to explore how they learn best, which in turn could aid them to develop into self-

directed learners. Smith and Dalton (2005a:27) claim that self-directed learning is 

easier to achieve during practical learning tasks, as once students are engaged with a 

practical task they are more likely to intuitively understand what to do. Students would 

also be able to monitor their learning more effectively, as they could experiment with 

the learning material to see which efforts were more successful (Smith & Dalton, 

2005a:ibid).  

 

2.8 Conclusion  

 

 The theories and principles linked to learning styles considered relevant to this 

research study, as well as the implications for their application to fashion education and 
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the adoption of effective teaching and learning strategies have been discussed and 

elaborated on.  

 

 A clearer understanding of how learning style knowledge can be applied to 

teaching and learning practice for the vocational context of technical fashion education 

has been gained and aims to serve as a basis for designing a learning environment that 

facilitates the development of effective teaching and learning practice. 

 

 The knowledge gained from the literature can be put to practice to inform a 

balanced approach between teaching style and students’ learning styles in order to aid 

students to extend beyond their preferences, expanding their learning abilities to 

acquire and retain the learning material more effectively across numerous learning and 

working environments.  
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Chapter 3  

 

3.1 Research methodology and design 

 

 This chapter specifies the research approach taken in the study. Detailed in this 

chapter is the research participant selection process, the methods used to collect and 

analyse data and the validity and trustworthiness of the data gathered.  

 

3.1.1 Philosophical approach 
 

Action research can be described as the repeated execution of a research cycle, which 

consists of phases of “planning, acting, observation, reflection on and evaluation of the 

preliminary results” in an informal way (Welman, Kruger & Mitchell, 2005:205). These 

cycles of action and research are concerned with providing a solution for a problem 

situation and have the potential to bring about change in the applied setting (Welman, et 

al, 2005:25).  For this study the planning phase involved targeting the sample 

population through practical tests and projects handed in for assessment in order to 

draw a representative sample. It also involved finding an appropriate survey instrument 

and compiling an observational record form and an interview schedule. For this study 

the acting phase involved the respondents accessing an electronic survey, observing the 

respondents in their natural setting and conducting and recording interviews. The 

observational phase required that the information obtained from the survey instrument, 

observations and interviews, be processed and analysed while looking for correlations 

and dissimilarities in the data. The reflecting phase involved analysing and discussing 

the results and drawing a conclusion.  

 

 According to Zuber-Skerritt (1992:10) action research improves practice, deepens an 

educators understanding of practice and results in the “improvement of the situation in 

which the practice takes place”. Considering that the aim of this study is to modify 

practice for the vocational context of technical fashion education in order to better 

address the learning styles of students, this provides the perfect philosophical approach 

for this research study.  
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In order to inform an alternative approach to instructional design and delivery, this 

approach provides a way to better understand the learning styles and learning needs of 

the students challenged with the acquisition of the learning material. A deepened 

understanding of these students’ current approaches to learning could reveal why they 

are struggling and how the instructional delivery methods can be modified in order to 

better address their learning needs. Thus, the action research approach provides a way 

of improving practice to enhance the quality of teaching and learning for the vocational 

context of technical fashion education. 

 

3.1.2 Methods 
 

 For the purpose of this study multiple data collection methods were used to 

generate both quantitative and qualitative data. Due to the complex nature of human 

behaviour it was thought necessary to study the selected issue from different angles. 

This multi-method approach, known as triangulation, enables one to compare the 

findings from the various data sources (Bush, 2002:68). Such an approach could lead 

to a refined understanding and could avoid leaping to conclusions and the biased 

processing of information (Eisenhardt, 2007:540). Comparing the findings of various 

data collection methods by means of crosschecking the data could also ensure that 

the findings are both reliable and valid (Bush, 2002:70). 

 

 Quantitative research generates data in the form of numbers and the data is used 

to “make broad and generalised comparisons” (Terre Blanche, Durrheim & Painter, 

2006:47).  Qualitative research on the other hand generates data in the form of 

spoken or written language and allows for in-depth and detailed exploration of the 

information emerging from the data (Terre Blanche, et al., 2005:47).  

 

  

 Quantitative data was generated for this study through the use of a survey 

instrument and qualitative data through observations and interviews. Qualitative 

data generated by the interviews were used to crosscheck the observational findings 
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and unpack the true meaning of the quantitative data obtained by the survey 

instrument.  

 

The various methods include: 

  

• Survey Instrument 

 

The Felder & Soloman Index of Learning Style Questionnaire (ILS) was used to 

generate quantitative data. The ILS was chosen as it is considered an appropriate 

and reliable instrument to use for this study as it has been internally validated 

with a Cronbach’s alpha coefficient of 0.55 to 0.76  (Zywno, 2003:n.p.). 

Furthermore the ILS differentiates students into learning styles categories that 

are measurable in a vocational context of technical fashion education and also 

offers guidelines for the adaptation of instructional design and delivery methods. 

The ILS is also available free-of-charge and is easily accessible online at: 

[http://www.engr.ncsu.edu/learningstyles/Ilswed.html]. 

 

• Observations 

 

In order to gain a clearer understanding of the subject, direct observations were 

carried out in a non-intrusive way. The respondents were observed in their 

natural learning environment with no disturbance by the observer during 

observation periods. Students were informed that they were being observed. 

Although this may cause students to behave differently, it eliminates the 

possibility of deception (Norton, 2009:107). According to Norton (2009:107) 

observations in an educational setting is “the very nature of teaching and 

learning”, as students are usually being observed as a way of monitoring their 

learning and development and should therefore not be perceived as a problem. 

 

• Interviews 
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In-depth interviews were conducted to gain a deeper understanding of each 

individual respondent’s learning style and to unpack the true meaning of the 

quantitative data obtained from the ILS on-line survey. The interviews were done 

on a one-on-one basis and the respondents were given the opportunity to speak 

freely about their current learning approaches in various learning environments 

and past learning experiences.  

 

3.2 Sampling 

  

 The defined population included all first year fashion design students studying at 

a fashion design college in the Western Cape. The sampling decision was premised on 

the assumption that the results of this research study could be more beneficial to first 

year students. Problems can still be addressed and could prevent students from 

dropping out at the end of their first year of study, due to a lack of support and 

understanding of their individual learning needs.  

 

 The purposive sample was selected using non-probability sampling by means of a 

convenience sampling technique. This method of non-probability sampling was chosen 

as it enabled me to sample within my immediate working environment (Terre Blance, 

Durrheim & Painter, 2006:139).  

 

3.3 Research participants 

 

 Ethically, considering that the researcher is the course facilitator and thus 

students could have felt pressured to participate in the study, students’ participation in 

the study had to be endured voluntarily, and they could decline to participate after the 

study has commenced (Terre Blanch et al., 2006:72). Students’ had to be informed that 

their non-participation would not negatively influence the teacher-student 

relationship nor will their participation in the study gain them favour with the 

educator. Thus, to eliminate any misperceptions the potential participants were 

provided with a letter to inform them about the purpose of the study to request their 
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participation in the data collection process. Addendum B shows the letter students 

received.  

  

 The sample population totalled 69 first year fashion design students. Although 

“informed consent” was obtained from 75 first year students some students were 

excluded due to being unreliable in terms of poor attendance and late or no work 

submissions (Welman et al., 2005:201). .  

 

  For the purpose of this study the first year sample population was targeted 

through practical tests and projects handed in for assessment. A purposive sample was 

then attained representing 12 respondents challenged with the acquisition of the 

relevant learning material, and 12 respondents representing the top achievers. Each 

respondent was assigned an identification number to conceal their identity and thus 

anonymity was ensured (Welman et al., 2005:196). 

 

 Due to time constraints a more manageable sample size was selected by means of 

a pilot study in the form of interviews. Face-to-face interviews were conducted in order 

to identify individuals with sufficient knowledge about their learning behaviour and 

who would be able to verbalise their feelings and thoughts.  

 

 The smaller sample size totalled 6 respondents of which 3 represented the 

students challenged with the acquisition of the learning material and 3 representing 

the top achievers. In-depth interviews were conducted and these respondents were 

encouraged to speak freely and respond in their own unique way (Welman, et al, 

2005:199).  

 

 

 

3.4 Data collection 
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 Information had to be captured in order for it to be analysed at a later stage. The 

confidentiality and safeguarding of the data collected was maintained throughout the 

study (Babbie & Mouton, 2001:523).  

 

• Survey Instrument 

 

To encourage an awareness of personal learning style the entire sample 

population of 69 fashion design students were required to access and complete 

the ILS on-line survey in order to determine their learning style preference.  

  

The ILS questionnaire comprises 44 statement items. Respondents were 

required to choose one of the two possible responses provided. Results are then 

presented in four dimensions, each representing a learning preference on 

opposite ends of the continuum, namely: active-reflective, sensing-intuitive, 

visual-verbal and sequential-global. Each dimension consists of 12 elements 

indicating a preference of mild, moderate, or strong for one of the learning style 

categories (Felder & Soloman, 2003:n.p.). Each student’s results were collected 

in order to gain the relevant quantitative data needed. Addendum C shows an 

example of the ILS on-line score sheet students received. 

 

• Observations 

 

The purposive sample (of 24 respondents) was observed by means of direct 

observations. The observations were carried out in my immediate working 

environment where I spends approximately eight hours every day teaching 

during a working week. All these hours were potential observation hours in 

which the respondents’ enquiry behaviour, their interaction during a group 

activity and their style of note taking was observed.   

 

An observational record form with predetermined concepts and indicators of 

the behaviours to be observed was used to record observational data (see 

Addendum D). Each concept represented one of the ILS categories and an 
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indicator describes the behaviour being observed. Each description was based 

on a characteristic defined by the ILS of an individual with that learning style 

preference. For example, an active-reflective learning style preference was 

observed during a group activity. The choice of concept and indicator was based 

on Felder and Spurlin’s theory that an individual with an active learning style 

preference enjoys group work and is more likely to actively participate during a 

group activity. (Felder and Spurlin, 2005:103) Thus, on the observational record 

form the concept would be active and the indicator describing the behaviour 

being observed will be ‘the respondent actively participates during a group 

activity’.  

 

To observe a sensing-intuitive learning style preference the respondents’ 

enquiry behaviour was observed with reference to the type of questions and 

how frequently questions were asked. For verbal- visual and sequential- global 

learning style preferences the respondents’ note taking behaviour was 

observed, as it could reveal how information was processed and organised. The 

notes were handed in for further examination to check the content (amount of 

detail, visual and written information), format  (bullet points, orderly or 

unstructured) and what the respondents considered important to record.  

 

• Interviews  

 

Semi-structured, in-depth interviews were conducted with the smaller 

purposive sample of six respondents. An interview guide was compiled in both 

English and Afrikaans (see Addendum E and F). The guide consisted of a list of 

questions to be covered and a blank ILS answer sheet, which was used to 

explain the meaning of ILS results to the respondents. To ensure that the 

respondents would be able to communicate effectively they could choose to be 

interviewed in Afrikaans or English, as they would be more likely to express 

them selves more freely in their first language.  
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The interview questions were open-ended in order to gain a rich picture of all 

that the students challenged with the acquisition of the learning material and 

the top achievers had to share. Caution was taken to remain objective 

throughout the interviews, as research bias could have a negative impact on the 

validity and reliability of the findings (Babbie & Mouton, 2001:237).  

 

A voice recorder was used to capture the conversations in order for it to be 

transcribed and analyzed later. The reason for the recording was explained to 

each interviewee. 

 

3.5 Analysis of data 

 

 Once data has been obtained via the survey instrument, the observations and the 

interview information had to be processed and analysed in order for the results to be 

meaningful. The various themes and patterns that emerged from the data could then be 

extensively analysed by crosschecking the findings from the various data sources below. 

 

 Quantitative Data 

 

 Univariante descriptive statistics were used to analyse the quantitative data 

generated by the ILS survey instrument (Terre Blanch et al., 2006:199). This type of 

analysis was employed to explore and describe the differences and similarities between 

the sample population and the purposive sample and between the two smaller 

purposive samples.  

 

  

 

 

 

 Qualitative Data 
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 Interpretive analysis was used on the qualitative data to thoroughly describe the 

characteristics and behaviour of the students being studied (Terre Blanch et al., 

2006:321). This type of analysis was used to extract themes from data gathered through 

observations and interviews (Terre Blanch et al., 2006:323).  

 

 Analysing the observation data involved that the information obtained by means 

of an observational record sheet be reviewed and converted into “write-ups” 

immediately after observations to ensure that any detail that was not included in the 

field notes would be added (Welman, et al, 2005:211). The observational data from each 

of the respondents were compared and additional comments were written down. 

 

 Once the interviews were recorded they were transcribed for easier analysis. The 

interview data was then read through numerous times and key areas and phrases were 

underlined. This made it easier to compare responses and recognize repeating patterns 

in the data and to identify common themes (Welman, et al, 2005:212). 

  

3.6 Validity and trustworthiness of data 

 

 Multiple methods of data collection were used in this study and thus enhancing 

trustworthiness of the data (Babbie & Mouton, 2008:277) During the interviews the 

information obtained from the ILS survey instrument and the observations were cross-

examined by probing the inconsistencies between the observational data and the 

respondents’ ILS results. 

 

 To maintain the validation value of the in-depth interviews the respondents were 

asked to indicate on a blank ILS score sheet where on each of the four ILS continuums 

they think they lie (at this stage the theory behind the ILS categories were explained to 

the respondents and the interview had drawn to a close). The six respondents’ ILS on-

line results were then revealed to them and their responses were compared to the 

existing data. This added value to the data because any discrepancies between the 

respondents’ ILS results and their interview responses could be explored.  
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 One should also consider the limitations found in the research. Although the ILS 

instrument has categories measurable in the applied setting and thus as a measure of 

learning styles was useful and proved to provide a good basis for adapting instructional 

design and delivery for Garment Construction VET (Felder & Spurlin, 2005:105). I would 

however like to critique the ILS, as I do not think that the four continua are enough to 

provide full understanding of the complexities of individual learning styles and learning 

needs. Thus, as a researcher my advice to future researchers in this field of learning 

styles in the VET context is to use a second assessment instrument in order to expand 

the continua. One could supplement the ILS with the Gregorc Style Delineator that is 

based on brain hemisphere research and is similar to the Myers-Briggs Type Indicator 

(MBTI) or the Entwistle model that differentiates between a deep and a surface 

approach to learning.  

 

3.7 Conclusion  

 

 An action research approach was chosen for this study due to the context and 

nature of the problem situation. Students were purposefully selected and the 

information needed was obtained through several data collection methods. The 

information obtained from the various data collection sources were cross-examined and 

this enhanced the validity and reliability of the findings (Golafshani, 2003:603). In the 

following chapter I present and discuss the data gathered during the practical research 

period at the fashion design college according to the conditions set in this chapter. 
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Chapter 4  

 

4.1 Introduction 

 

 The learning styles of a group of first year fashion design students were explored 

in this research study to determine what adjustments, if any, can be made to current 

methods of teaching and learning practice, including instructional design strategies (to 

address a range of learning styles for the pedagogic context of technical fashion 

education). The research project was intended to equip me with the knowledge and in-

depth understanding of the learning styles and learning needs of a first-year cohort of 

students participating in a Garment Construction course as part of a vocationally-

focussed diploma type Fashion Design programme.   

 

  This exploration included the use of a learning style assessment instrument, 

direct observations and interviews. Numerical, verbal and observational data was 

obtained and relied upon to present the key findings of this research project and 

address the answers to the research questions. The research results generated by the 

Felder & Soloman (2003:n.p.) Index of Learning Style Questionnaire (ILS) for the sample 

population and purposive sample are presented and described. The results are 

presented in tables and graphs, as text and percentages, to show the distribution of 

responses across the ‘opposing’ learning style categories for each of the four continua of 

the ILS - i.e. either on the one side of the category continuum or on the other. The 

elements range from a strong preference of -11 on the one end of the continuum to a 

strong preference of +11 on the other end of the continuum. A response between -3 to 

+3 is considered ‘ideal’ and indicates that the respondent is well balanced in relation to 

the learning style dimension/preference (see Addendum C). In this chapter we will 

observe whether the learning styles of the most successful students in the Garment 

Construction course reflect ‘balance’ in relation to the categories of the ILS and further, 

whether a balanced learning style is best suited to the existing transfer repertoire (the 

teaching) and acquisition (the learning) of technical fashion education knowledge and 

skills.  
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4.2 Results and Discussion  

 

 Firstly, the Index of Learning Style (ILS) results for the sample population and the 

purposive sample for each of the ILS categories are presented and described. Due to 

some of the purposive sample’s ILS results being significantly similar, I thought it 

necessary to further explore these results. This involved taking a closer look at the 

distribution of the purposive sample ILS responses in the ‘balance’ area of each of the 

ILS continua. These results are presented and described next. The description and 

analysis of the similarities and differences of the ILS results for the sample population 

and purposive sample follows thereafter. Finally, the research findings are presented 

and discussed under subheadings according to the main themes that emerged from the 

ILS data, interviews and direct observations.  

 

4.2.1 Description of ILS results for the sample population and purposive 

sample 

 

Table 1: Distribution of the sample population for the first continuum (active-reflective) 

of the ILS 

 

Active% (-11 to 0) Reflective% (0 to +11) 

87 13 

  

 The results in table 1 indicate a strong skewing towards active learning across 

the sample population. 

 

Table 2: Distribution of the purposive samples for the first continuum (active-

reflective) of the ILS 

 

Purposive sample Active% Reflective% 

Low achievers 83 17 

Top achievers 83 17 
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 The results in table 2, suggest that both the top and the bottom achievers had 

exactly the same distribution for the active and reflective dimensions. Both top and low 

achievers showed a strong skewing towards active learning and a significantly weaker 

preference for reflective learning.  

 

Figure 1: Distribution of the low achiever responses in the ‘balance’ area (indicated 

with a red circle) for the active-reflective continuum of the ILS 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

The results in figure 1 illustrates that 50% of the low achiever responses were situated 

in the ‘balance’ area for the active-reflective continuum of which 83% were positioned 

on the active side and 17% on the reflective side. 

 

 

ACT    11      9      7      5      3      1      1      3      5      7      9     11    REF 
 83%                   17% 

LOW ACHIEVERS 

50505050%%%%    

83% 17% 
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Figure 2: Distribution of the top achiever responses in the ‘balance’ area for the active-

reflective continuum of the ILS 

 

 

 

 

 

 

 

 

 

 

The results in figure 2 shows that 58% of the top achiever responses were situated in 

the ‘balance’ area for the active-reflective continuum of which 71% were positioned on 

the active side and 29% on the reflective side.  

 

 The results in figure 1 and 2 suggest that more top achievers were ‘balanced’ for 

the active-reflective continuum than low achievers. More top achiever responses were 

situated on the reflective side in the ‘balance’ area than low achievers, while more of the 

low achiever responses were positioned on the active side.  

 

Table 3: Distribution of the sample population for the second continuum (sensing-

intuitive) of the ILS 

 

Sensing% (-11 to 0) Intuitive% (0 to +11) 

48 52 

 

 The results in table 3 above indicate a balance between sensing and intuitive 

learning across the sample population. 

 

 

 

 

TOP ACHIEVERS 

ACT    11      9      7      5      3      1      1      3      5      7      9     11    REF 
 83%                   17% 

71% 29% 

58585858%%%%    
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Table 4: Distribution of the purposive samples for the second continuum (sensing- 

intuitive) of the ILS 

 

Purposive sample Sensing% Intuitive% 

Low achievers 67 33 

Top achievers 33 67 

 

 The results in table 4 suggest that the low achievers had a moderate skewing 

towards sensing, while the top achievers had a moderate skewing toward the intuitive 

side. 

 

Figure 3: Distribution of the low achiever responses in the ‘balance’ area for the 

sensing-intuitive continuum of the ILS 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

The results in figure 3 indicates that 58% of the low achiever responses were situated in 

the ‘balance’ area for the sensing-intuitive continuum of which 71% were positioned on 

the sensing side and 29% on the intuitive side. 

 

 

SEN     11      9      7      5      3      1      1      3      5      7      9     11     INT 
 67%                   33% 

LOW ACHIEVERS 

 

58585858%%%%    

71% 29% 
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Figure 4: Distribution of the top achiever responses in the ‘balance’ area for the 

sensing-intuitive continuum of the ILS 

 

 

 

 

 

 

 

 

 

The results in figure 4 shows that 42% of the top achiever responses were situated in 

the ‘balance’ area for the sensing-intuitive continuum of which 20% were positioned on 

the sensing side and 80% on the intuitive side. 

 

 The results in figure 3 and 4 suggest that less top achievers were ‘balanced’ for 

the sensing-intuitive continuum than low achievers. The top achiever responses in the 

‘balance’ area of the sensing-intuitive continuum were mostly situated on intuitive side, 

while the low achiever responses were mostly positioned on the sensing side.  

 

Table 5: Distribution of the sample population for the third continuum (visual-verbal) 

of the ILS 

 

Visual% Verbal% 

90 10 

 

 The results in table 5 above show a very strong skewing towards visual learning 

across the sample population.  

 

 

TOP ACHIEVERS 

SEN     11      9      7      5      3      1      1      3      5      7      9     11     INT 
 33%                    67% 

20% 80% 

42424242%%%%    
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Table 6: Distribution of the purposive samples for the third continuum (visual-verbal) 

of the ILS 

 

 The results in table 6, suggest that both the top and the bottom achievers 

recorded the same distribution for the visual and verbal dimensions, showing a very 

strong skewing towards visual leaning. 

 

Figure 5: Distribution of the low achiever responses in the ‘balance’ area for the visual-

verbal continuum of the ILS 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

The results in figure 5 illustrates that 25% of the low achiever responses were situated 

in the ‘balance’ area for the visual-verbal continuum of which 67% were positioned on 

the visual side and 33% on the verbal side. 

 

Purposive sample Visual % Verbal % 

Low achievers 92 8 

Top achievers 92 8 

VIS      11      9      7      5      3      1      1      3      5      7      9     11     VER 
 92%                    8% 

LOW ACHIEVERS 

 

25252525%%%%    

67% 33% 
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Figure 6: Distribution of the top achiever responses in the ‘balance’ area for the visual-

verbal continuum of the ILS 

 

 

 

 

 

 

 

 

 

 

The results in figure 6 shows that 25% of the top achiever responses were situated in 

the ‘balance’ area for the visual-verbal continuum of which 67% were located on the 

visual side and 33% on the verbal side. 

 

 The results in figure 5 and 6 suggest that the low and top achiever had exactly the 

same distribution of responses in the ‘balance’ area of the visual-verbal continuum. The 

low and top achiever responses in the ‘balance’ area of the visual-verbal continuum also 

had exactly the same distribution to the visual and verbal side. 

 

Table 7: Distribution of the sample population for the fourth continuum (sequential-

global) of the ILS 

 

Sequential% Global% 

51 49 

 

 The results in table 7 indicate a balance between sequential and global learning 

across the sample population. 

 

 

 

 

TOP ACHIEVERS 

VIS     11      9      7      5      3      1      1      3      5      7      9     11      VER 
 92%                    8% 

67% 33% 

25252525%%%%    
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Table 8: Distribution of the purposive sample for the fourth continuum (sequential-

global) of the ILS 

 
 

 The results in table 8, suggest that the low achievers had a strong skewing 

towards sequential learning, while the top achievers showed a strong skewing towards 

global learning. 

 

Figure 7: Distribution of the low achiever responses in the ‘balance’ area for the 

sequential-global continuum of the ILS 

 

 

 

 

 
 

 

 

 

 

 

 

 

The results in figure 7 illustrates that 83% of the low achiever responses were situated 

in the ‘balance’ area for the sequential-global continuum of which 70% were positioned 

on the sequential side and 30% on the global side. 

 

 

 

 

 

 

 

 

 

 

Purposive sample Sequential % Global % 

Low achievers 75 25 

Top achievers 25 75 

SEQ      11      9      7      5      3      1      1      3      5      7      9     11     GLO 
 75%                      25% 

LOW ACHIEVERS 

 

83838383%%%%    

70% 30% 
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Figure 8: Distribution of the top achiever responses in the ‘balance’ area for the 

sequential-global continuum of the ILS 

 

 

 

 

 

 

 

 

 

The results in figure 8 indicates that 92% of the top achiever responses were situated in 

the ‘balance’ area for the sequential-global continuum of which 18% were located on the 

sequential side and 82% on the global side 

 

 The results in figure 7 and 8 suggest that more top achievers were ‘balanced’ for 

the sequential-global continuum than low achievers. The top achiever responses in the 

‘balance’ area of the sequential-global continuum were mostly situated on the global 

side, while the low achiever responses were mainly positioned on the sequential side. 

 

4.2.2 Description and analysis of the similarities between the ILS results 

for the sample population and purposive samples 
 

 The distribution of the sample population for the first continuum (active-

reflective) of the ILS illustrates that 87% of the sample population are active learners 

who prefer to learn by doing something with the information received, while 13% of the 

sample population are reflective learners who prefer to process the information received 

introspectively (see table 1). The distribution of the purposive samples for the first 

continuum (active-reflective) of the ILS shows that 83% of both the students challenged 

with the acquisition of the learning material and top achievers are active learners, while 

TOP ACHIEVERS 

SEQ     11      9      7      5      3      1      1      3      5      7      9     11      GLO 
 25%                      75% 

18% 82% 

92929292%%%%    
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17% of the purposive samples are more successful in their learning when they reflect 

(see table 2).   

 

 At face value then the distribution of the ILS responses for the sample population 

and the purposive samples in relation to the reflective-active continuum are significantly 

similar and the ILS results for the top and bottom achievers appear to be exactly the 

same. However, on closer inspection it was revealed that 50% of the low achievers’ ILS 

results were situated in the ‘balance’ area of the active-reflective continuum of which 

83% were positioned on the active side and 17% on the reflective side (see figure 1). 

Fifty eight percent (58%) of the top achievers’ ILS results were situated in the ‘balance’ 

area of the active-reflective continuum of which 71% were situated on the active side 

and 29% on the reflective side (see figure 2). This shows that there is a difference 

between the low and top achievers in relation to the active-reflective continuum. These 

results are significant as 8% more top achievers had a balanced learning style preference 

for the active-reflective continuum than low achievers.  

 

 The distribution of the sample population for the third continuum (visual-

verbal) of the ILS shows that 90% of the sample population prefers visual information, 

while 10% prefers information to be presented verbally or in a text format (see table 5). 

The distribution of the purposive sample for the third continuum (visual-verbal) of the 

ILS indicates that 92% of both the students challenged with the acquisition of the 

learning material and the top achievers are visual learners while 8% of the purposive 

samples process verbal information more easily (see table 6).  

 

 Here we can see that the distribution of the ILS responses for the sample 

population and the purposive samples are significantly similar in relation to the visual-

verbal continuum and the ILS results for the top and bottom achievers were also exactly 

the same. This was confirmed after a closer inspection of the distribution of the 

purposive samples’ ILS responses in the ‘balance’ area of the visual-verbal continuum. 

The results showed that 25% of both the low and top achievers’ ILS responses were 

situated in the ‘balance’ area of the visual-verbal continuum, of which 67% were situated 

on the visual side and 33% on the verbal side (see figure 5 and 6).   



LISOF 

Exploring theories and principles linked to learning styles and their application to 

fashion education 

45 

 

Page 45 

 

 Based on the ILS results for the visual-verbal continuum we can say that, in 

Vocational Education and Training (VET) in the context of Garment Construction the 

results were non-significant, as we found no difference between the sample population 

and the purposive samples nor in relation to the distributions reflected in the ‘balance 

area’ (-3 to 3) for this continuum. However, while there was again no significant 

difference between the sample population and the purposive samples in relation to the 

active-reflective continuum, the purposive samples results were significant, as there was 

a noticeable difference in the distribution of the ILS responses of the low and top 

achievers in the ‘balance’ area of the active-reflective continuum.    

 

4.2.3 Description and analysis of the differences between the ILS results 

for the total population and purposive samples 

 

 The distribution of the sample population for the second continuum (sensing-

intuitive) of the ILS shows that 48% of the sample population are individuals with a 

sensing learning style preference. According to Felder and Spurlin (2005:103) these 

individuals are practical and like to experiment with the information received and tend 

to be careful about the detail of their work. Fifty two percent (52%) of the sample 

population have an intuitive learning style preference, who according to Felder and 

Spurlin (2005: ibid) are considered imaginative and tend to get bored with repetition 

and too much detail, and are orientated towards the deeper meaning behind a subject 

(see table 3). The distribution of the purposive samples for the second continuum 

(sensing-intuitive) of the ILS indicates that 67% of the low achievers have a sensing 

learning style preference, while 33% are intuitively inclined. Thirty three percent (33%) 

of the top achievers have a sensing learning style preference, while 67% are intuitive 

learners (see table 4).  

 

 Here we can see that the sample population is balanced for the sensing-intuitive 

continuum. This is significantly different from the distribution of the ILS results for the 

purposive samples, which shows that the majority of the low achievers had a sensing 

learning style preference while the top achievers were more likely to be intuitively 
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inclined. On closer inspection of the distribution of the ILS results for the low and top 

achievers in the ‘balance’ area of the sensing-intuitive continuum, more dissimilarities 

became noticeable. The results show that 58% of the low achievers’ ILS results were 

situated in the ‘balance’ area of the sensing-intuitive continuum of which 71% were 

located on the sensing side and 29% on the intuitive side (see figure 3). Forty two 

percent (42%) of the top achievers’ ILS results showed a ‘balance’ learning style for the 

sensing-intuitive continuum of which 20% were situated on the sensing side and 80% on 

the intuitive side (see figure 4). This shows that less top achievers were balanced for the 

sensing-intuitive continuum than low achievers. The top achievers were mostly 

‘balanced’ to the intuitive side, while the low achievers were mostly balanced to the 

sensing side. These results were significant as 16% less top achievers had a ‘balanced’ 

learning style preference for the sensing-intuitive continuum than low achievers. 

 

 The distribution of the sample population for the fourth continuum (sequential-

global) of the ILS shows that 51% of the sample population are sequential learners who 

according to Felder and Spurlin (2005: ibid) process information in a linear manner, 

have an eye for detail and learn in logical steps. Forty nine percent (49%) of the sample 

population are global learners who according to Felder and Spurlin (2005: ibid) are 

more holistic thinkers who see the big picture and tend to absorb information erratically 

(see table 7). The distribution of the purposive samples for the fourth continuum 

(sequential-global) of the ILS illustrates that 75% of the low achievers had a sequential 

learning style preference, while 25% were global learners. Twenty five percent (25%) of 

the top achievers were sequential learners, while 75% had a global learning style 

preference (see table 8).   

 

 From these results we can see that the sample population is balanced for the 

sequential-global continuum. This is significantly different from the distribution of the 

ILS results for the purposive samples, which show that the vast majority of the low 

achievers were sequential learners, while the top achievers were mostly global learners. 

On closer inspection of the distribution of the ILS results of the low and top achievers in 

the ‘balance’ area of the sequential-global continuum more dissimilarities were 

observed. The results show that 83% of the low achievers’ ILS results were situated in 
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the ‘balance’ area of the sequential-global continuum of which 70% were positioned on 

the sequential side and 30% on the global side (see figure 7). Ninety two percent (92%) 

of the top achievers’ ILS results showed a ‘balance’ learning style preference for the 

sequential-global continuum of which, 18% were situated on the sequential side and 

82% on the global side (see figure 8). This shows that more top achievers were balanced 

for the sequential-global continuum than low achievers. The top achievers ILS responses 

in the ‘balance’ area were mostly positioned on the global side of the sequential-global 

continuum, while the low achievers ILS responses were mostly situated on the 

sequential side. These results were significant as 9% more top achievers had a ‘balanced’ 

learning style preference for the sequential-global continuum than low achievers. 

 

 Based on the ILS results for the sensing-intuitive continuum and the sequential-

global continuum we can say that, in Vocational Education and Training (VET) in the 

context of Garment Construction the results were significant, as we found significant 

differences between the sample population and the purposive sample and the low and 

top achievers.  

 

4.2.4 Prevalent themes that emerged from the ILS data, interviews and 

observations 
 

 This section aims to provide the reader with a better understanding of the 

learning styles and associated learning needs of two distinct student cohorts – a) those 

students challenged with the acquisition of the learning material; and b) the top 

achievers. The analysis of the data leads to a set of recommendations designed to 

illuminate what instructional design and delivery methods best suit teaching and 

learning practice for the Garment Construction course. Furthermore, how a better 

understanding of learning styles may impact future methods of pedagogic practice for 

VET of this nature. 

 

 To maintain the validation value of the in-depth interviews, the various learning 

style categories were explained to the respondents, where after each respondent was 

asked to indicate on a blank ILS score sheet where on each of the four ILS continuums 
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they think they lie. The six respondents’ (3 low achievers and 3 top achievers) ILS on-

line results were then revealed to them and their responses were compared to the 

existing data after which any discrepancies could be explored. 

 

4.2.4.1   Effective acquisition and retention of the learning material 
 

 As mentioned earlier in chapter 2, vocationally-driven technical fashion 

education involves a lot of visual information. The material is taught largely through 

modelling practices and verbal explanations as well as practical step-by-step 

instructions that are provided by the facilitator/lecturer and then carried out by the 

students.  

 

4.2.4.1.1 Textual representation of the learning material 

 

 The naturalised context of the Garment Construction course (issuing images and 

texts, modelling the skill set and testing the application thereof) and the associated 

teaching practices would appear to address the learning styles of the vast majority of the 

sample population of who 90% was found to have a preference for visual learning (see 

table 5). Instructional delivery methods in the Garment Construction course, a 

characteristic of the VET context, seldom provide written instructions only as the 

complexity of some of the construction techniques and procedures are difficult to 

describe in a written format. This common-sense teaching practice evidently has 

significant implications for visual learners, as the evidence below reveals. 

 

 The implications of the lack of the textual representation of instructional material 

became clear during the interviews. The students challenged with the acquisition of the 

learning material find it difficult to perceive verbal information if the instructional 

material is not also available to them to read and refer to during verbal instructions. 

This view supports the theory by Rautopuro & Väisänen (2003:6) who claim that visual 

learners learn more successfully while reading rather than listening to a lecture. 

Respondent 11, a low achiever who indicated a moderate preference, for visual learning 
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during her interview, while her ILS results showed a strong preference explained how 

instructions in a text format could assist her in the acquisition of the learning material: 

 

 “I think what will also help me is if I have information on a sheet of notes that I 

 could  refer to while you are speaking. When you are busy explaining it would 

 help me to double-check it by hearing it and reading and then visualising. I like 

 someone to tell it to me while I can also read it, so if I don’t understand it by 

 reading it I have someone to explain it to me.”  

  

 Through interaction with the respondents, it became clear that both the students 

challenged with the acquisition of the learning material and the top achievers are 

predominantly visual learners. The ILS data confirms this as shown in Table 6. This view 

supports the theory of Mitchell et al. (2006:12) who claims that typically VET students 

prefer visual information, as opposed to the verbal presentation of learning material. 

 

Respondent 11, a low achiever reflects this through her response:  

 

 “I like to see things you know, even if it is just a sample already made, just to see 

 how it is done…” 

 

Respondent 8, a top achiever echoes this by replying: 

 

 “Ek is baie visual maar tog ook verbal, maar definitief meer visual” In translation 

 this means: I am very visual but also verbal, but definitely more visual.   

 

 Despite the ILS results for the visual-verbal continuum, during the interviews it 

was revealed that students challenged with the acquisition of the learning material 

require both the visual and textual representation of learning material to increase their 

chances of acquiring and retaining the learning material more effectively. Respondent 

12, a low achiever expressed this through her response: 
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 “Ek hou daarvan om soos ñ prent te hê met feite want, dit help my nie as daar nie 

 n prentjie is nie want, dan weet ek nie wat om te doen nie. As daar net feite is dan 

 weet ek ook nie eintlik wat om te doen nie want, ek kan nie die prentjie sien nie, 

 soos ek hou van albei.” In translation this means: I like to have a picture with 

 facts because, it does not help me if there is no picture, then I do not know what 

 to do. If there are only facts then I also do not know what to do, so I need both.  

 

 It is evident from respondent 12’s response that she requires the picture to 

explain the text in order to understand the instructions. While this suggests a visual 

learning style preference, as it is difficult for her to acquire the information if there is 

only text and no picture, she depends to some extent on the supporting text as a 

necessary scaffold in the acquisition. Respondent 12’s ILS results support these claims.  

Her ILS results showed a mild preference for visual, which implies that she is balanced 

for the visual–verbal continuum. This was confirmed during her interview when she also 

indicated a mild preference for visual learning.  

 

Respondent 2, a low achiever’s ILS results were significantly similar to that of 

respondent 12’s. Her ILS results showed a balanced learning style to the verbal side of 

the visual-verbal continuum. However during her interview she shifted herself to a mild 

preference for visual learning, which suggests that she would be most successful in her 

learning if the instructional material were presented in both visual and verbal format, 

with visual being her main preference.  

 

4.2.4.1.2  Acquiring verbal information 
 

 During their interviews respondents 2 and 12 revealed that they were likely to 

lose concentration when information is only conveyed verbally and therefore, rarely 

remember much of what was said in class. This notion supports the theory of Brown 

(cited by Arthurs, 2007:4) who claims that students “retain only 10-20% of what they 

hear.” Respondent 12 (a low achiever in this course) reflects this through her response: 
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 “Hulle praat en praat en praat en dan sal ek skielik af switch en aan iets anders 

 dink…ek sal nie maklik iets kan onthou wat in die klas gesê was nie.” In 

 translationthis means: They (teachers) just talk and talk and talk and then I will 

 suddenly switch off and think about other things…I do not easily remember 

 things that was said in class. 

 

Respondent 12 went on to explain how she would proceed to acquire the information 

she was unable to obtain from the lesson: 

 

 “Ek sal dan maar wag vir die brief, dit gaan print en die brief dan deur lees om uit 

 te find wat om te doen.”  In translation this means:  I will then wait for the brief, 

 print it and then read through the brief in order to find out what to do. 

 

 It is evident that respondent 12 loses interest in the subject matter due to a 

mismatch between the educator’s style of teaching and her preferred learning style. 

Thus, she is unable to effectively acquire verbal information and consequently seeks the 

instructions in a text format in order to obtain the information she was unable to 

acquire during the lesson. According to Felder and Spurlin (2005:103) information in a 

text format is usually favoured by individuals with a verbal learning style preference. 

This is confirmed by respondent 12’s ILS results, which showed a balanced learning style 

to the visual side of the visual-verbal continuum and implies that she is mostly visual and 

to some extent also favours information to be conveyed verbally or in a text format.  

 

Respondent 2 also finds the acquisition of verbal instructions challenging, as evident 

from her response:  

 

 “Verduidelik vir my hoe ek dit in n situasie kan gebruik. Moenie net vir my die 

 papier aflees nie, dis te moelik… wys vir my hoe om dit in die prakteik te kan 

 gebruik”. In translation this means: Explain to me how I can use it (the 

 information) in a situation. Do not just read from the page, it is too difficult… 

 show me how to use it in practice. 

 



LISOF 

Exploring theories and principles linked to learning styles and their application to 

fashion education 

52 

 

Page 52 

  From respondent 2’s response we can see that she prefers verbal instructions to 

be accompanied by an example to observe, and learning opportunities that enables her 

to connect the information to practical applications. This supports the theory of Felder 

and Soloman (2003:2) who claim that individuals with a sensing learning style 

preference are likely to benefit from teaching practices that establish the context of the 

learning material and relate it to real-world situations.  

 

4.2.4.1.3  Carrying out the construction techniques  
 

 When asked which of the current instructional delivery methods used in the 

Garment Construction course the respondents find most helpful, typical responses were:  

 

 ⇒ Practical demonstrations 

 ⇒ Technical illustrations 

 ⇒ Step-by step examples  

 ⇒ Carrying out the construction techniques.  

 

 This is supported by Birchman and Sadowski (2007:15) who claim that visual 

learners benefit most from learning material presented in the form of diagrams, pictures 

and demonstrations. According to Felder and Spurlin (2005:103) carrying out the 

construction techniques are likely to be favoured by individuals with a sensing learning 

style preference, as they prefer to experiment with the information received. This view 

supports the study performed by Smith and Dalton (2005a:21) who claim that VET 

students typically learn more successfully through hands-on experience.  

 

Respondent 2 (a low achiever), reflects this through her response: 

 

 “ Die tegniese illustraties op die bord help my baie, die voorbeelde help my baie 

 en die feit dat ons n sample maak.” In translation this means: The technical 

 illustrations on the board help me a lot, the examples help me a lot and the fact 

 that we produce a sample.  
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  Respondent 12’s (a low achieving student in this course) ILS results for the 

sensing-intuitive continuum were significantly similar to that of respondent 2. During 

her interview respondent 12 shifted herself from a moderate preference for sensing to a 

strong preference, while respondent 2 moved herself from a strong preference for 

sensing to a moderate preference. The evidence supports the purposive sample’s ILS 

results for the sensing-intuitive continuum, which show that low achievers mostly have a 

sensing learning style preference (see table 4).  Note: respondent 12 and 2’s ILS results 

for the visual-verbal continuum were also significantly similar. 

 

4.2.4.1.4  Learning through repetition 
 

 To achieve satisfactory results in the Garment Construction course students are 

encouraged to practice the construction techniques numerous times. According to 

Felder and Silverman (1988:676) individuals with an intuitive learning style preference 

dislike repetition; therefore, the I thought it pertinent to explore which students’ 

learning strategies (for the Garment Construction course) include the repetition of the 

construction techniques.  

 

 During the interviews it was revealed that respondents 8, 4 and 19 (all top 

achievers) retain information and practice their skills through repetition. However, 

respondent 4 and 19’s willingness to redo the construction techniques seemed to vary, 

as they would redo techniques most of the time but at other times, not at all. As evident 

from respondent 4’s response: 

   

 “Ek is baie perfektionisties as ek nie iets presies kan doen nie sal ek dit die 

 heeltyd oor doen maar tog partykeer nie. In translation this means: I am a 

 perfectionist, if I cannot do something precisely I will redo it the whole time, but 

 then again sometimes not.  

 

 Although respondents 4 and 19 were inconsistent in their performance they 

occasionally did produce work of exceptional quality. Notwithstanding this 

inconsistency in their performances, respondents 4 and 19 are amongst the twelve 



LISOF 

Exploring theories and principles linked to learning styles and their application to 

fashion education 

54 

 

Page 54 

respondents selected in this study to represent the top achievers (as part of a purposive 

sample) but they cannot unequivocally be said to be at the top of their class. Therefore, 

they are not true representatives of the three highest achieving students and will be 

referred to as ‘fluctuating’ top achievers. In contrast, respondent 8 performed 

remarkably well and consistently so and seemed to always be careful about the detail of 

her work, which according to Felder and Silverman (2005:103) is a characteristic of an 

individual with a sensing learning style preference. Respondent 8 would redo 

construction techniques numerous times until she is satisfied: 

 

 “Die invisible zip wat ons gedoen het, ek het die sample seker ses keer 

 oorgedoen. Ek kon dit eers nie reg kry nie maar as gevolg van die repetion het ek 

 dit die eerst keer op my rok reg gekry.” In translation this means: The invisible 

 zip that we did, I redid the sample about six times. At first I could not get it right 

 but due to the repetition I was able to get it right on my dress the first time. 

 

 Respondent 8’s willingness to redo techniques was consistent and therefore she 

always produces work of exceptional quality. Her response reveals that persistence and 

the repetition of the construction techniques are likely to lead to high quality work.  

 

Through repetition students can also gain a better understanding of the learning 

material, as revealed by respondent 19: 

 

  “…daar was baie van die goed wat ek nie regtig verstaan het nie en party keer hoe 

 meer ek dit deur gegaan het, het ek dit begin verstaan.” In translation this means: 

 …there was a lot of the things that I did not really understand and sometimes the 

 more I went through it I eventually understood. 

 

4.2.4.2   ‘Big picture’ to achieve clarity and understanding  
 

 Another significant discovery was made, namely that instructional approaches 

for garment construction should provide more learning opportunities for global 

learning. This can be achieved by employing non-linear instructional approaches, 
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whereby the goal of the learning task is emphasized first and then the bigger picture is 

broken down into smaller segments. This view supports the theory by Fielder and 

Silverman (1988:679) who claim that global learning involves a holistic approach.  

 

 According to Schroeder (n.d.:3) intuitively inclined individuals are usually global 

learners. Respondent 4, a (fluctuating) top achiever’s ILS results supports this claim. Her 

ILS results showed a moderate preference to the intuitive side of the sensing-intuitive 

continuum and a mild preference for global learning. She confirmed this during her 

interview by also indicating a balanced learning style to the global side across the 

sequential-global continuum and a moderate to a mild preference for intuitive learning. 

During her interview respondent 4 revealed that she struggles to study if she does not 

understand the work and would then try and understand the ‘big picture’ first where 

after she would memorise the information. Her response suggests a global learning style 

preference. This view is confirmed by Felder and Silverman (1988:679) who claim that 

global learners achieve clarity of what they are learning by looking at the big picture 

first and understanding why the relevance and context of the new information is 

important. Once the defined objectives are put into perspective, a global learner will be 

able to see how the ‘parts fit’.  Respondent 4’s response supports these claims: 

 

 “Ek sal altyd die groot ding sien en die detail sal vir my soos n drag voel wat ek 

 net moet klaar kry. Die procedure is nie vir my so belanglik nie.” In translation 

 this means: I will always see the big thing and the detail will feel like a drag to me 

 that I just need to get finished. The procedure is not that important to me. 

 

 The learning style and learning strategies adopted by respondent 8 were the most 

reliable and best represent an understanding of the learning styles and associated 

learning needs of a top achiever. Nevertheless the learning styles and learning strategies 

revealed by respondent 4 and 19 (fluctuating top achievers) will be explored to see how 

they vary from the learning styles and strategies employed by respondent 8. 

 

 Respondent 8’s (a top achieving student in this course), ILS results showed a mild 

preference for global learning. However, during her interview she shifted herself to a 
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mild preference for sequential learning, which implies that she is balanced for the 

sequential-global continuum. Respondent 4 and 8’s ILS results were both situated on the 

global side of the sequential-global continuum, while respondent 12, 11 and 2’s (low 

achievers) ILS results were all positioned on the sequential side. This supports the ILS 

results of the purposive samples for the sequential-global continuum, which show that a 

top achiever is more likely to be a global learner, while students challenged with the 

acquisition of the learning material were found to prefer sequential learning (see table 

8).  

 

 An instructional approach that promotes global learning is likely to also benefit 

sequential learners because they sometimes have difficulty seeing the ‘bigger picture’. As 

revealed by respondent 12 (a low achiever): 

 

 “Party keer mis ek die groot picture en dan weet ek nie wat om te doen nie, maar 

 ek weet die feite en ek weet wat om stap vir stap te doen maar ek kan nie groot 

 picture sien nie.” In translation this means: Sometimes I miss the big picture and 

 then I do not know what to do, but I know the facts and know the steps but I 

 cannot see the big picture. 

 

 Respondent 12, 11 and 2, (all low achieving students in this course) indicated a 

mild preference for sequential learning during their interviews, which implies that they 

are all balanced in relation to the sequential-global continuum. Their ILS results ranged 

from a mild to a moderate preference for sequential learning. Respondent 12’s interview 

response supports her ILS results for the sequential-global and sensing-intuitive 

continuum, as evident from her statement:  

 

 “Ek hou van feite en ek hou daarvan om goed stap vir stap te onthou.” In 

translation this means: I like facts and I like to remember things step by step.  

 

 This view is confirmed by the study of Felder and Spurlin (2004:103) who claim 

that sensing learners prefer learning facts and that sequential learners’ process 

information in a linear manner.  
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4.2.4.3  Importance of the deeper meaning of the learning material  
 

 According to Felder & Spurin (2005:103) individuals with an intuitive learning 

style preference are orientated towards the deeper meaning of a subject. Therefore, it 

was thought appropriate that the respondents’ enquiry behaviour be observed. Direct 

observations also included observing the respondents’ styles of note-taking, as this 

could serve as a good indication of how information received is organized and processed 

by the respondents and also illuminates which respondents employ note-taking as a 

deliberate and explicit learning strategy in the Garment Construction course. 

 

  It was observed that respondent 8, a top achiever has good note-taking skills and 

to take notes continually. This observation suggests that respondent 8’s learning 

strategies for the garment construction course explicitly includes note-taking. She was 

observed to rarely ask questions and would occasionally enquire into the finer detail of 

the construction techniques. On the contrary respondent 4, a (fluctuating) top achiever, 

seemed to have difficulty taking notes and rarely did so. She was observed to ask 

questions all the time and required a great deal of guidance from the tutor, as evident 

from her reply: 

 

 “…ek moet dit heeltemal verstaan voor ek sal kan begin. Dis hoekom ek so baie 

vrae vrae heeltyd, want dit frustreer my as ek nie presies weet hoe om dit te doen nie.” 

In translation this means: …I need to understand entirely before I can proceed. That is 

why I ask so many questions all the time because I get frustrated if I do not know exactly 

how to do something. 

 

 It is evident that it is important to respondent 4 to fully understand the 

instructions before she is able to carry out the construction techniques and that she 

achieves clarity of what she is learning through one-on-one interaction with the tutor. 

Respondent 8, a top achiever, was observed to achieve clarity of what she is learning 

with very little guidance from the tutor and revealed that she is orientated towards 
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understanding the deeper meaning of the subject matter, as evident through her 

response: 

 

 “…ek will weet hoekom dit so is en hoekom doen ek dit nou so?” In translation 

this means: …I want to know why it is as it is and why I am doing it like this. 

 

 Respondent 8’s response reveals an intuitive learning styles preference. This 

position is reflected in the theory of Felder and Spurlin (2004:103) who claim that 

individuals with an intuitive learning style are orientated toward “underlying meanings”. 

 

 The evidence suggests that respondents 8 and 4 are both orientated toward 

understanding. However, while respondent 8 has the tendency to enquire into the 

inherent nature of the subject material to inform her understanding of the construction 

techniques, respondent 4 seems to mainly enquire into how construction techniques are 

performed. Respondent 4’s lack of understanding of the techniques suggests that she is 

unable to always successfully acquire the information from the lesson and therefore 

requires a great deal of guidance to facilitate understanding. This suggests that 

respondent 4’s learning strategies for the Garment Construction course mainly involves 

one-on-one interaction with the educator.  

 

 During their interview- after the ILS categories were explained to them, 

respondent 4, (fluctuating) top achiever indicated a moderate preference for intuitive 

learning and this concurred with her ILS results. Respondent 8 (a top achiever in this 

course) shifted herself from a mild preference for intuitive to the other side of the 

sensing-intuitive continuum to a mild preference for sensing. This implies that 

respondent 8 is balanced to the sensing side of the sensing-intuitive continuum. She was 

the only respondent with this result and also the only respondent of the high-achiever 

purposive sample able to consistently produce work of exceptional quality. Based on the 

observations, interview responses and ILS results of respondent 8 - one could say that 

instructional methods for the Garment Construction course do work for a balanced 

learning style on the sensing-intuitive continuum; seeing that this is the learning style 

preference of a successful learner in the Garment Construction course.  
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4.2.4.4   Students may get discouraged if their preferred style of learning 

is not catered for within the learning environment 
 

 Another interesting research finding worth mentioning is the frustration 

respondent 11 (a low achieving student in this course) experiences in a structured 

learning environment where the instructional material is communicated systematically 

in a logical sequence. Her frustration is made evident through her response when asked 

about her experience of tertiary education.  

 

 “I hated maths, I think it was because, I don’t know because of the whole 

structure thing it had to be a certain way and there is no other way to get that answer, 

there was only one way or no way.”  

 

In contrast to her previous response respondent 11 explains why she enjoys art: 

 

 “You could do whatever you want. You could show your creative flair through 

your planning and presentation and that is what I like about it and no one told you that 

it had to be done in a certain way.” 

 

 As with biology, a technically driven fashion-learning environment also requires 

a high level of precision to achieve satisfactory results. This seems to add to respondent 

11’s agitation, as evident from her response about her experience of biology: 

 

 “You had to be really, really be precise with your drawings and everything and I 

just got a bit frustrated because, uhmm…it had to be just so. I mean I like to be precise 

and everything, but not to that extent.” 

 

  Respondent 11 reflects the learning style tendencies of an intuitively inclined 

individual, as supported by Felder and Spurlin (2005:103) who claim that individuals 

with an intuitive learning style preference are prone to be imaginative and to become 

uninterested in repetition and too much detail. Thus, respondent 11 is bound to get 
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discouraged by the intrinsic knowledge structure of the Garment Construction course, 

which requires a high level of precision and the repetition of the construction 

techniques to achieve satisfactory results. The educator-directed3 manner (high level of 

control over content selection, sequencing and pace) whereby learning activities are 

advanced in a VET course like Garment Construction is unlikely to meet respondent 11’s 

expectations, as this structured approach does not offer students much opportunity to 

express their creativity freely. In the Garment Construction course students learn under 

the direction of the tutor by means of a set of instructional resources, which deliver the 

knowledge and skills to be learned within the vocational field of technical fashion 

education.  

 

 What seems evident is that respondent 11’s agitation and loss of interest in the 

subject matter is not necessarily the result of a mismatch between her learning style and 

the educator’s style of teaching, but could to some extent be the result of a miss-match in 

her expectations and the intrinsic nature of the course material. This could account for 

her poor performance in the Garment Construction course, seeing that the intrinsic 

requirement of the course is likely to cause her to become uninterested, which suggests 

that she might be unsuited to the subject. 

 

4.2.4.5   Preference for active learning 
 

 During their interviews all six respondents expressed a preference for active 

learning, as apposed to reflective learning. This supports the ILS results of the purposive 

samples for the active-reflective continuum, which shows that both the students 

challenged with the acquisition of the learning material and the top achievers are 

significantly active learners (see table 2).  

 

                                                        
3 Educator-directed: Students are directed onto a task by means of instructions, which 

introduces and explains the skill to be learned. Students receive guidance when 

practicing the skill and are also encouraged to practice independently, during which 

their progress is monitor and feedback provided to ensure that they are performing the 

techniques correctly. 
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 Respondent 4, a (fluctuating) top achiever, made the comment during her 

interview that she is definitely more successful in her learning if she makes a conscious 

effort to reflect but finds it is easier for her not to as to do so requires additional effort. 

She expressed a mild preference for active learning, which concurred with her ILS on-

line results. Respondent 8, on the other hand, a top achiever indicated a moderate 

preference for active learning, while her ILS results revealed a strong preference. She 

articulated that she considers herself an active learner who does process information 

introspectively. As revealed through her response: 

 

 “Ek sal na die tyd daaroor gaan dink, maar ek is eerder iemand wat aktief besig is 

om te dink terwyl ek doen.” In translation this means: I will go think about it (the 

information) afterwards but I am rather someone who is actively busy thinking while 

doing. 

 

 What seems evident from the above response is that respondent 8 does actively 

engage through reflection during active learning tasks, while respondent 4 is less likely 

to voluntarily reflect on her learning experiences. In opposition to this, respondent 12, a 

low achiever who expressed a moderate preference for active learning does not engage 

in reflective thinking/learning at all. From interaction with respondent 12 it was 

revealed that she employs rote learning when studying for a test. She explained that she 

would repeat the steps numerous times, but would still do poorly, as she did not 

understand the work. Her response to some extent reveals why she finds the acquisition 

of the learning material challenging:  

 

 Ek hou nie daarvan om meer oor die hele ding te dink nie want as daar n feit is en 

dit is so, maak ek dit net so.” In translation this means: I do not like to over think 

something; if it is a fact, I do it as it is. 

  

 It is evident that respondent 12, is not naturally reflective and therefore 

information is not processed introspectively. Consequently it is unlikely that she would 

achieve clarity and understanding of what she is learning. This view supports the theory 

by Smith and Dalton (2005:28) who argue that reflecting on one’s actions and 
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experiences is essential in order to see how new information connects with what one 

already knows. 

 

 From the above evidence we can see that an individual who expressed a mild 

preference for active learning would not necessarily be more likely to reflect than 

someone whose ILS results revealed a moderate or strong preference. One can conclude 

that a mild, moderate or strong preference for active learning is not an accurate 

indication of whether an individual will be more or less active or reflective in their 

learning. This somewhat contradicts the theory by Felder and Silverman (2003:n.p.) 

who claim that a mild preference for one of the learning style categories on each of the 

four continuums of ILS is considered ‘ideal’ and implies that the respondent is well 

balanced in relation to the learning style dimension. 

 

 Based on the interview evidence and ILS results of the purposive sample for the 

active-reflective continuum (see table 2), there appears to be no clear difference 

between the low and top achievers in regard to the active-reflective continuum. 

However, a further exploration of the distribution of the purposive samples’ ILS 

responses revealed that 42% of the low achievers (see figure 1) and 58% of the top 

achievers (see figure 2) ILS results were situated in the ‘balance’ area of the active-

reflective continuum. This shows that more top achievers were balanced than low 

achievers for the active-reflective continuum. Seventy one percent (71%) of the 58% 

(top achievers) ILS results were situated on the active side and 29% on the reflective 

side, while 100% of the 42% (low achievers) ILS results were situated on the active side. 

The evidence shows that only the top achievers were balanced to the reflective side of 

the active-reflective continuum. The question arises as to whether active learners should 

be encouraged to become more reflective given that respondent 8 (top achiever in this 

course) revealed that reflective practices are important in order to be a successful 

learner on the Garment Construction course.   
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4.3 Conclusion 

 

 From these findings one can see that the learning styles and strategies employed 

by students participating in the Garment Construction course are different from each 

other.  

 

 The data suggests that there are several adjustments that could be made to the 

current method of teaching and learning practice in order to better address the learning 

styles and associated learning needs of students participating in the Garment 

Construction course.  

 

 Questions arise as to whether the knowledge project at hand is ‘naturally’ 

predisposed to certain learning styles and whether ‘balance’ in teaching and learning 

styles is desirable and should be encouraged at all. These items are discussed in the 

conclusion together with a set of recommendations for instructional design in VET of 

this nature.   
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Chapter 5  

 

5.1 Introduction 

 

 In this chapter the outcomes of the study are discussed. This chapter has been 

divided into sections relating to the research questions as stipulated in chapter one. 

Each research question will be discussed based on the findings presented in chapter 

four. 

 

 The purpose of the study was to explore the learning styles of a first-year cohort 

of students participating in a Garment Construction course, characteristic of a Vocational 

Education and Training (VET) context, by means of quantitative and qualitative data. 

Quantitative data was used to compare the differences and similarities between the ILS 

results for the sample population and the purposive sample, and between the students 

challenged with the acquisition of the learning material and the top achievers. Further 

qualitative data enabled me to examine more closely the learning styles and learning 

needs of the low and top achievers, and to validate and supplement the findings 

obtained through the quantitative approach.  

 

 My goal was to develop a deeper understanding of teaching and learning practice 

for the vocational context of technical fashion education through an exploration of the 

theories and principles linked to learning styles. Through this approach I aimed to 

incorporate an understanding of learning styles into instructional design and delivery for 

the Garment Construction course in an effort to better address students’ learning needs 

and to ultimately establish an effective learning environment that encourages students 

to become strategic and independent learners.  
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5.2 What adjustments could be made to the current methods of 

teaching and learning practice in order to better address learning 

styles in vocationally-driven, technical fashion education? 

 

 I have identified three adjustments that should be made to the current method of 

teaching and learning practice in order to better address the learning styles and learning 

needs of students participating in the Garment Construction course. These are: (1) to 

supplement visual and verbal information with written instructions; (2) to promote 

global teaching and learning; and, (3): to encourage reflective practice. 

  

5.2.1 Supplementing visual and verbal information with written 

instructions 
 

 It was evident from the quantitative data analysed that first year fashion design 

students were predominantly visual learners. The Index of Learning Style (ILS) results 

for the sample population and the purposive sample were significantly similar in 

relation to the visual-verbal continuum (see tables 5 and 6 on p39). That is to say, I 

found no difference between the distribution of the low and top achievers’ ILS 

responses. An analysis of the distribution of the purposive samples’ ILS responses in the 

‘balance’ area (-3 to 3) proved non-significant, as I found no difference between the low 

and top achievers in relation to the visual-verbal continuum (see figures 5 and 6 on p39). 

These findings support the study by Mitchell et al. (2006:12) who found that typically 

Vocational Education and Training (VET) students prefer visual information, as opposed 

to the textual and verbal presentation of learning material.  

  

 However, from the analysed qualitative data I discovered that students 

challenged with the acquisition of the learning material require both the visual and 

textual representation of learning material to increase their chances of acquiring and 

retaining the learning material more effectively. The qualitative data further illuminated 

this finding by showing that the picture is required to explain the text, and the text to 

some extent assists in understanding the picture (see section 4.2.4.1a). I also discovered 

that the low achieving students lose concentration when information is only conveyed 
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verbally and therefore, rarely remember much of what was said in class. Consequently 

these students are likely to search for the instructions in a supporting text format (see 

section 4.2.4.2b).   

 

 Vocationally-driven technical fashion education involves a lot of visual 

information and verbal explanations are seldom supplemented with written 

instructions. From the qualitative findings I realised the implications resulting from the 

lack of a textual representation of learning material. I discovered that students 

challenged with the acquisition of the learning material find it difficult to assimilate 

verbal information if the instructional material is not also available for them to read and 

refer to during verbal instructions (see section 4.2.4.1a) of the visual information. This 

supports Rautopuro and Väisänen (2003:6) who found that visual learners learn more 

successfully while reading rather than listening to a lecture. Thus, given that Garment 

Construction VET learners are predominantly visual learners (see table 5 on p39), 

educators should recognise that visual learners may prefer reading to listening and 

therefore technical diagrams and verbal instructions should always be supplemented 

with written instructions. This was taken into consideration in instructional design for 

the garment Construction Course by means of compiling instructional material in a text 

format. Addendum G shows the instruction manual students received of the 

construction sequence of a men’s tailored shirt including information in both written 

and visual format. Students were encouraged to use the step-by-step written instruction 

with supplementary technical diagrams in conjunction with the step-by-step samples 

displayed on the class’s notice board. Students found the written instructions very 

helpful, as evident from these students’ written reflections (see highlighted area of 

Addenda H and I). 

 

 “I loved the fact that we received written instructions - it helped me to focus on 

the making of the garment and understanding perfectly well why I am doing what.” 

 

 “I really found the construction sequence manual helpful!” 
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5.2.2 Promote global teaching and learning 
 

 My critical reflection on current instructional delivery methods for the garment 

construction course clearly indicates a structured learning environment in which the 

instructional material is largely communicated sequentially in a logical progression, 

building (sequentially) in complexity. The learning environment therefore encourages 

sequential learning and addresses the learning needs of individuals with a sensing 

learning style preference that prefer a high level of structure according to Schroeder 

(n.d.:3). Consequently, the learning needs of individuals with a global and intuitive 

learning style preference are not adequately catered for because intuitive learners prefer 

open-ended instructions and global learners do not learn in a “steady or predictable 

manner” according to Felder and Silverman (1988:679). I realised that the instructional 

methods currently used were the result either of the educator/ researcher (myself) 

teaching the way I prefer to be taught or they may simply be intrinsically linked to the 

transfer-acquisition imperatives for the knowledge project at hand (VET). Felder 

(1993:3) found that educators who are uninformed about the different learning styles 

and associated learning needs of their students tend to teach in their own preferred 

learning style, thereby addressing the learning needs of a small percentage of students. 

 

 From the analysis of the quantitative data I discovered that the sample 

population were ‘balanced’ in relation to the sensing-intuitive and the sequential-global 

continua (see table 3 on p37 and table 7 on p41). The purposive samples’ results for the 

sensing-intuitive and the sequential-global continua proved significant. The results 

showed that the majority of the students challenged with the acquisition of the learning 

material had a sensing learning style preference and were sequential learners, while the 

top-achieving students mostly had an intuitive learning style preference and were global 

learners (see table 4 on p37 and table 8 on p41). Schroeder (n.d.:3) found individuals 

with an intuitive learning style preference to usually be global learners who think 

holistically.  

 

 From the qualitative findings I discovered that successful learners in the Garment 

Construction course do employ global learning strategies (see section 4.2.4.2). I also 
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observed that the inability to see the ‘big picture’ (a characteristic of a sequential 

learning style) could cause students to experience difficulty with the acquisition of 

learning material (see section 4.2.4.2). This suggests that instructional design in VET of 

this nature should promote global teaching and learning processes and those sequential 

learners should be encouraged to develop and adopt global learning strategies to assist 

them in the acquisition of technical fashion knowledge and skills. 

 

 According to Felder and Silverman (1988:679) global learners look at the big 

picture first to inform their understanding of why the relevance and context of the new 

information is important. Once the defined objectives are put into perspective, a global 

learner will be able to see how the ‘parts fit’. Thus, a non-linear approach that 

emphasizes the goal of the lesson/ project first and then breaks down the big picture 

into smaller segments, could encourage global learning. In a Garment Construction 

classroom this could be achieved by presenting students with a visual example of a 

garment or sample (a section of a garment such as a zip or pocket) at the start of the 

lesson or project. Willems (2008:1107) found the visual representation of the learning 

material to encourage global learning. This could provide students with a holistic view 

and the goal of the learning activity.  

 

 Rickards, 1997 cited in Bauer (2008:20) found stressing important concepts 

during lectures and demonstrations by means of emphasizing words, using headings 

and pausing during reading can be useful to global learners. In the Garment Construction 

classroom this approach is likely to be most effective if supplemented with written 

instructions that students can refer to during lectures, because visual learners prefer 

reading to listening (see section 5.2.1). Students then underline the important concepts 

pointed out by the educator as he/she reads through the notes and pauses while reading 

to emphasise key concepts. 

 

 An Instructional approach that links the presented material to previous 

knowledge and experiences could also be an effective way to promote global teaching 

and learning, as this could provide students with a broad perspective on the subject 

matter and help them to understand better (Felder, 1993:288.). In the Garment 
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Construction classroom this could be achieved by presenting students with a sample or 

garment they have previously produced that relates to the task at hand, and then 

pointing out the similarities between the new construction technique and techniques 

they have performed in the past.  

 

5.2.3 Encourage reflective practice 
 

 The current instructional methods for the garment construction course realises 

an active learning environment, in which students are proactively involved in activities 

by means of applying and experimenting with what they learn. The learning 

environment therefore supports active learning, thereby addressing the learning styles 

of the vast majority (87%) of the sample population and also the low and top achievers, 

of whom 83% had an active learning style preference (see table 1 on p35 and table 2 on 

p36). An analysis of the distribution of the low and top achiever ILS responses in the 

‘balance’ area of the active-reflective continuum proved significant. The results showed 

that more top achievers had a ‘balanced’ learning style preference for the active-

reflective continuum and were situated on the reflective side in the ‘balance’ area than 

low achievers (see figures 1 and 2 on p36). This suggests that a successful learner in the 

Garment Construction course is more likely to engage in learning through reflection than 

a student challenged with the acquisition of the learning material. This implies that 

engaging in reflective practice is a good thing and thus, weak learners should be 

challenged to adopt a reflective learning style. 

 

 The analysed qualitative data supports the quantitative findings. From the 

qualitative findings I discovered that reflective practices are important in order to be a 

successful learner in the Garment Construction course (see section 4.2.5). I observed that 

individuals who did not engage in reflective thinking experienced difficulty with the 

acquisition of technical fashion knowledge and skills (see section 4.2.5). The current 

learning environment however does not provide sufficient learning opportunities for 

students to reflect. Thus, it is unlikely that students who are not naturally reflective 

would process information introspectively. Consequently these students may not be 

able to achieve clarity and understanding of what they are learning because reflecting 
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on one’s learning experiences and actions enables one to see how new learning material 

fits in with what one already knows (Smith and Dalton, 2005:28). 

 

 From the analysed qualitative data I also observed that respondent 8 (a top 

achiever) who actively engaged through reflection during active learning was able to 

work more independently and required less guidance and reassurance from the 

educator than respondent 4 (a fluctuating top achiever) who did not reflect (see section 

4.2.4.3 and 4.2.5). This suggests that reflective practices are important to develop self-

directed learning behaviour in the Garment Construction course. Darling-Hammond et al. 

(n.d.:161) found that the ability to self-correct without reassurance from others and to 

direct one’s learning reflects improved/advanced meta-cognitive skills. According to 

Smith and Dalton (2005b: 12) students with insufficient meta-cognitive skills are usually 

not self-directed learners and are therefore likely to develop strategies for learning in a 

structured environment. Students with insufficient meta-cognitive skills also do not 

typically set goals, plan accordingly, monitor their own progress or evaluate their 

performance during learning tasks and are therefore less likely to adjust their learning 

strategies as required (Ormand, 2008:n.p.). The tendencies displayed by respondent 4 

confirms the study by Smith and Dalton (2005b: 12), while the tendencies revealed by 

respondent 8 contradicts their claims that VET students are seemingly not self-directed 

learners due to insufficient meta-cognitive strategies and therefore, are likely to succeed 

in an environment with sufficient guidance. From this discussion we can conclude that 

reflective practices are important, and should thus be encouraged in Garment 

Construction VET because self-reflection assists in the development of advanced meta-

cognitive skills, which enables self-directed learning behaviour.  

 

 Thus, to advance the development of students’ reflective abilities in the Garment 

Construction course an instructional tool was designed (see Addenda J and K). A support 

document was also compiled to facilitate the students’ understanding of reflective 

practice and how to purposefully engage in the process of reflecting on their actions and 

experiences of the construction process of a fashion wear item (see Addendum L). 
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 The instructional tool is used by students to create a work schedule (with 

guidance from the tutor), which enables them to plan for the production process of a 

fashion wear item and to set daily attainable goals. Students are then required to report 

on and document their experiences and actions during the production process on a daily 

basis by means of first describing and then analysing their experience (see Addendum J). 

Pre-determined questions aid the reflective process and guide students’ reflective 

thinking. These include questions such as: “What went well?”, “What did not go so well?” 

and “In what way did I contribute to this?”. Shannon (2008:18) found pedagogical 

practices that encourage students to engage in self-reflection; asking questions such as: 

“What do I know?”, “What don’t I know?” and “What do I need to know?” could  increase 

students’ self-knowledge and as a result also their meta-cognitive skills. Students are 

encouraged to also think about and report on how the present learning material 

compares to their previous knowledge and experiences, as this could enable them to see 

how the new information fits in with what they already know (Smith and Dalton: 

2005:28).  

 

 Students make use of the instructional tool to also self-evaluate their work by 

means of rating their performance in regard to their ability to develop a production 

strategy, the quality of their work, time management and the suitability of the fashion 

wear item that they produced for mass production (see addendum K). UKCLE 

(2011:n.p.) found that self-assessment activities aid reflective learning, as they require 

students to reflect on, and evaluate, the quality of their own work. In addition, students 

review the entire construction process by means of analysing the production strategy 

they developed, the quality of their work and their ability to manage their time 

effectively in order to make sense of their experiences. Based on their judgements 

students then make suggestions for future practice. 

 

 Although the findings show that reflective practices are important and should be 

encouraged, one should also recognise that success in Garment Construction is related to 

keeping things active as appose to reflective. Students are proactively involved in 

activities and learn by means of hands-on experience and actively experimenting with 

the information received. Thus, while one should encourage note-taking as this helps to 
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keep students actively engaged in learning, students should equally be encouraged to 

review their notes on their own to consolidate their understanding before moving 

forward with the exercise, because this advances reflective practice (Fowler & Barker, as 

cited in Bauer, 2008:21). 

 

5.3 Is there a preferred teaching and learning style for the successful 

transfer and acquisition of technical fashion education knowledge 

and skills? 

 

 In conducting this study I came to wonder whether the intrinsic nature of a 

particular knowledge form and transfer project (e.g. VET) ‘demanded’ a particular 

teaching and learning style. In other words, do the nature, structure and form of the 

knowledge at hand require a particular teaching and learning style or is the notion of a 

‘balanced’ learning style always preferred in all contexts, as much of the literature on 

learning styles would suggest. 

 

 From the quantitative data I discovered that successful learners in the Garment 

Construction course were mostly active, intuitive, visual and global learners (see table 2 

on p36, table 4 on p37, table 6 on p39 and table 8 on p41). At face value this suggests 

that an active, intuitive, visual and global learning style is preferred for the successful 

acquisition of technical fashion education knowledge and skills and that there is no real 

value in ‘balancing out’ learning styles for VET. However, an analysis of the distribution 

of the low and top achiever ILS responses in the ‘balance’ area (-3 to 3) of the active-

reflective continuum proved significant because 8% more top achievers had a ‘balanced’ 

learning style preference than low achievers (see figure 1 and 2 on p36). Seventy one 

percent (71%) of the 58% of the top achiever responses in the ‘balance’ area of the 

reflective-active continuum were situated on the active side. This suggests that success is 

related to keeping things active as opposed to reflective but that reflective practices are 

important in order to be a successful learner in Garment Construction VET (see section 

5.2.3). Thus, ‘balance’ in relation to the active-reflective continuum is a good thing and 

weak learners should be challenged to adopt a reflective learning style. This suggests that 
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a balanced teaching style, promoting both active and reflective learning would yield 

better teaching outcomes overall. According to Robotham (1999:9) students should be 

encouraged to develop their less preferred learning style. Felder and Spurlin (2005:105) 

were in agreement of this that in order for students to function effectively in a learning 

and working environment, they need to be able to use various learning styles and 

strategies and not only their preferred ones. 

 

 An analysis of the distribution of the low and top achievers ILS responses in the 

‘balance’ area (-3 to 3) of the sequential-global continuum also proved significant. Ninety 

two percent (92%) of the top achievers had a ‘balanced’ learning style preference as 

opposed to the low achievers’ 83% (see figure 7 on p41 and figure 8 on p42). This shows 

that the successful learners were predominantly ‘balanced’ in relation to the sequential-

global continuum of the ILS and suggests that a ‘balanced’ teaching and learning style for 

the Garment Construction course in relation to the sequential and global learning is 

desirable and should be encouraged. 

 

 However, current instructional delivery methods for the Garment Construction 

course encourage sequential learning and address the learning needs of individuals with 

a sensing learning style preference. This was discovered to be the preferred learning 

styles of the majority of the low achieving students (see table 4 on p37 and table 8 on 

p41). Thus, low achievers are not being challenged to adopt the privileged learning style 

(intuitive-global). However, one should acknowledge that the intrinsic knowledge 

structure of VET of this nature requires the instructional material to be communicated 

in a logical progression of building in complexity. These findings suggest a shift in 

teaching and learning for the Garment Construction course from an instructional 

approach that primarily promotes sequential learning and that addresses the learning 

needs of individuals with a sequential and sensing learning style preference, to a more 

‘balanced’ teaching style that includes global learning processes (see section 5.2.2) that 

address the learning style of both global and intuitively inclined individuals who think 

holistically (Schroeder, n.d.:3). 
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 An analysis of the distribution of the low and top achiever ILS responses in the 

‘balance’ area (-3 to 3) for the sensing-intuitive and visual-verbal continua proved non-

significant (see figure 3 and 4 on p38 and figure 5 and 6 on p40). This suggests that a 

‘balanced’ learning style for the sensing-intuitive and visual-verbal continua is not 

expedient for Garment Construction VET. For the reason that the minority (42%) of the 

top achievers were ‘balanced’ in relation to the sensing-intuitive continuum and visual 

information is primarily preferred to enable the successful transfer and acquisition of 

technical fashion education knowledge and skills. 

 

 From the above findings one can see that ‘balance’ in Garment Construction is 

optimal in relation to active-reflective and sequential-global learning styles, while 

intuitive and visual learning styles are privileged for VET of this nature and therefore an 

overall balanced teaching and learning style may not be well matched to VET. 

 

5.4 Benefits and gaps of the study  

 

 This study has identified various adjustments that should be made to the current 

method of teaching and learning practice in order to better address the learning styles 

and learning needs of students participating in the Garment Construction course. The 

adjustments that were made as a result of this knowledge project have had a positive 

effect on students’ learning experience and their attainment of technical fashion 

knowledge and skills (see students’ comments- section 5.2.1). Wooldridge (1995:65) 

confirms that a “significant contribution to the enhancement of learning can be made by 

the integration of the findings of learning style research into course design and 

delivery”. 

 

 This study along with studies such as those done by Smith and Dalton (2005) and 

Mitchell et al. (2006) can inform policy for VET programmes. This can create a 

supportive framework for other educators in the vocational field of technical fashion 

education to accommodate the learning styles and needs of their students through their 

teaching practices. 
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 My research also has personal value in that it enabled me to gain valuable insight 

into teaching and learning practice for the vocational context of technical fashion 

education. This newly found insight enables me to critically reflect on and evaluate the 

effectiveness of my personal teaching style and to shape my future instructional 

practices based on what worked, and what needs to be reconsidered.  

 

 From the qualitative data analysed I have discovered that there is a variation in 

students’ willingness to redo construction techniques (see section 4.2.4.1d). Some 

students would always redo techniques until they are satisfied with the quality of their 

work, while others would redo techniques most of the time but at other times, not at all. 

I have come to the conclusion that these learner behavioural patterns have little to do 

with the ILS but instead points to, for example, their emotional state and their 

integration into the social milieu of the institution. Considering the reason that during 

her second year of study respondent 4 a (fluctuating) top achiever asked to be moved to 

another group with fewer students. This seemed to have had a positive impact on her 

perception of the learning material, as she worked more productively, sought less 

guidance from her tutor and was working more independently. The quality of her work 

no longer fluctuated and she was able to consistently produce high quality work. Due to 

the scope of this study that focuses on the learning styles and needs of students, the 

unanticipated matter of emotions affecting students’ performance has not been explored 

in depth. This leaves much room for further research and analysis. 

 

5.5 Recommendations for further research 

 

 Additional studies exploring the learning styles and needs of students in the 

vocational field of technical fashion education are needed. Deriving from themes that 

emerged from the findings falling outside the scope of this study, future research might 

include: 

 

• Research into the emotional and social needs of students in a vocationally-driven 

technical fashion learning environment. This would enable a better 
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understanding of how VET students’ emotional and social needs can be 

understood and addressed in the classroom.  

 

• This research could be replicated to include other vocationally focused Fashion 

Design programmes to ensure a holistic view of the learning styles and needs of 

students in the vocational field of applied design. 

 

• The ILS should be tested in other vocationally focused Fashion Design 

programmes to enable the examination of its reliability and validity aspects with 

other populations. 

 

• Research could be conducted into how teaching strategies that incorporate an 

understanding of learning styles will affect students’ ability to perform in 

correspondence with their learning objectives for VET of this nature, given that 

the teaching and learning practices for the vocational context of technical fashion 

education have been modified as a result of this knowledge project (see addenda 

G, J, K and L).   

 

5.6 Conclusion  

 

 The purpose of this research project was to explore the learning styles of students 

in the vocational field of technical fashion education and to incorporate an 

understanding of learning styles into instructional design and delivery for a Garment 

Construction course. From the research I established that there are indeed adjustments 

that need to be made to current teaching and learning practice in order to better address 

student learning styles in vocationally-driven technical fashion education and that a an 

overall balanced teaching and learning style may not be well matched to VET of this 

nature. 

 

 The value of the study in terms of my personal growth was immense as an 

educator in that my pradigm has shifted from teaching ‘like I want to be taught’ to being 

responsive to  the learning needs of my students. I have been able to use the research as 
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a base to inform my teaching practice and I hope to assist other teachers in the 

vocational field of technical fashion education to become self-aware and to 

accommodate the variable learning styles and learning needs of their students while 

recognising the intrinsic nature of the knowledge transfer project entailed in VET. 
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ADDENDA  
 

ADDENDUM A: APPLICATION TO CONDUCT RESEARCH  
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ADDENDUM B: LETTER TO INFORM STUDENTS OF THE RESEARCH STUDY  

 

Dear Student, 

I hereby inform you of the research study that I will be conducting this year. I am 

currently studying for a Bachelor of Arts in Fashion. In order to complete my degree I 

am required to write a dissertation for which I have decided to research learning styles. 

The objective of this research project is to gain a better understanding of the learning 

styles and associated learning needs of fashion design students. Through your 

participation, I hope to inform my understanding of how fashion design student’s 

learning needs could be better addressed.  

I will be conducting research during the Garment Construction class during which you 

will be required to complete an online survey, be interviewed and observed. Your 

participation in this study is entirely voluntary and will not take up much of your time. 

All information collected will be kept confidential at all times by assigning numbers for 

participants that will be used on all researcher notes and documents.  If you choose not 

to participate or to withdraw from the study at any time, it will not affect your marks for 

Garment Construction nor will it affect your relationship with me as the lecturer.  

 

Should you have any questions about the research or any related matters, please feel 

free to ask me directly or contact me at (catinka@elizabethgalloway.co.za). 

 

Thank you in anticipation 

 

Regards 

Catinka Turner 

 

 

Consent:  

By signing this consent form, I confirm that I have read and understood the information 

and have had the opportunity to ask questions. I understand that my participation is 

voluntary and that I am free to withdraw at any time. I voluntarily agree to take part in 

this study.  

  

 

Signature ______________________________________ Date ___________________  
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ADDENDUM C: INDEX OF LEARNING STYLE (ILS) ONLINE SCORE SHEET  
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ADDENDUM D: OBSERVATIONAL RECORD SHEET  

 

Respondent identification number____ 

 

Direct Observations of Learning Styles 

Concepts 

 
Active (learners learn best doing something actively and enjoy group work)  

Indicator: respondent actively participates during a group activity. 

________________________________________________________________________________________________

________________________________________________________________________________________________

_______________________________________________________________________________________________- 
Reflective (learners like to think things through and prefer to work alone) 

Indicator: respondent does not actively participate during a group activity. 

________________________________________________________________________________________________

________________________________________________________________________________________________

________________________________________________________________________________________________ 

Sensing (learners prefer facts, are practical, and orientated towards connections and procedures) 

Indicator: consistency of questions asked and questions leaning towards “what to do?”.    

________________________________________________________________________________________________

________________________________________________________________________________________________

________________________________________________________________________________________________ 

Intuitive (learners who like theory, are innovative and orientated towards understanding) 
Indicator: consistency of questions asked and questions leaning towards deeper meaning “why  

am I doing?” 

________________________________________________________________________________________________

________________________________________________________________________________________________

________________________________________________________________________________________________
Visual (learners prefer visual information- in the form of diagrams and pictures)  
Indicator: note-taking is mainly comprised of diagrams. (limited written instructions)  

________________________________________________________________________________________________

________________________________________________________________________________________________

________________________________________________________________________________________________ 

Verbal (learners prefer to receive information verbally or in written formats) 
Indicator: note-taking is mainly comprised of written information. 

________________________________________________________________________________________________

________________________________________________________________________________________________

_______________________________________________________________________________________________- 
Sequential (learners are linear thinkers, they see detail and learn in logical steps) 

Indicator: note-taking is done in a detailed and orderly manner. 

________________________________________________________________________________________________

________________________________________________________________________________________________

________________________________________________________________________________________________ 

Global (learners are holistic thinkers, see the big picture and learn in large jumps)  

Indicator: note-taking is done in a less orderly manner and has limited detailed information.   

________________________________________________________________________________________________

________________________________________________________________________________________________

________________________________________________________________________________________________ 
(Felder & Spurlin, 2005:103) 
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Additional Comments  

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________ 

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________ 

_____________________________________________________________________________________________________

_____________________________________________________________________________________________________ 
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ADDENDUM E: INTERVIEW GUIDE  

 

 

1. Describe your ideal learning environment? 

  

2.  What was your experience of high school: subjects you liked, subjects you disliked and 

explain what caused you to like or dislike a subject? 

 

3.  Which of the instructional delivery methods used in the Garment Construction class do 

you find most helpful?  

 

a. Why? 

 

4.   Which of the instructional delivery methods used in the Garment Construction class 

does not appeal to you?  

 

a. Why? 

 

5. Are you able to keep up with the work pace? 

 

a. If not, what is causing you to fall behind? 

 

6.  Is there anything that you would like added to or changed about the instructional 

methods currently used in the Garment Construction course in order to better address 

your learning needs? 
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ADDENDUM F: ONDERHOUD GIDS 

 

 

1. Beskryf jou ideale leer omgewing? 

 

2. Jou onderfinding van hoerskool: vake was jy van gehou het, vake wat jy nie van gehou 

het nie en verduidelik wat het gemaak dat jy van n vak sal hou of nie? 

 

3.  Watter instruksie metodes wat in die Garment Construction klas gebruik word find jy 

die meeste behulpsaamste? 

 

a) Hoekom? 

 

4. Watter instruksie metodes wat in die Garment Construction klas gebruik word is vir jou 

van geen hulp nie? 

 

a) Hoekom? 

 

5.  Kan jy by hou met die spoed waarteen daar gewerk word? 

 

a) Indien nie, wat veroorsaak dat jy agter raak? 

 

6. Is daar enigeiets wat jy sal wil by voeg of verander omtrent die instruksie metodes wat 

op die oomblik in die Garment Construction klass gebruik word sodat daar better aan jou 

leer behoeftes voldoen kan word? 
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ADDENDUM G: INSTRUCTION MANUAL

 

Construction Sequence of a Men’s Tailored Shirt

The following information aims to provide you with an understanding of the construction process 

of a men’s tailored shirt. These instructions should be used in conjunction with the step

sample displayed on the notice board. During demonstrations also include additional written 

information where necessary.

 

The semi fitted shirt has a two

cuffs, box pleat at centre back (CB) and a patch pocket

wide button stand, which will overlap left over right with vertical buttonholes on the left panel. 

On the collar stand there is one horizontal buttonhole, and one horizontal buttonhole on each 

cuff.  The shaped

  

1. After you have done a layout and cut out of your shirt pattern transfer all the necessary pattern 

markings. These include: 

• Centre front (CF) on front panel and collar stand.

• Button stand fold lines.

• Pocket hem fold lines. 

• Pocket placement on left front panel.

• Shoulder marking at neckline and collar stand.

• Box pleat at CB.

• CB pattern markings at neckline of yoke and collar stand.

• Collar fall pattern marking on collar stand.

• Placket placement and knife pleat pattern markings on sleeve.

 

 

 

 

 

 

 

 

 

 

 

 

Exploring theories and principles linked to learning styles and their application to 

 
INSTRUCTION MANUAL  

Construction Sequence of a Men’s Tailored Shirt (TEC120.5.1)
Compiled by:

The following information aims to provide you with an understanding of the construction process 

of a men’s tailored shirt. These instructions should be used in conjunction with the step

the notice board. During demonstrations also include additional written 

information where necessary. 

The semi fitted shirt has a two-piece shirt collar, yoke, long sleeves with tailored plackets and 

cuffs, box pleat at centre back (CB) and a patch pocket on the left front panel. The shirt has a 3cm 

wide button stand, which will overlap left over right with vertical buttonholes on the left panel. 

On the collar stand there is one horizontal buttonhole, and one horizontal buttonhole on each 

cuff.  The shaped hemline will be finished off with a narrow machine hem.

 

 

 

 

 

 

 

 

 

 

 

 

After you have done a layout and cut out of your shirt pattern transfer all the necessary pattern 

Centre front (CF) on front panel and collar stand. 

nd fold lines. 

Pocket hem fold lines.  

Pocket placement on left front panel. 

Shoulder marking at neckline and collar stand. 

Box pleat at CB. 

CB pattern markings at neckline of yoke and collar stand. 

Collar fall pattern marking on collar stand. 

placement and knife pleat pattern markings on sleeve.
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TEC120.5.1) 
Compiled by: Catinka Turner 

The following information aims to provide you with an understanding of the construction process 

of a men’s tailored shirt. These instructions should be used in conjunction with the step-by-step 

the notice board. During demonstrations also include additional written 

piece shirt collar, yoke, long sleeves with tailored plackets and 

on the left front panel. The shirt has a 3cm 

wide button stand, which will overlap left over right with vertical buttonholes on the left panel. 

On the collar stand there is one horizontal buttonhole, and one horizontal buttonhole on each 

hemline will be finished off with a narrow machine hem. 

After you have done a layout and cut out of your shirt pattern transfer all the necessary pattern 

placement and knife pleat pattern markings on sleeve. 
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2. Fuse all collar pieces, button stands and cuffs. 

 

3. Iron in button stand on the first (1cm) and second line (4cm) from edge. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

4. Pin button stand in position and sew along fold line up to 8cm from hem edge. Do not reinforce 

and leave thread long enough to knot at a later stage. 

 

5. Prepare and apply unlined patch pocket to the left front panel: 

a. Iron in and sew in hem. 

b. Iron in raw edges on 1,5cm 

c. Pin pocket in position  

d. Sew along pocket edge 

e. Bartack (SL 0,3cm; SW 2,5cm) 

 

 

 

 

 

 

 

 

 

 

 

 

6. Sew, fold and iron in box pleat on CB 
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7. Construct shirt collar. 

 

A two-piece shirt collar consists of a stand and a fall. In preparation you are required to cut out two 

stands and two falls after which all the pieces should be fused. Also transfer all the pattern markings. 

These include: centre front (CF), collar fall placement, shoulder and centre back (CB).

NB. Check that the long edge of your collar stand is the same length as the neckline of your 

 shirt.  

 

 

 

 

 

 

 
The construction of the collar fall entails:

 

7.1. Place right side (R.S.) to R.S., pin and sew the two layers together along the long edge of 

the fall. 

 

 

 

 

 

 

7.2. Grade off half of the seam allowance of the facing and nip in every 1,5cm

the layer that will be hidden.

 

 

 

 

 

 

7.3. Under-stitch through the seam allowance on the facing side of the collar fall. 

 

 

 

 

 

 

7.4. Sew the short edges and grade.

 

 

 

 

 

 

7.5. Turn R.S. outside; push out corners and iron thoroughly.

 

7.6. Do topstitching approximately 8mm from edge along the sewn edges of the collar fall.

Exploring theories and principles linked to learning styles and their application to 

 

piece shirt collar consists of a stand and a fall. In preparation you are required to cut out two 

which all the pieces should be fused. Also transfer all the pattern markings. 

These include: centre front (CF), collar fall placement, shoulder and centre back (CB).

 

Check that the long edge of your collar stand is the same length as the neckline of your 

The construction of the collar fall entails: 

Place right side (R.S.) to R.S., pin and sew the two layers together along the long edge of 

Grade off half of the seam allowance of the facing and nip in every 1,5cm

the layer that will be hidden. 

stitch through the seam allowance on the facing side of the collar fall. 

Sew the short edges and grade. 

Turn R.S. outside; push out corners and iron thoroughly. 

Do topstitching approximately 8mm from edge along the sewn edges of the collar fall.
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piece shirt collar consists of a stand and a fall. In preparation you are required to cut out two 

which all the pieces should be fused. Also transfer all the pattern markings. 

These include: centre front (CF), collar fall placement, shoulder and centre back (CB). 

Check that the long edge of your collar stand is the same length as the neckline of your 

Place right side (R.S.) to R.S., pin and sew the two layers together along the long edge of 

Grade off half of the seam allowance of the facing and nip in every 1,5cm- the facing is 

stitch through the seam allowance on the facing side of the collar fall.  

Do topstitching approximately 8mm from edge along the sewn edges of the collar fall. 
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Preparing the collar stand: 

 

7.7. Stay-stitch the one long edge of the one layer only on 1,4cm from the edge. 

 

 

 

 

 

7.8. Use the stay-stitching line as a guide and iron that stay-stitched edge over on 1,5cm to the 

wrong side of the fabric. 

 

 

 

 

Sewing the collar fall and stand together: 

 

7.9. “Sandwich” the fall between the two stand layers- use the technical illustration in 

conjunction with the guideline provide to inform your understanding of this technique. 

 

 NB.  Use pattern markings to accurately place and pin the collar pieces  

 together. 

 

 

 

 

   

 

 

 

Layer the collar pieces in the following order: Note that this order is for a collar that will be  

a. Have the collar stand that has not been stay-stitched R.S. face up. 

b. Place the collar fall with the right side faced down. 

c. Then place the collar stand with the ironed in edge W.S. (folded edge should be 

visible) face up onto the collar fall. 

 

7.10.  Pin and sew 1,5cm from the edge starting and ending on the double layer- reinforce     

 beginning and end.  

 

7.11.  Grade seam allowance- use sample on the whiteboard to guide you. 

 

7.12.  Turn R.S. outside and iron thoroughly. 
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8. Attach back panel and then front panels to yoke and grade the seam allowances different 

lengths. Pull right side to the outside, iron and topstitch. 

 

9. Stay-stitch neckline on 1,4cm from edge and nip in every 1,5cm. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

10. Apply collar to neckline. Place right side of collar facing wrong side of shirt. Make use of pattern 

markings to guide you- pin CF, CB and shoulder markings of collar stand onto corresponding 

pattern markings of neckline.  

 

11. Apply tailored plackets to sleeves- Follow the instructions in conjunction with the information 

on the placket template (at the end of this document). 

 

11.1  For each placket you will need to cut two 20cm long (grain line angle) x 15cm wide pieces of 

interfacing and fabric- the same as the shirt fabric or a contrast colour if you want the plackets 

to standout.  

 

 

 

 

 

 

 

11.2  Transfer all the lines from the placket template (to be viewed on page 10) onto interfacing 

(Vilene)- NB. Keep in mind that you have a left and right sleeve therefore ensure that you 

trace mirror images. 

 

11.3  Fuse interfacing onto the wrong side (W.S.) of the fabric (20cm x 15cm). 

 

11.4  Cut out placket along the outside line. 
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11.5  Nip in edge 5mm on all marked lines and iron in the furthest two corresponding vertical fo

lines- refer to placket template.

 

11.6  Fold placket extension in half and sew top end on horizontal marked line, grade and iron seam 

using a point press. 

 

(Point presser, n.d.)

 

11.7  Place the right side (R.S.) of placket facing against the W.S. of sle

cutting line indicated on the placket onto the placket placement line on sleeve. The placket 

placement line on sleeve should be positioned approximately 7,5cm from the raw edge of the 

back underarm sleeve seam. Place placket 

of the underarm sleeve seam

 

 

 

 

 

 

 

 

11.8  Sew plackets to sleeves along the stitching line and shorten stitch length at corner areas, as this 

will secure the corner areas when cutting open through both layers on the cutting line

the placket template. 

  

11.9  Check that you have mirror images

the cutting line through both layers (sleeve and placket).
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Nip in edge 5mm on all marked lines and iron in the furthest two corresponding vertical fo

refer to placket template. 

Fold placket extension in half and sew top end on horizontal marked line, grade and iron seam 

 

 

 

 

 

 

(Point presser, n.d.) 

Place the right side (R.S.) of placket facing against the W.S. of sleeve. This involves placing the 

cutting line indicated on the placket onto the placket placement line on sleeve. The placket 

placement line on sleeve should be positioned approximately 7,5cm from the raw edge of the 

back underarm sleeve seam. Place placket with the extended part facing towards the front side 

of the underarm sleeve seam- Refer to technical illustration below.     

Sew plackets to sleeves along the stitching line and shorten stitch length at corner areas, as this 

will secure the corner areas when cutting open through both layers on the cutting line

Check that you have mirror images of your sleeves and not two of the same. 

the cutting line through both layers (sleeve and placket). 
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Nip in edge 5mm on all marked lines and iron in the furthest two corresponding vertical fold 

Fold placket extension in half and sew top end on horizontal marked line, grade and iron seam 

This involves placing the 

cutting line indicated on the placket onto the placket placement line on sleeve. The placket 

placement line on sleeve should be positioned approximately 7,5cm from the raw edge of the 

with the extended part facing towards the front side 

Sew plackets to sleeves along the stitching line and shorten stitch length at corner areas, as this 

will secure the corner areas when cutting open through both layers on the cutting line- Refer to 

of your sleeves and not two of the same. Now cut open on 
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11.10 Pull placket through to the R.S., iron stitching lines open, grade half of the sea allowance of  

 placket off and iron seams closed toward placket (Will be demonstrated). 

 

11.11 Fold, pin and sew along the folded edge of he under lap (narrow part of placket), (Will be 

 demonstrated). 

 

11.12 Fold, pin, grade and sew topstitching along the folded edge of the over lap (wide part of 

placket)- refer to technical illustration below. 

 

 

 

 

 

 

 

12. Fold, iron and tack knife pleats on sleeves in position. 

 

13. Sew sleeve heads into armholes- closed seams with a finished width of 1cm ironed in the 

direction of the sleeve. 

 

14. Sew sleeve seam and side seam in one go- closed seam with a finished width of 1cm ironed to 

the back. 

 

15. Prepare and sew cuffs to sleeves- place R.S. of cuff to W.S. of sleeve. 

    Preparation of the cuffs involve: 

a) Iron each cuff in half (length wise) 

b) Stays-titch one of the long edges (through single layer) on 1,4cm from edge. 

c) Iron in the stay-stitched edge on 1,5cm. 

16. Prepare and sew hem: 

• Stay-stitch hemline 7mm from raw edge. 

• Iron in on stay-stitching line and grade away approximately 3mm. 

• Fold hem over 8mm and pin in position. 

• Finish sewing button stand and hem along folded edge and iron thoroughly. 

 

17. Indicate buttonhole placements on left button stand, collar stand and cuffs. See the technical 

illustration below to inform your understanding of buttonhole angles and placements. 
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18. Cut open buttonholes and indicate button placements.

 

19. Sew on buttons thoroughly using a toothpick or match to create a thread shank for your flat 

buttons. 

 

 

 

 

 

 
                 (Sewing on a button, 2006)
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ADDENDUM H: STUDENT (1) FEEDBACK ON RECEIVING INSTRUTIONAL 

MANUAL 
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ADDENDUM I: STUDENT (2) FEEDBACK ON RECEIVING INSTRUTIONAL 

MANUAL 
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ADDENDUM J: WORK SCHEDUAL AND REFLECTIVE RECORD SHEET 
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ADDENDUM K: SELF-EVALUATION AND REFLECTIVE RECORD SHEET 



LISOF 

Exploring theories and principles linked to learning styles and their application to 

fashion education 

103 

 

Page 103 

ADDENDUM L: REFLECTIVE PRACTICE SUPPORT DOCUMENT 

 
Reflective Practice 

 
Garment Construction (TEC120 & TEC220) 

Compiled by: Catinka Turner 

 This document aims to broaden your understanding of reflective practice and how to 

purposefully engage in the process of reflecting on your actions and experiences for the purpose of 

directing attention to, and allowing the possibility for learning through them.  

 

 We will be looking at what reflective thinking involves, the benefits and potential outcomes 

thereof, opportunities and activities for reflection as well as the challenges you might face and how 

to address these barriers.  

 
What is Reflective Thinking? 

 
 Reflective thinking involves personal consideration of one’s own learning. It considers 

personal achievements and failures and asks what worked, what did not, and what needs 

improvement (Given,as cited in Vezzuto, 2005:1). It encourages thinking about one’s own thinking. 

 
 Why is reflection important? 

 
 Learning is derived from experience but it does not just happen spontaneously. In order for 

learning to take place you not only need to engage in reflection, you must also record it. By thinking 

about what you are doing and why you are doing it, is what turns your experiences into meaningful 

learning. 

 
 Potential outcome of reflection 
 
Reflection: 

• Offers the opportunity to consider one’s strengths and weaknesses and determine learning 

needs (Mann, Gordon & MacLeod, 2009:614). 

• Helps to make meaning of complex experiences 

• Enables learning from experiences 

• Enables you to relate new knowledge to prior knowledge (Song, Koszalka & Grabowski, 

2005:2) 

• Provides new perspective on experience 

• Helps you learn from your mistakes and view them as learning experiences 

• Can lead to a change in behaviour and a positive attitude towards further learning 

• Stimulates new or more ideas 
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• Develop an action plan for future practice

 
 The stages of Reflection
 
 Rather than describing experiences and actions, the focus for your reflection should be 

how the experience affected you, the learning that has occurred and your future learning needs.

 

Gibbs’ model of reflection (1988)
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
The following table shows Gibbs’ reflective cycle clarified into 
 
Stage one: Description of the 

experience-  

 

Describe the experience 

(technique and procedure) 

you are reflecting on.    

Stage four: Analysis-  

 

Break the experience(s) into 

component (such as, planning 

skills, technical ability, 

accuracy, quality and time 

management) so they can be 

explored. Think about what 

went well, what did not go so 

well or did not turn out, as it 

should have, and in what way 

Exploring theories and principles linked to learning styles and their application to 

 
Develop an action plan for future practice 

The stages of Reflection 

Rather than describing experiences and actions, the focus for your reflection should be 

how the experience affected you, the learning that has occurred and your future learning needs.

Gibbs’ model of reflection (1988) 

(Queens Margaret University, 2005:1)

The following table shows Gibbs’ reflective cycle clarified into simple stages

Stage two: Feelings-  

 

At this stage try to recall and 

explore what you were 

thinking and feeling 

Stage three: Evaluation

 

Try to evaluate or make a 

judgement about the quality 

of your work. Consider the 

various techniques and 

procedures you have used and 

how well they have been 

executed. 

 

Stage: Conclusion-  

 

You now have a lot of 

information to base your 

judgement. It is here that you 

are likely to develop insight 

into your own experiences 

and actions in terms of how 

they contributed to the 

outcome of the project. 

Remember the purpose of 

Stage six: Action plan

  

This involves planning for 

future practice. Would you act 

differently or would you be 

likely to do 

will this experience affect 

your future practice? What 

additional knowledge and 

skills do you need to develop?
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Rather than describing experiences and actions, the focus for your reflection should be on 

how the experience affected you, the learning that has occurred and your future learning needs. 

(Queens Margaret University, 2005:1) 

simple stages 

Stage three: Evaluation-  

Try to evaluate or make a 

judgement about the quality 

of your work. Consider the 

various techniques and 

procedures you have used and 

how well they have been 

 

Stage six: Action plan- 

This involves planning for 

future practice. Would you act 

differently or would you be 

likely to do the same? How 

will this experience affect 

your future practice? What 

additional knowledge and 

skills do you need to develop? 
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did you contribute to this. reflection is to learn from 

an experience. During this 

stage you should ask yourself 

what you could have done 

differently.  

 

 

 
Opportunities for learning through reflection 

  
• Struggles provide a window into what is working and not working, and may often serve as 

effective tools for analyzing the true nature of the challenge being faced. 

 

• Some struggles embody dilemmas, which can provide a rich source of information about a 

contradiction between our values and approaches to getting something done. 

 

• Reflecting on experiences of uncertainty helps shed light on areas where an approach to our 

work is not fully specified. 

 

• Positive experiences can also offer useful sources of learning, such as making a breakthrough 

in action or thinking is helpful in revealing what was learned and what our theory of success 

looks like. 

 
How will Reflective Practice be facilitated? 

 

 Reflective practice is a key part of the teaching and learning strategies for Garment 

Construction and will be facilitated through self
4
 and peer assessment

5
, and personal development 

planning
6
.  

 

 To advance the development of your reflective thinking ability you are required to reflect on 

your actions and experiences during the production process of a fashion wear item. Through 

reflective writing you will describe, analyse experiences and evaluate your performance. You will 

make connections between what you already know and what you are learning- this involves 

reflecting on actual experiences as they occur. Furthermore, you will reflect on mistakes and 

successes and explore new approaches and strategies in order to aid knowledge development.  

 

                                                        
4 Self-assessment: is the process of assessment during which students reflect on and evaluate the quality 

of their work and learning (Andrade & Du, as cited in Spiller, 2009:3). 
5 Peer assessment: “involves students making judgements about the quality of each other’s work in 

relation to agreed criteria”[UKCLE:2010:1). 
6 Personal development planning: “a structured and supported process undertaken by a learner to 

reflect upon their own learning, performance and/or achievement and to plan for their personal, 

education and career development” (The Quality Assurance Agency for Higher Education, 2009:2). 
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 Reflective writing enables you to: 
 

• Respond to experiences, actions and new information 

• Respond to thoughts and feelings 

• Gain self-knowledge 

• Achieve clarity and better understanding of what you are learning 

• Develop and reinforce writing skills 

 
 Reflective Writing is not: 

 
• Just conveying information or instructions 

• Pure description, though there may be descriptive elements 

• Straight forward decision making or judgement (e.g. about whether something is right or 

wrong, difficult or easy to do) 

• Simple problem-solving 

 
Reasons why you might find reflective writing challenging to do: 

 

 Challenge Recommended approach/ solution  

 Lack of self knowledge 

 

Learning style assessment instruments are ideal to increase 

one’s self-knowledge. Ask a knowledgeable practitioner to help 

you analyse the results of your learning style profile and to 

draw inferences. The Felder and Soloman Index of Learning 

Style (ILS) is recommended.  

 Lack of insight into the 

process of reflection 

 

This document should provide you with enough information to 

equip you with the knowledge to engage meaningfully in 

reflection. Also access the Internet to further develop your 

understanding of reflective practice. Consult the reference list 

at the end of this document for links to various articles.  

 Lack of vocabulary and 

writing skills 

Build your vocabulary by reading well-written material. This 

will expose you to a far wider range of words than 

conversations or spoken media.  

Practice writing on a daily bases. The more you write, the more 

your vocabulary increases as you are forced to expanding your 

word usage to convey precisely what it is that you wish to get 

across. 

Do not be afraid to make mistakes, as fear may keep you from 

writing well. Good language skills takes extraordinary amounts 

of practice to master, and mistakes are part of the learning 

process. 

 

 
Differentiate between higher and lower-level reflection 
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 A higher-level reflective individual embraces broader issues than just what is happening 

immediately around them, they include application of theory to practice and a change in perspective 

is evident. 

 

 Lower-level reflective individuals purely describe experiences and tend to concentrate 

mainly on technique to reach a desired objective. 

(Bulman & Schutz, 2004:60)  

 

 Reflective writing style 

 Reflective writing is more personal than general academic writing, use the first person –‘I’ 

and ‘We’ – to describe your experiences and thoughts and what affected them. 

 Assessment of your reflection 

 Your reflection will be evaluated according to the following criteria. Familiarize yourself with 

the assessment criteria for the various levels of reflection in order to evaluate your own work.  

 

 Assessment Rubric for Student Reflection 

Levels Criteria 

Reflective 

practitioner 

75-100% 

• The reflection moves beyond simple description of the experience to an 

analysis of how the experience contributed to student understanding of self, 

others, and course concepts. 

• The reflection demonstrates connections between the experience and 

material from other courses; past experience; and/or personal goals.  

• Student demonstrates the capacity to explore new approaches in order to 

aid knowledge development. 

Aware 

practitioner 

60-74% 

• The reflection demonstrates student attempts to analyze the experience but 

analysis lacks depth. 

• The reflection demonstrates some connections between the experience and 

material from other courses; past experience; and/or personal goals. 

•  Attempt is made to explore new approaches in order to aid knowledge 

development. 

Reflective 

novice 

40-59% 

• Student makes attempts at applying the learning experience to 

understanding of self, others, and/or course concepts but fail to 

demonstrate the ability to analyse. 

• There is little or no attempt to demonstrate connections between the 

learning experience and previous learning experiences.  

Not achieved 

0-39% 
• Reflection does not move beyond the description of the learning 

experience(s). 

• No attempt to demonstrate connections to previous learning or experience. 

(Jones, n.d.:n.p.). 
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