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ABSTRACT

This study is concerned with how citizenship education might be seen to take
place in Universities of Technology, which are associated with applied
knowledge of a technical nature. Higher education is thought to have a role in
the nation’s social, moral and spiritual life in transmitting citizenship and culture
in all its variety and in enabling personal development for the benefit of
individuals and society as a whole. This study explored whether universities
of technology do indeed promote a culture of citizenship in order to serve
society, and how, by analysing the discourse of educators and students to see
how citizenship education might be constructed. The aim was to identify
indicators in participant discourse which might be linked to themes occurring
in models of citizenship education. It was hoped that analysing participant
discourse might reveal which aspects of citizenship were potentially
empowering in terms of fostering individually autonomous yet socially
conscious citizens. Within a critical linguistic approach, a mixed methods
research design was applied, using questionnaires and semi structured
interviews and discourse analysis. The discourse analysis involved a content
analysis of written texts, and a critical discourse analysis of the transcribed

focus group texts.

The results of the questionnaires and semi structured interviews yielded
indicators of citizenship based on personal values, values relating to social
responsibility, and issues relating to the legislature, as enshrined in the South
African Constitution. An analysis of the faculty community engagement texts
revealed what kinds of ad hoc measures the university was setting in place to
foster informal and therefore implicit citizenship education. The critical
analysis of student focus group discourse revealed what aspects of citizenship
education students were learning informally, as well as to what extent they felt
that they were being empowered as self-actuating yet socially conscious

citizens of a multicultural democratic country.



This study is thought to be of value, as, at the time of the study, the university
involved was engaged in a transition between offering informal and implicit
options for citizenship education, such as work integrated learning
programmes and community engagement projects, and formally curriculating
citizenship education into the syllabus in the form of General Education
modules, which was still work-in-progress at the end of the study.
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CHAPTER 1
INTRODUCTION

1.1 Introduction

Chapter 1 first looks at citizenship education in the context of post liberation South
Africa, suggesting that, even after political liberation, the country still faces
serious problems in its transition to a peaceful and productive postcolonial
society. South Africa has been celebrated for its relatively peaceful transition to
democracy, and has one of the most admired constitutions in the world.
However, as this chapter will endeavour to show, a number of social ills stand in
the way of a peaceful and united society. These include high unemployment,
widespread poverty, the high crime rate, increasingly violent protest action and
rampant corruption, as well as ongoing political factionalism, often resulting in
what are openly acknowledged as political murders. A snapshot of the current
state of social dysfunction, which appears to have come to a peak in 2016, has
been provided by means of a plethora of disturbing press reports, showing that
what has been simmering under the surface for many years is now being publicly
acknowledged in the media.

The chapter next goes on to look at the issues facing citizenship education in
higher education in South Africa, noting the non-congruency between educational
policy formulation and policy implementation. The focus of this study is then
identified as being on the informal development of citizenship education initiatives
at universities in the period leading up to their formal inclusion in tertiary curricula.
The university context in which the study took place is then briefly described,
showing how the new university resulting from the merger of a technikon and
technical college became the Durban University of Technology (DUT), its focus
being on vocational education. The research problem statement and research
questions are then formulated, as well as the general aims and scope of the
research. Brief definitions of key concepts and terms then follow, namely,
citizenship education, discourse and critical discourse analysis. After suggesting

the possible value of the research and any new contribution to knowledge which
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it is thought to make, the chapter concludes by identifying some of the key points
discussed in this chapter and by giving an overview of subsequent chapters

1.2 Context of the study

This section will first look at citizenship education in the context of post liberation
South Africa, then at citizenship education in the context of higher education, and,
finally, in the university context in which the study took place.

1.2.1 Citizenship education in the context of post liberation South Africa

To set this study in context at the time of writing this thesis, it is necessary to
sketch briefly what the development of good citizenship is facing in the context of
South Africa. This country has been celebrated worldwide for achieving liberation
in a peaceful and democratic way; it has established a Truth and Reconciliation
Commission to deal with the crimes of the Apartheid era; it has one of the most
admired constitutions in the world, which is framed to respect and protect the
individual and group rights of different cultures; and it recognises the eleven main

“official” languages of its multicultural and multilingual population.

On the other hand, there are factors which are problematic when it comes to its
population practising good citizenship. The many different races and cultures
involved make it difficult to establish what “righteous behaviour” might be.
Communication between different ethnic groups is poor, owing to the main
“official” language being a colonial one (although this is English, and not
Afrikaans, the “power” language of apartheid). Racism is acknowledged as still
being prevalent, and there is currently a move to criminalise racist utterances
because of public indignation against racist speech (Padayachee and Pillay
2016). McKaiser (2016: 7) describes South Africa as a “neo-colonial state” in
transition to a “postcolonial society”. In this transitional phase, there is still
resentment at the remaining vestiges of colonialism (Mtshali 2016) and the
arrogance of the “new elite” (Gibson 2016; Makhafola and Mkhwanazi 2016;
Manda 2016c¢; Pillay 2016b). According to the 2016 Community Survey, the
standard of living in South Africa has improved (Daily News Reporter 2016), yet

unemployment is high and poverty is widespread (Musgrave 2016); it is these



indignities to which McKaiser attributes the growing violence of public protests, a
position confirmed by a research project reported by Padayachee (2016b).

The vandalism of universities and schools is a case in point. “#FeesMustFall”
protests turned violent in 2016, resulting in the burning of university buildings,
including libraries (Mlambo 2016b; Wolhuter, Pillay and Regchand 2016).
According to Dr Mary de Haas, a KwaZulu-Natal violence monitor, the causes of
current university violence are highly complex, and very likely orchestrated by
provocateurs for political ends, as with the “student” demonstrations of the 1970s
and 1980s (De Haas 2016: 16). Yet the university students comprising the
#FeesMustFall protesters claim that their protests are a continuation of the anti-
apartheid struggle against unjust colonial rule. De Haas points out that this
conviction trivialises the former struggle of black people against apartheid, and
sets young people at risk in terms of having their rights violated by oppressive
legislation by the (now) liberation government (2016: 16). University students
have the option to protest against exorbitant fees peacefully via the ballot box,
but show voter apathy: voter registration in the eighteen to twenty-four age group
is the lowest in the country (Tracey 2016).

Not only university, but also school infrastructure is suffering as community
members burn down schools as part of service delivery protests (Wa Azania
2016), so that the pupils who are most in need of education lack proper school
buildings (Mangiwa 2016; Nggeme 2016). The media report that the police are
unable to cope with the increasingly violent nature of the protests (Mkhabela
2016). The media also report abuses within the school system in terms of now
illegal corporal punishment (Mlambo 2016a; Ngubane 2016), alleged racism
(Morton 2016; Mtshali 2016), and school sex scandals where minor pupils are
abused by teachers (Magubane 2016). Underage drinking is a problem
(Padayachee 2016a). The poor quality of education perpetuates the inequalities
which existed in the Apartheid era. Society is still polarised racially and culturally
(there is little residential integration, see Pillay 2016a), and is becoming more so

now in terms of class divisions and inequalities.



South Africa has a high crime rate, with political “hits” now becoming the norm
(Kynoch 2016; Manda and Padayachee 2016; Zungu 2016), and local groups
attempting to run “protection rackets” where they see public works operations
flourishing (Broughton 2016a; Nxumalo 2016). Vigilantism has become
prevalent, with outraged members of the public taking the law into their own
hands, often violently, when the police are not seen to be addressing crime (ANA
2016; Nxumalo and Dawood 2016). The province of KwaZulu-Natal has always
been noted for its violence, and currently has an average murder rate six times
higher than the international average, as reported at a Provincial Crime Summit
(Sunday Tribune Reporter 2016). In the run up to the 2016 August provincial
elections, internecine warfare took place in internal clashes within the ANC
(Gumede 2016; Manda 2016a; Maghina 2016; Mercury Reporter 2016; Wolhuter
and Padayachee 2016). Murders of political rivals were reported on a daily basis
(Manda 2016b; Wa Azania 2016; Zungu 2016). Analysts have explained this by
referring to the high poverty rate in the province. As unemployment is rife,
uneducated yet charismatic community leaders see election to public office as
their only hope of employment, with supporters viewing patronage by the leaders
(i.e. elected by themselves) as their rightful share of the “gravy train” (Ndletyana
2016).

Corruption is rampant in South Africa from the President’s office down. President
Zuma’s use of state funding for his private residence at Nkandla became a
national scandal in 2016 (Dodds 2016; Makhafola and Mkhwanazi 2016).
President Zuma’s much publicized tussle with Finance Minister Pravin Gordhan
over the latter’'s attempt to reign in government over-spending became a case of
national indignation; at the time of this study Gordhan was not only a respected
fiscal manager, but was also viewed by the public as a man of principle opposing
corruption (Van Niekerk 2016). Corruption in the police force is regularly reported
in the press (Barbeau 2016; Broughton 2016b; Shaikh 2016). Public policing
reached an all-time low in 2013 in the “Marikana massacre”, the mass shooting
of protesting miners, with Chief of Police, Brigadier Ria Phyega, ultimately found
to be unfit for her office (Maromo 2016). Abuse of police power is all too
frequently reported in the case of cover-ups of police violence and bullying

(Manda 2016c; Moya 2016). Finally, the lack of transparency in the management
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of the South African Broadcasting Company (SABC) does not bode well in terms
of its timing in the run up to the General Elections in 2019 (Mkentane 2016;
Thakali 2016; Witten 2016).

The state of affairs described above suggests that any formal school or university
curriculum designed to address the development of good citizenship would also
need to address the most serious citizenship issues facing South Africa. The
main problem is that the South African populace is not integrated as a society
(Pillay 2016a): there appears to be no real sense of a national identity. There
appears also to be no sense of being an “African” nation, as shown by the
“xenophobia” regularly exhibited by the indigenous populace towards foreign
African nationals (Tewari 2015; Okyere-Manu 2016). In the context of this social
turmoil, the real-world problems prevalent in South Africa facing citizenship
education currently, then, could be described as follows:

o How one defines a “good citizen”; and

o How one develops “good citizenship”.

It can be seen from the above overview that political liberation does not
automatically lead to empowerment of civic society or all individual citizens. For
this to take place, the most serious problems noted would need to be

acknowledged and addressed in the curriculation of formal citizenship education.

1.2.2 Citizenship education in the context of higher education in South
Africa
The Department of Education’s vision for South Africa is to create a “prosperous,
truly united, democratic and internationally competitive country with literate,
creative and critical citizens leading productive, self-fulfilled lives in a country free
of violence, discrimination and prejudice” (DoE 1997b). However, this vision
seems to focus mainly on the desire for personal fulfilment and national
recognition rather than the need to practise human values which will ensure good
citizenship, resulting in good communities, good societies and good nations. In
a multicultural society the notion of good citizenship itself is problematic (Scheffler
1962), and, as Baéhr points out, the “good life” may mean very different things in

different cultures (1990: 773). According to Kiing (2002), a common set of values
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or ethics which is practised by all would ensure the stability and sustainability of
a community, society or country. Our own Constitution (South Africa 1996) is
designed to protect the citizens of its country, and, contained within the
Constitution is the manifesto on values, education and democracy, which

identifies ten fundamental values of the Constitution (DoE 2001).

South Africa must be commended for its highly rated educational and political
policies, which are in keeping with international standards (DoE 2001). However,
there seems to be non-congruency between policy formulation and policy
implementation (Jansen 2001, 2002). Moreover, the high crime rate, especially
of crimes committed by high-ranking government officials and members of the
law, is indicative of the erosion of ethical and moral values that is fast permeating
our society. Kapur (1996), who discusses the erosion of moral and ethical values
(EEMV), compares this to a pandemic (such as the AIDS pandemic) which is

rapidly invading society.

According to Mattson and Shea (1997), higher education is still a part of an
individual's continual process of “character development” and growth in
enlightened virtue, and higher education has a civic mission. This, they claim,
means that institutions of higher education have a responsibility to develop public-
spirited citizens and engage with surrounding communities to transform the
quality of life. Itis the contention of this study that not only should good citizenship
be developed in universities, as Mattson and Shea (1997), suggest, but that for
some time it has in fact been developed informally, in hidden curricula. One of
the applications of this research was to suggest that these hidden curricula be
made more explicit, and perhaps even be expressed in formal curricular terms,
provided that an appropriate model might be found for Universities of Technology
(UoTs). In the course of this study this in fact came to pass at the university
where the empirical work was done, when the Durban University of Technology
(DUT) started designing and implementing General Education (GenEd) modules
across the faculties (Green and Adekanmbi 2014: 950). Thus in a sense this
study pre-empted this process by investigating the status quo from 2010, showing
what kinds of citizenship education (formal an informal) were in place then and in

the intervening years.



1.2.3 The university context in which the study took place

DUT is the result of a merger in 2002 between two Technikons, M.L. Sultan
Technical College, an historically disadvantaged institution with a majority African
students and Indian staff, and Technikon Natal, which was initially Afrikaner-
dominated with a predominantly white student body, but has had an increasingly
multicultural student body since 1995. The new institution was first named the
Durban Institute of Technology (DIT), but towards the end of 2005 was renamed
the “Durban University of Technology”. In 2007 the university celebrated 100
years as a joint educational and higher education institution, and in 2008 DUT
embarked on a major mission to transform itself into an actual “university of
technology”, and not just one in name only. Universities of technology have a
distinct vocational focus, with “technology” referring to practical problem-solving
methods and not necessarily mechanisation:

A University of Technology places emphasis on innovative problem-
solving and career-directed courses, in addition to the basic
responsibilities of a university. The courses are designed to be career-
orientated and practical, with experiential learning forming part of the
courses (Farham 2015).

The institution faced many challenges in its attempt to refocus itself as a new
university type. Although the merger was a voluntary one, the process was
fraught with major challenges owing to the fact that both of the merged technikons

had different cultures - academic, religious, cultural and linguistic.

As Professor Roy du Pré, then Vice Chancellor and Principal, stated in his Annual
Report, 2007:

DUT recognises the need for a University of Technology to be
engaged with the community. Although the university has been active
in the broader community in various projects for many years, the
institution is consolidating all of its activities into a Department of
External Engagement and prioritising the academic and research link
with the community which is characteristic of a University of
Technology. However, DUT’s involvement with the greater community
continues through the concept of Co-operative Education, specifically
Work-Integrated Learning which is a compulsory module in most of its



programmes, requiring students to do on-the-job training before they
graduate (Division of Corporate Affairs 2007: 5).

At the time of this study, the university consisted of six faculties: Accounting and
Informatics, Applied Sciences, Arts and Design, Engineering and the Built
Environment, Health Sciences and Management Sciences. The six faculties were
contained within seven campuses, namely: M.L. Sultan Campus, City Campus,
Steve Biko Campus, Ritson Campus, Brickfield Road Campus, Indumiso

Campus and Riverside Campus (see Figure 1.1).

to Brickfield Campus

T to Indumiso Campus
~7 | and Riverside Campus
(in Pietermaritzburg)

——

Steve Biko
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ML Sultan
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Figure 1.1 The multi-campus Durban University of Technology

The qualitative data gathered in this study was restricted to the Faculty of Arts
and Design, but it should be noted that the various department in Arts and Design
were spread across five of the seven campuses. Many students resided in the

(then) nine residences provided by the university.

1.3 Problem statement and research questions

The formulation of the research problem statement and research questions is
given in this section, so that the research objectives might become clear at the
outset of this account.



1.3.1 Social problem motivating the study

The social problem, that is the “life-world” problem (Waghid 2004: 472), which
provided the researcher’'s motivation to undertake this study, was the fragmented
state of society in South Africa after more than twenty years of political liberation
(as reflected in section 1.2.2 above). In press surveys and opinion polls young
people regularly express optimism about the future, but it is also clear that they
were well aware of the social problems facing them (Tribune Reporter 2016). As
an educator of Life Orientation, it is my concern that young people develop as
good citizens, not only in South Africa, but also anywhere in the world where they
may travel, being self-actuating but having the social responsibility to contribute
to the common good. In my opinion, this would address some of the ills facing
South African society today. The real-world problem of the fragmented state of
society in South Africa could be addressed partly through education, including
that given informally through parental instruction.

1.3.2 Statement of research problem

In this study, the real-world problem was narrowed down to the research problem
(Creswell 2007: 102-103), which involved investigating how citizenship education
might be carried out, if at all, in tertiary institutions in KwaZulu-Natal. Tertiary
level was chosen as this was thought to be the stage at which many young people
start to think critically and to make critical decisions about their lives (Lai 2011).
KwaZulu-Natal appeared to be suffering the most in terms of violent protests and
the unrest leading up to all municipal elections (see pp. 3-4 above); the unrest
has recently escalated to the extent that murders are no longer front page news.
The Durban University of Technology was considered a suitable option, as, at the
time of the research, it was moving from a situation of offering informal citizenship
education in an ad hoc fashion (circa 1999) towards the position of formally
curriculating aspects of it in the form of General Education Modules (Green and
Adekanmbi 2014: 950). The statement of the research problem (Creswell 2012:
64) could be expressed as identifying what (if any) elements of citizenship
education existed in universities in the period leading up to its formal curriculation.
As the focus of the study was the empowerment of young people in terms of
achieving self-actuation and social cohesion in a post-liberation country, a critical

discourse approach was adopted. The thesis title was formulated as follows: “A
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critical linguistic discourse analysis of participant narratives in the construction of

citizenship education at a university of technology”.

1.3.3 Research questions

A review of the literature established that, while there were many models of
citizenship education described the literature, these were either too specific in
terms of describing national imperatives (i.e. of other countries) or too general in
describing supposedly global characteristics. As can be seen from the above
sections, this study was motivated by the need to find a solution which fitted the
South African context and worked towards building social cohesion as well as
individual self-actuation. After the review of the literature, the following specific

research questions were formulated to guide the inquiry:

1. What indicators, if any, of citizenship education can be found in the

narratives of:
a) students, and
b) academics?
2. What aspects of citizenship education do these indicators express?

3. What model/s of citizenship education might be offered to tertiary
institutions in terms of revising their curricula to include citizenship

education?

The research questions were framed so as to be open-ended, in order to explore
what was actually happening in the real-world situation, and thus “faithfully reflect
lived reality” (Castellano 2008: 428). A critical discourse approach was adopted
to find answers to the above questions, working within the theoretical perspective
of critical language study, as will be discussed in the chapter on research

orientation.
It was anticipated that the data gathered in research questions 1 and 2 might go

some way towards suggesting what models of citizenship education would be

suitable for formal curriculation at tertiary level, thus answering research question
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3. The above overview of the wider social context in which the research took
place should make it clear that the term “suitable” needed to be interpreted in
terms of addressing the social ills which had become all too apparent in the

province of KwaZulu-Natal in particular, and South Africa in general.

1.4 General aim and scope of the research

The general aim of the research was to explore how elements of citizenship
education contained in models such as that developed by Crick (1998), or the
alternatives listed by Wright (2003), might be operating at tertiary level in a South
African university of technology by carrying out a discourse analysis of the texts
of various participants. If higher education is also a part of the process of
education for citizenship (Crick 1998: 13), even if operating at an implicit level,
then this study would argue that the discourse of participants should reflect this
process. The scope of the research was delimited to disciplines in the
Humanities, as the latter are considered to be an area in which the “whole person”
is developed. The aim was to identify indicators in participant discourse which
might be linked to themes occurring in models of citizenship education, in
particular those summarised by Wright (2003) and the Crick Report (Crick 1998).
This study was carried out within the theoretical perspective of critical language
study (Fairclough 1989), using a critical discourse analysis on the various texts
transcribed from interviews (Fairclough 1995; 2003). According to Van Dijk
(1985), discourse analysis can be viewed as an interdisciplinary field of study
which evolved from diverse disciplines within the humanities and classical
studies: as this research involved both the fields of education and language
practice, and explored citizenship education as operating within various

disciplines, this was considered to be an appropriate approach for analysis.

1.5 Definitions of key concepts and terms

A key concept in this study is that of citizenship education, which is itself
problematic, as well as the nature of “good” citizenship. The term “discourse” is
also often not clearly defined Mills (1997), and an attempt will be made to clarify
what is taken to be discourse in this study. Finally, a brief explanation of the term
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“critical discourse analysis” will be given. All of these terms will be discussed in
more detail in the course of this thesis.

1.5.1 Citizenship education

There is by no means agreement on the concept of citizenship education in the
literature, and Wright (2003) suggests that both the definition of good citizenship
and how it can best be inculcated are problematic. Wright's view is supported by
Burchell (1993), who describes citizenship as still “under construction”. In a
multicultural society the notion of good citizenship itself is problematic (Scheffler
1962), and, as Baéhr points out, the “good life” may mean very different things in
different cultures (1990). According to Kiing (2002), a common set of values or
ethics which is practised by all would ensure the stability and sustainability of a

community, society or a country.

In the United Kingdom, the Crick Report (Crick 1998) provides a clear definition
as well as outcomes for citizenship education. Although Crick’s statement of
definition and outcomes are specifically for schools, they may still have relevance
for citizenship education in higher education if we accept that higher education is
also a part of the process of education for citizenship (Robbins 1963; Mattson
and Shea 1997). The Crick Report shows citizenship education as comprising
three separate but interrelated strands: social and moral responsibility,
community involvement and political literacy. It also stresses the following points:
“citizenship education is education for citizenship, behaving and acting as a
citizen, therefore it is not just knowledge of citizenship and civic society” (Crick
1998: 13); citizenship education, according to the Crick Report, “also implies
developing values, skills and understanding that related to become informed and
active citizens” (Crick 1998: 13). According to Giroux (1995), citizenship
education is in the nature of a “contract” between the individual and the state:
“citizenship concerns the integration of the individual in the political framework
and the participation of citizens in the institutions of law” and “is expressed in the
continuing participation of individuals in the co-management of public affairs”
(Giroux 1995: 7).
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Citizenship education can be seen as a vehicle that is useful not only to develop
skills and values of good citizenship, but to empower young people to use these
skills and values to engage and deliberate in public matters. It is considered a
social responsibility to represent or become “the voice” of the community or
organisation in order to improve existing conditions by becoming involved in the
legal structures. These structures within various organisations provide a platform
for citizens at “grass roots level” to express their feelings, to contribute ideas and

to negotiate for better conditions.

According to the Crick Report, while citizenship education has been introduced
formally in secondary schools in the UK, citizenship education in higher education
is still “implicit and subtle”. In this study the researcher concurs with the Crick
Report that citizenship education is based on the development of skills, attitudes,
knowledge and values that will assist citizens to contribute actively to society in

a holistic and positive manner.

1.5.2 Discourse

The term “discourse” is used in diverse ways depending on what school of
discourse analysis one adheres to. Bloor and Bloor (2007: 6-7) distinguish a
number of uses of the term “discourse”, ranging from the understanding of
discourse as all symbolic interaction and communication between people to
treating discourse as a particular text. Mills (1997) suggests that it is difficult to
define discourse because the meaning of the term “discourse” has transformed
considerably over time. It has moved from a consideration of language as a

communication system to viewing language as a social practice:

Discourse sees language not simply as logically structured meaning
systems, but as a social practice in which people enter into relation
with each other as they engage in the process of producing and
interpreting meaning (Gilbert 1992: 38).

Foucault (2002) did not set any limitation on the meaning of the term “discourse”:

Lastly, instead of gradually reducing the rather fluctuating meaning of
the word 'discourse’, | believe that | have in fact added to its meanings:
treating it sometimes as the general domain of all statements,
sometimes as an individualizable group of statements, and sometimes
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as a regulated practice that accounts for a certain number of
statements (Foucault 2002: 90).

1.5.3 Critical discourse analysis

As will be followed up in Chapter 3, a critical orientation was adopted for this study
in terms of empowering young people individually to becomes self-actuating
adults, and socially, to use these skills and values to engage in public matters.
A democratic multicultural country cannot be sustained, let alone developed,
without whole-hearted individual and group engagement (Kymlicka 2002).
Analysing the discourse of young students in university’s path towards formal
curriculation of citizenship education was thought to offer insight into how young
people experienced university induction into adult citizenship. In particular, how
they were influenced by ever-changing social currents in power relations was
thought to be significant, in terms of their becoming individually and socially

empowered.

Stemming from Habermas'’s (1972: 308) critical theory, critical discourse analysis
aims to help the analyst understand social problems that are mediated by
mainstream ideology and power relationships, all perpetuated by the use of
written texts in our daily and professional lives. Van Dijk defines critical discourse
analysis as a type of analytical research that examines “the way social power
abuse, dominance, and inequality are enacted, reproduced, and resisted by text
and talk in the social and political context” (Van Dijk 2001: 352).

Critical discourse analysis does not provide absolute answers to a specific
problem, but enables one to understand the conditions behind it. This is because
discourse analysis aims at allowing us to view the problem from a higher stance

and to gain a comprehensive view of the problem and ourselves in relation to it.

1.6 Value of the research and new contribution to knowledge

This study was carried out while the university was in the transitional stage
between informal (i.e. non-curriculated) instruction in citizenship education and

fully integrating it into curricula for the academic programmes. In a sense, this
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study then “benchmarks” informal attempts at instruction in citizenship education.
It also offers a basis for comparison with results obtained from future studies.

This is, to the researcher's knowledge, the first attempt at a critical discourse
analysis of spoken participant responses in the field of citizenship education in
higher education. Previous studies have tended to focus on analysing print texts,
for example, the texts of educational projects (Heck 2003), curricula (Sigauke
2011), policies and other government texts (Peskett 2001; Ailwood et al. 2011;
Sigauke 2011; Konayuma 2012), curriculum, policy and research materials
(Gonsalvez 2013), and news media (Cui 2010). This study is also different from
most previous studies for the following reasons: the multicultural nature of the
university; the relatively new political independence of South Africa; and the
problematic nature of reconciling views on “good citizenship” between people

with diverse cultural beliefs and values.

1.7 Conclusion

It can be seen from Chapter 1 that citizenship education in this study is viewed
from the perspective of its current social context, that of a fragmented post-
liberation society in South Africa today. It is not a question of nationalism or
patriotism, but rather a question of social cohesion in a multicultural society. It
was anticipated that evidence for this lack of social cohesion would become
apparent in the discourse of participants (which was indeed so), and that
suggestions from participants might be seen as attempts to address this issue.
Any models, whether informal or formally curriculated, would need to address the
iIssues causing the dysfunction as well as fostering a sense of national identity.
The description of the context of post liberation South Africa given in this chapter
shows that it might be difficult even to describe a “good citizen”, let alone how
one might develop “good citizenship”. However, it is clear that measures needed
to be taken to foster social cohesion, and that a strong moral stand needed to be
taken against violence, crime and corruption in order to develop a flourishing
cohesive society with a strong national identity. The abuses reported in the
school system suggest that higher education had at the time of writing become a
critical area in terms of addressing the abuses and inequities found in the school
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system. The focus of the study on the informal development of citizenship
education initiatives at universities in the period leading up to their formal
inclusion in tertiary curricula can be viewed as an attempt to suggest that the
models proposed should be based on what could be seen to work informally until
the present day. The intention was to empower stakeholders, particularly our
students, by consulting them, and not just by imposing policy from on high, as

had been done so often in the past, for political rather than educational reasons.

An overview is given of subsequent chapters, as follows:

Chapter 2

Chapter 2 looks at various concepts of citizenship education, and then various
policies informing citizenship education are discussed. As much of the informal
citizenship education occurring at DUT took the form of service-learning, service-
learning in higher education is then discussed, as well as the effects of service-
learning on students, faculty and communities. The chapter then goes on to give
an overview of citizenship education in the South African context. After looking
at the successful implementation of citizenship programmes or projects, the
chapter concludes by formulating the research questions which were used to

guide the inquiry.

Chapter 3

This chapter deals with the research orientation which underpins this study, which
was carried out from within the critical paradigm using the theoretical perspective
of critical language study. The key critical linguistic concepts of empowerment/
disempowerment, subject positions, ideology and hegemony are then defined
and discussed, followed by an account of critical discourse analysis. The chapter
then gives an account of the methodology used in this study. Firstly, an overview
is given of the research design. Next, the various elements of the design are
unfolded in more detail, including the type of mixed methods approach used. The
specific methods used are then described, namely, questionnaires and semi
structured interviews, and discourse analysis. The anticipated outcomes of the
various methods are then discussed, and the chapter concludes after looking at

the ethical considerations involved and the delimitations of the study.
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Chapter 4

In Chapter 4 an attempt is made to answer research question 1a, namely: “What
indicators, if any, of citizenship education can be found in the discourse of
students?” A content-type analysis based on the questionnaires and semi-
structured interviews is provided to arrive at insights into the practice of
citizenship education at DUT, and, where possible, provide the rationale for these
trends. After dealing with the demographics of student participants, the chapter
gives an account of the responses to questions on citizenship education to arrive
at some indicators of good citizenship in order to identify what aspects of

citizenship education might need to be addressed at the university.

Chapter 5

In Chapter 5 an attempt is made to answer research questions 1b and 2, namely:
“What indicators, if any, of citizenship education can be found in the discourse of
academics?” and: “What aspects of citizenship education do these indicators
express?” The answers to research question 1b were provided by a content
analysis of texts showing the provisions for citizenship education set in place by
staff in various academic departments in the form of departmental community
projects, work integrated learning (WIL) and service-learning projects. The
answers to research question 2 were provided by the critical discourse analysis
of the texts generated in the student focus groups.

Chapter 6

Chapter 6 firstly draws general conclusions based on the findings, in the process
summing up the answers to research questions 1 and 2, and providing a
substantive discussion of the issues which emerged.

Chapter 7

Chapter 7 makes recommendations (answering research question 3), suggesting
suitable models of citizenship education for tertiary institutions. It then addresses
some of the key issues emerging from the conclusions, and makes
recommendations for further research. After looking at the extent to which the

research aims were achieved, the chapter ends with some concluding thoughts.
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CHAPTER 2
LITERATURE REVIEW

2.1 Introduction

After suggesting that the nature of citizenship and citizenship education is
problematic in terms of the diversity of views about both, Chapter 2 then looks at
various concepts of citizenship education, including approaches based on moral
values or ethics, cosmopolitanism vs. nationalism and maximalist vs. minimalist
approaches. Next, policies informing citizenship education are discussed, as
follows: the Global Ethic, Global Citizenship Education, the Learning to Live
Together programme, the institutional framework of citizenship education in
Spain, the Crick Report, and the integration of citizenship education into the
curriculum in Canada. As much of the informal citizenship education occurring
at the Durban University of Technology (DUT) took the form of service-learning,
service-learning in higher education is then discussed, looking at its origins,
experiential learning theory (ELT), various definitions of service-learning, and the
differences between service-learning and other types of community-based
learning. This section concludes with a look at the effects of service-learning on
students, faculty and communities. The chapter then goes on to give an overview
of citizenship education in the South African context, looking at the South African
Constitution, the Tirisano Project, the Moral Regeneration Movement and the
National Development Plan 2030. It is noted that the people of South Africa are
also considered to be active in their own development as citizens. After looking
at successful implementation of citizenship programmes or projects, including the
DUT service-learning project, the chapter concludes by formulating the research
questions used to guide the inquiry.

2.2 Diversity in definitions of citizenship and citizenship
education

There is by no means agreement on the concept of citizenship education in the
literature, and Wright (2003) suggests that both the definition of good citizenship
and how it can best be inculcated are problematic. In a multicultural society the
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notion of good citizenship itself is problematic (Scheffler 1962) and, as Baéhr

points out, the “good life” may mean very different things in different cultures

(1990: 773).

Table 2.1 Overview of attempts to categorise citizenship (Wright 2003: 5)

SOURCE CATEGORIES 1. 2. 3. 4.
Marshall aspects of Civilfight<JRE < rightsIRIEE] rights
citizenship
Juteau categories equality
identit
Halland Held | categories and belonging toa | pparticipation in
responsibili- | community the community
ties
Torney-Purta elements democracy sense of social
cohesion and
identit diversity
Members of dimensions Personal social spatial Temporal
the CEPS (stress their
Project interconnectedn
ess)
Wilkinson and | networks of political socio- Cultural
Hébert citizenship economic
in four
domains
Gagnon and categories social, cultural | effective and
Pagé and system of SV particit
supranatio-nal pation
belonging
Barr, Barth and | categorization in | citizenship social science | reflective
Shermin social studies transmission inquiry
Theiss-Morss | categories Eliist pluralist citizenship Participatory |

Colour coding for categories:

national identi civil/civic

social

Citizenship
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Wright (2003) also sees the purpose of education in a democratic society as
being to assist students to learn how to communicate with others about the public
good (the common good) and how to make it a reality. Deliberation will often
involve conflict, argument and judgments which inevitably result in value-laden

conclusions.

Wright provides an overview of attempts to categorise citizenship in the literature,
as summarised in Table 2.1. The variations shown in Table 2.1, although they
may overlap (as indicated by the colour coding), have little in common, and when
these appear, they are at different levels of the authors’ concepts of citizenship.
For example, Gagnon and Pagé include rights as one of their four categories,
while all three of Marshall's aspects deal only with aspects of citizenship rights.

However, they give some idea of the scope and depth of concepts of citizenship.

As Wright comments, these researchers adopted a specific framework to conduct
their analyses. He adds: “There have also been analyses based on political
ideologies, e.g. conservative, liberal socialist, communitarian, etc., and ones
which take disciplines such as anthropology and geography as their starting
points” (2003: 5). Central to the problem identified by Wright is the issue of what
framework or perspective one uses to define good citizenship and citizenship
education. This may, and in fact would be expected to be different in different
countries, or even in different cultures within a country. In a multicultural country
such as South Africa, with its lack of social cohesion, it is clear that problems
such as lack or education and employment, a high crime rate, rampant corruption,
increasing civic violence and racism weaken the already fragile democracy even

further.

In established democracies, as well as newly established democratic states, such
as those of Eastern and Central Europe, Latin America and South Africa, there is
a recognition that democracy is essentially fragile, and that it depends on the
active engagement of citizens, not just in voting, but in developing and

participating in sustainable and cohesive communities (Osler and Starkey 2006).
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2.3 Various concepts of citizenship education

As Wright (2003) points out, variation in the concepts of citizenship have led to
different concepts of citizenship education. The researcher chose to use the
following approaches to discuss citizenship education, as they not only dealt with
the problems apparent in the social context in which the research took place, but

also with the following issues of citizenship emerging from the literature:

e moral values or ethics,
e arguments for cosmopolitanism vs. nationalism, and

e maximalist vs. minimalist approaches.

Approaches based on moral values or ethics were seen as relevant in view of the
high level of corruption in South Africa, as well as the obvious need for moral
guidance in a multicultural country with so many conflicting value systems as well
as a visibly corrupt government. The cosmopolitanism vs. nationalism approach
was seen as dealing with issues relating to the current fragmentation of South
African society. This approach posed the question of whether it might be better
to focus on the patriotic spirit of citizens in a common South African nation, as
opposed to a more global approach which might help them to see themselves as
world citizens rather than being involved in petty local disputes. Maximalist vs.
minimalist approaches contrasted the strategy of promoting public engagement
to bring about a more cohesive society by tackling social ills, with private

endeavours just “to be a good citizen”.

In terms of dealing with the core issues which determine the type of citizen one
can aspire to be, civil/civic rights, responsibilities and values appear frequently in
Table 2.1. The researcher has therefore looked at the approach using moral
values and ethics to define us as human beings and thus possibly lay the
foundations of good citizenship. The concept of national identity is also a
common factor in Table 2.1. The concept of patriotism and a sense of belonging
is explored further in Crick’s model, as well as in the South African interventions
which will be discussed later in this chapter. However, it has been argued by
some researchers (Ignatieff 1993; Nussbaum 1996, 2004; Rodin 2012) that
people should be thinking and acting as global citizens (i.e. cosmopolitans) rather
than national citizens. The researcher thus also considered the idea of a
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cosmopolitanism which operates at a supranational level as potentially having
merit for application in the South African context. Cosmopolitanism and
nationalism are therefore discussed in more detail in this chapter. The other
common concept in Table 2.1 is the degree of participation, that is, how much or
how little is required for one to be regarded as a good citizen. The maximalist
and minimalist approach explores this point further.

2.3.1 Approaches based on moral values or ethics

Many researchers agree that the basis of good citizenship lies in values, morals
and ethics, that is, aspects which are guided by one’s conscience. While
historically the primary role of citizenship and civics education in nation states
was linked with the process of state formation and designed to build a common
identity, inculcate patriotism and loyalty to the nation (Green 1990), the
expectations are now far more complex. According to Johnson and Morris (2010),
globalisation and the establishment of global and cross-national bodies such as
the United Nations (UN), UNESCO and European Union (EU), have created
pressure on schools to promote forms of citizenship and multiculturalism which
go beyond national boundaries. This calls into question the validity of ethnic and
nationalistic forms of identity, which are reflected in the current racial and cultural
polarisation in KwaZulu-Natal noted in Chapter 1. The focus should rather be on
promoting forms of citizenship based on a common set of shared values (e.g.
tolerance, human rights and democracy) which prepare young people to live
together in diverse societies and which reject the divisive nature of promoting a
national identity. In some contexts citizenship education is also expected to
contribute to the promotion of social justice, social reconstruction and democracy
(Johnson and Morris 2010: 77-78).

As an example of this change in focus, previously citizenship education at
Canadian public schools used to focus on inculcating values such as loyalty and
patriotism through learning about their national heroes. This changed when
members of the Winnipeg School Board in 1913 stated that citizenship education
involved developing a sense of social and civic education by encouraging national
and patriotic pride. The Crick Report stresses the following points: “citizenship

education is education for citizenship, behaving and acting as a citizen, therefore
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it is not just knowledge of citizenship and civic society; it also implies developing
values, skills and understanding that related to become informed and active
citizens” (Crick 1998: 13).

King (2000), the famous Swiss theologian, concurs with the notion that ethical
values assist in the development of good citizenship. King was commissioned
with the task of drafting a Declaration of the Religions for Global Ethics. This
declaration had the consensus of about 200 religious bodies and forms the
fundamental document for developing the idea of a global ethic. The term “global
ethic” refers to a fundamental consensus on values which are binding,
unconditional standards and personal attitudes. Approaches sharing similar
ideas to those formulated by King are Global Citizenship Education and the
Learning to Live Together programme, which was formulated in cooperation with
UNICEF and UNESCO. This programme was the result of the promotion of ethics
education through intercultural and interfaith learning by the Interfaith Council on
Ethics Education for Children. The purpose of this programme was to encourage
communities and societies to live peacefully, treating all human beings with
respect and dignity. As Giroux comments, “the language of educated hope and
democratic possibilities, which asserts that schools play a vital role in developing
the political and moral consciousness of its citizens” (2000b: 35). He adds that
educational challenges and becoming a leader should not be focussed on the
raising of test scores and producing experts in the field, but on the “moral and
political vision of what it means to educate to govern, lead a humane life, and
address the social welfare of those less fortunate than themselves” (Giroux
2000b: 35). These sentiments are well suited to addressing the social ills

typifying the KwaZulu-Natal context described in Chapter 1.

Burbules and Rice (1991) suggest that the development and expression of certain
communicative values, such as humility, empathy, integrity, trustworthiness,
patience, perseverance, as well as an understanding of the nature of political and
moral disagreement, ought to be at the core of citizenship education. All of the
aforementioned researchers agree that good citizenship is built on sound values,
morals and ethics. According to the previous Deputy Minister of Education in

South Africa, Smangaliso Mkhatshwa: “a democracy such as ours, which has
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emerged from the apartheid ashes, should be founded on sound moral values
that will inculcate in each of us a sense of national pride, oneness and
commitment to the common good” (RSA.GCIS 2000: 2). The major challenge
which we are faced with is how the focus can be changed from one on academic
achievement and materialism to value-based education without anyone feeling
disadvantaged. The recent promotion of literature by famous international
motivational speakers known as the “Secret” (see Byrne 2006) offers step by step
guidance on how to become rich. They emphasise values such as the need to
serve others, sharing one’s ideas with others, and spreading love and kindness
to others. Their philosophy is that one enjoys prosperity by giving rather than
receiving. This is an age-old philosophy that is contained in the scriptures of most
religions, and therefore not actually a secret: the secret lies not in knowing but in

practising the values that are discussed.

One of the first contributors to this philosophy was Andrew Carnegie, who built
his steel empire based on this philosophy (Hill 1945). However, he was not
content with just accumulating wealth. He wanted to share this information with
others so that they too could benefit, which is very rare in this modern world. He
entrusted this task to a young, enthusiastic writer by the name of Napoleon Hill.
The titles of Hill's numerous books deceive or entice those who seek material
riches into reading the books, which actually deal with character-building. Some
of his famous books are: Think your way to wealth, Master key to riches, Think
and grow rich (it seems that the author was aware that most people who read
these books are those seeking material wealth, hence the use of words like
“wealth”, “master”, and “rich”). However, he states emphatically that the only way
to achieve the success that Mr Carnegie achieved, is by practising the principles
outlined in these books. Some of the basic principles are: a positive attitude,
harmony in relationships, willingness to share one’s blessings, a labour of love,
self-discipline, and the capacity to understand people. These fundamental
principles and values are the basic building blocks that develop the good
character which contributes to good citizenship (Hill 1945: 38-47). The Carnegie
Foundation is an internationally recognised name synonymous with encouraging

good citizenship, empowering the oppressed and promoting peace.
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According to Darling (2002), citizenship education taking place as moral

education would include developing abilities to:

e Listen with humility to other people;

¢ Find relevant background knowledge and multiple perspectives on
issues at hand;

e Communicate one’s own position and interests openly and
truthfully

e Imagine with compassion and sensitivity other lives, and;

e Consider, by using what Dewey (1927) called “situated
intelligence,” decisions made in the name of justice, freedom and
the good (Darling 2002: 23-24).

2.3.2 Cosmopolitanism vs. nationalism

According to Smith and Fine (2004: 5), Kant's concept of cosmopolitanism was
based on “the ideal of an international order regulated around law and the
acknowledgment of universal human rights”, rather than promoting narrow
national interests. In modern terms, cosmopolitanism is commonly used to refer
to globalisation. According to Pogge (2002), the following three elements are
shared by all cosmopolitan positions:

¢ individualism: “the ultimate units of concern are human beings, or
persons”;

e universality: “the status of ultimate unit of concern attaches to every
living human being equally”; and

e generality: “this special status has global force.” (Pogge 2002: 169,
slightly adapted)

National identity, by contrast, refers to an identity created by people of a certain
nationality sharing a common history, language and sometimes even religion.
According to Williams (1995: 438) this type of nationalism provides people with a
strong sense of their civic identity, and includes social, cultural, and psychological
aspects. Kymlicka (1995: 76) refers to this as a “societal culture”, which “provides
its members with meaningful ways of life across the full range of human activities
including social, educational, religious, recreational and economic life
encompassing both the private and public sphere”. Kymlicka adds that these
cultures are territorial in nature and share a common language. By contrast,

Habermas’s (1992) concept of citizenship relates to people who live in a
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multicultural society and share a political culture; they derive their identity through
actively practising their civil rights rather than their ethnic or religious properties.
Lewicka-Grisdale and McLaughlin (2002) agree that this version of citizenship

seems more conducive to the concept of European citizenship.

In spite of what Wright (2003) says about the perspective one uses to define good
citizenship and citizenship education being different in different countries, a
strong case has been made for a global or cosmopolitan approach to citizenship
education. Researchers such as Ignatieff (1993) and Nussbaum (1996; 2004),
who regard themselves as cosmopolitans, argue that we should be citizens of the
world, which should prepare us for global allegiance. This would support
prospects of global peace, as even moderate patriotism may render people blind
to the interests or conditions of those beyond their own borders. Nussbaum
(1996) offers the following arguments in favour of education for cosmopolitanism.
Firstly, the study of humanity entailed in such a conception of civic education and
attachment leads to more complete self-knowledge: we see ourselves more
clearly in relation to others. Secondly, political deliberation is continually
sabotaged by partisan loyalties. This can be avoided by taking a larger world
view and recognizing an allegiance to justice that transcends the local. We will
make headway solving problems that require international cooperation only when
we consider seriously the interests of others. Thirdly, cosmopolitanism
recognises in people what is most worthy of respect and acknowledgement: their
aspirations to justice and goodness and their capacities for reasoning in this

connection.

There are various critics of Nussbaum’s view on cosmopolitanism. Himmelfarb
(1996) states that the primary focus of our civic concern ought to be on national
matters. Bok (1996), making an argument against a cosmopolitan ideal for
education, states that our moral responsibilities are determined by the real life
contexts in which we live, the attachments we have and the different roles that
we are given: these responsibilities cannot be overridden by obligations to
humanity at large. Putnam (1996) views the choice between nationalism and

cosmopolitanism as an empty choice. Both Bok and Putnam concur that the
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context of our own tradition is necessary to understand what justice is, as it forms

the basis for our participation as citizens in all public spheres.

Gutmann (1996) advocates democratic humanism as a goal for citizenship
education, and states that the idea of having a primary allegiance to any particular
community must be rejected. Emphasis must be placed on the importance of
being empowered as free and equal citizens of a genuinely democratic society.
Public education ought to cultivate in students the skills and virtues of democratic

citizenship within a nationalist context.

According to Avoseh (2001) and Lankshear and Knobel (1997), citizenship
education is the active involvement of all citizens which goes beyond the passive
level to include full and active participation in the religious, political, economic,
cultural and educational aspects of the community thus supporting the nationalist
view. On the other hand, Nagel (1991) states that the most important civic role is
to participate in public conversations about needs, rights and responsibilities with
the knowledge (pedagogy), and that there are various interpretations of each that
must be heard and weighed. Citizenship education must prepare students to
deliberate from an impersonal standpoint rather than a personal standpoint.
Nagel further points out that students must be taught how to differentiate between
our concern for the common good (the collective) and our concern for our own
particular pursuit of a good life (the individual). They must become critical

thinkers.

Osler and Starkey (1999) support this type of critical pedagogy, and suggest that
the features which should feature in citizenship education projects should include
“information about democracy and human rights in theory and in practice”, “an
equal opportunities dimension addressing the specific needs of women”, and “an
anti-racist focus and consideration of the needs of ethnic minorities” (1999: 213).
Johnson and Morris (2010: 86), however, criticise Osler and Starkey'’s criteria for
focusing only on women and ethnic minorities, rather than acknowledging the
existence of many other types of oppressed groups. They also point out that

“human rights” include responsibilities, which are not mentioned by Osler and
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Starkey, and that “community involvement” (eleventh on their list) falls short of
the notion of critical praxis (Johnson and Morris 2010: 86).

2.3.3 Maximalist vs. minimalist approaches

McLaughlin (1992) suggests that much of the confusion surrounding the concept
of citizenship can be attributed to the differences between minimal and maximal
interpretations of the term. According to McLaughlin (1992: 236), these
interpretations can be understood with reference to four features, namely: the
identity, virtues, extent of political involvement and social prerequisites conferred
by, or required for, effective citizenship. The minimal view confers merely a legal
identity on citizens, virtues are immediate and local (for example, helping
neighbours), and political involvement is limited to voting wisely; the only status
granted by citizenship is a formal legal one. The maximal view, by contrast,
confers a rich social, cultural and psychological identity on citizens, who have not
only rights, but obligations and responsibilities; this view also questions how
social disadvantages might undermine citizenship. The maximal view shows the
virtues of citizenship as going beyond the immediate context to look at more
general social issues, such as justice and empowerment for all. In keeping with
an extended interest in the common good, maximal views expect more active
participation in democracy (McLaughlin 1992: 237). Habermas (1992) also
stresses the importance of active participation in civic matters. McLaughlin notes
how the official national curriculum documents relating to the earlier attempt in
1991 to introduce citizenship education in schools tended to interpret citizenship
in minimalist ways. The Crick Report, however, does in fact show evidence of

maximal (i.e. active) elements (McLaughlin 2000: 550).

According to Dieltiens (2005: 189), we need a model of citizenship education
which aims at the development of individuality, while at the same time contributing
to the “common good” by means of democratic endeavours. Dieltiens argues
that an education leaning towards a minimalist citizenship offers a way of
achieving both of these educational objectives. She chooses the option of the
“safe” citizen who stays out of trouble and exercises his/her rights when
necessary (i.e. the minimal citizen, Dieltiens 2005: 197). The maximal citizen, by

contrast, would feel socially responsible for addressing issues of injustice within
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his/her community or organisation. Her problems with the maximal position are
twofold. Firstly, she points out that that focusing in detail on the specific values
to be learned does not lead to the autonomy of the individual. Next, she feels
that developing moral values will not necessarily promote co-operation and lead
to more equality; they may in fact lead to the adoption of a paternalistic and
patronising attitude of “care” towards the less fortunate, which may well
perpetuate inequalities (2005: 196).

Butts, writing in the "tumultuous, troubled, and traumatic” years of the 1970-
1980s, where he saw an increasing clash of private interests with constitutional
values in America (1980: 3), raised some points which challenge Dieltiens’
minimalist option. The situation described by Butts is reflected in the situation in
South Africa at the time of writing, as described in Chapter 1, where self-interest
groups (the political elite, outraged community groups, protesting students and
bands of outright criminals) compete for material gain regardless of the provisions
and values of the Constitution. Butts (1980) commented that by 1973 the entire
“youth generation” of America had adopted the new value system hitherto held
by college students. A Yankelovich survey (cited by Butts 1980: 6-7) showed that

three categories of changed values had emerged, namely, in respect of:
1. moral norms (i.e. changes towards more permissive norms)

2. social values (i.e. “changing attitudes toward the work ethic, marriage, family,

and the role of money in defining success”), and,

3. self-fulfilment (i.e. a "greater preoccupation with self at the expense of

sacrificing one's self for family, employer and community”).

These categories can be seen to echo the changes in post-liberation South Africa
today, in terms of the corruption, materialism and blatant self-interest at the core
of the state of affairs reported in Chapter 1, in spite of the values enshrined in the
South African Constitution. The lack of civic involvement of school and college
students reported by Butts (1980: 7) is mirrored in the voter apathy shown by
young South Africans (Tracey 2016). Apart from the cheating, theft and misuse
of financial aid by university students, which are currently endemic in higher

educational institutions today (Walker and Townley 2012; Freeks 2015), Butts
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(1980: 9) also reports “Theft and destruction by students of valuable property,
specifically library books and journals”. In the #FeesMustFall protests, this type
of vandalism has escalated to the burning down of libraries (Mlambo 2016b;
Wolhuter, Pillay and Regchand 2016). In defence of our protesting students,
however, it must be noted that our universities have still not yet been transformed
to accommodate multicultural student bodies, even twenty years after political
liberation (Heleta 2016: 8). Moreover, our universities themselves suffer from
systemic problems which not only disadvantage students but also put pressure
on academic staff to engage in questionable practices (Dietz, Jansen and Wadee
2006: 11-12).

The minimalist approach advocated by Dieltiens might be safer, but would not
address the dysfunctional state of society in present-day South Africa as
prefigured in Butt’'s description of America in the 1970-1980s. To deal with these
social ills, Butts (1980: 159) advocated an education which combined “civic
cohesion” with “cultural pluralism” and “global interdependence”. This was a tall
order, but at least an attempt to deal with the situation, unfortunately derailed by
unrest in the Middle East and political scandals, where attitudes hardened
towards a militaristic nationalism and veered away from pluralism and
globalisation (Butts 1980: 160-161)

There are constant debates between cosmopolitans and nationalists, and the
maximalists and minimalists. However, the main focus is on the teaching of the
nature of moral disagreement in conjunction with the development of expression
of communicative virtues which form an integral part of fruitful deliberations. In
other words, people need to be able to communicate their differences of opinion
on moral issues clearly. Beneath the arguments of where our political allegiance
ought to be directed, are the questions central to citizenship education. These
are focused on the disposition and the abilities needed to deliberate in the public

sphere in which we find ourselves throughout a lifetime.

Whilst there may be differences in the knowledge and expertise required for
effective participation at community level, national level and global level, it is

these differences that will determine the content of the citizenship curriculum.

30



Whether local or global, the questions regarding citizenship would be the same

such as:

e How should we live together?
e How can we best attend to our needs and the needs of everyone else?

¢ What should we do when we disagree? (Darling 1999: 4).

2.4 Policies informing citizenship education

This section deals with some of the policies informing citizenship education

worldwide, namely:

e The Global Ethic

e Global Citizenship Education

e The Learning to Live Together programme

e The Institutional Framework of Citizenship Education in Spain

e Policy arising from the Crick Report in the United Kingdom

e Integration of citizenship education into the curriculum in Canada

e Service-learning in higher education institutions

The researcher focused on the Global Ethic, Global Citizenship Education and
The Learning to Live Together programme, primarily because these three
international programmes address issues at a supra-national* level and thus offer
a wider perspective on good citizenship. The Learning to Live Together
programme in particular has been successful in addressing pertinent issues with
children from various countries in a peaceful manner. Thereafter, this account
focuses on policies at a national level by describing the education curricula of
countries which appear to be proactive in promoting citizenship education
formally as part of the academic curriculum. The policies in different countries
were examined to suggest models which might be used for the South African

curriculum.

1 “Supra-national”: having power or influence that transcends national boundaries and
governments.
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2.4.1 The Global Ethic

The effects of globalisation have led to racial, religious and political clashes,
which are no longer confined to small areas as in the pre-modern era. It is
therefore important that globalisation be accompanied by a global code of ethics,
moral standards or principles in to ensure the continued prosperity of the human
species and the protection of its environment (Kiing 2000; 2002). International
conferences such as the G8 Summit, Sustainable Development, COP17 and the
Parliament of World Religions are held annually to discuss pertinent issues such
as the challenges that face humankind. These initiatives are the first steps in the
right direction in promoting world peace. Governments and community and
religious leaders, as well as educators at all levels, need to reach consensus on
what is important for the growth and prosperity of its people. The content of the
Global Ethic is based on four irrevocable directives, which involve commitment to
“a culture of non-violence and respect for life, solidarity and just social order,
tolerance and a life of truth, and equal rights and partnership between women
and men” (Hankivsky 2006: 95). Education for Democratic Citizenship (EDC) has
become an important issue in many countries. Osler and Starkey (2006) have
identified some of the key themes within the field, such as diversity and unity;
global and cosmopolitan citizenship; children as citizens; democratic schooling;
students’ understandings of citizenship and democracy; the complementary roles

of schools and communities; European citizenship; and the practicalities of

implementing EDC at school level.

According to Lynch, Lynch and Cruise (2001), universally accepted global ethics
are possible, in spite of the world’s diversity. They apply King's criteria (i.e.
directives) to what they term “spiritual wisdom” criteria (2001: 63). These
comprise the following: a structure of how people apply their beliefs (not the
content of their beliefs); a focus on a positive mind-set; moral development from
an inner consciousness; the notion that God, moral development and ethics are
linked; and virtue ethics, or achieving ethics through personal character
development (Lynch, Lynch and Cruise 2001: 63-67).
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Rather than focusing on a specific set of beliefs, the Global Ethic is based on the
need to foster mutual respect, partnership, understanding and tolerance. While
the Global Ethic serves as a good starting point for the spiritual evolution of
mankind, its full potential can be realized only when an alteration in the
consciousness of humankind occurs. Although this is an international document
outlining the Global Ethic (Kiing 2002), it may be adapted locally at schools,

tertiary institutions and teacher training colleges.

2.4.2 Global Citizenship Education

Global Citizenship Education focuses on preparing learners for the challenges of
the twenty-first century. UNESCO, which functions at a supranational level, has
through international consensus found the need for a citizenship education which
will equip young people with skills and attitudes for personal autonomy;
employment; living together; respecting social and cultural diversity, both in their
communities and globally; and peace-building and peaceful conflict resolution
war (UNESCO 2004).

It confirmed a need for education which ensures that all young people acquire
the competencies required for personal autonomy and for citizenship, to enter the
world of work and social life, with a view to respecting their identity, openness to
the world and social and cultural diversity. Moreover, there was consensus
among member states that “through education for active and responsible
citizenship” young people might acquire the willingness and the capacity to live
together and to build peace in a world characterised by inter-state and internal
armed conflicts and by the emergence of all forms of violence and war (UNESCO
2004).

According to Osler and Starkey (2005: 6-7), strong links between citizenship
education and human rights education have been identified, and there is some
international agreement that education for citizenship is underpinned by human
rights in multicultural democracies (Osler and Starkey 2005: 6-7). An
international panel of scholars on Education for Global Citizenship in Contexts of
Diversity (University of Washington, Seattle, 2003-04, in Banks et al. 2005),

concluded that there was an urgent need for citizenship education in schools to
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be reviewed (Banks et al. 2005). Their rationale was that multicultural societies
have the problem of reconciling the recognition of diversity with the need to share
a common set of ideals, values and goals. However, they pointed out that that
the state must uphold democratic values (e.g. human rights, justice, and equality)
before diversity can be accommodated, and that citizens must be educated in
order to understand what they term the “unity-diversity” tension (Banks et al.
2005: 7).

Six important contextual factors have been identified that help to explain the
increased interest in citizenship education: Global injustice and inequality,
globalization and migration, concerns about civic and political engagement,
youth deficit, the end of the Cold War and anti-democratic and racist
movements (Osler and Starkey 2005: 5-10),

The United Nations Secretary-General’'s Global Education First Initiative (GEFI),
launched in 2012, emphasised the need for global citizenship in order to ensure
a better future for all. UNESCO, in response to the increasing demand, has made
GCE one of its key education objectives for eight years (2014-2021). The aim of
this programme is to improve our understanding of global citizenship education
so that we can assist learners to develop the knowledge, skills and values
required to ensure a sustainable world. In preparation UNESCO held two
landmark meetings in 2013, the Technical Consultation on Global Citizenship
Education in Seoul, Republic of Korea on 9-10 September 2013, and the
UNESCO Forum on Global Citizenship Education in Bangkok, Thailand on 2-4
December 2013,

While GCE may differ in different contexts and countries, the following
commonalities exist:
e an attitude supported by an understanding of multiple levels of

identity, and the potential for a “collective identity” which
transcends individual cultural, religious, ethnic or other differences;

e a deep knowledge of global issues and universal values such as
justice, equality, dignity and respect;
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e cognitive skills to think critically, systemically and creatively,
including adopting a multi perspective approach that recognizes
the different dimensions, perspectives and angles of issues;

e non-cognitive skills including social skills such as empathy and
conflict resolution,

e communication skills and aptitudes for networking and interacting
with people of different backgrounds, origins, cultures and
perspectives; and

e behavioural capacities to act collaboratively and responsibly to find
global solutions for global challenges, and to strive for the collective
good (UNESCO 2014: 9).

GCE can be mainstreamed within existing education interventions. It is most
productive to view GCE as trans-disciplinary rather than as a separate or
overlapping discipline. Holistic approaches to GCE demand formal and informal
approaches, curricular and extracurricular interventions and conventional and
unconventional pathways to participation. Many pedagogical approaches and
techniques have been suggested and applied to support GCE - such as dialogic,
enquiry-based, cooperative, engaged learning, based on learners’ interests. In
formal settings, GCE can be delivered as an integral part of an existing subject
(such as civic or citizenship education, social studies, environmental studies,
geography or culture) or as an independent subject area. Informal and non-

formal learning have great potential to boost the practice of GCE.

2.4.3 The Learning to Live Together programme

Several institutions and movements contributed to the formation of the Learning
to Live Together programme, as follows. The Arigatou Foundation is an
international faith-based NGO with a mission to create a better environment for
all the children of the world. The Global Network of Religions for Children
(GNRC) is one of the Foundation’s major initiatives for inter-religious cooperation
(Arigatou International 2014). The Interfaith Council on Ethics Education for
Children serves as an international resource centre and as a nexus for dialogue,
partnership and action on ethics education for children. In May 2000 the Arigatou
Foundation inaugurated the Global Network of Religions for Children to promote
cooperation among people of different religions engaged in activities for fulfilling

the rights of children and contributing to their well-being. The GNRC is
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cooperating closely with religious people as well as with international agencies,
governments, NGOs, scholars, business leaders, and men, women and children
from all walks of life. Through outreach and collaboration, the GNRC fosters a

global movement to create a better environment for children in the 21st century.

The ethical principles and values promoted through learning to live together are
expressed in the mission of the Interfaith Council on Ethics Education for
Children, aiming at fostering respect for people of different religions and
civilizations among children by doing the following: components of GCE can be
mainstreamed within existing education interventions. It is most productive to
view GCE as trans-disciplinary rather than as a separate or overlapping
discipline.
e Promoting value systems that emphasize dignified and harmonious

co-existence and solidarity among people of different class, ethnic,
religious, cultural and ideological backgrounds.

e Promoting the practice of positive universal values such as the
commitment to human rights which have been outlined and adopted
by the international community.

e Fostering a spirituality that will naturally lead to respect for other
religions and pursues mutual understanding and interaction among
different faiths, resulting in enrichment of the religious culture rooted
in each faith tradition.

e Cultivating a culture of peace that equips children and young people
to be agents of change and peace builders (Arigatou Foundation 2008:
21).

The Global Ethic, the Learning to Live Together programme and the Global
Citizenship Education programme are all initiatives which operate at a
supranational level transcending the barriers of race, culture, religion and
nationality. The values, attitudes and code of ethics can be practised by anyone
throughout the world. The focus is on becoming citizens of the world, as
advocated by cosmopolitanists (Ignatieff 1993; Nussbaum 1996, 2004; Rodin
2012), rather than focusing on national identity, as supported by the Crick Report
(1998), Bok (1996), Gutmann (1996), Himmelfarb (1996), and Putnam (1996).
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2.4.4 The institutional framework of citizenship education in Spain

The citizenship education curriculum in Spain adopts a step by step or staggered
approach which caters for the different age categories. The curriculum therefore
addresses the issue of citizenship education from a young age, and the content
iIs pertinent and age-appropriate. South Africa might benefit from such a
curriculum by introducing aspects of citizenship at an earlier stage in the lives of
the learners and ensuring that citizenship education continues up to tertiary level;

this kind of approach might suggest appropriate interventions at tertiary level.

In Spain, the area of citizenship education is introduced in the third cycle of
primary education (10-12 years); in the first three years of compulsory secondary
education (12-15 years, where it is called “Education for citizenship and human
rights”); in the fourth year of compulsory secondary as “Ethical and civic
education”; and as a common subject for all types of post compulsory upper
secondary education (16-18) under the title “Philosophy and citizenship” (Jover
and Naval 2007). Citizenship education comprises 50 hours in Primary

Education, and 35 hours in the compulsory Secondary Education.

The curriculum covers the following content. In primary education it is structured

into three main aspects:

1) Persons and interpersonal and group relationships
2) Life in the community

3) Living in society (Jover and Naval 2007).

In the first three years of compulsory education it is structured into five blocks or

aspects:

1) Civic skills

2) Personal relationships within a pluralistic context
3) Systems for the protection of human rights

4) The structure of the country

5) Citizenship in a global world (Jover and Naval 2007).

The fourth year of the compulsory secondary education consists of an in-depth

analysis of a series of ethical and political issues with the purpose of making a
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positive contribution towards “building a civic moral conscience”. Upon examining
the above curriculum framework, it is evident that various aspects of citizenship
education have been included. The curriculum is introduced at an age where
learners are mature enough (10-12 years) to understand that their behaviour has
consequences. They learn to accept themselves as individuals and as part of a
group. Later they accept that they are part of a community and a society. The
next phase (12-15 years) focuses on human rights and understanding the
structure of one’s country. This aspect is relevant in understanding the legislature
and protocol necessary to address issues at community and international level.
Thereafter learners are introduced to their roles as global citizens. The curriculum
can be seen to have a step by step approach that prepares learners from a young
age to mould themselves into good citizens who can use the skills and knowledge
gained to engage and deliberate in the public sphere in an ethical, democratic
and peaceful manner. Spain’s curriculum seems to encompass the views of many
of the aspects discussed earlier: ethical and moral values (Kiing 2000, 2002;
Arigatou Foundation 2008); community and national identity (Bok 1996;
Himmelfarb 1996; Crick 1998) and global citizenship or cosmopolitanism
(Ignatieff 1993; Nussbaum 1996).

2.4.5 Policy arising from the Crick Report in the United Kingdom

As Chen (2007) points out, while the Crick report was formulated specifically with
schools in mind, its provisions may still have relevance for citizenship education
in higher education, if we accept that higher education is also a part of the process
of education for citizenship (see also Robbins 1963; Mattson and Shea 1997). It
is important to note that the Crick Report was commissioned by the Secretary of
State of Education in England, David Blunkett, as a result of the high absence of
youth participation in the 1997 elections (this strikes a resonance with young voter
apathy in South Africa). The Crick Report was meant to address several issues
that were of great concern: the apathy and lack of interest in the political process
and community life; to encourage social and moral responsibility, self-confidence
and public engagement; and to challenge and eliminate racism (Osler and
Starkey 2001). In comparing the citizenship education policies of France and
England, Osler and Starkey (2001) aimed to determine the extent to which these

policies promoted human rights, contributed towards the development of justice
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and equality and challenged racism and xenophobia. The purpose of their study
was also born out of concern for the future of democracy in these countries.
Framing questions from the International Association for the Evaluation of
Educational Achievement (IEA) were used to discuss pertinent issues such as
national identity and relations between nations, as well as social cohesion and
social diversity. They concluded that neither perspective (i.e. English or French)
put much emphasis on minority perspectives and that the study programmes of
both nations suggested that minority groups had not been consulted when the

programmes had been formulated (Osler and Starkey 2001: 303).

Crick (1998) defines citizenship education as follows:

We state a case for citizenship education being a vital and distinct
statutory part of the curriculum, an entitlement for all pupils in its own
right. We recognise that citizenship education can be enhanced by and
can make significant contributions to — as well as draw upon — other
subjects and aspects of the curriculum. We stress, however, that
citizenship education is education for citizenship, behaving and acting
as a citizen, therefore it is not just knowledge of citizenship and civic
society; it also implies developing values, skills and understanding
(Crick 1998: 13).

The Crick Report portrays citizenship education as comprising three separate but
interrelated strands: social and moral responsibility, community involvement and
political literacy (Crick 1998: 40-41); the aim of citizenship education as

expressed in the report was to develop pupils into “active citizens” (1998: 40):

...learning from the very beginning self-confidence and socially and
morally responsible behaviour both in and beyond the classroom, both
towards those in authority and towards each other (this is an essential
pre-condition for citizenship).

... learning about and becoming helpfully involved in the life and
concerns of their communities, including learning through community
involvement and service to the community.

...learning about and how to make themselves effective in public life
through knowledge, skills and values (Crick 1998: 40-41).

Crick also saw citizenship education as being closely linked with “Personal, Social
and Health Education (PSHE), sustainable development, arts and creativity, and
Spiritual, Moral, Social and Cultural Education (SMSC)” (1998: 74). In other
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words, it was part of the child’s development as a healthy, environmentally
conscious, creative, spiritual and moral being, socialised so as to fit into his/her

cultural setting.

Respect for the law is also mentioned as an important aspect of citizenship in the
Crick Report:

Respect for the rule of law is a necessary condition for any kind of
social order and a necessary component of education. In a
parliamentary democracy, however, education must also help future
citizens distinguish between law and justice. Such a distinction
marked the very beginning of political thought in ancient Athens.
Citizens must be equipped with the political skills needed to change
laws in a peaceful and responsible manner (Crick 1998: 10).

Although the Crick Report ensured that citizenship education became a statutory
subject in secondary schools in England from 2002, actual evidence of the effects
of its implementation is lacking.

Moreover, globalisation has placed much pressure on the democracy of
countries, as stress has been caused by the resulting multiculturalism,
multiracialism and diversity. Education for Democratic Citizenship (EDC)
initiatives have been conducted in many such countries. Osler and Starkey
(2006) examine the role of EDC in responding to these political challenges,
setting national policy developments in both European and international contexts
and exploring the growing international consensus on human rights as the
underpinning principles of EDC. It identifies some key themes within the
research, such as diversity and unity; global and cosmopolitan citizenship;
children as citizens; democratic schooling; students’ understandings of
citizenship and democracy; the complementary roles of schools and
communities; European citizenship; and the practicalities of implementing EDC
at school level. It identifies some gaps in the research literature and concludes

by proposing an on-going agenda for research.

As McCowan (2006: 26) points out, respect for the law does not mean

subordinating individual autonomy to the needs of the State, which would be an
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“oppressive” form of citizenship. Crick (2005: 8) cites a submission from The
Citizenship Foundation, which mentions “independence of thought”, which would

mean challenging unjust laws (i.e. distinguishing between law and justice):

We believe that citizenship has a clear conceptual core, which relates
to the induction of young people into the legal, moral and political
arena of public life. It introduces pupils to society and its constituent
elements, and shows how they, as individuals, relate to the whole.
Besides understanding, citizenship education should foster respect for
law, justice, democracy and nurture common good at the same time
as encouraging independence of thought. It should develop skills of
reflection, enquiry and debate (Rowe in Melby 2001: 6).

The quality of “independence of thought” echoes Giroux’s (2000b: 34) belief that
young people should be educated to become “critical social subjects”, and that
“educators might begin by establishing the pedagogical conditions for students to
be able to develop a sense of perspective and hope in order to recognize that the
way things are, is not the way they have always been or must necessarily be in
the future”. It is for this reason that this study is underpinned by critical theory,
as its main purpose is to encourage critical thinking and public engagement.

While the Crick Report addresses various important aspects as indicated in the
above extracts, Osler and Starkey (2001) point out the limitations of this
document. In England focus is placed on national identity and community forums.
The report states: “We aim at no less than a change in the political culture of this
country both nationally and locally... to build upon and to extend radically to young
people the best in existing traditions of community involvement and public
service...” (Crick 1998: 7-8). Although other countries such as Scotland, Wales
and Ireland are mentioned, international or supranational interventions are
excluded. Thus the Crick Report can be seen to favour the nationalist approach

rather than the cosmopolitan approach discussed earlier.

2.4.6 Integration of citizenship education into the curriculum in Canada

Citizenship education in Canada is a provincial responsibility (Sears and Hughes
1996). Hébert (2009: 6) reports that the majority of provinces have in fact
renewed their curriculum policies to deal with “social, democratic and moral

knowledge”. Changes have been implemented mainly in the Social Studies and
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History programmes (Sears and Hughes 1996: 124). Such programmes have
been developed to encourage students “to be well informed citizens, to respect
diversity, human rights, and the natural world, as well as take more active roles

in communities locally, nationally, and globally” (Hébert 2009: 6).

Hébert (2009: 14) describes the effects of the new programmes of study for Social
Studies in Canada as follows: “its interdisciplinary or multidisciplinary nature
provide numerous opportunities to develop new understandings of citizenship
education, as responsible, deliberative and participatory”. According to Herbert,
the programmes encourage a focus on the common good as well as promoting
concern for self. Thus the learner is developed as an “autonomous” citizen living
in a “pluralist” society, “responsible for others and ... sensitive to and accepting
of others as individuals and of communities of difference” (Hébert 2009: 14).
This, according to Hébert, mitigates against “the creation of an entrepreneur and
consumer of the corporate sector of society”, which was also Giroux’s concern
(2000a: 10). The ultimate result, according to Hébert, is for educators to shape
Canada “as a globally engaged, socially liberal, and culturally diverse society”
(2009: 14). This is no easy task, as shown by the cultural diversity and resulting
diverse interpretations of Canadian history as described in Peck’'s (2009)
research. This view is shared by Li (1998:142), whose research into Chinese
immigrants in Canada revealed that despite their 140 year history and upward
mobility in Canada, Chinese-Canadians were still regarded as foreigners.
Racism is said to be embedded in Canadian history and its institutional structures.
Cui (2010) concludes that, in order for Canada to break away from racism,
traditional-type projects on citizenship education will not suffice, as they tend
towards nationalism, and, hence, racism. To counter this tendency, Abdi and
Shultz (2008: 29) advocate “a new system of antiracist citizenship education that
aims to ‘recitizenize’ long ago ‘de-citizenized’ people”; the new system should

also prepare young adults to be global citizens with a responsibility to the world.

2.5 Service-learning in higher education
According to Ristovska (2012), tertiary education has undergone various political,
economic and social changes in recent years. The introduction of service-

learning courses is an attempt to meet the needs caused by these changes.
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Service-learning, then, can be a “powerful tool of civic engagement and an
incredible catalyst of higher education and societal transformation” (Ristovska
2012: 1). As service-learning was the main area on which the development of
good citizenship was focused at DUT at the time this research was conducted,
this section will look at some of the aspects of service-learning which are relevant

to this study.

2.5.1 The origins of service-learning

Ristovska (2012: 21) points out that, although the term “social learning” was first
coined in the 1960s, and the concept of service-learning became popular in the
United States only in the early 1990s, its foundations can be traced back mainly
to the works of John Dewey and C. Wright Mills (his student), whose views on
education have had a formative impact on service-learning. Hatcher and
Erasmus (2008: 51) explain Dewey’s position on education and democracy as
follows: “The challenge of education in a democracy is to find a balance between
the tensions of social aims and individual development”. They continue: “For
Dewey, the challenge is to ensure that education contributes to social intelligence
that will yield improvements in society and individuals who can develop to their
fullest potential, in ways that ultimately benefit society” (Hatcher and Erasmus
2008: 51). Giles and Eyler show how Dewey differentiated between intellectual

inquiry and social intelligence:

As community was the locus for the practice of democracy for Dewey,
overcoming social ills through the creation of social intelligence was
the process. Inquiry was not only to be used as a pedagogical method
in the schools; rather it was to be the means by which citizens became
informed, communicated interests, created public opinion and made
decisions (Giles and Eyler 1994: 81).

What Dewey wanted schools to develop in learners was not just disciplinary
knowledge and expertise, but social intelligence, that is, a “socialized” intelligence
(1997: 226), or the capacity to make informed, intelligent decisions on how to
operate in everyday social life, not for manipulation and control, but the
betterment of both society and self. In this regard DUT has been at the forefront
of promoting work integrated learning (WIL) projects for many years. The service-

learning projects conducted by DUT were also received with much favour and
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gratitude from the communities and organisations that benefitted from them.
Many departments and faculties at DUT’s various campuses have received
accolades both locally and internationally for projects aimed at social upliftment

(see Appendix A).

According to Dewey (1997: 297): “Any study so pursued that it increases concern

for the values of life, any study producing greater sensitiveness to social well-
being and greater ability to promote that well-being is humane study”. In fact,
Dewey dismissed any educational subject matter which was not engaged in
“liberating human intelligence and human sympathy as “not even educational”
(1997: 237).

Hironimus-Wendt and Lovell-Troy (1999) explain how Mills’ work is predicated on
the foundation established by Dewey, using education to create a more humane,
reasoned, and free world. Mill's ideal educational setting was based on values
such as truth, reason, and freedom (Hironimus-Wendt and Lovell-Troy 1999:
365):

Mills did not intend his "promise” to be simply a way of knowing.
Instead, he intended praxis to come from students of sociology, and
he believed that activist social scientists rather than lecturers of
textbook knowledge could best facilitate this empowerment. Mills'
message for sociologists is that we must arm students with the
knowledge, skills and sensibilities necessary to improve the
circumstances of those suffering from conditions they do not
understand and thus are unable to change.

According to Hironimus-Wendt and Lovell-Troy (1999: 366), Dewey and Mills
formulated social and educational philosophies based on the concept that
education is an active experience which links the school and the community
through a complex process with the hope of resolving social issues and
establishing more humane communities. In South Africa the traditional concept
of “ubuntu” relates to ideals of communality, humanness, equity and social
justice. The ability of people to stand together (solidarity) and the sense that the
group is stronger than its members (collective unity) are core values of ubuntu. It

thus helps people to recognise individual rights as well as the responsibilities and
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duties the individual owes to others (Smith, Deacon and Schutte, 1999: 26). It is
important to note that these indigenous African values existed before western
notions of good citizenship were introduced. The concept of ubuntu can be
compared to Kymlicka’s (1995) idea of citizenship which is based on a societal
culture that is territorial in nature and sharing the same language. However, in
post-apartheid South Africa, a fragmented multi-cultural society may require
ideals which transcend ethnic, cultural, religious and language barriers. The idea
of citizens actively participating in public civic matters for the betterment of society
as proposed by the cosmopolitans and the maximalists may offer a better option
for South Africa.

2.5.2 Kolb’s experiential learning theory (ELT)

Kolb (Kolb and Kolb 2005; 2009) has made valuable contributions towards
service-learning knowledge and practice. He is known for the four-phased
experiential learning cycle (or four-staged cognitive growth process) which
consists of concrete experience, reflective observation, abstract
conceptualization, and active experimentation (Kolb and Kolb 2005: 194; 2009:
44). His work is based on that of scholars who emphasised the role of experience
in learning, “notably John Dewey, Kurt Lewin, Jean Piaget, William James, Carl
Jung, Paulo Freire, [and] Carl Rogers” (Kolb and Kolb 2005: 194).

Kolb’s Experiential Learning Theory (ELT) focuses on human learning and

development, and proposes a holistic model based on the following premises:

1. Learning is best conceived as a process, not in terms of outcomes.
To improve learning in higher education, the primary focus should
be on engaging students in a process that best enhances their
learning -a process that includes feedback on the effectiveness of
their learning efforts.

2. All learning is relearning. Learning is best facilitated by a process
that draws out the students’ beliefs and ideas about a topic so that
they can be examined, tested, and integrated with new, more
refined ideas.

3. Learning requires the resolution of conflicts between dialectically
opposed modes of adaptation to the world. Conflict, differences,
and disagreement are what drive the learning process. In the
process of learning one is called upon to move back and forth
between opposing modes of reflection and action and feeling and
thinking.
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4. Learning is a holistic process of adaptation to the world. Not just
the result of cognition, learning involves the integrated functioning
of the total person - thinking, feeling, perceiving, and behaving.

5. Learning results from synergetic transactions between the person
and the environment. In Piaget’s terms, learning occurs through
equilibration of the dialectic processes of assimilating new
experiences into existing concepts and accommodating existing
concepts to new experience.

6. Learning is the process of creating knowledge. ELT proposes a
constructivist theory of learning whereby social knowledge is
created and recreated in the personal knowledge of the learner.
This stands in contrast to the “transmission” model on which much
current educational practice is based, where pre-existing fixed
ideas are transmitted to the learner (Kolb and Kolb 2005: 194).

Benecke and Bezuidenhout (2011) show how Kolb’s ELT can be used in learner-
centred approaches in a discipline (Public Relations Education) in higher
education. According to Kolenko et al. (1996: 135) Kolb's model of experiential
learning “represents one of the most widely accepted approaches to
understanding action-based individual learning”, and his learning cycle provides

“a useful framework for understanding the power of service learning”.

2.5.3 Definitions of service-learning
Research indicates that it is difficult to define the diverse approaches to the field
of service-learning as is described in the various definitions below. According to

Bringle and Hatcher (1995), service-learning is defined as follows:

We consider service-learning to be a course-based, credit-bearing
educational experience in which students (a) participate in an
organized service activity that meets identified community needs and
(b) reflect on the service activity in such a way as to gain further
understanding of course content, a broader appreciation of the
discipline, and an enhanced sense of civic responsibility. This is in
contrast to co-curricular and extracurricular service, from which
learning may occur, but for which there is no formal evaluation and
documentation of academic learning (Bringle and Hatcher 1995: 112).

The following two definitions are offered by Finley 2011: 2):

The implementation of service-learning in a curricular setting provides
a real and experience-based opportunity for students to become

46



immersed in critical thinking while applying course curricula to a local
problem (Pragman and Flannery 2008: 217).

Service-learning] is a form of active learning that involves service to
one’s community (Rama, Ravenscroft, Wolcroft and Zlotkowski, 2000:
658).

According to Service-learning faculty handbook of the George Washington
University, service-learning is a form of experiential-based learning, in the

following sense:

e |t provides ongoing service to meet communities’ and agencies’ general
needs;

e Students gain authentic experiences;

e General perspectives are broadened and awareness about diversity is raised,;
and

e Course content is applied in real life situations (Benton-Short 2012).

Weigert (1998 5) sees service-learning as having six key elements: three of
these (the service, and the need, as defined by the community) are based in the
community, and the other three (course objectives, and assignments which

require reflection) are based on the campus.

2.5.4 Differences between service-learning and other types of community-
based learning

Whilst the definition of service-learning continues to be contentious, confusion

also prevails regarding the different types of community based learning activities.

Many scholars have differentiated between service-learning, volunteerism,

community service, and internships (Furco 1996; Sigmon 1994). Furco (1996:

52) is best known for his developed continuum of service programs based on

their following features:

e Primary intended purpose
o Focus;
« Projected (intended) beneficiaries; and

o Degree of emphasis on service and/or learning.
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In service-learning, students consciously reflect upon themselves, the service
experience and the way in which they interacted within it. They also examine
their service experience from the standpoint of both theory and service, and apply
whatever they learned in the classroom. According to Furco (1996), each of the
abovementioned programme types (i.e. service-learning, volunteerism,
community service, and internships) is a part of a “continuum”. This means that,
in the course of time any of these programmes can move along the continuum,
as well as can change the proportionate relationship between its emphasis on
the service and the learning. Mooney and Edwards (2001) provide a summary
of the criteria given by Marullo (1998) for distinguishing three different community-
based learning options available at Georgetown University: service-learning

credits, group projects, and intensive service-learning. The criteria are as follows:

e Variations in the service rendered;

e Integration of out-of-class experiences into the course, and

e Level of curricular credit received for participation (Mooney and Edwards
2001: 184).

Table 2.2 Typology/hierarchy of community-based learning initiatives (in Mooney
and Edwards 2001: 184)

CBL Options Volun- Service Intern- Service Service-
Out-of- teering Add-ons | ships Learning | Learning
Class Advocacy
Social Action X
Structured
_ X X
Reflection
Apply/
Acquire X X X
Skills
Curricular
_ X X X X
Credit
Service
X X X X X
Rendered
In Community X X X X X X
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However, Mooney and Edwards propose a more comprehensive categorization
of different community-based learning (CBL) initiatives and their essential

components (see Table 2.2).

2.5.5 Effects of service-learning on students, faculty and communities

Eyler et al. (2001) identify some of the benefits of service-learning to students,
faculty and customers or clients. They mention personal outcomes, social
outcomes, learning outcomes, career development and relationships with the
institution. Eyler et al. claim that students are more effective, and have developed
both spiritually and morally as a result of service-learning. They report that skills
such as leadership, and social and communication skills, have improved.
Students were found to show more responsibility and commitment to tasks even
after graduation. They were also able to think critically and relate their academic
knowledge (i.e. theory) to “real life situations”. Finally, Eyler et al. found that
service-learning also strengthened the relationship between students and the

institution, thus ensuring happy students who were more likely to graduate.

Astin et al. (2000) conducted research on the effects of service-learning at three
different campuses, and noted the following benefits to the faculty. Faculty
members are reported to have experienced a stronger sense of commitment to
research which is derived from being acknowledged for their contribution to
increases in recruitment and retention of students. Their motivation and
enthusiasm had increased as they were engaging with new coursework and
research, building new partnerships and acquiring knowledge and expertise in
new fields. The quality of student learning was satisfying as a result of it being
more interactive with the subject matter. Partnerships with the broader
community were fostered, and opportunities for networking with other

professionals regarding research and new practices are increased.

According to the Community Service-Learning Center: University of Minnesota
(2012), the benefits of service-learning to the community or clients are as follows.
The organization receives human resources, together with new ideas,
enthusiasm and energy. Public awareness is also increased, as the organization

takes an active role in educating youth about social responsibility, clearing

49



misconceptions (i.e. about the service-learning process) and fostering a good
work ethic in students. Educating youth about community issues also prepares

them for roles as civic leaders in the future.

According to Eyler and Giles (1999), the ways service-learning affects students
can be categorized under the following “types” of positive impact of service-

learning, namely, on:

e Personal outcomes;

e Students’ personal development (building a sense of personal
efficacy, personal identity, spiritual growth, and moral
development);

e Students’ interpersonal development;

e Ability to work well with others, leadership, and communication
skills;

e Social outcomes

¢ Reduction of stereotypes and facilitation of cultural and racial
understanding;

e Subversion and support of course goals of reducing stereotyped

thinking and facilitating cultural and racial understanding;

Sense of social responsibility and citizenship skills;

Commitment to service;

Involvement in community service after graduation;

Learning outcomes

Student’s academic learning;

e Student’s ability to apply what they have learned in ‘the real
world’;

e Academic outcomes such as: demonstrated complexity of
understanding, problem analysis, critical thinking, and cognitive
development;

e Career development

¢ Relationships with institution

e Stronger relationships with faculty compared to other students
who are not involved in service-learning;

e Student satisfaction with college;

e Higher likeliness to graduate (Eyler and Giles 1999)

2.6 Citizenship education in the South African context

This section deals with some of the policies and movements informing citizenship

education in the South African context, namely:

e The South African Constitution (values for good citizenship are contained
in the manifesto)
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e The Tirisano Project
e The Moral Regeneration Movement

e National Intervention Plan 2030

2.6.1 The South African Constitution

At a National level the South African Constitution (RSA 1996) is designed or
structured to protect its citizens of its country, and contained within the
Constitution is the manifesto on values, education and democracy, which
identifies ten fundamental values of the constitution, namely democracy, social
justice and equity, non-racism and non-sexism, ubuntu (human dignity), an open
society, accountability, respect, the rule of law, and reconciliation (DoE 2001).
This was reinforced by the DoE’s Tirisano (working together) project which was
initiated in 1999 with its goals being to ensure that the new Outcomes Based
Education (OBE) system would be successfully implemented thus forming the
foundation for the spirit of democracy, respect for human rights, justice, equality,
freedom, nation building and reconciliation. These key features are listed in the
Preamble to the Constitution (RSA 1996) and are the basic building blocks for
good citizenship. Whilst these fundamental values are the building blocks of
achieving good citizenship, the implementations of these are problematic. Values
and principles have been selectively implemented. Most young people today are
more aware of their rights than their responsibilities. They have become a society

of “takers” rather than “givers”.

2.6.2 The Tirisano Project
On 27 July 1999, after much deliberation, the Minister of Education mobilised the
Tirisano Project in order to tackle the most urgent problems in education. The

Tirisano Project had the following goals:

a) establishing co-operative governance in educational institutions
b) making schools “centres of community and cultural life”

c) attending to and preventing the physical degradation of schools
d) developing professionalism of teachers

e) cultivating active learning through OBE

f) creating an education and training system which could meet the
socio-economic demands of the country
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g) reconfiguring higher education in line with the imperatives of a
global market economy

h) dealing purposefully with HIV/AIDS (Waghid 2004: 527)

In essence, the Ministry of Education’s Tirisano Project was a commitment to
produce “good citizens”, who, on the one hand, could contribute towards
achieving the political stability and peace necessary to ensure the growth of a
competitive labour market economy, and, on the other hand, could combat the

crime, corruption and moral decadence endemic to South African society.

According to Waghid (2004), the stability of modern democracies depends not
only on the justice of their institutions (in the case of South Africa, the National
Constitution, The Bill of Rights, the Constitutional court and the multi-party

democratic system) but also on the quality and the attitude of its citizens:

This means, for example, their sense of identity and how they view
potentially competing forms of national, regional, ethnic or religious
identities; their ability to tolerate and work with others who are different
from themselves; their desire to participate in the political process in
order to promote the public good and hold authorities accountable; and
their willingness to show self-restraint and exercise personal
responsibility in their economic demands and in personal choices
which affect their health and the environment (Waghid 2004: 527).

The lack of “self-restraint” and inability to “exercise responsibility in their
economic demands”, as described above by Waghid, were evident in the
#FeesMustFall protests (Mlambo 2016b, Wolhuter, Pillay and Regchand 2016).
The implication is that the protesting students were not fully capacitated as to
how to engage in public debate without becoming violent and destructive, a
tendency which citizenship education in South African universities needs to
address.

2.6.3 The Moral Regeneration Movement

The Moral Regeneration Movement (MRM) is an initiative along with various
others, formed with the aim of reducing crime through explicit appeals to morals,
ethics and values. The origins of the Moral Regeneration Movement can be

traced back to June 1997 when a meeting was held between the then - president

52



of South Africa and the nation’s religious leaders. In 1996 The National Crime
Prevention Strategy (NCPS) was the first policy initiative to explicitly link the
issues of crime with morality. In order to tackle crime, the NCPS was divided into
four “pillars”, each one with the aim of attacking specific arenas which create and
facilitate criminal activity. One of these pillars centred on public values and
education with the aim of tackling “the prevailing moral climate within
communities, the attitudes towards crime, and tolerance of crime” (Rauch 2005:
9). The aims pertaining to public values and education included “the development
of strong community values and social pressure against criminality and activities

which support criminality” (Rauch 2005: 9).

By the middle of 2004, the staff of the MRM had engaged in a re-visioning
exercise, acknowledging that very little had been achieved in the arena of public
communication. At the annual MRM conference in 2004, five areas were

identified for the organisation’s future activities:

e Building the MRM,;

e Leading public discourse on moral regeneration issues;

e Developing a national consensus on positive values that should be
embraced;

e Promoting ethical behaviour congruent with positive values; and

e Disseminating information on moral issues (Mosoma 2004).

2.6.4 National Development Plan 2030: Our future - make it work

The National Planning Commission was appointed by President Jacob Zuma in
May 2010. The Commission is an advisory body consisting of 26 people selected
mainly from outside government for their expertise in specific fields. A Diagnostic
Overview was released in June 2011, highlighting South Africa’s successes and
failures since 1994 (NPC 2011). The inability to implement policies and the lack
of broad partnerships were the major reasons for slow progress. The following

nine primary challenges were also identified in the 2012 Report:

e Too few people work.
e The quality of school education for Black people is poor.

« Infrastructure is poorly located, inadequate and under-maintained.
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« Spatial divides hobble inclusive development.

« The economy is unsustainably resource intensive.

e The public health system cannot meet demand or sustain quality.
e Public services are uneven and often of poor quality.

« Corruption levels are high.

e South Africa remains a divided society (NPC 2012: 25).

1 1.1 AN APPROACH TO CHANGE

SOCIAL
COHESION

Figure 2.1 An approach to change (Figure 1.1 in NCP 2012)

The Commission has involved thousands of people from diverse backgrounds
including the judiciary, parliament, national and provincial governments, unions
business and religious leaders. The process consisted of wide consultation,

intense research, numerous interactions and debate. The plan aims to alleviate
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poverty and to reduce equality by the year 2030. This is supposed to be achieved
by uniting the citizens of the country, “unleashing the energies of its citizens,” and
capacitating relevant stakeholders, including leaders (NPC 2012: 25). One of the
six interlinked priorities listed (see Figure 2.1) is “Promoting active citizenry to
strengthen development, democracy and accountability.” In order to succeed,
“Improving the quality of education, skills development and innovation” is
included as one of the three main objectives. One of the aspects discussed
regarding citizenship is “An approach to change: Enhanced Capabilities and
Active Citizenry”. Citizens are expected to be responsible for themselves and
towards others, to practise religious, racial and cultural tolerance, mutual respect
and to obey the law. Citizens also have the right to expect leaders to be
responsible, to be accountable to the people they serve and to promote social
cohesion and unity (NPC 2012: 27). With reference to these expectations, the
open media publication of accusations of corruption against President Jacob
Zuma (see p4 of Chapter 1) has done much to destroy the credibility of the

National Development Plan which he initiated.

2.6.5 Citizens active in their own development

South Africa is considered to have an active and vocal citizenry, and leadership
must encourage active engagement from citizens. According to the NDP 2030,
citizens must use opportunities and various platforms such as school governing
bodies, Community Policing Forums, Ward Councils and Unions to raise
concerns on behalf of the voiceless, disadvantaged and marginalised. However,
despite the various avenues available for dialogue and engagement, there is
much dissatisfaction with regard to poor service delivery and corrupt leadership.
Violence and protest action have resulted owing to the citizens’ frustrations as
well as lack of communication between communities and leaders. The NDP 2030
proposed that honesty, humility and better communication by those in power
would help to solve problems collectively and peacefully. Better communication,
more honesty and a greater degree of humility by those in power would go a long
way towards building a society that can solve problems collectively and
peacefully. However, much work needs to be done to capacitate citizens about
their responsibilities regarding their own development, as well as working with

others in society to resolve tensions and challenges. South Africans also need
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to move away from the notion that we should do nothing and wait for the State to
deliver (NPC 2012).

2.7 Successful implementation of programmes/projects

The policies of different countries have been described earlier; however, there
has been no measurable evidence available of the actual -effective
implementation process and the outcomes. The Learning to Live Together
programme and DUT’s Service Learning Project and Community Partnership
Initiatives will be discussed as programmes that have been successfully

implemented.

2.7.1 The Learning to Live Together programme

The Learning to Live Together programme provides evidence of the successful
implementation through the experiences and narratives of the different
participants. Learning to Live Together has been developed for use in different
religious and secular contexts as a resource for everyone concerned with
promoting the ethics and values which are the building blocks for good
citizenship. The objective has been to develop a resource that is relevant on a
global level (Nussbaum 1996) and yet flexible enough to be interpreted within
different cultural and social contexts (Bok 1996; Putnam 1996). The Learning to
Live Together programme provides evidence of the implementation and the

experiences of the different participants.

The resource has been tested in many different regions and cultural contexts to
assure that it is relevant in regional and local contexts. Test workshops have
been held in ten different countries, where the Global Network of Religions for
Children was able to bring together various religious and secular organisations
working with children (Arigatou Foundation 2008). During the test workshops,
this resource manual was used to the benefit of more than 300 children and
youth, representing African Traditional Religions, Baha’i Faith, Buddhism,
Christianity, Hinduism, Islam, Judaism, members of Brahma Kumaris and a
number of people of secular thinking. Test workshops as well as input and

comments from experts in the area of education, ethics, spirituality, intercultural
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and interfaith learning and child rights have contributed important experiences
and opportunities for learning for the development of this resource.

The Learning to Live Together programme is already having an impact. In a
GNRC programme in Israel, the resource material was used during a six-day
journey made by a group of Jewish, Christian, and Muslim youth to the historical
sites of Israel and Palestine, all of which have symbolic relevance to the conflict
in their region. At each stop, youth participants discussed their values and their
differing perceptions of their shared history. They summed up the experience
with these words:

We engaged in a deep learning experience together — getting to know
more about one another's history, culture and beliefs while
strengthening our own identities and forming stronger and more
grounded understandings. We dealt with difficult and challenging
issues without fracturing the relationships within the group and without
resorting to hurtful arguments and breakdowns in communities
(Arigatou Foundation 2008: 2).

Kalpana, 15, from New Delhi, India, who attended a week-long ethics education
workshop in India where the resource material was used, had this to say:

| knew about respecting others when | came here, but now | have
begun to learn what it means in reality and what it requires in attitude
and action if we as young Hindus, Muslims and Christians want to do
things together to improve our communities (Arigatou Foundation
2008: 2)

Mohammed, 16, from Kenya, used what he had learned at an ethics education
pilot workshop to form a Peace Club in northern Kenya. He has brought together
youth in his village to plan non-violent responses to the various challenges faced
by the village, mobilising an active youth movement to make changes for peace.
An ethics education workshop was held for teachers, parents, and children at the
volatile border region shared by Colombia and Ecuador using case studies, role
plays and discussion, the participants mapped out conflict issues, explored non-
violent alternatives, and made personal commitments to build peace. One of the

Colombian facilitators commented on the impact of the workshop:

The effects of the violent conflict in Colombia are unfortunately
ingrained in the behaviour and attitudes of some of the children directly
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affected by the situation. It can make them resentful and intolerant of
others. | was glad to see displaced children from Colombia living in
Ecuador share their experiences, share their fears, and themselves
propose ways to be more respectful towards others, to accept
differences and to respond in a non-violent way even when their rights
are violated. They discovered that they can be part of the solution
rather than part of the problem (Arigatou Foundation 2008: 3).

Learning to Live Together is an adaptable resource that can be used with children
from many different cultural, religious and social contexts to nurture common
values and a mutual respect for different backgrounds and traditions. The
resource provides space for enhancing children’s innate potential for spirituality
and hope for a better world, as a contribution to changing the situation for children
worldwide. UNESCO and UNICEF have been closely involved in developing
Learning to Live Together, and have endorsed the material as an important
contribution to a quality education, which takes a multicultural and multi-religious

society into consideration.

2.7.2 DUT'’s service-learning projects

Citizenship education was implemented at DUT in an implicit manner through
service-learning projects long before the General Education (GenEd) modules
were formally introduced into the curriculum (as is ongoing at the time of writing,
2015). One such project was conducted by the students of DUT registered in the
Department of Interior Design, under the supervision of their lecturer, Carolanda
Du Toit. In her master's dissertation, “Service-learning in interior design
academic programmes: student experiences and perceptions”, Du Toit describes
the process a service-learning project which DUT students had undertaken with
CROW (Centre for the Rehabilitation of Wild Animals).

Du Toit (2007) provided various definitions of service-learning in her dissertation.
However, for the purpose of this particular project, the definition by Bringle and
Hatcher (1995: 112, see above) is particularly appropriate, as it refers to service-
learning as “a course-based, credit-bearing educational experience”, mentions
participation in “an organised service activity that meets identified community
needs” and reflects “on the service activity in such a way as to gain further
understanding of course content, a broader appreciation of the discipline, and an
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enhanced sense of personal values and civic responsibility”. Du Toit also cited
Van Wyk and Daniels’ definition:

Service-learning essentially entails a teaching and experiential
learning strategy that is a credit bearing educational experience; in
which students actively perform a community service as part of their
academic course work whilst seeking to meet the needs of the
community (Van Wyk and Daniels 2004: 359).

According to Du Toit, it is important to note that the definitions by Bringle and
Hatcher (1995) and Van Wyk and Daniels (2004) share common goals such as
“credit bearing” and “meeting the needs of the community”. However, Bringle
and Hatcher also focus on an important aspect: “an enhanced sense of personal
values and civic responsibility”. This endorses the researcher’s position that
tertiary institutions should prepare young adults to become responsible citizens
who would want to serve the community through their field of work. This attitude
might eventually foster greater community spirit leading not only to citizenship but
also to patriotism. Van Wyk and Daniels (2004) emphasise that community
service is different from service-learning. All service - learning activities are linked
to the expected learning outcomes of the course of the study. This encourages
students to observe, think, reflect and discuss their experiences and also allows
them to use their skills and knowledge in real life situations in order to improve

their communities.

Previous service-learning pilot projects comprised a three-way partnership: DUT,
the community and the service provider. According to the Draft Progress Report
on the Community Higher Education Service Partnerships (CHESP 2000),
service-learning is positioned and takes place where the three main participants,
namely the community, the university (DUT Interior Design students and
academic staff) and the service provider intersect (Lazarus 2000). This is

illustrated in Figure 2.2.

Interior Design students had been involved in community projects since 2003,
when “Bauman House”, a créche for visually impaired children from the ages of
three months to six years, was completed. In 2004 “Tennyson House”, a young

women'’s street shelter in Umgeni Road, was completed. These two completed
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projects attracted the attention of the Centre of Quality Promotion and Assurance
(CQPA) and the (then) Centre for Higher Education Department (CHED?) at DUT.
CHESP, funded by the Joint Education Trust (JET), had invited CHED at DUT to
participate in a pilot service-learning Project. Based on the success of their two
previous community projects, the Interior Design Department was identified as a
suitable candidate for the pilot project. The pilot project provided the opportunity
to integrate community engagement, one of the National imperatives, into
teaching and research (DoE 1997a; CHE 2001).
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Figure 2.2 CROW Project meso/institutional strategic discourse (adapted from
Lazarus 2000: 25)

Castle and Osman (2003: 105) report that although service—learning is not yet
widely known or practised in South Africa, local interest is growing, possibly owing
to Government’'s insistence that higher education institutions are more
responsive to local and national developmental needs and that higher education

institutions engage in partnerships with other agencies to address social

2 “CHED” was subsequently renamed “CELT": “Centre for Excellence in Learning and Teaching”.
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problems in their surrounding communities. Around the year 2003, DUT revised
its strategic plan to articulate a mission to integrate teaching, research and
service. Both lecturers and students used this opportunity to critically reflect,
question and apply theory to practice. The service-learning project thus provided
a means for undergraduates to have experiences that extend beyond the studio
into the community, which, research has shown, fosters habits of citizenship
(Hatcher 1997: 26).

2.8 Conclusion

In spite of the wide variety of interpretations and options available for citizenship
education at tertiary level, at the time of this study, DUT was using mainly informal
and implicit initiatives, and mainly in the area of service-learning. In Chapter 1 it
was stated that the aim of the research was to explore how elements of
citizenship education contained in models such as that developed by Crick (1998)
or the alternatives listed by Wright (2003) might be operating at tertiary level by
carrying out a discourse analysis of the texts of various participants. The
rationale for this was to ascertain whether student and academics were aware of
institutional initiatives to build good citizenship and to see how they responded to

these.

The following specific research questions were used to guide the inquiry:

1. What indicators, if any, of citizenship education can be found in the narratives

of:

a. students, and
b. academics?

2. What aspects of citizenship education do these indicators express?

3. What model/s of citizenship education might be offered to tertiary institutions

in terms of revising their curricula to include citizenship education?

A critical discourse approach was adopted to find answers to the above
questions, working within the theoretical perspective of critical language study,
as will be discussed in the next chapter.
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CHAPTER 3
RESEARCH ORIENTATION AND METHODOLOGY

3.1 Introduction

This chapter first deals with the research orientation which underpins this study,
which is carried out from within the critical paradigm using the theoretical
perspective of critical language study (also termed critical linguistics, Fairclough
1989; 1992). The key critical linguistic concepts of empowerment and
disempowerment, subject positions, ideology and hegemony are then defined
and discussed, followed by an account of critical discourse analysis. The chapter
then provides an account of the methodology used in this study. Firstly, an
overview is given of the research design. Next, the various elements of the
design are unfolded in more detail, including the type of mixed methods approach
used. After this, the specific methods are described, namely, questionnaires and
semi structured interviews, and discourse analysis. The discourse analysis is
shown to be divided into a content analysis of written texts, and a critical
discourse analysis (Fairclough 1995; 2003) of the transcribed focus group texts.
The anticipated outcomes of the various methods are then discussed. The
chapter concludes after looking at the ethical considerations involved, and the

delimitations of the study.

3.2 Critical theory

This study was carried out within a critical orientation as the issue of
empowerment was thought to be a key element in this study. As suggested in
Chapter 1, citizen education in a country in crisis needs to deal with the issues of
both personal and social empowerment. The term “critical” can be traced to the
influence of the Frankfurt School and Jurgen Habermas. According to Popkewitz
(1984: 54), the critical paradigm did not achieve legitimacy until the 1980s, when
its supporters had gained powerful positions in the universities. However, since
its inception in Amsterdam in the early 1990s, critical discourse analysis has now

become an established method in linguistics.
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3.2.1 The critical paradigm

Critical theory is one of the paradigms or “world views” described in Jurgen
Habermas’'s (1972) comprehensive theory of knowledge, arising from the
emancipatory knowledge-constitutive human interest.? To clarify in what sense
the term paradigm is used in this study, Thomas Kuhn used the term “paradigm”
with three quite different meanings in his seminal work, The structure of scientific
revolutions (1962), together with its Postscript (1969):

1. Comprehensive world view, i.e. “The entire constellation of beliefs, values,
techniques, and so on shared by the members of a given community” (Kuhn
1962: 175). Examples: positivism, constructivism, critical theory.

2. Disciplinary matrix, i.e. “The common possession of the practitioners of a
particular discipline” (Kuhn 1969: 182). Examples: seminal works in the field,

typical concepts, such as “subject position”, “ontic dualism”.

3. Exemplar, i.e. “shared examples” (Kuhn 1969: 187) typical of the field.
Examples: shared rubrics, equations, formulae and problem solving

techniques

The main paradigms to which educational researchers refer are the
comprehensive world views identified by Habermas (1972), namely, positivism
(the empirical-analytic paradigm), interpretivism (the hermeneutic paradigm),
critical theory (the critical paradigm), as well as social constructivism, which was
developed later, based mainly on the work of Berger and Luckmann (1991).
These paradigms have now become associated with specific methods of
research, for example, quantitative methodology is described as belonging to the
positivist paradigm, and qualitative methodology, to interpretivism. This view is
challenged by Bryman (1988), Eckeberg and Hill (1980), Hammersley (1992),
Howe (1988), McNamara (1979) and Reichardt and Cook (1980), who suggest
that even the use of the word “paradigm” is not appropriate in educational
research, and that, even though there are differences between the philosophical
assumptions, quantitative and qualitative methodologies are not mutually
exclusive. Despite this, there are still qualitative researchers who eschew the

3 Habermas identified three basic knowledge-constitutive human interests, namely, the technical,
practical and emancipatory interests (Schubert, 1986: 181-182).
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mixed method research because of the alleged incompatibility of mixing
paradigms (see Lincoln 1990: 81).

According to Rossman and Wilson (1985), those researchers who cannot mix
paradigms are called purists, those who adapt their methods to the situation are
called situationalists and those who believe that multiple paradigms can be used
to address research problems are known as pragmatists.

3.2.2 The principles of critical theory

Based on Max Horkheimer’'s essay in 1937 (Brookfield 2001), the term “critical
theory” implies that social theory should be orientated towards critiquing and
changing society as a whole. In language studies, the term “critical” was first
used in the critical linguistics approach (Fairclough 1989; Fowler et al. 1979).
One of the most significant principles of critical discourse analysis is the important
observation that the use of language is a “social practice” which is both
determined by social structure and contributes to stabilising and changing that
structure simultaneously (Wodak and Meyer 2001). Critical theories, including
critical discourse analysis, aim to provide critical knowledge that enables human
beings to emancipate themselves from forms of domination through self-

reflection, hence providing enlightenment and emancipation.

It is the researcher’s contention that education should be empowering and
emancipatory: an individual cannot be regarded as educated or emancipated if
that education does not equip the individual to be an active citizen in his/ her
interaction with the world. Empowerment may be viewed differently by different
people. Those in authority may view empowerment of the oppressed as a means
to further their own goals or agenda. For example, a government may legalise
gay and lesbian marriages because it may be a way of assuring their votes in the
next elections. Others may view empowerment as the “development of people’s
capacities to explore the full range of what is possible within the given order of
discourse, without actually changing it” (Fairclough 1989: 216-217). The
researcher’s understanding of empowerment is that it involves equipping people
(the oppressed) with the language skills and the confidence to challenge those in

authority. Empowerment would also give these oppressed people the opportunity
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to show their abilities in the community in which they interact. Disempowerment
on the other hand perpetuates feelings of anger inferiority, subjugation and
inadequacies amongst the oppressed or dominated citizens. Friedrich Engels
also used the term “false consciousness”, which referred to the misinterpretation
of dominant social relations in the consciousness of the subordinate class (Held
1990; Truchot 2003).

Gur-ze’ev suggests that in recent times critical theory, while becoming more and
more popular in academic circles, has failed the disempowered, and has become
part of “normalizing” the education system which perpetuates inequality (2005:
13-14). Citizenship education which is genuinely empowering must work at true
equality: a curriculum is needed which will lead to equal rights, integration and
multiculturalism, and not normalize privilege or one-sided cultural bias. The
Tirisano project (the South African initiative discussed in Chapter 2) stressed the
Ministry of Education’s commitment to producing “good” citizens who on one
hand can contribute towards achieving the political stability and peace necessary
to ensure the growth of a competitive labour market, and on the other hand can
combat the crime, corruption and moral decadence plaguing South African
society (Waghid 2004: 527), as evidenced by the surge of public unrest reflected
in the press in 2016. The stresses of multiculturalism and multiracialism (the
results of globalisation) have re-emphasised the need for citizenship education
(Kymlicka 2002: 284). As Waghid (2004: 527) comments, an efficient democracy
relies not only the institutions of justice but on the qualities and attitudes of its
citizens. A liberated South Africa can be strengthened only if its citizens are

accountable, responsible and take into consideration the common good.

Galston (1991: 217) and Macedo (1990: 138) refer to this as civic virtue and
public-spiritedness. Rawls (1971) espouses the concept that liberal citizenship
emphasises a set of rights and obligations that all citizens must enjoy equally,
including the right to personal security and freedom of speech. This
“‘communitarian” concept of citizenship (Waghid 2004: 533), supported by
Macedo (1990), Galston (1991) and Kymlicka (2002), focuses on citizens’
commitment to public participation, respectful dialogue, and critical attention to

government “for people to be active citizens who participate in public
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deliberation” (Kymlicka 2002: 293). The best policies are acknowledged to exist
in South Africa. However the implementation of these policies is problematic.
Lack of responsibility and restraint, violent protests and vandalism are clear
indications that poor communication and a lack of trust exist between citizens and
institutions of authority, mainly government. The understanding of public
participation has taken the form of radical actions such as the burning of
educational institutions, physical violence, fights in parliament and blockading of
roads. This kind of violence has left institutions in a state of chaos. It is apparent
that the ideals of liberal citizenship need to be revisited in order to address the
needs of South African citizens. Citizenry need to be educated so as to see
power as equally shared by all and not to be appropriated by the elite or enforced

at gunpoint, whether by criminal elements or the state police.

3.3 Critical language study

Critical language study, also termed “critical linguistics”, deals with the
relationship between language and power (Fairclough 1989: 1-16; O’Halloran
2005: 343-346), and falls within the critical paradigm described above. As

Fairclough explains:

Critical approaches differ from non-critical approaches in not just
describing discursive practices, but also showing how discourse is
shaped by relations of power and ideologies, and the constructive
effects discourse has upon social identities, social relations and
systems of knowledge and belief, neither of which is normally apparent
to discourse participants (1992: 12).

In critical linguistic terms, texts both set in place and reflect relations of power
(Fairclough 1989). Critical linguistics therefore focuses on the analysis of texts
in order to identify the relations of power revealed in texts. Some key terms in

critical linguistics are discussed below.

3.3.1 Empowerment/disempowerment

Empowerment and disempowerment in a critical language sense is not about
force or coercion, but about subtle means such as the belief and values systems
set in place which advantage certain groups at the expense of others. The means

used is ideological, and Fairclough’s contention is that ideology works mainly
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through language: language both sets in place and reflects relations of power.
An analysis of the language used in various interactions can thus reveals the
ideological bias inherent in the text. Such an analysis is termed “critical discourse
analysis” (or CDA), as discussed in the next section. However, it must be
stressed that the empowerment issue dealt with in this study is not about
contesting social injustices or empowering historically disempowered groups in
South Africa. Following Giroux (1980), this research looks at the empowerment
of young people in attaining adult status as self-actuating and socially responsible

citizens.

3.3.2 Subject positions

A “subject position” refers to the status of an individual in terms of how much (or
how little power) is inherent in the social role he or she occupies at any given
moment. People may take on many roles in the course of their lives (e.qg.
daughter, wife, mother, employee, teacher, prime minister), with more or less
status given to them depending on what role they adopt at any given moment.
For example, women are generally afforded less power than men in social
situations, but a woman may speak deferentially (or not at all) when her husband
is present amongst friends, but may speak authoritatively in her role as School
Inspector. The subject positions of children and young adults are generally less
powerful than those adults. However, adult authority requires judgement learned
through experience, which means that educational institutions such as schools
and colleges need to provide opportunities within safe bounds for such
development. Thus citizenship education, whether formal or ad hoc, aims at
developing adult subject positions in young people within a safe school or
university environment. Students’ discourse emerging from this research
displays different subject positions, for example speaking from a position of power

or from a position of powerlessness.

3.3.3 Ideology and hegemony
According to Naidoo:

The terms “ideology” and “hegemony” are closely related: hegemony
in a critical language sense refers to the relations of power or power
hierarchy set in place, while ideology refers to the (usually) unspoken
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and implicit beliefs, customs or behaviours which set and keep various
power hierarchies in place (2012: 8).

While there are disputes about the exact meaning of the term “ideology”, it is
generally agreed that it is a mental, pervasive influence which has no real basis
in fact (Philips 1998). The term “hegemony” refers to a power influence or
hierarchy set in place by ideological means rather than force. The power involved
may be that of the state, or class, or even economic pressure (Gramsci 1971).

3.4 Critical language study as research approach

| have tried to show how critical linguistics and critical discourse analyses are
subsumed within critical theory, but some researchers view critical discourse
analysis as the actual approach. Weninger (2008) mentions that critical
linguistics was influenced considerably by Halliday's systemic functional
linguistics (Halliday and Fawcett 1987), and “provides an important foundation for
current CDA theory and methodology as well” (Weninger 2008: 145). This
suggests critical discourse analysis is in fact a methodology rather than an

approach. She further notes:

Although the specific research areas and methods of analysis within
CDA are by no means homogeneous, what unites all scholars
engaged in CDA is a critical perspective that is geared toward
examining the subtle ways in which unequal power relations are
maintained and reproduced through language use. Many CDA
scholars reject the idea that CDA is an established “school” or
“paradigm” and prefer to characterize their work as an explicitly critical
and political orientation to studying discourse (Weninger 2008:145).

3.5 Critical discourse analysis

The method of analysis used in this study is critical discourse analysis (CDA).
According to Van Dijk (1985), discourse analysis can be viewed as an
interdisciplinary field of study that evolved from diverse disciplines within the
humanities and classical studies: as this research involves both the fields of
education and language practice, and will be exploring citizenship education as
operating within various disciplines, this is considered to be an appropriate

approach for analysis. According to Weninger:
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CDA became known through the writings of a group of primarily
European linguists during the late 1980s, most prominently Norman
Fairclough, Ruth Wodak, and Teun Van Dijk. Similar but largely
independent developments emerged in the United States around the
same time through the work of James Paul Gee. The intellectual
origins of CDA reach back to British and Australian critical linguistics
of the 1970s that researched the intersection of discourse, ideology,
and power (2008: 145).

A discourse approach will be used to explore elements of citizenship education
at tertiary level because language and society are thought to be inseparable.
Whether citizenship education is being dealt with at tertiary level and at what level
it exists are areas that will be examined (i.e. seen in terms of empowering them
and the communities with which they engaged). Some critical issues are as
follows. If implicit, should citizenship be made explicit? Are recent changes just
to keep in line, or are they truly empowering students? Are staff and students

being consulted?

This section will first look at a definition of discourse, and then at the process of

critical discourse analysis.

3.5.1 Definition of discourse

According to Wodak and Meyer (2001) “discourse” can mean anything from a
historical monument, a political strategy, a policy, to narratives in the form of a
speech or talk. Discourses can be found in numerous and varied forms such as
gendered discourses, media discourses, racist discourses, populist discourses
and many more. This causes confusion, which leads to much criticism and more
misunderstandings (Wodak and Meyer 2001; Wodak 2002; Blommaert 2005).
After exploring the various interpretations which various authors have used for

the term discourse, its meaning as applied in this study will be clarified.

The following definition illustrates the wide range of significations involved in

discourse:

The term discourse is generally understood to refer to any instance of
signification, or meaning-making, whether through oral or written
language or nonverbal means. In this sense, a dinner table
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conversation and a newspaper article on globalization are instances
of discourse, and so is an advertisement in a fishing magazine,
although most CDA analyses rely on written texts or transcripts of oral
interactions as data. In CDA, discourse is assumed to be a central
vehicle in the construction of social reality (Weninger 2008: 145).

The crucial social role of language is acknowledged by Bowers (1984), who
claims that language is a powerful instrument in socialisation and the carrier of
socially shared categories. Current research practice acknowledges that no
single field or discipline can provide all the answers to the multitude of questions
about the world. The emphasis is on collaboration using an inter-disciplinary or
trans-disciplinary approach. The subject matter of language study presents a
myriad of contesting arguments, thus showing that a universal agreement is all

too elusive.

According to Fairclough (1992: 11) discourse is a three-dimensional concept:
e Itis a spoken or written or visual text.

e It is an interaction between people involving the process of producing and

interpreting a text.

e |tis a social action.

3.5.2 Characteristics of critical discourse analysis

According to Van Dijk:

Critical discourse analysis (CDA) is a type of discourse analytical
research that primarily studies the way social power abuse,
dominance, and inequality are enacted, reproduced, and resisted by
text and talk in the social and political context. With such dissident
research, critical discourse analysts take explicit position, and thus
want to understand, expose, and ultimately resist social inequality
(2001: 352).

Critical discourse analysis is characterized by a number of principles: all
approaches are problem orientated and thus necessarily interdisciplinary and
eclectic; critical discourse analysis is characterised by the common interests in
de-mystifying ideologies and power through the systematic and retroductable
investigation of semiotic data. Critical discourse analysis can be seen as a way
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of approaching and thinking about a problem. Critical discourse analysis is a
deconstructive reading and interpretation of a problem or text. Critical discourse
analysis does not provide absolute answers to a specific problem but enables
one to understand the conditions behind a specific problem. Discourse analysis
aims at allowing us to view the problem from a higher stance and to gain a

comprehensive view of the problem and ourselves in relation to the problem.

One of the aims of Curriculum 2005 (C2005) was to attempt to develop learners
who would/could use their knowledge of language to critically engage in social
issues that affect their educational, political, economic and religious lives-their
entire existence as human beings. The focal point was to encourage democratic
participation in the classroom and beyond. The frequent acts of violent protests
and strikes in schools, tertiary institutions, and various places of employment is
indicative that engagement in critical discussion is not seen as fruitful or effective
in achieving the desired results of the disempowered. Mason (2005) points out
that it is in the area of practice, not principles, where critical theory falls short, and
that a pedagogy intended to be emancipatory should remain committed to critical
theory (2005: 315). Itis the researcher’s view that critical theory ought to play a
more significant role in ensuring that emancipation and empowerment of the
oppressed become a reality. Citizenship education offers an opportunity for these

important issues to be addressed in a democratic and peaceful manner.

Researchers who use critical discourse analysis also attempt to make their own
positions and interests explicit while retaining their respective scientific
methodologies and while remaining self-reflective of their own research process
(Wodak and Meyer 2001). Critical discourse analysis sees language as a social
practice and considers the context of language as crucial (Fairclough and Wodak
1997). Critical discourse analysis thus views discourse as a relatively stable use
of language serving the organisation and structuring of social life. Within this
framework different researchers use the term discourse differently and in different
academic cultures. In the Central European and German context, there is a clear
distinction between text and discourse (Wodak 2006). In the English speaking
world, discourse refers to both written and oral texts. Weiss and Wodak (2003)

sum up some of the different levels of abstraction involved in definitions of
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discourse, ranging from “the concrete realisation of abstract forms of knowledge”,
which views discourse as text, that is, in the form of “oral utterances or written

documents”, to “a form of knowledge and memory” (Weiss and Wodak 2003: 13).

Critical discourse analysis emphasizes the need for interdisciplinary work in order
to gain a proper understanding of how language functions in constituting and
transmitting knowledge, in organising social institutions and in exercising power.
Power is a central concept for critical discourse analysis. It often analyses the
language usage of those in power, who are responsible for the existence of
inequalities. Researchers using critical discourse analysis focus on the way
discourse (re)produce social domination, that is, the power abuse of one group

over others, and how dominant groups may discursively resist such abuse.

The question arises as to whether critical discourse analysis researchers
understand power and what moral standards are used to differentiate between
power use and abuse (Wodak and Meyer 2009: 9). Various concepts of power
exist with Weber's definition as the common denominator. power as the
opportunity which individuals in a social relationship can achieve their own will

against the resistance of others (Wodak and Meyer 2009: 9).

3.5.3 Approaches to the concept of power
Wodak and Meyer (2009: 9) identify at least three different approaches to the

concept of power:
e power as a result of specific resources of individual actors;
e power as a specific attribute of social exchange in each interaction; and,
e power as a systemic and constitutive element/characteristic of society.

According to Wodak and Meyer (2009: 10): “the defining features of CDA are its
concern with power as a central condition in social life, and its efforts to develop
a theory of language that incorporates this as a major premise.”

3.5.4 Levels of analysis in discourse analysis

According to Freire and Macedo (1987) language cannot be understood and
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analysed without class analysis. The study of language cannot be reduced to
mechanical comprehension or only to the analysis of social class. Language is
a social phenomenon and should be reflected as such. Therefore Freire and
Macedo (1987) adopt a Marxist approach with regard to discourse analysis,
starting with an analysis of social class analysis in order to gain “the global views
of the total system under investigation” (Freire and Macedo 1987: 53). Bloom
and Talwalkar (1997) also adopt a Marxist approach, and explain, with reference
to Fairclough’s work, that: “the explication of power relations requires a dialectic
praxis - a movement back and forth among social and linguistic theories and
across methodological approaches to the analysis of texts and events”
(1997:108).

Peskett (2001) states that critical discourse analysis works to expose the
connections between language, ideology and power which may not immediately
be obvious, combining linguistic analysis of a text with larger social analysis.
Fairclough’s model of the three different levels to critical language discourse was
used as a framework to analyse the introduction to New Labour’s initial guidance
to schools on Citizenship Education (Fairclough 2000).

The first level is the description at the level of the texts. A formal analysis of the
text will reveal the experiential, relational and expressive values of the text. The
second level involves interpretation of the text - seeing the text as a product of a
process of production and as a resource in the process of interpretation. The
third level is explanation. This is concerned with the relationship between
interaction and social context. The text is examined and interrogated. The text

also reveals a text producer’s world of top-down structures in social structures.

Critical discourse analysis can be summed up as being fundamentally interested
in analysing opaque as well as transparent structural relationships of dominance,
discrimination, power and control as manifested in language. Ciritical discourse
analysis aims to critically investigate social inequality as it is expressed,

constituted, legitimized and so on by language usage.
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3.5.5 Discourse analysis in the field of citizenship education

In her paper for the 515t Political Studies Association Conference, Peskett (2001)
examines the discourses at work within a text on citizenship education which has
now become a statutory requirement in schools throughout England. Peskett
(2001) begins by defining the term discourse and by discussing the contributions
made by Foucault and Fairclough. According to Peskett, Foucault began to
explore how texts worked in society to create effects. Discourses worked to:
“structure both our sense of reality and our notion of our own identity” (Mills 1997:
15). Peskett (2001: 4) asks this question: “What sort of reality and identity does
the educational policy for Citizenship Education seek to construct or maintain?”
She points out those texts in policy documents usually reflect the views of the
ruling or dominant powers within society. Policy texts often seek to perpetuate a
dominant discourse and to structure social behaviour and institutions. It is clear
in the schooling context that central policy does not always translate on the
ground as originally envisaged or intended. A typical example of policy versus
practice in South Africa was the introduction of outcomes-based education (OBE)
in the 1990s. Despite its failure in Australia, the new South African Government
was adamant that it would work in South Africa. One would be tempted to ask
whether their intentions in wanting to change the curriculum were noble or
whether it was just a strategy to “flex their political muscles” and to emphasise
that they were now a power to be reckoned with. However, after much frustration

from educators, parents and learners, the process was reviewed.

3.6 Research methodology

A mixed methods approach (Creswell and Clark 2007) was used in this study. A
description of the research design is provided in this section to show the following:

« how the actual methodology was applied at the level of approach (critical
discourse analysis), and

o the level of specific methods used (coding of texts, content analysis,
interviews and surveys) to arrive at

o the research products,

o thus answering the research questions.
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Table 3.1 illustrates how the various elements of the research design all flow
from, and are congruent with, the research orientation chosen, namely, critical
linguistics, subsumed within Habermas'’s critical paradigm. These elements will

be discussed in more detail in the following sections.

3.7 Mixed methods approach

This research employed the mixed mode methodology which blends both the
qualitative as well as the quantitative approach for the following reasons. The
research design involved semi-structured interviews, which means that the
design is aligned mainly with the qualitative approach. However, the use of
questionnaires as well as interviews meant that the design included aspects of
the quantitative approach. The combination of methods then comprised a mixed
mode methodology.

Table 3.1 The research design used in this study

RESEARCH DESIGN
ORIENTATION Critical linguistics operating within the critical paradigm
METHODOLOGY Mixed methods
RESEARCH TOOLS | 67 Questionnaires/36 semi structured Discourse analysis
interviews
Methods guantitative qualitative content analysis critical
guestions questions discourse
analysis
Purpose to establish to arrive at to give surface | to give critical
social context, critical insights account of insights into
demographics into the trends social practices | potential learner
and trends revealed empowerment
Products of the trends in rationale provided | account of extent to which
research citizenship for trends citizenship learners are
education education empowered
identified practices set in
place

Mixed methods research assumes a world view or several worldviews. Creswell
and Clark (2007) refer to this method as a research design with philosophical
assumptions as well as quantitative and qualitative methods through inquiry. It

focuses on collecting, analysing and mixing both qualitative and quantitative data
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in a single study or series of studies. Its central premise is that a combination of
both the qualitative and quantitative methods provides a better understanding of

research problems than either of the approaches used on their own.

3.8 Survey questionnaires and semi structured interviews

The research tools, namely, survey questionnaires and semi structured
interviews, as well as the rationale for using them, will be discussed in this

section. The use of quantitative and qualitative questions will also be explained.

3.8.1 Survey questionnaires

The researcher selected the survey method as an appropriate method of
generating data from a group of participants, that is, students at the Durban
University of Technology (DUT). This method was used to establish the social
context, the demographics of the target group, and emerging trends to relating to
the topic of citizenship education. Rea and Parker (1992) suggest that in
situations when accurate information about large populations is required and
enough is known about the population to formulate specific questions, there is no

better method of research than the survey process.

According to Cohen, Manion and Morrison:

The attractions of a survey lie in its appeal to generalizability or
universality within given parameters, its ability to make statements
which are supported by large data banks and its ability to establish
the degree of confidence which can be placed in a set of findings
(2007: 206-207).

Fadul and Estoque (2011) point out some of the advantages of surveys:

e |tis an efficient way of collecting information from a large number
of respondents. Very large samples are possible. Statistical
techniques can be used to determine validity, reliability, and
statistical significance.

e Surveys are flexible in the sense that a wide range of information
can be collected. They can be used to study attitudes, past
behaviors, beliefs, and values.

e They are relatively free from several types of errors because they
are standardised,

e They are relatively easy to administer by non-experts.
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e Due to the focus provided by standardized questions, there is an
economy in data collection. Only questions of interest to the
researcher are asked, recorded, codified, and analysed. Time
and money is (sic) not spent on tangential questions.

e Sample surveys are usually cheaper to conduct than a full census
(Fadul and Estoque 2011: 69).

They point out that surveys also have some inherent disadvantages:

e They depend on subjects’ ability to respond, honesty, motivation,
and memory. Subjects may not be aware of their reasons for any
given action. They may have forgotten their reasons. They may
not be motivated to give accurate answers; in fact, they may be
motivated to give answers that present themselves in some
favorable light.

e Structured surveys, particularly those with closed ended questions,
may have low validity when researching on affective variables.

e Although the individuals participate in surveys are often randomly
sampled, errors due to nonresponse may exist. That is, people
who choose to respond on the survey may be different from those
who do not respond, thus biasing the estimates.

e Survey question answer-choices could lead to vague data sets
because at times they are relative only to a personal abstract notion
concerning “strength of choice” (Fadul and Estoque 2011: 69-70,
slightly adapted).

In this study, the researcher distributed one hundred survey questionnaires. Of
the one hundred questionnaires that were given out, sixty-seven were returned.
The survey questionnaire was given to specific students known to the researcher.
These students assisted the researcher by distributing the questionnaires
randomly to students at DUT and collecting them from the participants. Random
selection was used to encourage a variety of responses and to prevent

participants consulting each other or comparing responses.

The advantage of the survey questionnaire is that the participant is assured of
anonymity. The participant also has the flexibility to respond according to his/her
own convenience. According to Babbie (1973), because there is no interviewer
present, there is no likelihood of interviewer bias. However, the absence of an

interviewer can also be problematic, especially if the participants require
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assistance or clarification and there is no one to help with those (Best and Kahn
2003).

The survey preceded the semi-structured interviews in order to ascertain the
participants’ general perceptions of citizenship education. The questionnaire
comprised eleven questions which required qualitative and quantitative methods
of generating data. Six of the eleven questions were closed-ended questions
thus utilising a quantitative method of data generation, whilst the other five
guestions were open-ended questions utilising a qualitative method to obtain
data.

The questionnaires were used to triangulate and to validate the data received
from the semi structured interviews. The first stage involved gathering the
responses for each question. All the responses for a particular question were put
together and presented in percentages in the form of a graph. For example, in
response to question 1, 40 percent of the participants understood citizenship
education as doin