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ABSTRACT

This academic study was conducted as a criticehsiic enquiry on the positionality

of service learning at selected South African higtducation institutions. The study
critically and scientifically reflects on the pasitality of the concept of service
learning as practised at higher education instingi It elucidates the different levels
of conceptualisation and operationalisation of ®ervearning by universities in

relation to their catchment areas. In so doing, shely probes the positionality of
power relations betweenhigher education institutions and theircatchment areas

and/or local communities in the practice of senl@mning.

Given the traditional and historical domineeringl divory tower’ positioning and
conduct of higher education institutions in relatio their catchment areas, the study
explores the fundamental nature and spirit of pawkations in the operationalisation
of service learning. It probes whether the relatiop between service learning policy
development and societal development initiativesti$ shaped and influenced by
historical legacies of the apartheid logic, such asmdemic domineering and
institutional hegemony. The study also investigardsether these feature in the
pursuit of service learning, curriculum developmamid transformative efforts as

practised by selected universities.

In order to draw parallels with studies of a simifeature, the study interrogates
related literature. This enabled reflection on pesgive conceptualisations of service
learning, as opposed to retrogressive and/or teshirand, perhaps hegemonic and

categorising concepts of service learning. In smglothe study moves from the
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premise that, despite high levels of interest imiccimatters within and among
institutions of higher learning in South Africagee learning as a vehicle for social
transformation and progressive teaching and legrrsaems to be largely neglected,
under-theorised and, at times, disguised ago@ for the reproduction of

inequalities.

As a means of collecting data for the purpose afyais and interpretation, the study
uses a purehgualitative methodology. A Textually Oriented Discourse Analysis

(TODA) was selected as a first choice and prefemethodology for the study of this

nature because of its propensitythematiseissues of power relations. Furthermore,
gualitative methodology is predisposed to recoggisthe subjectivity of the

researcher in being intimately involved in the egsh process.

This subjectivity, as encouraged by qualitative methodology, hadeglieverything

in this research study, beginning with the choidetlte topic, proceeding to
developing objectives for the study, to the setectf the methodology itself and
ultimately to the interpretation of data. Througistmethodology, the researcher was
encouraged to reflect on the values and object¥#ise study and how these could be

used to problematise issues of power relations.

Although the study presents somgantitative data from other sources, there were a
number of research problems that, for one reasdimeoother, did not lend themselves
to a quantitative/ positivistic approach. Claimgl garonouncements of quantitative
researchers about the principlebfectivity, quantification andabsolutismare not

appropriate for thematising about issues of powttions, especially in instances of
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hegemony, domination, exclusivity, ideological inglation, discursion, justiceand

emancipatory praxis.

To contextualise and narrow the focus area forarebepurposes, two South African
higher education institutions (the universities tfe Free State and of the
Witwatersrand) were selected for the study. Theicehof the two institutions was
influenced by their history of involvement in semwilearning and curriculum
repositioning processes. They have also been tensis portrayed by the South
African academic world as strong campaigners indperationalisation of first-rate
service learning models, in the Free State anddgagytrovinces respectively (refer to

chapter three for a detailed justification for sacthoice).

The findings of this study indicate that the seddcuniversities have responded to
calls to reposition themselves in the area of sgoruking their academic offerings
with the reconstruction and development imperatieEshe country. The research
established that the two institutions have produsteategic service learning policy
documents as a means of responding more apprdpriatde needs of communities.
The implementation of such documents was intendeghable the two institutions to
develop service learning policy positions, thus mglan institutional commitment to

operationalising service learning.

The study has, however, determined that thereagye gnd inconsistencies in terms of
policy commitments and the operationalisation ofvise learning by the two
institutions. In line with the themes developedhis study, it was established that the

two institutions have limited the extent of theionemitment to paper (policy



documentation) and heartfelt pronouncements. Thdysturthermore reveals that
despite thgaper and heartfelt commitments of the two institutions on the concept
of service learning, they are still restfully pasied as expert-oriented entities. By
their nature and continuous domineering roles, tlegyain sites for the transmission
of an effectivedominant and domineering culture which limits the possibilities of

their unleashing aremancipatory praxis that is so critical in the context of a

transforming South Africa.
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CHAPTER 1: INTRODUCTION

1.1 Background to the problem

This study, with its resultant findings detailed a¢hapter 4, was carried out as a
critical scientific enquiry into the positionalitf the euphoria surrounding the pursuit
of service learning at selected South African higkgucation institutions. The study
is an attempt to critically and scientifically re¢k on the positionality of the concept
of service learning, so as to lay bare the varyegls of social constructedness,
conceptualisation and operationalisation of theesaoncept within the confines of
universities and in relation to their catchmentaarelhe study attempts to elucidate
the paradoxical nature of the practices undergydire concept of service learning,
by examining thevariations, contradictions and challenges faced by selected

universities that are involved in the practice efvice learning as an academic

pursuit.

Service learning is a fairly young discipline inulo Africa and there appears to be
very little commonality in the usage and applicataf the term. Most studies tend to
pay attention to standards of good practice inptimsuit of service learning by higher
education institutions, in terms of the quantityseivice learning programmes and
student participation. Rather than focusing on dquentitative aspects of service
learning standards, this study explores a differente by probing the qualitative
nature andcontext-specificity of the pursuit of service learning. In carryingt this
endeavour, the study scientifically probes the matand proclivity of the pursuit of

service learning at selected higher educationtingins in South Africa, both in



theory and in practice. It investigates whetherviser learning is positioned to
genuinely ‘connect’ the rich resources of the ursitg to communities’ most
pressing social, civic, cultural and ethical prolde to their children, their youth, to
schools, to teachers and to hardships characigrin townships. Furthermore, the
study explores whether the selected higher educatistitutions are focussing their
pursuit of service learning merely on constrictexh-empowering, charitable and
compassionate purposes, instead of genuinely ogerlaempowering, socio-
academic justicepurposes- a larger sense of mission and greater clarity quest
for empowerment. Service learning should be potibto create an equitable and
empowering climate of interface in which the acamesind civic cultures connect and

communicate mordeferentially and moreespectfully with each other.

This research study further probes whether sete@aing at these higher education
institutions (which are identified in paragraph)ltias been positioned to seriously
contemplate that the future of such institutiond #mat of communities is one. For
communities and higher education institutions tavise, institutions need to
genuinely step out of the trappings of their ivemywer and become enmeshed in the
guagmire and squalid conditions of poverty, mar@ission and deprivatiorthat
characterise communities. In short, this inquiryestigates whether the scholarship
of service learning at selected higher educatistitutions is being pursued according
to the philosophy thain injury to one community is an injury to all of those who
constitute the higher education community- lecturers, students, service providers

and community representatives in the catchment area



Put differently, in this study an attempt is madetobe, as we continue to vocalise
and euphonise service learning in relation to aducational history as a nation,
whether institutions of higher learning are confithe moving to the stage of genuine
commitment to civic engagement and socio-acadensitice. Are we perhaps being
bogged down by embracing service learningleity and, at best, ‘cuddling service
learning as groject’ but never genuinely pursuing it as a commitmemntcivic

engagement in the sense of progressive social cteuress?

This chapter is divided into a number of sectiofise first few sections provide the
background and context of the study. They provideoeerview and background of
the research problem in the context of a transfognhigher education system, for the

purpose of laying the basis and justification fonducting such a scientific enquiry.

Further sections outline the research questions @bjdctives that inspired this
research. The study uses four quotationsxamplars to indicate contradictions
between the dominant and subaltern (dominated)odises that underpin the
conceptualisation and implementation of serviceanlieg as practised by selected

higher education institutions.

Subsequent sections outline the research methodakeg in the study. A qualitative
documentary and internet survey, free interviewiagd textual as well as
documentary analyses were used as tools to ascémaids, issues, innovations and
related policy development in the area of servearliing as carried out by selected

higher education institutions in South Africa.



1.2  Statement of the problem

The primary purpose of this scholastic researchoesesis to embark on a critical and
scientific investigation of the positionality of @heuphoria of service learning as
practised at selected higher education institutiomsSouth Africa. The study

specifically intends to show that service learnimgtheory and practice, has not yet
connected academic resources with the problemgtadff comminutes. The study

seeks to bring to light inconsistencies, contraoist and conceptual and operational
tensions and challenges that characterise theipofservice learning. The problem,
as pursued in this study, is that selected higlkeca&tion institutions appear to be
focusing their service learning efforts on genagatmore and more service learning
programmes, rather than on focusing on serviceniegrfor the pursuit of total

emancipation of communities.

1.3  Context of the problem

The winds of change and continuing transformatioitiatives that currently
characterise South Africa have presented a numbeorsequences and challenges
for higher education transformation and curriculaievelopment processes. The
challenges are such that higher education transfitom curriculum development and
related learning and academic operationalisatiemarv required to be carried out in
a socially conscious, inclusiveand participatory manner. Institutions need to
become responsive to the socio-economic and politicalmperatives and
imaginations of national transformation and reconstructioniatives. Thus higher

education institutions in the country are requitegut in placevision and mission



statements that blend together teaching, reseatheavice practices within broader

socio-economic and political processes.

The foregoing challenges represent a radical deggarfrom traditionallyelitist,
hegemoni¢ categorising selective and exclusive transformation and curriculum
development processes. Historically, for exampleghér education curriculum
development processes in South Africa were cawigdin a manner that relegated
community knowledge contributions to levels @tclusion and nothingness (van
Wyk, 2004). At the same time they promoted acaderonduct and scholarship that
focused exclusively orcharity, welfarism, sympathy, and sectional interests
(academic exclusivity, exclusive knowledge produttiendencies and gate-keeping
and more recently, westernised and/or neo-libdrabrietical preferences) that are

perceived to be reproducing disempowering negags/f the past.

At the output level, such negativities resulted time pursuit of curriculum
development activities that were tailored to adeaand entrench disempowerment,
self-serving academic practices, intellectual d@tiom, and academic supremacy.
The domineering academic consciousness and opmahsation was intended to
promote intellectual subserviency and poor quadsdemic achievements on the part
of those who were positioned as secondary compsnehthe higher education

domain (Matobako & Helu, 1999).

Given the traditional and historical domineeringd divory tower’ positioning and
conduct of higher education institutions in relatto their catchment area, this study

explores the pursuit of service learning in terrhdundamentals of power relations



betweenhigher education institutions and their catchment areasand/or local
communities. The study explores the nature of thationship between service
teaching policy developers (curriculum developemademics, students, service
providers and community representatives. It prolbbether this relationship is still
shaped and influenced by historical legacies ofaatheid logic, such as academic
domineering and institutional hegemony, and whethese feature in curriculum

development and transformative efforts carriedoyuthe selected universities.

The central precept informing this investigationthait, being cultural dispositions,
transformation and curriculum development carry with them some historical
resonance witthegemony exclusion dominance and marginalisation. They serve
as the means by which contemporegynmunity — higher education relationshave
assumed anundemocratic content and orientation. In this way, curriculum
development and transformation practices becomeparable from the actual

political and economic conditions they help to naiim (Matobako & Helu, 1999).

As an illustration of, and with reference to sugpis about the genuine commitment
of higher education institutions to pronouncemeatisut progressive positioning in
the area of social responsiveness, this studyctsfleritically on howempowering
academic practicesandsocial justice key concepts in emerging democracies, have

become rhetoric and vacuous, even within acadeimies.

This study therefore probes the use of the conmiegervice learning,in the wake of
universities’ claims and pronouncements about m@egjve interactions with

communities. It investigates whethestructural inequalities and continuing



disempowerment of communities are hidden behind the notions of ‘civic
responsibility’, reciprocity and ‘community involaeent’, which become nothing

more tharpatronage, charity andproject issues.

1.4  Purpose of the study

This study is a scholastic investigation of theelsvof contradictions between the
discursive practices of dominant and subaltern (datad) discourses that underpin
the conceptualisation and implementation of serlg@aening. The study, furthermore,
raises issues ofinconsistencies, positionality, ideological prefereces and
hegemony with regard to exclusion, reproduction and maaliging practices
characterising the positionality eérvice learningin post-apartheid higher education

transformation and curriculum repositioning.

The purpose of this study then, is to evaluatestheatedness of service learning as
practised by selected higher education institutiorSouth Africa. Consistent with the
findings in chapter four, the study shows that eéhiernoneutrality in the pursuit of
knowledge production and the related usage of timm of service learning in the
area of teaching, learning and research as purpdotebe carried out by selected

higher education institutions in South Africa.

1.5  Objectives of the study



Given the preceding background, perspective, cordad broader purpose of this
study as provided in sections 1.1, 1.3 and 1.4sp&eific objectives of the study are

as follows:

- To conduct a situational analysis of service leay in the context of
transforming higher education practice;

- To critically analyse and even redefine the powalations characterising
academic practices at selected South African higitlercation institutions,
through a critical reflection of the tensions, mirees and contradictions in
the conceptualisation and operationalisation ofiserearning;

- To expose theontradictions and sift outinconsistenciescharacterising the
notion of service learning and practice in relatiom the concepts of
reciprocity, counter-hegemony participative inclusivity and social
empowerment, as opposed to disempowering concepts like hegemony
charity, welfarism and patronage;

- To demonstrate how the use and emphasis on fiertexriented, charity and
patronage concepts in service learning practicasbeaseen to contribute to
the reproduction of the ideologies ofhegemony disempowerment
domination, categorisationandexclusion;

- To present viable and informed recommendationienoled to undermine
efforts that are geared toward frustrating tramefiion initiatives in the

country.

1.6 Definition of operational concepts



This section attempts to define key concepts thatogerationalised in this study to
unravel inconsistencies characterising the vanjewgls of the pursuit of service
learning. The key concepts that are defined hew ‘service learning’ and
‘positionality’. The concepts are defined with theurpose of promoting a

comprehensive understanding of the conceptual basss study.

1.6.1 Service learning

Service learning has historically been defined frarmariety of angles. This study
favours universal definitions which are appropriatel progressive and reflect the
context of service learning. For example Bringlel &atcher (1996) have defined

service learning as:

...a credit-bearing educational experience in whit¢hdents participate in an organised
service activity that meets identified communitgdseand reflect on the service activity in
such a way as to gain further understanding of sewontent, a broader appreciation of the
discipline, and an enhanced sense of civic respditgi Unlike extracurricular voluntary
service, service learning is a course-based semigeerience that produces the best outcomes

when meaningful service activities are related darse material through reflection activities

such as directed writings, small group discussi@ams} class presentatiorfp.2).

In theCriteria for Institutional Audits(2004), service learning is defined as:

... applied learning which is directed at specifioroounity needs and is integrated into an

academic programme and curriculum. It could be drbdaring and assessed, and may or

may not take place in a work environmépt26)

Eyler and Giles (1999) define service learning as:



...a form of experiential education where learning wrscthrough a cycle of action and
reflection as students work with others throughraecpss of applying what they are learning
to community problems and, at the same time, tafgaipon their experience as they seek to

achieve real objectives for the community and deapderstanding and skills for themselves

(www.servicelarning.org/welcome_to_service-learvsegvice_learning-

is/inde...p.2).

The Corporation for National and Community Servi2€02) traditionally defines
Service learning as a method by which studentslead develop through active
participation in thoughtfully organised service ttha conducted in and meets the
needs of communities. Service learning is coordmaty an institution of higher
education or community service programme, in coctjon with the community. It is
integrated into and enhances the academic curnicoluthe students or the education
components of the community service programme inclvtthe participants are
enrolled. It is seen as a practice that helps fastec responsibility and it provides
structured time for students or participants toticaily reflect on the service
experience (National and Community Service Trust, A®93; Corporation for

National and Community Service, 2002).

Service learning is seen to engage individual @igdnts in activities that combine
both community service and academic learning. tegarded as a teaching method
which combines community service with academicrirtton through its focus on
critical, reflective thinking and civic responsibil In this way, service learning
programmes are designed so as to involve studentstrictured and organised

community service in order to address local newdhile developing their academic
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skills, sense of civic responsibility and/or engagat and commitment to the

community.

The concept of service learning in this study efeer developmental, empowering
and/or progressive credit-bearing educational pacin which students participate in
an organised andeciprocal service activity that meets collectively identifie
community needs. Students reflect on the servitwiigcin such a way as to gain
further understanding of course content, broadpremation of the discipline and an
enhanced (progressive) sense of civic respongilaiiid/or consciousness (Bringle &

Hatcher, 1995).

The foregoing understanding facilitates a closé&tienship between theoretical and
practical knowledge by balancing the progressivieevaf academic expertise with
respect and value for community participation, whia certain quarters is still

regarded as exclusive academic practice.

1.6.2 Positionality

Positionality, in the context of this study, reféssa critical and reflective situational
analysis of the concept of service learning asexhiout at the level of a university’s
academic practice. This concept is selectively usedhis study to unravel the
contradictions underpinning current service leagnimactices at higher educational
institutions (Crawford & Valsiner, 2002). Furtherrap the concept is used to
distinguish  between progressive (socio-academic justice and genuinely

developmental practices) anetrogressiveand/or hegemonic (charity, sympathy and

11



project related) service learning policies and fpcas, as carried out by selected

higher education institutions in South Africa.

A positioning discourse is also found to be valeahl this study as it reflects on the
imbalance of power relations between the empoweuadersities and the
disempowered communities who have a stake in higdecation (Takacs, 2002).
The discourse of positionality challenges the warlcacademia and perceives it as
failing to address issues about the disadvantagedlisempowered from theice of
the disadvantaged. In keeping up with the spirithef findings in chapter 4, it argues
that education and learning should be seen as toolsombat oppression and
exclusion. Education and learning should workrtgpewer all people, not only those

who can ‘understand’ academic jargon (Takacs, 2002)

As a result of the foregoing discourse, varyingelsvof positionalities of service
learning are identified and these are explored orendetail in chapter 2 of this
research work. The first level of analysis is seviearning as a scholarship of
charity and/orpatronage discourse, as influenced by the dominant, hegetnand
centralised neo-apartheid and/or neo-colonial #téxal postulations. The second
level is a more moderate level, referred to agptiogect purpose of service learning,
which borders between the first and the third levélhe third level is a visibly
counter-hegemonicand emancipatory positioning, that sees service learning as a
socio-academic justiceactivity. This level derives its influence fromcsuluminaries

as Foucault, Duncan, Marx, Gramsci and a host aineipatory critical discourse

scholars. The identification and differentiatiohtbe three positions is intended to
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unravel conceptual tensions as well as contradistiaanderpinning the three

philosophies in the context of operationalising/gesr learning.

The concept opositionality, then, is considered in this study as the mainedrof
this investigative exercise. It is used selectivéty unravel the contradictions
underpinning current service learning practiceghat selected higher educational

institutions (Crawford & Valsiner, 2002).

1.7  Theoretical framework (the lens)

In pursuing genuine developmental and/or progresshanges in South Africa and
elsewhere in the world, similar studies about ti@msing higher education and its
functions have been carried out by a significanhber of scholars to explore the
challenges faced by universities in engaging molesety with surrounding

communities. In the main, these developments avmpted by the growth of social
problems and by the growing disparities betweenritte and poor, what this study

refers to as thdominant andsubaltern groupings.

This study examines the concept of positionalitysefvice learning by exploring a
number of theoretical studies carried out by altidiscourse luminaries who purport
that: (i) post-apartheid developmental discoursk@actice are reproducing issues of
exclusion through the usage of concepts like serlg@arning (Greenberg, 2004) (ii)
service learning is riddled with ideological conéd®ns and intellectual tensions (van
Wyk, 2004); and (iii) the notion of knowledge pration and service learning has no

impartiality in the debates about the transformmatib higher education (Patel, 2002).
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The main thrust of these and other arguments isstivice learning is considered
relative to some preferential ideological hegema@usitioning (Malecki, 2000). For
those who locate their intellectual inputs withihetdictates of the dominant
discourse, the outcry against service learning ccdu# a guise for maintaining
historical and recently acquired (for some) acadeprivileges. For the subaltern
(dominated discourse) representatives, servicenileg@ris a valuable academic
mechanism that should be used genuinely to imprthes quality of life of

disadvantaged communities.

To give a more scientific theoretical expressionthese initiatives, this study is
located within the emancipatory (critical pedagodiigoretical viewpoint. This
framework is the preferable lens for this studyitgsrovides the basic tenet for an
interpretive and analytical discourse. It is alsgarded as a valuable framework that
thematises issues pbwer relationsin academic practices and provides an outlet for
discriminatory academic practices (Giroux & McLarel994). Furthermore, this
framework appears to be consistent with the cfiticscourse analytical postulations
of facilitating the deconstruction and rescalingsotial relations in accordance with
the demands of unrestrained, inclusive and accleptatademic practice as it relates

to curriculum development (Fairclough, Pardoe &rSzgnsky, 2001).

Theoretically, the paper moves from the premisé skavice learning is riddled with
ideological contestations and intellectual tensidnsllustrating this assumption, the
paper draws the ‘battle-line’ between subaltern dadhinant intellectual discourses

(Duncan, Gqgola & Hofmeyer, 1992; Fairclough, 1992r ease of reference and
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purposes of identity, the subaltern discourse bellrepresented by the civil society
organisations, community representatives as welhrganic academics, researchers
and learners (who have committed ‘class suicideldmating their practices within

the progressive developmental discourse).

This category (the subaltern group) has repositiateelf as an equal and respectful
community partner who prefers to locate its inwlal and academic inputs
(teaching, learning and research) within the domafinemancipatory discourse,
development practices and deconstructionism. Bhilse framework and lens through
which this group can advance the social transfaonmaagenda through reciprocal

academic practices such as teaching, learningesaaérch.

The dominant discourse, on the other hand, is septed by privileged and/or
affluent academics, learners and researchers magham have been cushioned by
vestiges of past discriminatory and anti-developialemacademic practices. They
construe service learning in negative, pessimiatid less constructive terms, and
most probably perceive the community and commusityctures alike as unequal
objects that they can selfishly use to advance theademic aspirations. Thexge

neo-liberalismas the lens through which higher educational foanmsation agenda

and curriculum repositioning could be advanced.sTtategory regards academic

practice as an expert-oriented domain.

15



1.7.1 Service learning as a pursuit of civil respaibility

The theoretical construction informing this stuades service learning as a tool for
nurturing civic responsibility in its beneficiarieSivic responsibility is understood to
refer to a broad array of proficiencies and adegdrtkat beneficiaries need to possess
in their pursuit of service learning. These pr@ies include the empowerment
competencies of citizenship for democracy, parditopy democracy and social
responsibility. Such competencies enable studdniégher education institutions to
acquire and use information, to assess their irmobnt in service learning activities,
to make decisions and judgments, to promote satlests, to assign meaning and

to apply appropriately empowering citizenship cotapeies to new situations.

The foregoing empowering competencies imply a nunabepositive traits that are
considered as the hallmarks of a deepened sesseiaf responsibility, namely:

- respect

- empathy

- tolerance

- trust

- cooperation, and

- responsibility for oneself and others.

1.7.2 Service learning in relation to margin and agtre descriptors

The practice of power relations in higher educatias, over the years, intentionally

or unintentionally positioned people, as well asalocommunities, to carry out
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academic practices such as policy developmentinglab teaching, learning and
research. It has become a tendency, for examplegfer to people and local
communities as belonging to theentre or the margins. Researchers, policy
developers and learners alike have positioned thles in terms of preferable
epistemologies, and have positioned ‘others’ im&pf making academic inquiries
and assumptions about the nature of their (reseescpolicy developers and learners)
relationships with others and the world. Tineargin-centre dichotomy, as

evidenced in the world of academia, is thus seemuusadul in terms of making

positionality a useful construct to discern thgydiportionality of the locus of power

in academic-community relationships. As St. Lound 8arton (2002) observed:

...those in the margin and centre are often very avadrtheir positionality in relation to the
other. Those in the centre, however, don't realise power dynamics as much because they
are the beneficiaries of the outcomes of powerti@ahips and, as a result, keep those who
are the margin out in the margins. On the otherchahose in the margin either find ways to

join those in the centre or resort to acceptingtttieey will never be able to be part of the

centre(p.3)

Positionality, in terms of the margin-centre diamaty, is therefore regarded as some
kind of mobility from one position to the otheronce those who perceive themselves
to be on the margin, begin to perceive themselgdseag in a position of inferiority,
they then strive for some place and acceptandeeirceéntre, which is positioned as a
form of superiority. The foregoing dichotomisati@mables us to position higher
education transformatory practices and curriculepositioning as being carried out
by subjective, biased and theoretically positiopeakctitioners. It also enables us to

critically investigate the genuineness of pronoumeets about higher education
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engagements in service learning — to ask questsn® whether engagements with
communities and service partners are carried otglation to a centre versus margin
type of engagement, with the purpose of benefitigcentre at the disadvantage of

the margin.

Finally, the margin-centre dichotomy enables usieébneate and theorise about the
pursuit of service learning at three further leyalsmely, service learning as a pursuit
of charity, service learning as a pursuit of a@cbpand service learning as a pursuit of
socio-academic justice. These levels are delidesdeas to be able to reflect different
angles of the distribution of power in the relasbip between higher education

institutions and the catchment areas (MahlomahoMaiobako, 2005).

1.7.3 Service learning as a pursuit of charity

One of the objectives of this study is to probe thbe the outcry against service
learning could be a guise for simply complying wigkues of policy, with little or no
intention of contributing to issues of community gaowerment. Such an approach
relegates service learning to the status of sirapbbling higher education institutions
to maintain their historical and acquired academpitvileges. Service learning
pursued along the lines afharity involves a condition where higher education
institutions expressolerance towards local communities angluntarily provide
academic service to such communities as a mea$iadmess and/or benevolence,

as a charitable pursuit.
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This charitable purpose of service learning, in alhithe power of the higher
education institution dominates, positions unigrsDmmunity engagement in terms
of giving very little recognition to the contriban of local community. It affords little
value in recognising them as important partnersatovthe advancement of the cause
of service learning. Higher education institutiapgerating within this mode tend to
understand and relate to local communities froracarticist point of view, but a big
gap exists between the knowledgeable higher edurcatistitution and the less
knowledgeable (poor, ignorant, needy, less foreyneatc) community (Mahlomaholo

& Matobako, 2005).

The use of the concept of positionality is therefortended to find out whether the
operationalisation of service learning is carriad as a welfare and/or charitable
academic pursuit, or as a genuinely -collaborativeytually beneficial and

empowering academic practice that seeks to acceimsgticial justice.

1.7.4 Service learning as a pursuit of a project (oderate level)

The next level of positioning service learning isrheans of the project purpose of
service learning. This level is considered to bmemate in this study, in the sense
that it borders somewhere betweenharity mode of service learning and socio-

academic justicemode of service learning. The moderate positiomhthis level is

derived from the observation that service learnasya strategy is restricted to
harmonising institutional resources with the pregsieeds of local communities only
on paper and in the hearts of university represeeta In their good intentions and

theorisation about service learning, the highercatian institutions operating within
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this mode do not systematically involve local commitigs in the various stages of
executing service learning; in fact whenever tlapgens, it is carried out on ad-

hoc basis.

1.7.5 Service learning as a pursuit of socio-acad@mustice

The last level of positioning is a more progressperoach in service learning and is
referred to as the socio-academic level. This |ewrelthe context of this study,
involves an enhancement of progressive engagenardsinteractions of higher
education institutions with their catchment arelisrelates to a socio-academic
relationship between the world of academia andl lo@ammunities that is informed by
such principles as reciprocity, reverence, incliagignd empowerment practices, and
serves to ensure that such principles guide theatipealisation and carrying out of
service learning in aocially conscious, inclusiveandparticipatory manner. In this
kind of positioning, higher education institutioase able to rise to levels of being
indisputably responsive to the socio-academic and politicaperatives and
imaginations of national transformation and reconstructioniatites on paper, in

their hearts and in practice.

1.8 Related literature

The study is located within current epistemologieological bases, reflective

critical studies and academic comments about theegi of service learning. In this

endeavour, the study interrogates related litegatthus reflecting on progressive

conceptualisations of service learning as opposeerktrogressive and/or technicist
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and, perhaps, hegemonic and categorising concésrace learning. In so doing,
the study moves from the premise that, despite leigéls of interest in civic matters
within and among institutions of higher learningSauth Africa, service learning as a
vehicle for the transformation of teaching and mazy, seems largely neglected,
under-theorised and, at times, disguised as aféodhe reproduction of inequalities

(van Wyk, 2004).

Related studies purport that the challenge for @weck as reflective practitioners is
to engage the discourses entailed in service legrmspecially how they shape the
way academics think and produce understanding &tidat engagement of service
learning practices in their various local contextgan Wyk, 2004). The

characterisation of service learning as an exctusicademic practice has been

challenged and modulated by contemporary schofaemancipatory discourse.

The epistemology and social justice of the con@ptalso used as a pedagogical
construct that can enhance the goals of servicriteppractices and programmes that
are social reconstructionist in nature (van Gun@d)2). The concept highlights
excerpts from action research assignments in sefe@rning activities, and probes
how the attitudes of practitioners and studentsehbeen challenged to better
understand the complex transformative socio-culten&ironments in which diverse
cultural populations work and live. Students areoemaged to discern how it is that
they make meaning of their own lives, what thereé mean in relationship to the
lives of others, and how the educational concdpgyg embrace are derived from the

meaning that they make of such relationships (vanté&h , 2002).
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1.8.1 Theoretical postulations from critical eman@atory theorists

This study uses Critical Discourse Analysis (CDA)ameans of analysing similar
postulations from a number of scholars on the wtlreess of service learning. CDA,
as used in this study, is a relevant and preferfalmework for developing a
theoretical basis for service learning. The conedpCDA offers service learning
practice a refreshing approach in examining motly thhe relations of power and
ideological positioning between thdominant and thesubaltern groups and the
function of language and/or text in the reproducid social structures (Billig, 1979;

van Dijk, 1988, 1997, 1999).

The CDA methodology is perceived not as providiranpgible, scientifically
researched answers to problems, but rather asiegatucess to the ontological and
epistemological assumptions behind a statement amotagical text. It is further
regarded as a method that enables researcheevéal the hidden motivations
behind a text or choice of a particular methodnterpret that text. In this particular
context, it can be regarded as nothing more thaeeonstructive reading and

interpretation of a problem or text (Billig, 1979; van Dijk, 1988997, 1999).

1.8.2 Theoretical postulations from intellectual pactices

The positionality of service learning as practis¢digher education institutions can

also be probed through the concept of intellectwattices. The process of defining

the concept of intellectual practice has alwayskfegught with inconsistencies and

contradictions, to say the least. At the helm ekthinconsistencies are questions that
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centre on the issue of whether the definition ¢éllactual practice can and should be
kept radically separate from moral, social and tali questions. Some scholars
argue that it has always been known that the pue$wsiocial knowledge involves not
only intellectual questions, but socio-economic gnalitical questions as well

(Wallerstein, 1996).

As a means of postulating further about intellelcpuiactices, the study goes further to
draw the ‘battle-line’ betweersubaltern and dominant intellectual discourses
(Duncan, Gqola & Hofmeyer, 1992; Fairclough, 1992 between theorganic
intellectuals and traditional intellectuals (Gramsci, 1971). The subaltern and/or
organic category of intellectuals has positioneselit as equal and respectful
community partners who prefer to locate their ietgbal and academic inputs
(teaching, learning and research) within the domafinemancipatory discourse,
development practices and counter-hegemonic ictabd practices. This is the
framework and lens through which the social tramefdion agenda can be advanced

in the form of reciprocal practices such as serigaening.

The dominant discourse (traditional intellectuals), in the context of shstudy, are
represented by privileged and/or affluent acadentéesners and researchers most of
whom have been cushioned by vestiges of past exelusegemonic, discriminatory
and non-reciprocal academic practices. They coasknowledge production in
negative, monopolistic and less constructive and progressive terms, aodt m
probably perceive the community and community $tn&s as unequal objects that

they can selfishly use to advance their acadenpica®ns.
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1.9 Sampling

The identification and selection of respondents paisnary sources is strongly
influenced by the postulations of qualitative andcdurse analytical researchers.
From their point of view, one of the major diffeoes between discourse analysis
(qualitative in nature) and other more traditio(@lantitative) methods of research
relates to the identification and number of resgmtsl (Duncan, 1993; Potter &

Wetherell, 1987).

The assumption is that, regardless of the sizeetample, what is important is the
depth of one’s hermeneutics (interpretive knowlgdgediscourse analytical study
usually involves a relatively small sample, becautsge number of respondents
could easily lead to the analyst becoming boggedhday unwieldy masses of data

that could be difficult to interpret (Duncan, 19%&jtter & Wetherell, 1987).

Against the foregoing discussion, the sample fés #tudy consists of two South
African higher education institutions (the Univéysof the Witwatersrand (Wits) and
the University of the Free State (UFS)). The choiafethe two institutions was
influenced by their history of involvement in semilearning and curriculum
repositioning processes. The target institutioed@eated in the provinces of Gauteng

(University of the Witwatersrand) and the Free &tatniversity of the Free State).
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1.10 Research methodology and data collection prabares

1.10.1 Quantitative procedures

Although this author recognises the need for arqbitance of quantitative, statistical
and experimental methods in some instances, thera mumber of research problems
and contexts that, for one reason or the othernaiblend themselves to such
guantitative, positivistic approaches. This studef@rred not to use quantitative
procedures, but instead incorporated quantitatata tom studies carried elsewhere,
as a way of providing a broader statistical ovewiearning as practiced by the

selected institutions.

1.10.2 Qualitative procedures

This study lends itself to the use of qualitativegedures for gathering data. The
strength of a qualitative research design liedgnvalidity or closeness to the truth.
This means that good qualitative research, by udingrse data collection methods,
should actually touch the core of the phenomendngbreesearched, rather than just
skimming the surface of the facts. The validity aqpfalitative methods is greatly
improved upon by using a combination of researcthaus. This process is known as
triangulation, and includes independent analysisthef data by more than one

researcher.
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1.10.2.1 Significance of the qualitative approach

A qualitative approach is considered significantamtributing to rich, informed and

insightful research results as a result of theofwithg:

It is oriented towards the respondents’ perspective

It emphasises the contextualisation of the prooeéksowledge construction.

It presents itself as an open and flexible metimathé area of research design.
Validity and reliability of the research resultaideto depend to a large degree
on the researcher’s skills and sensitivity.

The scope of such research tends to be on a sta#dl s

It creates synergy among respondents, as they buikhch other's comments
and ideas.

It creates an opportunity for a researcher or u@rer to observe, record and
interpret non-verbal communication signs which araluable during
interviews or discussions and analyses (Patton,0;199oepfl, 1997;

Meulenberg-Buskens, 1997).

Over and above the foregoing justification, it ddoaiso be observed that qualitative

methodology recognises that the subjectivity of ibgearcher is intimately involved

in scientific research. Subjectivity guides evenryghfrom the choice of topic that one

studies to formulating hypotheses, selecting meilogges and interpreting data.

With qualitative methodology, the researcher isoanaged to reflect on the values

and objectives he brings to his research, and lhaset affect the research project.
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Other researchers are also encouraged to refle¢chervalues that any particular

investigator utilises (Gergen, 2001).

1.10.2.2 Collecting data from written texts

In order to ascertain the current status of serlé@@ning at the selected higher
education institutions, exploratory textual datallemtion and service learning
documentary research were employed as methods thiergagy data. Using a
qualitative approach, data were collected by ioggting written documents that

were compiled by the two institutions on matterseivice learning.

1.10.2.3 Significance of the textual data collectigprocedure

The significance of the textual data collectiongadure lies in the observation that it
involves the use of texts and policy documents @gce materials: publications
sourced from the internet, institutional policies ourriculum development and,
specifically, on service learning, minutes of megs$i held to define processes and
procedures, publications in journals, learnerstidgaand innumerable other written,
visual and pictorial sources in paper, electroarcother hard copy form. Along with
surveys and ethnography, documentary researchei®bthree major types of social
research and has arguably been the most widely okddge three throughout the
history of sociology and other social sciencedds$ been the principal method and
indeed, sometimes the only one, for leading sogiste (Scott, 1991, sourced form

(http://www.sagepub.com/book.aspx?pid=10521).
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The key issues surrounding types of documents andlality to use them as reliable
sources of evidence in the social world must besiclaned by all who use documents
in their research. The paucity of sources availaiil now means that compendia

such as those available on the internet are inlsdita social researchers (Ibid).

1.10.2.4 Collecting data from one-on-one interviews

A verbal technique that was used in this studydblect data is the Free Attitude
Interview (FAI) method. This technique is saidnave developed its characteristic
form during industrial psychology research, thecatbed Hawthorne Research, in
1929 in the United States. The FAI technique ingdlvpreliminary informal

discussions with interviewees (policy officials,ctierers, service partners and
community representatives) to ascertain trendgvations and opinions with regard
to issues of exclusion, hegemony and marginalisatas they relate to service

learning.

A subsequent category of interviews involved cdhlgfplanned discussions designed
to obtain perceptions from participants around therhat emerged in chapter two.
The researcher interrogated and critically inquirgd the problems and limitations,
contradictions and incoherencies, injustices amdjuities as to how they as human
beings had formed, reformed, and transformed thiseseeach other, and the local

communities, cultures, societies and worlds in Whiey live.
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1.11 Data analysis

1.11.1 Analysis of the texts and transcripts

An analysis of the influence of power relations dnademic transformation and
curriculum development was carried out by meansaofextually Oriented
Discourse Analysis (TODA) as propounded by Duncan (1993); Chouliaréki
Fairclough, (1999) and other social scientists. Té@hnique involves using text as
evidence to expose socially constructedferencesand exclusions The approach
further entails providing explanations and chairfs reasoning which can be
deconstructed and made explicit. Such deconstngtoe crucial in illuminating the
ideological and hegemonic features of discoursaaaulemic practice by bringing out

elements of legitimation (Duncan, 1993; Choulia&HKtairclough, 1999).

The analysis of texts and transcripts involves kirepdown responses into smaller
meaningful chunks, so as to interrogate and sift @ contradictory themes
emerging from them, and offer alternatives as aareher. This technique offers a
radical departure from other non-discursive, tiaddl and empirical procedures
(mostly quantitative) that emphasis@angulation and controlled verification of

data.

The primary preoccupation of analysis of textsnseaposé of social injustices and
how to transform inequitable, undemocratic and epgive social relations. Such
relations are mostly intangible and could not bdenstood and exposed by scientific

methods such as triangulation and controlled \e&iion of data.
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1.11.2 Using critical discourse analysis for textuanalysis

The study has purported to pursue a critical dissmwanalytical framework as a
means of understanding trends and patterns inceefeiarning as carried out at
selected higher education institutions in SouthcafrAs explained in section 1.7 this
framework is preferably used as the lens for thisl\s as it provides the basic tenet
for an interpretative and analytical discourse ¢Gx & McLaren, 1994). It is also

regarded as a valuable framework that thematisesess of power relations in

academic practices, and provides an outlet to idigtatory academic practices

(Giroux, 1994).

Over and above this observation, the framework afgpeonsistent with the critical
discourse analytical postulations of facilitatirtge tdeconstruction and rescaling of
social relations in accord with the demands of arestrained, inclusive, reciprocal
and acceptable academic practice as it relategrt@welum development (Fairclough,

Pardoe & Szerszynsky, 2001).

1.12 Significance of the study

The study will contribute significantly to the ptme of higher education service

learning in a number of ways:

- it will inform the current quests and effortstbe government to genuinely

bring about redress, equity, effectivity and e#fitty in higher education;
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- it will broaden current enquiry into the role lmfjher education institutions
in civic responsibility;

- the issues unraveled in this enquiry are likelyptovide some guidelines to
other universities with similar research interests;

- the study will contribute to the growing body ofsearch on finding
alternatives to the negative effects of academigehmny and non-
progressive academic tendencies; and

- these contributions will be valuable to the supswiof this study, who is a
director in the curriculum development units ofigas institutions in the

country.

1.13 Summary

This chapter provided an outline of the entire gtuxkginning with the background of
the study. The research problem in the context ghasforming higher education
system was presented, for the purpose of laying bagis and justification for

conducting such a scientific enquiry.

The purpose of this study was presented, followedgecific objectives that served
as the inspiration for this study to be carried. othe study uses scholastic and
relevant theories from the literature to illustratntradictions between the dominant
and subaltern (dominated) discourses that undetb& conceptualisation and
implementation of service learning as practisedtwy selected higher education

institutions in South Africa.
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The chapter also outlined the research design attiadology used in this study,
namely qualitative textual data collection, freéemiewing and textual as well as

textual and/or documentary analysis.
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CHAPTER 2: THE POSITIONALITY OF HIGHER EDUCATION A ND

SERVICE LEARNING: BACKGROUND, DEFINITION AND DISCUS SIONS

2.1 Introduction

This chapter provides a theoretical framework (&mes) for this study. The discussion
begins by presenting the historical background wfhér education curriculum
repositioning in relation to the concept of servitwarning and community
development in the context of a changing and taanghg South Africa. Thereafter,
the chapter attempts to conconceptuablsevice-learning and positionality. The
purpose is to critically and scientifically refleat the positionality of the concept of
service learning as practised at higher educanetitiitions, and further to illustrate
the different levels of positionality and the opgemaalisation thereof within the
confines of selected universities and in their lzatent areas. In so doing, the study
attempts to illuminate the paradoxical nature efhactices undergirding the concept
of service learning by way of critically reflectiran inconsistenciescontradictions
and challengesfaced by selected universities that are involvedhe practice of

service learning as an academic activity.

Furthermore, as prefaced in chapter one, the stpjores selected theoretical
postulations by scholars from a variety of discearswho purport that: (i) service
learning as aliscursive practicein higher education has the potential of reprodgci
issues of exclusion (Greenberg, 2004), (ii) thatvise learning is riddled with

ideological contestations and intellectual tensibra Wyk, 2004) and (iii) that the

notion of knowledge production and service learnivas no impartiality and no
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neutrality in the debates about transformationighér education (Patel, 2003). The
foregoing critical reflections intend to probe wiat the outcry against service
learning could be a guise for simply complying wigbues of policy, with little or no
intention of contributing to issues of community powerment. Such an approach
relegates service learning to the status of maimgi historical and acquired
academic privileges. Furthermore, the study alseedtigated whether the
operationalisation of service learning is carriest @as a welfare and/or charity
disposed academic pursuit or as a genuinely caltgive, mutually beneficial and

empowering academic pursuit.

2.2 Background of higher education deficiencies i8outh Africa

Before the advent of democracy in the country iB4l%igher education institutions
were considered to be educational establishmeatsatére traditionally geared up to
focus on expert-oriented academic pursuits. Thaywegarded as exclusive sites for
conducting socio-economic inquiries and, as suctowkedge production activities
were seen as exclusive privileges carried out bgeahwho had gone through rigorous
academic processes and programmes that prepamedptiodessionally to carry out

such inquiries.

Universities were seen to embrace educational aadesic values that transmitted
the legislated social, economic and political agpns and preferences of apartheid-
capitalism. In this way, they were seen to prontieéedominant views and hegemonic
academic principles of the apartheid institutiotethdscape, thus upholding the

intellectual dominance of white people over otharess, especially the black majority
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of the country (Africans, Coloureds and Indianshowwere subjected to inferior

educational offerings, subservient academic sitelsaeademic marginalisation.

The foregoing deficiencies in the pursuit and daéon of higher education in the
country prior to 1994 are comprehensively capture@ National Commission of
Higher Education (NCHE) report (1996). The repestaals that, even after 1994, the
higher educational establishment was still undempihby characteristics of the old

institutional dispensation, in that it carried withhe following deficiencies:

- There was a chronic mismatch between higher edutatoutput and the
needs of a modernising economy. Discriminatory fpres gave limited
access to black students and women into fields sashscience,
engineering, technology and commerce, which has letrimental to
economic and social development.

- There was a strong inclination towards a closedesysof discipline-
specific approaches and programmes that led to emqadely
contextualised teaching, learning and research. Khiosvledge produced
and disseminated was consistently insufficientetgpond to the problems
and needs of the African continent, the southemicAmh region or the vast
numbers of poor and rural people in our societynil@rly, teaching
strategies and modes of delivery had not been adaptmeet the needs of
surrounding communities, larger intakes of studemd the diversity of
lifelong learners.

- There had been a tendency for higher educatioitutishs to replicate the

ethical, racial and gender divisions of the widecisty. This had limited
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the role of higher education in constructing aiait civil society with a

culture of tolerance, public debate and accommodatf differences and
competing interests; neither had the higher edocadystem as a whole
contributed significantly to a democratic ethos ahse of citizenship

defined around commitment to a common good (NCHRORe 1996).

The deficiencies outlined above are revealing at, tht the time the NCHE report was
compiled, higher education institutions were fundatally flawed in terms of
deficiencies that inhibited their potential to meaet play roles in the reconstruction
and nation-building imperatives of a democratic t8oAfrica. Furthermore, the
higher education system was positioned as an egperited and exclusive entity
that, by its hegemonic nature and domineering redeyed as the main site of the
transmission of an effectivdominant culture. This limited the possibilities of it
unleashing a®mancipatory praxisthat is so critical in the context of a transfanmi
South Africa. This hegemonic orientation of edumadil institutions had the effect of
permeating relations within institutions and betwednstitutions and local
communities. It had further degenerated irtostile and apprehensive power
relations between theubaltern and thedominant groupings, namely between the

hegemonic higher education institutions and locahmunities.

The historical deficiencies and hegemonic orieatatdf the South African higher
education system induced a quest to repositionehigducation with the purpose of
putting in place a model that would respond totthasformational imperatives of the

country.
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2.2.1 Towards a repositioned higher education syste

In the wake of the foregoing deficiencies, theres@aneed to reposition the higher
education system in the country and put in placeew system characterised by
visible and increased participation by all sectofsociety; by greater institutional
response to progressive policy imperatives and bgva set of co-operative relations
and partnerships between higher education ingtitatiand the broader society
(NCHE Report, 1996; Lazarus, J. 2004). This impeeatsuggested that the
positioning of higher education institutions as tces of dominant power had to be
curtailed in one way or another, by implementingragressive higher education

system that decentralised its power.

The perpetuation and upholding of exclusive and ideering principles that were

derived from the educational distortions of thertp&d social order had to be purged
as a means of making way for a new system of higdecation. The new system
should be characterised by increased participdyoall sectors of society, as well as
by greater institutional responsiveness to the meaxial and economic demands of
a transforming South Africa (NCHE Report, 1996; &maes, J. 2004). The envisaged
repositioning of higher education institutions wesnceived along the lines of

community engagement and specifically by the irg#gn of a strategy such as

service learning

37



2.3 Background and context of service learning prdice at higher education

institutions

A programme for the Transformation of Higher Edimatdocument (Education Draft
White Paper 3) (1997), the legislative driver todgthe repositioning of the South
African higher education system from a mode ofdeficy to a responsive mode, laid
the foundation for making community service angnét and core part of higher
education in South Africa (JET, 2000). As reveated service learning capacity
building manual for academic staff, the White Paa®07) promoted a transformed
higher education system that:

- demonstrates social responsibility and commitmenthe common good
by making available expertise and infrastructure dommunity service
programmes;

- pursues the goal of promoting and developing sa@aponsibility and
awareness among students of the role of higheragidacin social and
economic development, through community servicgmmes;

- shows receptiveness to the growing interest in conity service
programmes for students and accommodates in plkén@ppport for
feasibility studies and pilot programmes that erpldhe potential of

community service in higher education.

The foregoing White Paper legislative directivesuted in the integration and
practice of service learning at a significant numbghigher education institutions.
The real practice of service learning in South &dn higher education is, however,

traceable to the initiatives by the Joint Educatlesundation (JET), through the
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establishment of a Community Service in Higher Edon Project in 1977, funded

by the Ford Foundation. The project was conceivecesponse to higher education
institutional attempts to link community servicetlwihe core functions of teaching,
learning and research. The motivation to harmothsse core functions of higher
education institutions is similarly traceable frahe broader South African nation
building and transformation agenda, which requikedious role players in the

country, including higher education, to play visilobles in the redress of inequalities
and discriminatory practices that were inheriteahfrthe past social order (Perold,

1998).

2.3.1 Defining service learning

As illustrated in chapter one, service learning hesorically been defined from a
variety of perspectives. This study prefers to tedhe definition of service learning
within three universal definitions that are cons@tkappropriate and progressive in
accordance with the purpose of the study. Bringle ldatcher (1996), define service

learning as:

...a credit-bearing educational experience in whid¢hdents participate in an organised
service activity that meets identified communitgdseand reflect on the service activity in
such a way as to gain further understanding of sewontent, a broader appreciation of the
discipline, and an enhanced sense of civic respditgi Unlike extracurricular voluntary
service, service learning is a course-based semiqeerience that produces the best outcomes

when meaningful service activities are related darse material through reflection activities

such as directed writings, small group discussicasy class presentationd@ringle &

Hatcher, 1996, p.2).
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In the Criteria for Institutional Audits IEQC)(2004), service learning is defined as:

applied learning which is directed at specific coamity needs and is integrated into an

academic programme and curriculum. It could be drbdaring and assessed, and may or

may not take place in a work environmé@HE, 2004, p. 26).

Eyler and Giles (1999), cited from the nationalvgsr learning clearinghouse, define

service learning as:

...a form of experiential education where learning urscthrough a cycle of action and
reflection as students work with others throughracpss of applying what they are learning
to community problems and, at the same time, taflgaipon their experience as they seek to

achieve real objectives for the community and deepderstanding and skills for themselves

(www.servicelarning.org/welcome_to_service-learvsegvice_learning-

is/inde...p.2).

From all the foregoing definitions, it is clear theervice learning is perceived as
being coordinated between institutions of higheuoadion, or community service
programmes and the community. It is seen as a ipeathat helps foster civic
responsibility, and is integrated into and enhanttes academic curriculum of
students, or the education components of the contynservice programme in which
the participants are enrolled. It also providesucttred time for students or
participants to critically reflect on the serviceperience (National and Community
Service Trust Act, 1993; Bringle & Hatcher, 1996ssEntial Service Learning

Resource Brochure, 2002).

The engagement in service learning involves indi@ldoarticipants in activities that
combine both community service and academic legrritarthermore, it is regarded

as a teaching method that combines community semwith academic instruction
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through its focus on critical, reflective thinkintpus benefiting communities. In this
way, service learning programmes are designed swiasolve students in structured
and organised community service in order to addiess needs, while developing
their academic skills, sense of civic responsipéihd commitment to the community

(Bringle & Hatcher, 1995).

Due to its structured and academic nature, sefei@ming thus becomes a credit-
bearing, educational experience, in which studpatsicipate in an organised service
activity that is intended to meet identified comntymeeds, while allowing for

preparation and reflection on the service activiych preparation and reflective
practice is intended to enable students to gathéuunderstanding of course content,
a broader appreciation of the discipline and itsppse, and, subsequently, an

enhanced sense of civic responsibility.

The HEQC definition of service learning (CHE, 20@diggests that service learning
should not be seen as a replacement of other fofriesarning and teaching. Rather,
the approach is a complementary one and is interitdedugment the range of

strategies available to achieve excellence in iegadnd learning.

Gottlieb and Robinson (2002) are of the opinion #evice learning has the capacity
to offer the greatest potential for fosterioiyic responsibility, because it provides
opportunities for students twitically engage directly in their communities and meet
community needs, while enhancing their course wadthkey further observe that,
through this student-community engagement, studentposefully explore what
civic responsibility means and develop an undeditanof the importance of the

benefits, while embracing the concept.
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The assumptions emerging from all the above dedmstare that there is a sense of
dual benefit in the student-community engagement However, the question still
remains regarding th@ature and essenceof this engagement. As a means of
unraveling the mutuality purpose, Morton (1997) @zhtes a distinction between
service learning positioned within the ethicsabfarity, service learning executed
within the lines of groject and service learning situated within the dictatesocial
justice. This study refers to the latter s@cio-academic justicen order to emphasise

the mutuality element.

Morton (1997) probes these ideas further by posirg question as to whether a
genuine relationship really exists between higliercation institutions and those that
are served through service learning. Are the coniiymumembers positioned as
collaborators and partners, or objects of our ingand our largesse .do such
institutions see themselves as stakeholders intaahproject on common ground ...
or are they engaged primarily in projects of salflfment? Do they see themselves
as beingin the community — at bestisitors or at worstintruders — or of the
community — that is, are they aspiring to if notdieg a kind ofmembership, then
at the very least beingjaint stakeholder in the community’s well being(Morton,

1997)?

The preceding questions and attempts to answer ¢hery important implications for
essentialising the positionality of higher eduadatiostitutions in pursuit of service
learning as a strategy to engage with local comtimsiService learning could be
carried out in a sense of beimgthe community as soleenefactorsbringing expert

knowledge and &ag full of academic answersto the exclusively and perhaps
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unilaterally defined needs of local communitiesafity), or in a sense of being part
of the community (academic-social justice). In theelatsense, service learning
translates to an academic strategy that collab@igtiengages communities in the
identification and definition of needs with the pase of creating anutual
benefiting engagement, thus positioning service learning stsadegy towards social
transformation, social empowerment, social useigdnand meaningfulness. These

differentiating levels of interpretation are dissed in detail in section 2.4.

The conceptual tension emerging from the conceptsharity, project and socio-
academic justiceprovides three contradictory levels and/or positig that can be
used by higher education institutions to (de)camsttheir relationships with those
they purport to serve. The three paradoxical lewals be used as measurements
and/or indicators to (re)position local communitiesther in terms ofrespected
collaborators and partners (socio-academic justice) in service learning pusswor

in terms ofobjects (charity and project sense) of service learningritibns and
academic inquiries (teaching, learning and resg@aMhbst importantly, they serve as
measurements and/or indicators of the distributidnpower in the relationship

between higher education institutions and their rmoimity partners.

2.3.2 Significance of the differentiated discussioof service learning

The differentiated discussion of service learniclgafity, project and socio-academic
justice) serves to unravel the postulations of aoad writers and scholars on the
discourse of service learning. It also establisthesnesto be used aprogressive

models of service learning in a developing context, whsgrve asgood practice’
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frameworks, self-evaluation guides and substantiatof exposing power imbalances
and ideological influences in the implementation sérvice learning. These
differentiations facilitate the sifting out and d@sure of embedded contradictions in
different positionalities of service learning, ettealdly providing clarity and a well-
thought of positioning of service learning thauged as a preferred framework in this

study.

2.3.3 Service learning in relation to positionality(positioning discourse)

Considering that service learning has a history being operationalised and
considered relative to some preferential ideoldgiememonic positioning (Malecki,
2000), this study links the foregoing discussiondasonstrated in chapter one, to
probe whether the outcry against service learniagldc be a guise for simply
complying with issues of policy, with little or rniotention of contributing to issues of
community empowerment. Such an approach relegategs learning to the status
of maintaining historically acquired academic dages. This study also investigated
whether the operationalisation of service learnmgarried out as a welfare and/or
charity disposed academic pursuit, or as a genuswlaborative, mutually beneficial
and empowering socio-academic justice pursuit. [Htter level of positioning, as
seen from the point of view of theubaltern (dominated discourse) representatives,
regards service learning as a valuable academitanésn that should be used to
genuinely empower and improve the quality of lifedisadvantaged communities

within the catchment area of higher education tastins.
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Positionality, as was explained in chapter onesreefo situationality or the practice of
placing something in a context or set of situati@am&l showing its connections.
Consistent with the operational definition provided chapter one, the concept
investigates the relational process between higbeéucation institutions and
communities. Furthermore, it puts into perspecthee contradictory and incongruous
levels of such localisation with regard to claimsdaattributions made by higher
education institutions regarding their positiorrétation to surrounding communities
in the context of service learning. The essencéhigf understanding is that higher
education practices are alwagguated in terms of their relationship with local
communities, and teaching, research and servicwiteas are carried out by
positioned actors working in/between all kinds dbcations and relationships

(Clifford & Marcus, 1986; Hartsock, 1987; Harrawap8s).

The view advanced here is that positionality, a®stééd by the findings and
contradictions highlighted in chapter four, tenal$oicate higher education institutions
and traditional role players (lecturers, studemis sesearchers) within the dictates of
their ideological preferences and orientationsstrendering them epistemologically
biased in terms of their interactions with otheciabplayers. Simply put, who they
are and the kind of ideological preferences andlatgcal inclinations they have,
tend to influence what they know, understand anadgiee of others in the social

milieu (Cook, 2005).

The findings and contradictions highlighted in deafour confirm that, like other

social beings, higher education players tend te Imuch of their lives in their

preferred epistemologies. They have their own dfg@eriences, beliefs, historical,
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educational and economic experiences and prefesericat factor into their
positionalities. These ideological preferences iactinations therefore position them

within different modes of execution in their praetiof service learning.

A positioning discourse reflects on the imbalant@@wer between the historically
hegemonic higher education services (academicsndes researchers and policy
makers) and thdisempoweredlocal communities and service providers who have a
stake in higher education (Takacs, 2002). The dis®of positionality challenges
the world of academia and perceives it as failiogatidress issues about the
disadvantaged and disempowered, from the voickeoflisadvantaged. The discourse
compels the world of academia to rate and positg®if on issues of class, ethnicity,
race, gender and sexuality, and to further ratepasition itself in relation to social,
political, historical and economic conditions of milieu. This rating and positioning
should ultimately translate to a means of ‘commifticlass suicide’ on the part of

academia.

The kind of rating and positioning adopted by higeducation institutions is crucial
to understanding the subjectivity and/or objecyiat academics, learners, researchers
and policy makers. It assists us to understand thiases and assumptions in their
interactions with local communities. It provides wih the lens of unraveling how
higher education institutions understand, defing @atate to their catchment areas. It
probes whether the catchment area is understooddefided in terms of fixed
identities, or in terms of its location within dliviigy networks of relationships which
can be analysed and changed by experts from th&l wbéracademia (St. Louis,

2002). In addition, the positioning discourse aguhat education, learning and
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service learning should be seen as strategies nbapoppression and exclusion.
Education and learning should work to empower abie, not only those who can

‘understand’ academic jargon (Takacs, 2002).

It is also important to note that understanding ¢bacept of positionality has the
effect of enabling us to relate well to issuesedfiprocity (issues of power relations),
intimacy, and locus of control in a focused way,asoto facilitate understanding of
the core pillars of service learning, namely prapan, action, reflection and
evaluation as they manifest themselves or are tpeadised at various levels of

complexity (Mahlomaholo & Matobako, 2005).

2.3.4 The discourse of positionality in relation tanargin and centre descriptors

As shown in chapter one, the practice of powettigeia in higher education has, over
the years positioned people, and this included loamamunities, in the execution of
academic practices such as service learning, @seand policy development. As a
result of this positioning, it has become a predlé#jion, for example, to refer to
people as belonging to theentre or the margins. Researchers, policy developers,
lecturers and learners alike have positioned themsein terms of preferable
epistemologies and have positioned ‘others’ in sewh making academic inquiries
and assumptions about the nature of their reldtipsswith others and the world.
The margin-centre dichotomy as evidenced in the world of academia is useful in
terms of analysing positionality as a constructiébermine the disproportionality of

the locus of power isocio-academiaelationships.
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The margin-centre dichotomy is sketched comprekehsiby Hooks (1984) who
observes that those in the margin and centre &&a wéry aware of their positionality
in relation to the others. She further observes thase in the centre tend not to
realise the power dynamics as much, because theythar beneficiaries of the
outcomes of power relations, and as a result theyd tto perpetuate the
marginalisation of those who are in the margin.tff@nmore, she observes that those
in the margin either find ways to join those in tentre or resort to accepting that

they will never be able to be part of the centredks, 1984).

As proposed in chapter one, positionality, in teohthe margin-centre dichotomy, is
therefore regarded as some kind of a mobility frmme position to the other once
those who perceive themselves to be on the maegimto perceive of themselves as
being in a position of inferiority, they then seifor some place and acceptance in the
centre, which is positioned as a locus of supayioiihis dichotomy enables us to
position higher education transformatory practie@sl curriculum repositioning as
being carried out by centered, biased and theaiBtipositioned practitioners. It also
enables us to critically investigate the genuinsrefspronouncements about higher
education engagements in service learning — to @sistions as to whether
engagements with communities and service partmersaried out in relation to a
centre versus margin type of engagement, with tiipgse of benefiting the centre to

the disadvantage of the margin.
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2.3.5 Implications of the margin-centre dichotomy dr service learning practice

The margin-centre dichotomy reflects two positicais universities wherein the
practice of service learning might be located, ngmehether it occurs within the

centre-oriented position or within the margin-ineld position. These two alternatives
serve as vehicles toward positioning and undersigritie actual intentions of higher
education institutions in pursuit of service leagias a strategy to engage in with
local communities. They also serve as a means vesiigate whether higher
education institutions, in their pronouncementsualjmrogressive interactions with
communities, have become the means by wktchctural inequalities are hidden

behind the notions of ‘civic responsibility’ and ommunity engagement and
involvement’, which are nothing more thaatronage, charity andwelfare issues

(Harn, 2003).

2.4  Different positionalities of service learning

As a measure of probing whether the outcry aga@stice learning could be a guise
for simply complying with issues of policy, withtle or no intention of contributing
to issues of community empowerment, this sectiorplegs the different
positionalities of service learning. This sectiatentifies three levels of service
learning positioning as a measure of unraveling ceptual tensions and
contradictions underpinning the practice of serdearning at the selected higher

education institutions.
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The first level is service learning agharity as influenced by neo-apartheid and/or
neo-colonial theoretical postulations. The secoedell is service learning as a
reformist academic pursuifpfoject purpose), as influenced by neo-liberal luminaries
such as Dewey (1933 & 1938). The third level isc@unter-hegemonic and
emancipatory positioning that sees service learning asoaio-academic justice
pursuit, as influenced by such luminaries as Moramad a host of emancipatory
critical discourse scholars (Mortoh995, 1997Morton & Saltmarsh1997; Keene &
Colligan, 2004). The intention of this study is tovestigate whether the
operationalisation of service learning is as a arelfand/or charity disposed academic
pursuit, as a reformist and project-oriented afstithat is not sustainable and benefits
only students, is pursued along the lines of bb#rity and socio-economic justice, or
is a genuinely collaborative, mutually beneficiadaempowering academic practice

that seeks to accomplish social justice.

2.4.1 Service learning at a charity level

The discussion of service learning athearity level is best carried out if preceded by
a definition of charity and localisation of thisfihion in relation to service learning
as an academic strategy to engage in with localnoamties. This discussion is
intended to provide a deepened understanding oéttameous nature of opting for
this positioning. The point of this analysis is facilitate the deconstruction and
rescaling of academic-community relations in acaom with the demands of
unrestrained, inclusive and progressive academéctioe as it relates to service
learning as an academic strategy to foster civigagament (Morton1995, 1997;

Morton & Saltmarsh1997; Keene & Colligan, 2004).
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2.4.1.1 Defining charity

Charity is defined as a voluntary act of givingtihmse in need, some kind of alms
giving, a demonstration of benevolence, toleranc&indness to those who are in
need. In this context, a charity organisation atifation is one that shows tolerance
in judging others, and gives voluntarily to felldsuman beings as a measure of
kindness and/or benevolence, thus providing skeont-trelief for those circumstances
that triggered this charitable purpose (Moore, 1997

http://www.cdi.gov.au/report/cdi chap2.htm

Franklin (2000) hints that the concept of charibd§ its roots in the religious practice
of giving alms, that charity ismeliorative and thus lacks aempoweringthrust. The
writer further observes that the essence of chdigtyin its nature to acknowledge
that all isnot right in the community; yet it does not create condgidor the
examination of the wrongs, nor does it intend tsitan itself to challenge the
sources of the wrongs. This kind of understandirggests to us then that charity is in

essenc@on-empowering.

Franklin further notes that the concept of chasigyves as a means smoothenthe
socio-economic stumbling blocks and brutalitiegshef world. The smoothening does
not, however, have long lasting effects. The sfingbblocks and brutalities are
smoothened in the short term, but they soon reholine smoothening approach has
the apparent effect of focussing on the symptomghefsocio-economic brutalities,

but has no sustainability and instead can fakepthrging of such negativities. Apart
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from its religious point of reference, charity ledso emerged as a consequence of the
dominant group’s tendency to get rid of their gaged guilt by demonstrating

benevolence and generosity to the dominatad.( p.1).

2.4.1.2 Institutionalised charity practices in thecontext of service learning

Institutionally, the foregoing definition of chayittranslates to a condition where
service learning is practised by higher educatrmstitutions to exprestwlerance to
local communities, and teoluntarily provide symptomatic, window dressing service
to such communities as a means of expressing kasdared/or benevolence in the
form of a non-lasting healing intention. This seeviearning positionality, that was
made obvious earlier in chapter one, and is refetoeas a charitable purpose of
service learning in this section, describes thesyatiof service learning in which the
power of the higher education institution is atmaximum, and as such positions
university-community engagement in terms of a noyp@&wering engagement giving
very little recognition to the contribution of thecal community. It affords little value
in recognising them as important partners towahdsadvancement of the cause of
service learning. Higher education institutions rafiag within this mode tend to
understand and relate to local communities fromacanicist point of view, and a big
gap exists between the knowledgeable higher edurcatistitution and the fallen
community (poor, ignorant, needy, less fortunate,) dMorton,1995, 1997 Morton

& Saltmarsh1997; Keene & Colligan, 2004; Mahlomaholo & MatobaR005).

The foregoing positionality and charitable senseeasfice learning is further exposed

by Keene and Colligan (2004) who argue that:
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a university by its very nature operates in an ated position, materially, knowledge and
know-how, wise, etc and thus to assume otherwige isipossibility or at worst a pretense, a
fake and a kind of dishonesty. Because the Uniyes&iff and its students now constitute a
different class, possessors of material wealth exgosure and immersion in ‘higher’ forms

of knowledge, going down to the community and pdiitg to be on the same wavelength and

socio-economic status is a {@.8).

The notion of a charitable purpose of service le@rcarries with it negativities and
illogical annulments in the area of constructingegatable, respectful and equitable
socio-academic relationships. It is a kind of ustmrding that positions service
learning as a charity and/or welfare academic questhich traditional participants

in an academic activity (lecturers, researchergjesits and policy developers) are
seen to be ‘visiting’ the so-called poor, ignorangedy and less-fortunate local
community. They carry with them bags full atademic answerdo dispense with
some superfluous and/or unwanted artefacts, as ansnef getting rid of the
symptomsof socio-economic stumbling blocks. This practisealiso intended to rid
the university of itrivileged guilt by demonstrating benevolence and generosity to

the underprivileged and dominated communities (Midalholo & Matobako, 2005).

2.4.1.3 Implications for the preparatory phase athe level of charity

In essence, there are four critical pillars of gsrviearning, namely preparation,
reflection, action and evaluation. A successfuliser learning programme involves
well conducted preparatory activities by lecturansgl students. It is during this phase

that students are prepared in terms of discushieig dbjectives and opportunities to
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engage with local communities. This kind of lectesudent interface empowers and
equips students with the necessd&mwowledge approach and attitudes for the

envisaged engagement with local communities. Thepamatory phase explores
various levels of positioning students in relattonlocal communities and identifies
various approaches of defining and understandingnuenity needs It provides
students with the institutional epistemologies dmeloretical positioning needed to

perform the service activity.

Considering that the practice of service learnimgplves taking students from the
isolation of lecture halls and locates them in mcwnity setting that they often find
new and are unfamiliar with, it is considered vital prepare them (students),
theoretically and otherwise, to be able to handiehsencounters. AKeene and

Colligan (2004) observe:

Inasmuch as students need to learn about servamiteg they also need to learn about
cultural difference, power, alterity, positionalitgthnocentrism and their own deeply-held

assumptions about difference, they also need tm ladot about themselves before they can

use the tools they are givép.10).

This understanding suggests and propagates a wciistr of social consciousness
andreciprocity responsivenesn the part of studenttt. reminds us that, if service
learning is practised for @haritable purpose, it facilitates the creation of conditions
and opportunities for learners to explore the peab@and individual benefits and/or
gains of service learning, as opposed to examifanger social benefitsin the

pursuit of service learning as a strategy to endagal communities. At a charity

level, the preparatory phase creates conditiongeviedents explore methodologies
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of engaging local communities in the capacity ofiters’ to the so-called poor,
ignorant, needy and less fortunate localities. Tisislikely to decipher into an
operational context that causes learners to devabged ancgrroneous modelsof

relating with communities, when they are cautioabdut:

...the dangers of going into such negatively condeimetions of conditions within

communities (disadvantaged, poor, horrendous, ignrneedy, unbearable, less fortunate
and perhaps desperate), that certain kinds of dingsas an example may attract say mugging
or rape or some other criminality usually associhtevith poverty, desperation and

poor/disadvantaged communities. Cautioning thenuaboposing measures of ensuring that
insurance forms are properly completed and subrhiitecase of some anticipated trouble
within such negatively construed communities. Prafian at this level will emphasise what

the students from the university should/ will bénefit of the service learning exercise

(Mahlomaholo & Matobako, 2005, p.9).

The foregoing discussion suggests that preparatothe charity level of service
learning centres on measures of protection of titerests of university staff and
students, without due regard for local communitiesuggests a kind of tinkering
with the lives of people within the catchment apéshe institution, without effecting

improvement of the quality of their lives. In the®ntext, the preparatory and/or
planning process of allocating slots for commurnigits’ eventually translates into

the shortest possible periods of time being sperthé communities. As a result,
because of the resourceful nature of higher edutatistitutions, money or material
presents are handed out as a gesture of benevaedger kindness to cultivate and
maintain patterns of dependency. In short, premaras superfluous and limited only

to cosmetic and/or surface issues (Mahlomaholo &olgiako, 2005).
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To conclude the discussion on this matter Mahlortatemd Matobako (2005)

paraphrase Keene and Colligan who note that:

CSL has a well developed vocabulary for partnersrig its own set of best practice that
suggest communities should have control in settihg agenda in their university
collaboration....often our students enter the fiehdl @ngage people as subjects....rather than
as meaningful partners. Such irony is predictedimple logistics of short-term class projects

which work against the kind of sincere relationsbiplding that would allow us to be more of

than inthe community doing our wo(}p.9).

2.4.2 Service learning at a project (moderate) leVe

At the level of a project, service learning is ddesed to have risen above the level of
a voluntary act of giving to those in need (almsirgy). It is deemed to have
transcended the demonstration gfatronage benevolence tolerance and
voluntarily provision of academic service which charactersssice learning at the
level of charity. At this level the higher educationstitution envisions service
learning with honest and progressive intentions sghchronising institutional
resources with the needs of local communities. Bseoved by Mahlomaholo and

Matobako (2004)

Within this level, the higher education institutimants to become one with the less fortunate

communities, to operate on the same wavelengthtidtim, be emphatic to their experiences

and genuinely looking forward to bettering the $ivef communitiegp.9).
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This level is, however, considered to be moderatehe sense that it borders
somewhere betweencharity mode of service learning andsocio-academic justice
mode of service learning. The moderate positiomhthis level is derived from the
observation that it is restricted to service leagnas a strategy for harmonising
institutional resources with the pressing needsadl communities only on paper and
in people’s hearts. In its good intentions and tisation about service learning, the
higher education institutions operating within tmsde do not systematically involve
local communities in the various stages of exegutservice learning. In fact,
wherever this happens, it is carried out oradfhoc basis. This level of commitment
translates to a state of affairs where the benefitservice learning are mutual, but
have no sustainability as a result of the non-imewient of local communities. It also
has the potential of service learning being reduedofty’ ideas that remain on
paper only or in the hearts of university peoptethlis way, service learning translates
only to a means of giving very little recognitioa the contribution of the local
community. It affords very little value in recogmg them as important partners
towards the advancement of the cause of servicenitep (Mahlomaholo &

Matobako, 2005).

2.4.2.1 Implications for the preparatory phase athe level of a project

As was the case with service learning at the lef/eharity, service learning practised
along the lines of goroject purpose is also likely to create conditions and
opportunities for learners and lecturers to exploeesonal and individual benefits
and/or gains of service learning, as opposed tmaxag larger social benefitsin the

pursuit of service learning as a strategy to end@acgd communities. As evidenced in
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chapter one, preparatory phase at this level geaeditions where students explore
methodologies of engaging local communities in cé@s of ‘visitors’ to so-called
needy and less fortunate localities, carrying whtbm bags full ohcademic answers

to dispense with some superfluous and/or unwarntethats.

The project purpose of service learning at the gmapry phase is also likely to

decipher into an operational context that causesnérs to develop biased and
erroneous models of relating with communities. They cautioned about issues such
as completing their service learning in time, gg@ect is time-bound, and that they
will need to ‘visit communities in their capacitieas knowledgeable and budding
experts. Lastly, such preparation focuses on thggyms of problems in their local

communities, instead of rather critically reflection the bigger picture, namely the

socio-economic diseases that created those symptoms

2.4.3 Service learning at a socio-academic justitevel

In line with the reflections made in chapter onsgcial justice purpose of service
learning in the context of this study involves anhancement of progressive
engagements and interactions of higher educatistititions with their catchment
areas. It is a kind of socio-academic relationshat is informed by such principles as
reciprocity, reverence, inclusivity and empowermprdctices, and serves to ensure
that such principles guide the operationalisatind earrying out of service learning
in a socially conscious, inclusiveand participatory manner. In this kind of

positioning, higher education institutions are ahe rise to levels of being
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indisputably responsive to the socio-economic and politicamperatives and

imaginations of national transformation and reconstructionatives.

At this level of engagement, as Mahlomaholo anddidako (2005) observe:

...the operationalisation and carrying out of serviearning hinges around issues of “social
justice” requiring expansions of focus from the ptm“structural conditions, mechanisms of
structural violence, and the global forces thatatee poverty”. The positioning of service
learning is in terms of a reflection on achievensent lack of it in ‘ terms of sharing power

with community partners and overtly challenging thymamics of power, including those of

the ivory tower(p 11.)

This kind of positioning stands in direct contrsthe charitable and project purposes
of service learning, in that the power of the higbducation institution is levelled at
par with that of the catchment area. As a redudt university-community engagement
translates to affording instances of equitable gadon of the contribution of local
communities to the improvement of the quality aditHives. Furthermore, it attaches
value in recognising them as important partnersatd& the advancement of the cause
of service learning. Higher education instituti@pgerating within this mode tend to
understand and relate to local communities fronragmessive, informed and non-
technicist point of view. The gap between the kremgeable higher education
institution and the knowledge discharged from sgommunities is meaningfully

bridged and, therefore, the relationship assunmedue-adding direction.
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2.4.3.1 Implications for the preparatory phase athe level of socio-academic

justice

If service learning is carried out along the lineks socio-academic justice,it
facilitates the creation of conditions and oppoittes where learners explore broader
social benefits, as opposed to personal and ing@videnefits and/or gains of service
learning. Preparation entails a situation wheredestts are sensitised to the
importance of transcending self-centred aspiratimhengagement with community
partners, so as to progress to levelsamfially conscious, inclusivandparticipatory
aspirations. Such an approach repositions themgasiz learners that aresponsive

to the socio-economic and politicahperatives and imaginations of issues of
national transformation and reconstruction inie§ taking place within their
catchment area. As a socio-academic justice purgigparation creates conditions
where students will commitlass suicidéso as to be engaged in understanding the
bigger picture- the disease and not the symptomthat created the horrendous and
appalling conditions that characterise local comitnesy They are equipped to
explore appropriate models and methodologies o&ging local communities in the
capacity of organic and equal partners. As Mahlmtmrand Matobako (2005)

purport:

...service learning dictates that preparation should bf an exceptionally high quality,

starting with a very intensive critical introspeati covering such issues the real, genuine or
apparent motive for wanting to be engaged withatmunity. How can one ensure that the
community is empowered or at least not harmed tB/soservice learning participation?

Preparation would handle such issues as how doestapeoff the high horse when it comes

to service learning activities. Preparation is a yentense experience in anticipation of the
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negotiating of boundaries as we move into otherppges space. Preparation is about

humility, about learning “to question one’s own\ikeged, priorities, and colonial baggage”

and hence, is able to engage in a truly shared avaier (p.10).

Within the context of this understanding, preparatithen translates into an
empowering action for both the community and thedshts, thus making service
learning a well-conceived and noble strategy formuaising socio-academic

relationships.

2.5  Comparable postulations from the concept of regrocity

The differentiation of service learning along tlmes of positioning has also gone
beyond the three levels identified in the precediagtion. Some scholars argue that
service learning should be seen and understood ifeobasic principle of reciprocity.
Others argue for a level of understanding that $ieest as a neutral activity, but
rather as being associated with the social, econamd political developments that

envelop its operationalisation.

The principle of reciprocity is considered to bentcal and obligatory for the

successful operationalisation of a service learmirggramme. The centrality of this
principle is derived from the observation that d@rrees with it related concepts of
respect, approbation and tolerance for those reda@s members of the triad
arrangement in service learning. In fact, the ephof reciprocity is considered to be
central in promoting a dialectical and interdepenidelationship between students,
service providers and local communities in the ficacof service learning (Porter &

Monard, 2001).
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The principle of reciprocity reflects a situationheve the university (lecturers,
students and researchers), the service partnerscmohunity partners are perceived
to be equally worthwhile in realising the purpos$es@rvice learning. It translates to a
situation where there is respect, trust and infeddence amongst and between the

server and those servedhttb://www.coop.ucf.edu/?go=aboutsenjicelt is,

furthermore, imperative to note that the principfereciprocity enables students to
discontinue seeing themselves as a separate ehtityrather as members of a
community and broader society who are just opegatim a different terrain, but have
some organic relationship with the needs of theramity. This principle also serves
as a measurement and/or indicator to enable switleperceive local communities as
being respected collaborators and partners(socio-academic justice) in service

learning.

This level of understanding enables local commesito be included in the planning
processes of service learning, as well as in taatification of needs which will form

the agenda/programme of service activities. Pamer Monard (2001) observe that
students and academics are perceived as colleagudisey nurture mutuality by
fostering respect and collaboration between themsehnd community partners.
They generate meaning by effectively linking formaflection and hands-on
engagement. Interdependence between constituaneels is very important for an

effective service learning programrgieorter & Monard, 2001).
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2.5.1 Postulations of critical emancipatory theoris

Critical emancipatory discourse presents itselfaasther relevant and preferable
framework in developing a theoretical base for erdearning. The concept of
critical emancipatory discourse offers serviceneay practice a refreshing approach
to examine more fully the relations of power aneoldgical positioning between the
dominant and thesubaltern groups and the function of language and/or texhe

reproduction of social structures (Billig, 1979maijk, 1997, 1998).

In an effort to systematise the conceptualisatibrthes kind of examination, it
becomes more appropriate to unbundle this concépinathe context of research
methodology. Critical emancipatory discourse analys packaged as a research
method for approaching and critically thinking abauproblem under investigation.
Some scholars tend to avoid classifying it eithergaantitative or qualitative, but
rather as an approach for questioning the basimmgstsons of both quantitative and

gualitative research methods (Billig, 1979; varkD§997, 1998).

This methodology is further perceived not as pringjdangible answers to problems
based on scientific research, but as enabling actesthe ontological and
epistemological assumptions behind a verbal statemewritten text. It is further
regarded as a method that enables researcheesdal the hidden intentionsof a
text or choice of a particular method to interphett text. In this particular context it
can be regarded as nothing more thateeonstructive readingandinterpretation

of a problem or text (Billig, 1979; van Dijk, 1997998).
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Studies about Critical Emancipatory Discourse hdisgovered that many of our
social practices are imbued by ideologies. Indi@ldsocial actors and groups alike
may exhibit various forms of ideologies such aslusion, marginalisation and
discrimination in interaction with others. Clasgatbgies can affect many aspects of
the interactions between affluent groupings andifftuent establishments, and
deprived communities. It is also likely that peopté different educational
backgrounds often exhibit discriminatory ideologieProfessionals and/ or
intellectuals have their typical professional amdnitellectual ideologies, and they are
likely to exhibit such ideologies as they interaath those regarded as not belonging

to their social grouping (Billig, 1979; van Dijk927, 1998).

It is clear that as soon as social actors orgatfiseiselves as members of social
groups, they are likely to bare their ideologiestleir actions and interactions.
Differentiated group members may typically margsal exclude or problematise the
members of other dominated groups, at times inlsulays. They may do so by
paying less attention to them; by not admittingnthi® their intellectual spaces; by
negating and not accommodating their views andxybéing arrogant, domineering

and paternalistic tendencies as they interact thughn (bid).

The foregoing postulation of critical emancipatodiscourse has profound
implications for understanding relationships in §heactice of service learning at
higher education institutions. Higher educationtiinons are likely to exhibit
various forms of ideologies such as partiality, legion, marginalisation and
discrimination in interaction with members of lo@mmunities. Their ideological

positioning can affect many aspects of the intéwastbetween themselves and those
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communities that they might regard as the poomngnt, needy and less fortunate. In
the practice of service learning, lecturers andfadents have their typical academic
and/or intellectual ideologies which they are hkéb exhibit as they interact with
those regarded as not belonging to their exclugigdd of academia. Typically, as
shown in previous sections, they are likely to nraltise, exclude or problematise the

members of local communities, which in some instancs done in subtle ways.

2.5.2 Ideas from the discourse of knowledge produon and critical

emancipatory discourse

The concept of knowledge production in relationthe complexity of academic
hegemony has, over the years, dominated intelledigaussions the world over. A
more interestingly interrogative and sifting of tleeological hegemony theme is
presented by Gramsci (1971), cited in Giddens (), 990 argues that, although the
concept ofideology is generally seen as referring simply to a systéndeas, it is

also closely tied to the conceptpmwer (Giddens, 1997).

In this context, Giddens (1997), quoting Gramsefjries ideology as “shared ideas or
beliefs, which serve to justify the interests of thominant group”. He further notes
that the linkage of ideology to power is that gitemises the differential power that
groups hold and as such it distorts the real sanahat people find themselves in

(Gramsci 1971; Giddens, 1997; Burke, 1999).

A similar postulation is found in the Gramscian cept of hegemony, which entails

the permeation of an entire system of values,udes, beliefs and morality that has
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the effect of supporting the status quo (dominatiarpower relations. In this sense,
hegemony is seen to translate to a categorisimgipte that becomes diffused by the
process of socialisation into every area of pegpiily lives. Gramsci (1971) detects
the menace that this positionality brings in relaships. The danger lies in the fact
that the prevailing consciousness becomes intsewliby the subaltern, local
communities, with the potential of degeneratingoinhat is commonly called

common senseto an extent that the philosophy, culture and nityraf the dominant

group tends to be regarded as the natural ordéirgfs (Gramsci, 1971).

Gramsci notably warns that educational institutisnsh as universities could fit into
the hegemonic category, as some of an institutigmactices are quite clearly
coercive (compulsory education, the national cutuam, national standards and
gualifications), whilst the practices and offerisigch as a hidden curriculum are not

(Gramsci, 1971).

2.5.3 Implications for South Africa

Apartheid South Africa did not escape the foregoommtestations. The last two
centuries, for instance, have witnessed an unfgldifi the conceptual tensions
between the two contradicting discourses (hegensbapiversal knowledge vis-a-vis
recognition of local/indigenous knowledge) betwebigher education (which
assumed the dominant identity) and civil societhifli assumed the identity of the

subaltern).
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Prior to the advent of democracy in south Africeghler education institutions were
regarded as restricted confinements and ivory tossablishments for conducting
scientific and expert oriented inquiries and, ashsknowledge production activities
were seen as exclusive privileges carried out bgdtwho had gone through rigorous
academic processes and programmes that prepamadptiodessionally to carry out

such inquiries. Some scholars, however, hold timawkedge production as carried
out exclusively byéxperts at higher education institutions, has a tendeoncgssume

a fixed and unchanging orientation and that thelexsis on the notion of expertise
that seeks to uncover a pre-existing universalityeagnores the changing and

dynamic nature of the social context (reality).

Furthermore, the deterministic use of the notioregpertise is seen to ignore the
importance of thenteractive and reciprocal nature of knowledge creation. The
interactive approach purports that research, tegcand learning are no longer self-
containedguasi-monopolistic practicescarried out in relative institutional isolation.
It needs to be emphasised that higher educatidituitiens are only a few amongst
the many actors involved in knowledge productiarg ¢hat this interaction can also

be triggered off in the catchment area of highercation institutionsibid.).

2.5.4 Drawing linkages from studies of higher edud¢en and intellectual power

The role of higher education institutions in thentext of local and socio-economic

developments provides a good premise for the aisalyfsthe reconfiguration of

power. This assertion is derived from the concdisaiion of institutions of higher

education asspaces of power and, therefore, intentionally transcends the
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conventional perception of higher education as atitye that is an internally
consolidated domain to be understood as being sixeldrom other organs of civil

society (Greenstein, 2003).

The concept of academic culture, like other formhsacial dispositions, has been
used as a tool to reproduce inequalities and esesrsibtle dominance against the
subaltern. The concept has, for instance, beemeatifirom varying approaches, and
such definitions are carried out based on ideolgiceferences. Williams (2000), for
example, defines academic culture as higher educatystems and discursive
practices through which a higher education ordecasmimunicated, reproduced,
experienced and explored. Students, academics esehnchers, therefore, tend to
regard academic culture as more than merely araydiat rather an exclusive and

wholly lived process.

Central to these academic practices is the conoépacademic language and
terminology. William (1994) argues that languagesuases two kinds of

consciousness, these being a practical conscioaismas actual social practice. He
sees language as practically impinging on the gteutp confront hegemony in the
thread of the self. This observation is strengtdeme Bakhtin (1998), who purports
that language should be seen as an activity rathaersimply an expression of formal

systems.

In further exploring the relationship between laage and academic culture, Bakhtin

(1998) reminds us that colonial cultural intrusibrought with it the imperialist

language, certainly as formal outer speech in athidant domains of public life,
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which carried over into post-colonial societies. Wbecomes evident in most post-
colonial societies is that there is simultaneousty authoritative discourse and an

internally persuasive discourse (Bakhtin, 1998).

2.5.5 Drawing linkages from differentiated intelle¢ual discourses

As evidenced in earlier sections, the process bhidg the concept ointellectuals

has always been loaded with inconsistencies anttazhations. At the helm of these
inconsistencies are questions that centre arounésue of whether the definition of
intellectuals can and should be kept radically ssparom moral, social and political
guestions. Some scholars argue that it has alwaga known that the pursuit of
social knowledge involves not only intellectual gtiens, but socio-economic and

political questions as well (Wallerstein, 1996).

In the contemporary context there has been extendiscussion about how the
foregoing questions relate to each other. In paercthe debate has, for at least two
centuries, centered around the issue of whethercaneand should keep radically
separate intellectual, economic and political goastfrom one other. Either the term
intellectual is treated as implicit and rarely elaborated orthet other extreme,
painstaking care is poured into producing abstwastithat are hardly ever used
beyond the context for which they were postulatBde literature on intellectuals
abounds in such definitions of the concept. Torttem on the street, or even to the
intellectuals themselves, the term hardly requinasch elaboration (Wallerstein,

1996).
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Some kind of shared meaning suffices in day-to-dajivities. An observable
exception, as in the present case, is in any sestudy of intellectuals, in which the
contemporary term imposes all kinds of abstractidesinitions and complexities of
meaning. The attempt of this section is not toigit@n out the problem, but to
problematise and theorise further. It probably esisnore questions and probes
further, rather than answering them. It is, howebeped that through this exercise

defining and categorising intellectuals will becostightly easier.

A deeper illustration of the ideological inclinatidoetween intellectuals (service
learning practitioners and learners) and commumigmbers is derived from Kellner
(2000). He sees intellectuals in modern societiss canflicted beings with
contradictory social functions, and thus locates them as belonging to different
categories. One category is critical and/or oppwsal intellectuals who focus their
intellectual skills on denouncing existing injusticin societies and the abuse of
power, and who agitate for truth, justice, prograsd any other positive value that
can change existing social ills (Kellner, 2000; Elabas, 1989). The other category is
those whoreproduce the ideology of dominationby focusing their intellectual
disposition on the legitimation of forms of clasace and gender domination and
other forms of inequalities in modern societies.o3é politically assigned
intellectuals who serve the political purpose dedéding and legitimating the existing
discriminatory and exclusive social order belong the latter category

(http://www.gseis.ucla.edu/faculty/kellner/essaysflliectualsnew technologies.pdf

Kellner, 2000; Habermas,1989).
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Sartre (1975), on the other hand, notes that edlhals waver between serving a
conservative and a progressive function. At the one extreme, he perceives
intellectuals as traditionally having been assigrted role of preserving and
transmitting culture, thus often legitimating arattifying the dominant ideologies
and serving the interests of maintaining the eaxistsocial order. Present day
intellectuals, Sartre (1975) elaborates, are isingdy becoming technicians of
practical knowledge who are positioned to servetélsbnocratic function of devising
efficient means to secure society’s ends. This tstdeding positions intellectuals as
playing an instrumental role in providing the itgetual means, ideas and
technologies that will strengthen and streamlinal#shed societies (Sartre, 1975;

Kellner, 2000).

For ease of reference and purposes of identity ddrainant discourse (traditional
intellectuals) is represented by privileged andiffftuent academics, learners and
researchers, and the subaltern (dominated) disedarsepresented by community
representatives. The organic (progressive) diseouss represented by those
academics and learners who are perceived to hawemitted ‘class suicide’

(Gramsci, 1971; Fairclough, 1992). Each of theseadirses is explored in the

following subsections.

2.5.5.1 The dominant intellectual discourse

The dominant category exhibits the ideologicalimation of those intellectuals who

have been cushioned by vestiges of past exclugdisesiminatory and non-reciprocal

academic practices, and have the tendency to netekmowledge production in
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negative, exclusive and less constructive and pssive terms, and most probably
perceive the community and community structurekealo be unequal objects that

they can selfishly use to advance their acadenpicad®ns.

They furthermoreclaim to usevalue-free scientific enquiries as the lens through
which higher educational transformation agendaamdculum repositioning may be
advanced. This category regards academic and eatedl practices agxpert-
oriented activities that can be carried out by those wheehandergone extensive
education and training, and have acquired qualibioa that render them capable of

engaging in such practices (Gramsci, 1971; Faigipd992).

2.5.5.2 The dominated intellectual discourse

The dominated discourse category is perceived agjdgiced as not belonging to the
high-order and sophisticatedthinking category and can therefore not be parthere
with, in practising any educative activities. Tyglg, this category is marginalised
and excluded by members of the dominant groupdinas in subtle ways. The
dominant group may carry out this exclusion and gimalisation by paying less
attention to those belonging to the dominated @atedy not admitting them to their
intellectual spaces by negating and not accommodating their views dyd
exhibiting arrogant, domineering and paternaliséndencies as they interact with
them. In fact, in most academic practices, thiegaty is used as guinea-pigs to
advance selfish academic interests of the domigesup (Billig, 1979; van Dijk,

1993, 1997, 1998).
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2.5.5.3 The organic intellectual discourse

The organic discourse category has positionedfitasl equal and respectful
community partners who prefer to locate their ietgbal and academic inputs
(teaching learning and research) within the domainemancipatory discourse,
development practices and deconstructionism. Thesy these philosophies as the
framework and lens through which they can advaheesocial transformation agenda

by means of reciprocal academic practices suchaahing, learning and research.

A striking feature of this postulation is its power interpret conditions, issues and
events in favour of the subaltern. In fact, the oamity is seen as the organic pan
from which scholastic practice derives its agentlae problems, and indeed any
measure of negativity that characterises commuitndorm curriculum development
processes. Equally, locally derived knowledge i®rded special recognition and
space in carrying out academic business. In thig wontributions from the subaltern
groupings are interpreted in positive terms andrdmrte to the empowering efforts

of academia.

2.5.6 Drawing linkages with the concept of institubnalised hegemony

In order to unravel the complexity of the concepthegemony, the themes of
hegemonic institutions and institutionalised knadge are investigated in this
section. Boyd (1999) offers an interesting pointdeparture when she observes that
higher education institutions are, by design, tle@nnagencies of the transmission of

an effectivedominant culture (Western?). They are, therefore, hegemonic and have
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the potential for limiting the possibilities of en@patory praxis. This hegemonic
orientation of educational institutions has hadeffect of permeating relations within
institutions, and has further degenerated intoileogtower relations between the
dominant and thesubaltern groupings that is, between the hegemonic higher

education institutions and local communities retipely.

Boyd (1999) traces the theme of hegemony from thecept of cultural hegemony
and regards the latter as a generally theoretmatept that situates Western cultural
hegemony as a specific process within post-colasoaleties. This Western-derived
cultural hegemony has created dominant hegemoniocepses that have
disadvantaged people in the catchment areas ofehigtucation institutions (the
subaltern), that have marginalised the knowledgéesys of the subaltern (indigenous
knowledge systems), that have stifled creativekihop and, over and above, have

devalued life meanings and values of the suba(®oyd, 1999).

These conditions necessitate the re-shaping of ganerintellectual formations in
post-colonial societies so as to effect a break Witestern (dominant) cultural
hegemony. In this endeavour, educational institgtiand institutionalised knowledge
serve as important domains in which dominant hegéenaulture could be
challenged (Boyd, 1999). But then, it needs to bked as to what constitutes

institutionalised knowledge?

Boyd (1999) parallels institutionalised knowleddeng the following lines:

...formal and specialized knowledge that is develoged sustained in higher education,

organized into disciplines and subjected to a psscef rationalization. It should, however, be
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cautioned that this knowledge formation should het seen as a fixed set of ideas or
propositions that becomes mechanically employeditbyagents On the contrary, the

transmission and reception of such should be undedsto involve complex and often

contradictory processes, and this also appliesdgemonic institution§Boyd, 1999, p.3).

It should be noted that, as a process in actiorsidas are likely to develop between
what is dominant and authoritatively acquired wisdand another consciousness
located in practical reality. Knowledge is contilipadapted and even transformed
by its interpreters. Over and above these obsengtiinstitutionalised knowledge,
the full baggage of what constitutes legitimate Wieolge within institutions, is not
neutral nor is it in a passive relationship witle tiecipients and interpreters. It forms
part of the cultural-intellectual process of selett, incorporation and exclusivity

reproduced in these institutions (Boyd 1999).

2.5.7 Drawing linkages from the writings of van Wykand van Gunten

Contemporary research studies indicate that irtt@meservice learning as a field and
as a philosophy, is multiplying, which indicate theed for a theoretical basis for
service learning. Some scholars have alreadyestaracing a theoretical base from
van Wyk, van Gunten (2002) and other educationdlswotial philosophers who are
identified as relevant to the development of a thewf service learning, including

learning from experience, reflective activity, zénship, community and democracy.

Contemporary scholars like van Wyk and van Gun2®®2) have located the concept
of service learning within current epistemologiegological bases, reflective critical

studies and academic comments. They locate andragtge theorisations about
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service learning within the dichotomy a@ounter-hegemonic and retrogressive
and/ortechnicist contexts of service learning. In so doing, mostheim purport that,
despite high levels of interest in civic mattershivi and among institutions of higher
learning in service learning as a vehicle for th@ngformation of teaching and
learning, the concept seems to be loosely usedertthdorised and, at times,
disguised as a tool for the reproduction of hegambigher education practices (van

Wyk; van Gunten, 2002).

In addition, they challenge academics at highercation institutions to position

themselves as reflective practitioners, so as itacalty understand and counter the
hegemony of higher education practice and to preragbrogressive service learning
model of operationalisation. This kind of positiogiis intended to influence the way
academics think and produce understandings andatriéngagements of service
learning practices in their various local contettsthis context, the characterisation
of service learning as a hegemonic and exclusivaderic practice is thus

challenged, undermined and modulated by contempaenolars of emancipatory

discourse (van Wyk, 2004).

Van Gunten (2002) and van Wyk (2004) observe in mnom that the counter-
hegemonic epistemology and social justice concepéxvice learning can be used as
pedagogical constructs to enhance the goals oficeenearning practices and
programmes that are socially reconstructive inreatBorrowing excerpts from action
research assignments in service learning actiyitiesforegoing scholars probe how
the attitudes of practitioners and students hawn lballenged to better understand

the complex transformative socio-cultural enviromisein which diverse cultural
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populations work and live. Students are encouragediscern how it is that they
make meaning of their own lives, what their livesam in relationship to the lives of
others, and how the educational concepts they eralaee derived from the meaning

that they make of such relationships (van Guntéf22 van Wyk, 2004).

2.5.8 Drawing linkages from international trends

Internationally, service learning is practised unithe banner of ‘community service’.

Although substantial differences exist in termstlod conceptualisation of service
learning and its relation to community servicegmtion needs to be drawn to the
observation that the goals of such programmes, hehdhey are embedded within
community service or not, appear to be the same. cEmtral goal of the pursuit of
service learning internationally is to address essaf socio-economic development.
It is further discernible that central to the putrsd service learning internationally is
the quest to develop a sense of civic responsibilithin universities and to build

connections between academic pursuits and knowlefiged exposure to conditions
in local communities. The purpose is to implemeagrivention measures to overhaul

those conditions that need to be changed for thierbe

Research carried out by the Joint Education Trast@mmunity service in higher

education discloses that in most developing coesitdiboth community service and
service learning programmes were initiated andoimesinstances, also administered
and managed by governments, at national, regiomhlaal levels. In most instances,
government agencies, and at times parastatals @amgovernmental establishments,

administer and manage such programmes. In celta@tances, universities

77



themselves independently initiate, administer aathage such programmes, although

funding can be derived from government. Table lvides a summary of service

programmes in nine countries:

Table 1: Summary of international practices
COUNTRY RESPONSIBILITY FUNDING

Initiated by | Managed by

Botswana Gov. Gov., parastatal and NGO  Gov.

Costa Rica Univ. Univ. Univ.

Ghana Gov. Gov. Gov.

Indonesia Gov. Univ. Gov. and Univ.

Israel Gov. Gov. Gov.

Mexico Gov. Univ. Gov.

Nepal Gov. Univ. Gov and UNICEF

Nigeria Gov. Gov. Gov.

United States Gov. Gov and Univ. Gov, Univ. and

donors
South Africa Univ. Univ. Univ. and donors

SOURCE: ( JET, 2000, Discussion document)

KEY: Gov. = Government

Univ. = University
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2.5.8.1 Drawing linkages from the concept of ‘learmnd serve’ in the United

States of America

Service learning in the United States is promotawugh the projectlearn and
serve America’. Through this project, the country recognises ttatng people and
students have the desire, energy and ability taanhpn their communities. Service
learning, in the context of lean and serve Amenmakes available opportunities for
higher education students to get involved in vesibbvays in the integration of
community service projectswith classroom learning In this way, the pursuit of
service learning engages students in the educhpooeess, using what they learn in
class to solve problems in the catchment area oéir thinstitutions

(http://www.learnandserve.gov/about/lsa/princi@sp).

In the context of learn and serve America, the ephgalisation of service learning is
intended to promulgate an integration of serviciwarning, in which both learning
and serving are emphasised and treated with sameResthis to be realised, both
these concepts need to be understood and condsetluad line with the principles of

learn and serve America, which are defined asvalo

(a) Meeting the nation’s needs Service learning projects put the talents and
energies of America’s young people to work solviregal issues in their
communities; taken together, these programmes raagignificant national
contribution. Learn and serve America is commitedddressing the nation’s
education, public safety, environmental and honekecurity needs through

its service learning grants and services.
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(b) Improving participants’ lives: students’ lives are enriched through service
learning as they become engaged in their own eduehtprocess, see the
work they do benefit those around them, and becaatively contributing
citizens and community members. Learn and serveri&meés dedicated to
ensuring that higher education programmes imprdwe lives of every
participant, building academic, civic and charactecellence — and that
participants develop a lifelong learning commitmeot public service.
Programmes and participants are highly diverse evsy effort is made to
increase the participation of disadvantaged youth.

(c) Strengthening communities Service learning projects bring together
students, lecturers, parents and service providgmasations to improve their
community. By working together towards common gpglkgrticipants build
trust and strengthen community ties. Learn andesAmerica is committed to
stimulating strong, sustainable partnerships amadmgher education
institutions and service organisations within comitias in order to improve
communities’ abilities to meet their ongoing needs.

(d) Continuous enhancement managementlLearn and serve America is
committed to improving the quality, reach and sustaility of service
learning programmes. Improvements to the managensénicture are
continuously initiated to increase accountabilistrengthen performance
measurements, provide for an effective workforcel gt the needs of

educational partners first (hhtp:/www.learnandsgyee/about/principles.asp).

The foregoing principles guided the operationalisabf the three primary objectives

of learn and serve America, which are:
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- to engage students in addressing the needs of coitiast

- to enhance students’ academic learning, sensecal sesponsibility,
and civic skills through service learning; and

- to increase the number, quality and sustainabilftppportunities for

students to serve.

As a means of ensuring the accomplishment of thegtong goals, the National and
Community Service Trust (NCST), a statutory bodgidated by the National and
Community Service Trust Act of 1993, awarded gratas higher education
institutions and a small number of community orgations, with the intention of
developing and improving courses or programmesithatve students in service as
part of their education. Under the framework ofrfeand serve America, higher
education institutions are required to put in plamrses and programmes that
specify the ways in which such programmes will emage the development and
fostering of civic knowledge, skills, responsilildand engagement with communities.
From the fiscal year 1995 through the fiscal ye@97l learn and serve America
awarded approximately 10 million dollars in diregtants to about 100 higher
education institutions and community organisatig@say, Ondaantje & Zakaras,

1999).

The learn and serve America project discerns itaslfa national undertaking in
propagating a type of civic conscious service legyin the United States. It focuses
its attention on essential components such as knogvledge, intellectual knowledge

and civil disposition. Together, these components laelieved to make up the
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essential elements of civic oriented service leeynThe emphasis on fostering civic
knowledge and responsibility perpetuated by leard serve America conveys an
interesting focus on the nature of service learmiggoused by the project. It prompts
one to begin to appraise and examine the inneresehsvhat constitutes fostering

civic responsibility and its connectedness to thecept of service learning.

For service learning policy makers, students amdice providers of service learning
to be able to demonstrate a sense of civil consoiess in their pursuit of service
learning, they therefore need to develop a deepeamederstanding ofcivic

knowledge Although no single definition dfivil responsibility exists, it has become
clear that it is not merely a matter of sympathyaocharitable act of providing

immediate assistance to individuals as a way ofaestnating compassion.

Civil responsibility is best understood as an emgmg process of enabling
beneficiaries of service learning to participateaddressing their needs. Much of the
evidence about service learning that lacks civitsciusness suggests that one of the
difficulties facing higher education institutions that they tend to have a poor
understanding of the problems they are trying ¢&lea They tend to forget that local
communities have a very clear view and understandirproblems they are subjected
to, such as unemployment, social injustices, urgaleaconditions in their localities,

crime, HIV-AIDS, and so on.

A civic consciousmodel of service learning promotes a participatamyg reciprocal

understanding of community needs. Through such demaervice learning ensures

that genuine needs that are important to the contynbeing served are addressed.
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The model ensures that students, service orgamsatand lecturers engage the
community as equal partners to identify needs amddamaking assumptions as to
what is best for those being served. This procefsststudents to understand service
learning beneficiaries more deeply, strengthernatiogiships between them and the
larger community, and generates service activitiih a tangible developmental

impact.

Through such a civic conscious model, connectiamsleirning objectives are
established. In this way it is ensured that seriegeening doesn’t merely supplement
existing curricula, but plays an integral role hetlearning process. Students and
lecturers carefully tie projects to specific leaiobjectives, often connecting
multiple subjects. Learning becomes a process ep&l@ng students’ understanding

of the material world.

The civic conscious purpose of service learninghier ensures that students use
critical and creative thinking to ensure that tharhing they are subjected to makes
sense and has meaning for them and their commsinittes reflective mode of civil
conscious service learning can be used to appitagspositionality of students, so as
to help them internalise the learning. It providgportunities for them to voice their

concerns and share their feelings, and to evathatproject.

Furthermore, a civic conscious service learning ehotteates a strong sense of
reciprocal partnerships between students and tbader community. This kind of
partnership can be limited to those being servedexdended to include service

organisations and/or community-based organisatiBpdringing people together in
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collaboration, these partnerships can bridge igésrerational, racial, and cultural
gaps; provide young people with strong role modalsg strengthen community

infrastructures.

2.6 Conclusion

This chapter provided a theoretical framework (#ms) in an attempt to locate the
positionality of the practice of service learnitgso doing, the study started from the
premise of conceptualisingervice learning and analysed selected theoretical
postulations by scholars from a variety of discearsas well as from other luminaries
with an interest in service learning. The chaplkatched an argument showing that

service learning is riddled witldeological contestation@andintellectual tensions

In illustrating this argument, this chapter drew thattle-line’ between various levels
of service learning, namely service learning akarity; service learning as a project;
and service learning as a genuine progressive engag (Mahlomaholo &
Matobako, 2005) betweesubaltern anddominant intellectual discourses (Duncan,
Gqola & Hofmeyer, 1992; Fairclough 1992); betwgwngressive and traditional

intellectual positioning; and betwe&aditional andorganic intellectual positioning.

From these ‘battle-lines’ two distinct levels ofgtining emerged and were used to
distinguish between differing discourses (themes$) service learning. These
discourses were used to generate various themeshwiill be later on used for
purposes of analysing data in subsequent chapitatde 2 provides a summary of

these discourses (themes):
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Table 2: Differing categories of service learning

Dominant and/or hegemonic discourse| Progressive discourse

- Dominant intellectual discourse | - Civic knowledge

- Conservative - Civic responsibility

- Contradictory - Learn and serve

- Monopolistic practices - Organic intellectuals

- Expert oriented - Interactive

- Exclusivity - Inclusivity

- Charity purpose - Participatory

- Patronage - Socio-academic justice
- Project conscious - Emancipatory

- Eronous models - Community of Progressive
- Academic priviledges - Socially inclusive

- Structural inequalities - Stakeholder conscious
- Bag full of academic answers | - Stakeholder responsive

In short, the chapter provided a theoretical bamkgd and detailed the postulations
of academic writers on the discourse of servicenieg. It drew outhemesthat are

intended to be used gwogressive modelsof service learning in a developing
context. These models serve as a ‘good practiaeidéwork and self-evaluation guide
in providing evidence of exposing the power imbaémand ideological influences in

the implementation of service learning programmes.
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CHAPTER 3: THE RESEARCH DESIGN AND METHODOLOGY

3.1 Introduction

This chapter represents and discusses the metlgpchll@pproach selected for this
study. As a point of departure, the study analys@e contesting research
methodologies in the area of scientific researgrec8ically, the chapter describes
and discussegjuantitative and/or traditional research methodology, and makes
distinctions between this positivistic methodolagyd thequalitative methodology.
The purpose of the discussion is to ascertain fh@opriateness of the latter in
investigating the positionality of the concept ef\sce learning in higher education
institutions. In so doing, the chapter reflects ttve trade-off and/or dichotomy
between qualitative approach and quantitative agres in order to justify using the
latter as the most appropriate one for this stldhereafter, the chapter provides a

rationalisation for using qualitative methodology.

3.2 Defining and discussing the traditional quantitive methodology

Quantitative methodology derives most of its megnfrom research procedures
applied in the natural sciences, and the most dambirphilosophical concept
associated with it is positivism. As a philosophmancept, positivism was developed
by the French philosopher, Auguste Comte at thénbéty of the 18 century and its

main point of departure is that:
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The only authentic knowledge is scientific knowdedgd thatsuch knowledge can only come

from positive affirmation of theories through strécientific methoq Pickering, 1993).

Since the qualitative tradition derives much of nteaning from positivism, it has
historically been used and/or conceptualised ihtmgeably with that philosophy.
The following three features are keys to an undadihg of what constitutes
guantitative or positivistic research methodology:

- it focuses on science as a product of researchiedied on a statistical set
of statements;

- it insists on at least some statements being testdiat is, amendable to
being verified, confirmed or falsified by the empal observation of
reality;

- it holds that science is markedly cumulative, restspecific results that
are dissociated from personality and social pasitibthe investigator,
thus emphasising objectivity and absolutism.

(http://en.wikipedia.org/wiki/Positivism)

The method is purported to use experimental, engliand statistical methods and
measures to test hypothetical generalisations. Type of approach probes the
guestionwhy and looks for a comparison of groups; for examjplerobes whether
Group A is better as an issue under investigatiam Group B. At times, it is geared
to exploring the relationship between variableshwifie purpose of ascertaining an
association, to establish a relationship or toalisc cause and effect in things; for
example, it investigates whether varialdeexplains what occurred in variab¥e

(Creswell, 1998). It is also important to note ttlexperimental, empirical and

87



statistical methods, as carried out by quantitading/or natural scientists, place great
emphasis and value on what they cabjective knowledge This objective
knowledge is purported to fit into a scheme withialihscientists are familiar, and

about which they claim and pronounce have certainty

3.3  Why a quantitative approach is not operationabed in this study

This study, while recognising the need for and ingooce of quantitative, statistical
and experimental methods in some instances, olséha there are a number of
research problems and contexts that, for varioasoms, do not lend themselves to a
guantitative/positivistic approach. This observatis confirmed by Shaeffer (1982)

cited in Konyana-Bam and Imenda (2000), who cordehdlt:

The world of educational research, especially ie ttheveloping world, continues to be
dominated by research traditions and paradigms #raphasize quantitative methods. While
recognizing the need for and importance of suchhots, researchers in many parts of the
world are practicing and developing other approashmore qualitative, ethnographic and
anthropological in nature. Such research is basedjoite different traditions, paradigms and
definitions of knowledge and is quite differentitsy characteristics, small in scale, but set

within a broad contextual framework, intimate antensive in method, and richly descriptive

in outcomg Konyana-Bam & Imenda, 2000, p.2) .

It is also important to note that the claims andnpuncements of quantitative
researchers about the principlesbfectivity, quantification andabsolutismare not
appropriate for thematising about issues of powedations such afhegemony
domination, exclusivity, ideological inclination and discursionwhich areprobed

by this study Mahlomaholo (1998) also confirms that positivistpursuits,
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particularly in countries and localities where doation by one group over the other
is customary, have been usedrystify andmask information as well as knowledge

under the pretext of objective facts (Mahlomah®98).

This observation becomes even more essential whemnelated to the purpose of this
study, this being to critically and scientificalhgflect on the positionality of the
concept of service learning as practised at highercation institutions: and further to
investigate different levels of conceptualisationl éhe operationalisation of the same
concept within the confines of universities andtle catchment areas and local
communities. This research endeavour, attemptiutoinate the paradoxical nature
of the practices undergirding the concept of sentEarning by way of critically
reflecting oninconsistenciescontradictions andchallengesfaced by human beings
or groups (academics, learners and policy devet)@erselected universities who are

involved in the practice of service learning asasaademic activity.

Such an attempt will not be conducted successtullyin the empirical and statistical
dictates of a quantitative methodology. The faet th quantitative tradition positions
a researcher as the only dominant and know-allbpersthe investigation, whilst the
researched are relegated to levels of quantifiabjects, makes it even more difficult
for a quantitative approach to understand dizggamic nature of human experience.
The argument is that the dynamism of human natme experience lies in the
observation that it cannot be reduced to levelsobjects that are empirically

investigated andananipulated in laboratories by the domineering researchersh su

laboratory based and manipulative research is deresil asartificial by qualitative
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scholars as it fails to realise that people redttréntly in other contexts, especially

in their own natural contexts.

Manipulative laboratory practices can also produondesired effects in that those
being researched could be influenced by the reseato the extent that conclusions
would not be sound and realistic, especially whampgared to research as carried out
in natural settings. The same argument can be addawith regard to issues of
hegemony, exclusion, ideological contestations, growelations and intellectual
tensions that this study intends to investigatee dfrgument again is that these issues
are multifaceted, complex, dynamic and fluid andisthcannot be reduced to
laboratory artefacts. On the concept of objectjvityahlomaholo (1998) further
reminds us that positivistic researchers miss pleent in their claims and
pronouncements about absolutely objectivity, eghgoivhen studying human beings
as they too do interpret the fluidity of human exgece in a particular way which is

not necessarily neutral (Mahlomaholo, 1998).

The claims and pronouncements of quantitative rebees are capable of creating
some form ofdependencyconditions and/or attitudes on the part of theaeshed.
They promote a researcher-researched conditionhithathe researcher emerges
supreme and dominant in the production of knowledgeilst the researched are
positioned as objects that should just be usedetwefit the academic or research
aspirations of the researcher. This dependencgtitiom tends to render insignificant
the contribution of the researched and leads tdtuat®n in which they remain
disempowered, continue to be peripherised, margetknd subordinated in the area

of knowledge production, to the advantage and lieokthe researcher.
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3.3.1 Deficiencies in the quantification principle

A quantitative approach is said to be strong imat&bility or the repeatability of the
pattern of data. The same measurements should §ieldame results every time.
This pattern of repeatability is, however, regardsdeductive empirical theory by
critical researchers. The argument advanced isathgtiantification is a human and
political process of discarding information frometlncredibly rich and complex
fabric of human life. Hoepfl (1997) succinctly nstthat with this kind of approach,
critical information can become casted off and éwalty lost when situated human
behaviour and experience is reduced to processqsaanitification and worse still,
vital information can also lost and discarded wtextt andwording become reduced

to numbers (Hoepfl, 1997).

The obsession with the quantification principl@ésceived to be unrealistic as further
claimed by Hoepfl (1997) who purports that tpeantification is likely to become
both politics and poetics especially when slanting towargsediction, power and
social control. Quantification tends to translate into unwelcompuagtics when it
leaves behind the joy and human suffering lost by pursuit ofnumbering and
numerology. For this reason, critical researchers, ask thenpaquestion: why do
researchers have to turn to numbers and quaniifiat when such pursuit
accomplish the outlined damage to the largewcgss of knowledge production?
Hoepfl suggests that answers to this question terltk countless as are the uses of

the research to which statistical inference is iagpiHoepfl, 1997).
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The poetic argument about the statistical predicaad precision of a quantitative
researcher is misleading in the sense that it taillsecognise that responses are
derived from people, and it is not possible to begrecise with people who are not
objects, but dynamic human beings. It needs tanqghasised that people change, and
the social situation is too complex and fluid foemn to be subjected to numerical

description.

It could also be claimed that, with the false cdefice of quantification,

there comes the false hope of controlling socfal Most importantly, it needs to be
well thought through that data are not always iehdy quantitative. Data cannot
always be expressed in numbers, but can be bitpiaceds of almost anything. Data
can be in the in the form of words, images, impoess gestures, or tones which
represent real events or reality as it is seen s)ioa#lly or sociologically (Patton,

1990; Hoepfl, 1997). Frequency distributions anobability tables would, therefore,

not be appropriate to be used in certain contexts.

3.4  Discussing the advent of qualitative methodolgg

The qualitative methodology materialised as a tesfilidentified limitations and
shortcomings in the quantitative traditignmost of which were described in the
previous section, especially in the area of makitigntific assumptions and inquiries
about the complexities and experiences under-gjrdinmanity and social events.
The advent of the qualitative methodology saw te tkjection of quantifying,
laboratory confined experimentations that have aber years guided positivistic

practices. As a result of such rejections, positivischolars and researchers started to
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challenge the usefulness of qualitative methodolayy a genuine scientific
methodology. The outcry and protests about itsnsiigity revolved around issues
such as data gathering, verification and genetadis@aechniques, as well as on issues
of validity and reliability (Konyana-Bam & Imenda, 2000). According to the

observation of the latter scholars:

Positivistic researchers argue that a qualitativetineglology has gone too far in abandoning

scientific procedures of verification, and in giginup hope of discovering useful

generalizations about behavifkKonyana-Bam & Imenda, 2000, p.3).

These protests and outcries about the qualitaippgroach by positivistic scholars,
however, appear to be missing the point. They &emselves ill-derived and
informed by the absolute and dictating orientatdrthe quantitative approach, this
being the uninformed and ignorant fixation and re@aming of the statistical
dictates of quantitative methods. They tend to payheed to the importance of
recognising the multifacetedness, complexity, dyisemand fluidity of dealing with

human experience and social events like discursigetices in service learning. On
this aspect Merriam (1988), cited by Konyana-Bam Bnenda (2000), cautions that
the purpose of qualitative research is not to gdiser along quantitative lines, but to

form a unique interpretation of social events.

3.4.1 Approach to defining qualitative methodology

As some scholars have observed, it has becomecudiffio define qualitative
research, since it does not involve the same terminology fasmal science

disciplines. The simplest definition is to defirteas a digression from quantitative
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research. From this aberration angle, it is defimsdany kind of research that
produces findings not arrived at by means of stedisprocedures or other means of

guantification.

Where quantitative researchers seek causal detionn prediction and
generalisation of findings, qualitative researchanstead seek illumination,
understanding and extrapolation to similar situaiocQualitative analysis results in a
different type of knowledge than does quantitatinguiry (Patton, 1990; Hoepfl,
1997). This definition positions qualitative metiotmy as beinglependenton what
constitutes a quantitative methodology. Its deprogéies in the observation that it is

regarded as a technique generated outside theviratkhef a quantitative approach.

3.4.2 The trade-off between quantitative and qualédtive methodologies

In line with a dependent definition of qualitativeethodology, as shown in the
preceding section, it has become increasingly @odok researchers to derive much
of the meaning of a qualitative approach from theligative-quantitative research
dichotomy prevalent in research discourse. Accagilgliquantitative andqualitative

research methods represent two distinctly diffeveays of conducting research. The
trade-off between these two research methodoldugessdominated the knowledge
production area, in that researchers have long tddbthe relative values of

gualitative and quantitative inquiries (Patton, @99oepfl, 1997).

Both the terms qualitative and quantitative to refe techniques, methods,

methodologies and paradigms in research (MeulerBesffens, 1997). As illustrated
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in this section, the dichotomy between the twdh@yever, as simple as it may seem.
Qualitative research is seen to use a naturakgifroach that seeks to understand
phenomena in context-specific settings. A quamigatesearch, or logical positivism,

on the other hand, uses experimental methods aadtitptive measures to test
hypothetical generalisations, as revealed in pragedections. Each of these
approaches represents a fundamentally differentimpgparadigm, and researcher
actions are based on the underlying assumptioneaoh paradigm (Oskowitz &

Meulenberg-Buskens, 1997; Patton, 1990; Hoepfl,7199

McBride and Schostak (1994) provide major pointsaftrast and debate between

the broad categories of qualitative and quantatesearch by observing that:

Where a quantitative researcher might seek to kwbwat percentage of people do one thing
or another, the qualitative researcher pays muakaggr attention to individual cases and the
human understandings that feature in those caseseftheless, one finds the latter using

terms such as 'frequently' and 'the majority ofgde'oand so orffMcBride & Schostak, 1994,

p. 9).

A further point of difference between the two isufd in Hoepfl's (1997)

observations:

Whereas quantitative researchers seasual determination, prediction, and generalization
of findings, qualitative researchers seek instdadnination, deepenedinderstanding (own

emphasis), anéxtrapolation to similar situations. Qualitative analysis resulh a different

type of knowledge than does quantitative inq(ftgepfl, 1997, p.2).
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This discussion concludes that the difference betwtbe two approaches should not
necessarily translate to levels where one apprtracdslates to being more important
than the other. On the contrary, as indicated enpifevious section, researchers need
to be mindful of the reality that data are not als/anherently quantitative, and that
frequency distributions and probability tables wbulot be appropriate in certain

social and human related contexts (Hoepfl, 1997).

3.4.3 Towards a sympathetic definition of a qualitave methodology

This study avoids using the dependant negativedjined definition of qualitative
methodology. Rather it opts to confine itself witlihe unbundling structure of a more
sympathetic and subjective definition. From thisglan qualitative research is
perceived as involving methods of data collectiod analysis that are sensitive to the
fluidity and dynamism of human experience and dosvents (Lofland & Lofland,
1984). This definition of a qualitative approacteds to be contextualised within its
focus on‘quality’ , a term referring to the essence or ambience mietung (Berg,
1989). In the context of this definition, qualiteti methodology is an approach that
focuses on how individuals and groups view and tstded the world and construct

meaning out of their experiences.

Creswell’s definition is also fitting in this instee:

A qualitative methodology is an inquiry process ofderstanding based on distinct
methodological traditions of inquiry that explorasocial or human problem. The researcher

builds a complex, holistic picture, analyzes womgports detailed views of informants, and

conducts the study in a natural settiffgreswell, 1998, p.1).
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In the context of the foregoing definition, datallected through a qualitative
approach are not subjectedftomulaic and statistical analyses for the purpose of
generating projection@®dler & Adler, 1987). Furthermore, qualitative easch most

often is associated with critical theory, generdtech the premise of critical analysis.

According to Meulenberg-Buskens (1997), a qualimapproach derives its meaning
from the following characteristics:

- it is oriented towards the respondent’s perspective

- it emphasises the contextualisation of the procédsnowledge
construction;

- it presents itself as an open and flexible methodhe area of
research design;

- Validity and reliability of the research resultsideto depend to a
higher degree on the researcher’s skills and seihsit

- The scope of research tends to be on a small scale;

- It creates synergy among respondents as they buitthe other’'s
comments and ideas;

- It promotes a less structured but dynamic envirannia an
interview or group discussion process that engagspondents
more actively than is possible in more structunésrviews;

- It creates an opportunity for a researcher or werer to
observe, record and interpret non-verbal commuioicasigns
which are valuable during interviews or discussiand analysis

(Meulenberg-Buskens, 1997, p.1).
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3.4.4 A qualitative approach in relation to criticd theory

This study selects to pursuajaalitative researchas an appropriate methodology to
collect and critically make reflections on the piosiality of service learning as
practised at selected higher education institutioilse study moves from the
observation that there are different forms of datiie methodology, which tend to
overlap. It is further observed that there are gates of perspectives or schools of
thought that tend to define and interpret qualimtiesearch in different ways, and
these include empiricism, critical theory, phenooiegy, feminism, critical discourse

and structuralism (Schostak, 2003).

The study, however, intends not to become deeplynammed in the foregoing
perspectives, but prefers to restrict itself towndling the concept dfritical theory

as it links well with the purpose of this studymmely to reflect on the positionality of
service learning as practised at higher educatistitutions. This requires a deepened
conceptualisation of the concept of critical thearnyd its power to interrogate the
complexities and experiences undergirding humaanily social events. Investigating
the concept of critical theory serves to enhanakfarther deepen our understanding
of the qualitative approach, selected as apprapriat this scientific enquiry on
service learning practices. This approach also idesv the context justifying
gualitative methodology in the collection and iptetation of data, so as to

understand trends and patterns in service leapriactices (Schostak, 2003).

98



3.4.5 Unbundling the concept of critical theory

Critical theory can be defined as one of the categmf perspectives or schools of
thought that has been used to define and intequittative research. Its definition is
more traceable from the Frankfurt School, spedlfida the discipline of sociology
and philosophy; it has at times, has been refaweabs ‘critical theory of society’ or
‘critical social theory’. As in the case of the quigative-qualitative dichotomy, its
definition has been pursued in contra-distinctiontite traditional theories, that is,
those theories in the positivistic, scientific astiservational modes of understanding
research. As in the approach adopted in definirgitative methodology, this study
avoids this aberration-oriented and dependent idiefinof critical theory. Rather, this

study adopts a moyympatheticandsubjective definition of critical theory.

From this perspective then, critical theory is ustiod to refer to a series of
pathways for intellectual inquiry intended to ckalje and question the status quo. It
seeks to challenge and question the obviousnessaitess and simplicity of the
world around us, in particular it positions itseifchallenging the state of things that
we are able to perceive through our perceptive eseasd reflectively understand

through the application of our power to reason (Naow2001).

A more interesting characterisation of criticaldheis the one that positions it as a

theory that seeks to:

...question and challenge the passive acceptancethbatay things are—or the way things
seem. In the context of this understanding, ciliticaory is posited to question and challenge

the conviction that what is, or what is in the pges of becoming, or what appears to be, or
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what is commonly understood to be, or what is dantig conveyed to be, is also at the same
time right and true, good and just, and necessargt mevitable: critical theory does not
accept any of these. It is always particularly cemed with inquiring into the problems and
limitations, contradictions and incoherences, iticss and inequities in how we as human
beings, operating within particular kinds of strumés and hierarchies of relations with each
other, facilitated and regulated by particular kedf institutions, engaged in particular kinds

of processes and practices, have formed, reforraed, transformed ourselves, each other,

and the communities, cultures, societies, and vedridvhich we livNowlan 2001, p.1).

What the foregoing extract proposes is some kindritital inquiry and positioning
of ourselves by means of using our ability to makase of the world around us and
to challenge ourselves to engage in our relatioitis the world on the basis of how

we make sense of it and our relationships withather.

As its name implies, critical theory refers to adty that criticises the social order,
and which is inclined towards radicalising socidlaege. In pursuing genuine
developmental and/or progressive changes in SotitltaAand elsewhere in the
world, studies about transforming higher educa#iond its functions have been carried
out by a significant number of scholars to expltwe challenges faced by universities
in engaging themselves more closely with surroupdiommunities. In the main,
such developments are prompted by the growth ofakqgumoblems and by the
growing disparities between the rich and poor, what this study referas the

dominant andsubaltern or thecentralisedandmarginalised social groupings.

The study pursues a critical discourse analyticppr@ach as a means of

understanding trends and patterns in service legras practised at selected higher
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education institutions in South Africa. This theiaral approach is underpinned by
critical luminaries such as van Wyk (2004), Patel (2003) and Male2B00Q), whose

views were explored in chapter two.

3.4.6 Signification of qualitative methodology

The strength of qualitative research lies in itBdtg or closeness to the truth. That
means that good qualitative research, by usingvarsk number of data collection
methods, should actually touch the core of the phwmmon under investigation,
rather than just skimming the surface of the faétsqualitative approach also
contributes to rich, informed and insightful resdaresults as a result (Meulenberg-

Buskens, 1997).

Besides contributing to rich, informed and insightfesearch results, qualitative
methodology recognises that the subjectivity of ibgearcher is intimately involved
in scientific research. Subjectivity guides evenryghfrom the choice of topic that one
studies, to formulating hypotheses, to selectinghoanlogies and interpreting data.
In qualitative methodology, the researcher is eraged to reflect on the values and
objectives he brings to his research, and how thffeet the research project. Other
researchers are also encouraged to reflect oralhes/that any particular investigator

utilises (Gergen, 2001).

A key issue that arises with the recognition of jedtivity is how it affects

objectivity. Ratner (2002) explores subjectivitydawbjectivity in detail. Objectivity is

said to negate subjectivity since it renders theeoler a passive recipient of external
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information, devoid of agency. The researcher’'sjesilyity is said to negate the
possibility of objectively knowing a social psychglcal world. The investigator’'s
values are said to define the world that is studi@ak never really sees or talks about
the world, per se. One only sees and talks aboat whe's values dictate. A world
may exist beyond values, but it can never be knawit is, only as values shape our

knowledge of it (Ratner, 2002).

From the viewpoint of critical discourse, it is @fjy notable to observe that a
gualitative research approach has the ability teesas an exposé of social injustices,
and can transform inequitable, undemocratic andegsve social relations. Such
forms of which are mostly intangible, and could bet understood and exposed by
scientific methods such as triangulation and thatrotled verification of data. This

consideration becomes imperative when one obsdhatscontemporary language
theory teaches us that words and texts are notatgWilbraham, 1994; Fairclough,

1995). Rather, words are 'multifunctional’, alwaysiultaneously represent the world

(ideational function) and enact social relationd mentities (interpersonal).

3.5  Operationalising qualitative methodology

Qualitative methodology and related data collectiwtruments is extensively used in
this study. In using the qualitative methodolodng tesearcher observed that there are
different forms of qualitative instruments that appropriate to be used in data
collection procedures so as to investigate issdedigparity and inconsistencies

contradictions andchallengeswhich face academics, learners and policy devetope
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at the selected universities that are involvedhi piractice of service learning as an

academic activity.

The operationalisation of service learning is updered by language and meaning,
and these are in some way construed as socialraotsst This then requires a
discourse-oriented type of data gathering, anabsdinterpretation. For this reason,
this study has opted for those data collection riegles that engage with the

discourse ofanguageandmeaning

3.5.1 Collecting data from written text

Using a qualitative approach, data was collecteahtgrrogating written documents
that were compiled by the two institutions on matteoncerning service learning.

Data were drawn from documentary sources suchesf®tiowing:

- community Higher Education Service Partnership (SRE
report findings (a pilot project that was commis&d by the Joint
Education Trust (JET) in 2004);

- service learning policy documents (e.g. A Policy @mmunity
Service at the University of the Free State ands\V\Gommunity
Higher Education Service Partnership Revised Sjratlan);

- minutes from service learning strategic meetingys

- reports on activities carried out by the institati@.g. UFS Higher

Education Institution Narrative Report, 2003, cahttommunity
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service committee minutes and institutional Audit@ommunity

Service learning at Wits, 2000).

Data from these documents were selected on the bb#ieir relevance to the themes
outlined in chapter two, such as the nature antiente of power relations in

initiating service learning. The documents werdher selected the basis of being fit
to be subjected to a Textually Oriented Discoursalpsis (TODA), as propounded

by Duncan (1993), Chouliaraki and Fairclough (1999 other social scientists.

3.5.2 Interpreting, analysis and discussion of data

In order to analyse and make sense of these tedtiaiments in the context of our
research question as sketch out in chapter oneontie foregoing models of
positioning, a Textually Oriented Discourse Anady6fODA) was used. The TODA
technique involved looking at the written word asttto be analysed and as evidence
for meanings to be gleaned there from (Fairclouf#93). While dissecting these
words, one was at the same time looking out focul&ve practices informing the

production and dissemination of that text.

Interpretation and analyses of the foregoing documénvolved breaking down
responses into smaller meaningful chunks so asnterrogate and sift out the
contradictory themes emerging from them and offerm@atives as a researcher. This
technique offered me as a researcher a radicalrtdepdrom other non-discursive,
traditional and empirical forms of procedures (Mosfuantitative) that emphasise

triangulation and controlled verification of data.
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The primary preoccupation of analysisd@icumentswas to expose issues of social
injustices and contradictions, and how to transfameguitable, undemocratic and
oppressive social relations, the forms of whicheweiostly intangible, and could not
be understood and exposed by scientific methods asid¢riangulation and controlled

verification of data.

The final meaning and understanding was arrivedbyatlocating the text and
discursive practices within social structural isste lift out patterns of meaning. |
took turns with the research assistant to haveralenstanding of where to locate a
particular text and/or extract in terms of senl&&ning as charity or service learning
as project and service learning as socio-acadaemicg¢. Together with the assistant,
we discussed and compared our notes at the ehisaxercise to check if there were

any diverse understandings or significant diffeemnisetween our interpretations.

This approach mostly concentrated on sifting oyirapriate extractions emerging
from the discussions with respondents and payisg ilmportance on the quantity of
their responses. For this reason quite a few eidrecwere considered relevant for
purposes of incorporating them as evidence fosstilating contradictions. These

extractions, despite, their perceived constrictatler from a quantitative point of
view, were however considered valuable to be use@atérrogate and position the two
institutions in relation to the three model andgiarsuits of service learning, this being
the charity model, the project model and socio-aodad model as illustrated in

chapter four.
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In view of the foregoing, a discourse analyticaldst like used a relatively small
amount of respondents. The importance of this isvelé from the observation that a
large number of respondents could easily lead ¢oatmalyst being bogged down by
unwieldy masses $of data that could render itaiffito make precise sense (Duncan,

1993, Potter & Wetherell, 1987).

3.5.3 Significance of textually oriented discoursanalysis

This framework is preferably used as the lens @ study as it provides the basic
tenet for an interpretative and analytical disceuiGiroux & McLaren, 1994). It is

also regarded as a valuable framework that theesatssues of power relations in
academic practices and provides an outlet to dmscatory academic practices

(Giroux, 1994).

Furthermore, the framework appears consistent thighcritical discourse analytical
postulations of facilitating the deconstruction ara$caling of social relations in
accord with the demands of an unrestrained, ingdysieciprocal and acceptable
academic practice as it relates to curriculum deweent (Fairclough, Pardoe &
Szerszynsky, 2001). Studies about TODA have digeavéhat many of our social
practices are imbued by ideologies. Individual abeictors and groups alike may
exhibit various forms of ideologies such as exdosi marginalisation and
discrimination in interaction with others. In tlmntext of this understanding,
members of different racial groups, for exampleymaanifest racist or antiracist
ideologies. Class ideologies can affect many aspefcthe interactions between the

rich and the poor; people of different ages carerofexhibit ageist ideologies;
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professional and/or intellectuals who have thgwdsl professional and/or intellectual
ideologies are likely to exhibit such ideologiestlasy interact with those regarded as

not belonging to their social grouping (Billig, I®#an Dijk, 1993, 1997, 1998).

In this regard, it becomes clear that, as soorpemlsactors organise themselves as
members of social groups, they are likely to prambeir ideologies in their actions
and interactions. In this way, group members maycally marginalise, exclude or
problematise the members of other dominated graatpmes in subtle ways. They
may do so by paying less attention to them; byadimhitting them to their intellectual
spaces; by not negating and not accommodating thews and by exhibiting
arrogant, domineering and paternalistic tenderasethey interface with them (Billig,

1979: van Dijk, 1993, 1997, 1998).

Over and above the foregoing, the significance ®OdA approach is derived from

the observation that words and texts are not ne(Mivdbraham, 1994; Fairclough,

1995). Rather, words are 'multifunctional, alwaysiudtaneously representing the
world (ideational function) and enacting sociaktigins and identities (interpersonal
function)' (Fairclough, 1995, p. 25). They engagéh the phenomenon as
representative and descriptive of the academicdwvdrb better understand service
learning, however, it is also necessary to condidersocial relations and identities

that are reproduced in the term itself.
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3.5.4 Collecting data from free attitude interviews

An interesting scientific method that was usechis study to collect data is the Free
Attitude Interview (FAI method). The term ‘Freetifude Interview’ is a translation
of the Dutch termVrije Attitude Gespprektommonly used by Vrolijk, Dijkema and
Timmerman (1980). This technique is said to haweelbped its characteristic form
during an industrial psychology research, the dled¢ddawthorne Research in 1929

in the United States (Meulenberg-Buskens, 1997).

When interviewers used this kind of interviewingheique which, by its nature,
allows respondents the freedom to speak, they vised that the information
obtained tended to become more relevant than wingy tuse a structured
guestionnaire (Meulenberg-Buskens, 1997). Suchpam ¢type of interview provides
the type of information which can be used to sglveblems in a deepened sense,

particularly in educational contexts (MeulenbergsBens, 1997).

3.5.5 Characteristics of free attitude interviews

Meulenberg-Buskeng1997), describes an interview as a verbal techlnidor
obtaining information.The concept of focus group interviews was introduby
social scientists in the late 1930’s as a resultdofibts about the accuracy of
traditional information gathering methods in resbaiKreuger, 1988). Concerns were
raised that, in traditional forms of interviewsfdmmation gathering methods were

likely to generate a scenario where the intervieagssumed dominant position with
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data obtained from such interviews. The free al@tinterviewing technique was thus

suggested and advanced as a significant alternativaditional forms.

The FAI Technique refers to a carefully plannectassion, designed for assembled
groups or individuals who share some form of comafibas in the area under
interrogation. It is likely to reflect the dominanof the preconceived ideas of the

interviewer.

3.5.6 How data was collected through the free attitle interviewing approach

In concretising the assumption that there is ndraéty in the usage of the notion of
service learning in the development academic progrdéor learners at both the
university of the Free State and of the Witwatardrahe researcher pursued the FAI
technique as a primary method of collecting gulitgadata to ascertain perceptions
and positionalities of the two institutions in teymf the centre and margin of service

learning as a measure of charity or social justice.

The FAI technique involved preliminary interview$i@re informal discussions were
held with interviewees (policy officials, servicearmers and community
representatives) to ascertain trends, innovatioisogpinions in the area of issues of
exclusion, hegemony, and marginalisatignas they relate to service learning. The
dialogue was less formal to allow more flexibilignd freedom for both the
interviewer and the interviewee. Interview questidocused on known situations in
which interviewees were actively involved, with tresearcher having explored and

analysed these areas prior the interview.
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The second category, involved carefully plannedcudisions designed to obtain
perceptions from participants around themes thaerged in chapter two. This
included interrogating and critically inquiring etthe problems and limitations,
contradictions and incoherences, injustices anduiies on how they as human
beings, while operating within particular kinds sfructures and hierarchies of
relations with each other, facilitated and regulatg particular kinds of institutions

which are engaged in particular kinds of processelspractices.

3.5.7 Ethical considerations with regard to free ditude interviews

The interviewing process was carried out in a pssime, non-threatening
environment. In carrying out this process, a numbkrkey considerations that
described ethical protections were observed asasume for protecting the rights of
research respondents and other participants. Theigde ofvoluntary participation
was central and was used to guide the carryingobuhis research project. This
principle required that people not be coerced padicipating in research. Closely
related to the notion of voluntary participation svthe requirement oihformed
consent Essentially, this meant that prospective resesspondents were to be fully
informed about the procedures and risks involvedesearch, and had to give their
consent to participate. Ethical standards also ireduthat researchers not put
participants in a situation where they might beisk of harm as a result of their

participation. Harm would be defined as both phgisamd psychological.

There are two standards that were applied in otdldrelp protect the privacy of

research participants. Almost all research guaeahtikee participantsonfidentiality .
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Respondents were thus assured that identifyingrnmdton would not be made
available to anyone who was not directly involvadhe study. The stricter standard
of the principle ofanonymity was also observed. This essentially meant that the
participants were assured that they would remaonwamous throughout the study -
even to the researchers themselves, if they soechakhough, the anonymity
standard was a stronger guarantee of privacy, mespondents chose not to remain
anonymous. Increasingly, researchers have had abvdéh the ethical issue of a

person'sight to service.

3.6  Sampling

The identification and selection (sampling) of m@sgents as primary sources were
strongly influenced by the postulations of progmessand discourse analytical
scholars and researchers. From their point of vieme of the major differences
between discourse analysis (qualitative in natumep other more traditional
(quantitative) methods of research relates todbkatification and size of respondents

(Duncan, 1993, Potter & Wetherell, 1987).

The assumption is, while you will sacrifice deftlyou spread yourself so thinly, and
considering the size of respondents is not nedgstiae issue now, what is important
is the depth of ones hermeneutics (interpretative knowledge).view of the
foregoing, a discourse analytical study like thil use only two sampled universities
and a relativelysmall amount of respondents in the area of external validitge T
importance of this is derived from the observatioat a large number of respondents
could easily lead to the analyst beimggged downby unwieldy masses of data that

could render it difficult make precise critical sen(Duncan, 1993, Potter &
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Wetherell, 1987). Against the foregoing, the gttlien preferred to select onywo
South African higher education institutions (Unsiées of the Witwatersrand and the

University of the Free State).

3.6.1 Justification of selecting the two institutias

The choice of the two institutions was influencedtlbeir history of involvement in
service learning and curriculum repositioning psses. The two institutions, the
University of the Free State and the Universityh#f Witwatersrand, are respectively
located in the cities of Mangaung in the Free Saaig Johannesburg in the Gauteng
province. The University of the Free State waslk#isiaed in 1904. The University of
the Witwatersrand received its full university s&tn 1922 and incorporated the then
Transvaal Technical institute as well as the arcloggcal site of the Sterkfontein
caves. With the process of mergers of higher edwtanstitutions which was
initiated in South Africa in the late 1990s and g@dated in the 2000s, the University
of the Free State, previously known as the Unitersef the Orange Free State,
retained its status and incorporated two formerta&Visampuses (Mangaung and
Welkom) and the former campus of the Universityhaf North, the Qwaqwa campus,
situated in Phuthadithjaba. The University of th#watersrand merged with the then
Johannesburg College of Education, and retainedeiésl office at Johannesburg as

well as its historical name.

These universities carry with them old baggageedhdp perceived to béominantly

white in terms of student intake and staff complementsing the apartheid era, for

example, like other historically white institutigrtbiey were regarded as strongholds
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of Afrikaner and English supremacy respectively. They were seen to embrace
educational values that transmitted the legisladedial, economic and political
imaginations and preferences of apartheid-capmali$n this way, they were
educational sites that promoted the dominant viewmsl hegemonic academic
principles of the time, thus upholding the inteliesd dominance of white people over
other races, especially the black majority (Afrisaoloureds and Indians) of the
country. The latter were relegated to levels ofeiifrity educational offerings,

subservient academic sites and practices of acadearginalisation.

With the advent of democratic changes in the cquiiire two institutions are said to
have repositioned themselves to respond well toessof transformation and
development. Over and above this, the two instihgiare purported to be doing well
in the area of service learning within each progirand are therefore regarded as

appropriate point of reference sites for the pursuservice learning in South Africa.

Respondents from these institutions constitutddahewing categories:

- Office bearers of service learning departmentsnfreach of the two higher
education institution selected for this study;

- Civil society (community) representatives fromganisations that are
purported to have partnered with the selected usitkes, and are located

within the catchment area of the two higher edocaitstitutions.
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Similarly, the choice of the foregoing categoridsr@spondents was based on their
involvement in their capacity as policy developdesturers and partners in the

operationalisation of service learning.

3.7 Conclusion

This chapter facilitated the discussion of the aede design and methodology
pursued. As a point of departure, the study dismissvo contesting research
methodologies in the area of scientific researghec8ically the chapter discussed
guantitative and/or traditional research methodology, and made a distinction
between this positivistic methodology and thelitative methodology. This attempt
was carried out as a measure of extenuating theroppateness of the
operationalisation of the latter in making an imguwn the positionality of the concept

of service learning at higher education institusion

In so doing, the chapter commenced from the prewifiseflecting on the trade-off
and/or dichotomy between a qualitative approach qumantitative approach as a
measure of showing the significance and the jastion of using the former less in
carrying out a study of this nature, and using kager approach as the more
appropriate one for carrying out critically oriethiteresearch of this nature.
Subsequently, the chapter discussed the data toHeprocedures as well as the

method pursued in interpreting and analysing dellacted.
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CHAPTER 4: PRESENTATION, INTERPRETATION, ANALYSIS A ND

DISCUSSION OF DATA

4.1 Introduction

This chapter focuses on the presentation, anafysisdiscussion of findings from
document analyses and interviews. The chapter cormesewith the presentation of
guantitative data collected from Community HighetuEation Service Partnership
(CHESP) pilot project that was commissioned by dbmt Education Trust in 2004

and then proceeds to the presentation of qualktdimndings.

The presentation of statistical data provides aadeo picture of service learning
trends in the country and a comparative analysighef positionality of the two
institutions under study in the practice of senl&arning. The statistical data is then
used to analyse and interpret subsequent quaditatiata. This first level of
comparative statistical representation, it showdbted, is conducted not in order to
show contradictions, as numbers themselves aramplete in being used for such

purposes.

The presentation of quantitative data is followgdthe presentation of the second
level of qualitative findings. Qualitative data meecollected from service learning
documents at the universities of the Free StatetandlVitwatersrand, as well as from
one-on-one interviews conducted with various membafr the service learning

triad. This level of qualitative data presentation imed the interpretation, analysis

and discussion of gualitative findings as a meanestablishing the contradictions
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and positionality of the two selected institutiansthe practice of service learning.
The organising principles of the purpose, natutstifjcation and examples or
instances of the pursuit of service learning by thwe selected institutions are

analysed in line with the themes that were disaigsehapter two of this thesis.

4.2 Presentation of quantitative data

As explained in chapter 3, data was collected tinoa presentation of quantitative
report from the Community Higher Education ServRartnership (CHESP) pilot
project that was commissioned by the Joint Edupnafioust (JET) in 2004. The
guantitative methodology, as explained in earliegctisns, approach was
operationalised so as to present broader statisecaice learning trends and patterns
at the two sampled institutions. This is done witle intention of developing a
statistical picture that will make us understang éixtent and level of involvement of
these institutions in the areas of initiating seevievel programmes, and getting them

accredited.

Although this study is not a comparative purstiishiould, however, be noted that, for
one to get a sense of level of involvement of atituntion in service learning, one has
to do this within the dictates of a comparative lgsia type of approach. For this
reason, presenting a statistical analysis of thell®f involvement of the two

institutions selected for this study helps to camdta counter-balance approach with
regard to the assumptions that will later be madmfa qualitative point of view. In

other words, the usage of this statistical approacimtended to complement the

gualitative assumptions and analyses that willieedrom qualitative methodologies.
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This integrating approach further enables the rekea to lay bare facts and issues
that could be intensively pursued through a quatntg presentation of data so as to

gain deeper and richer insight of the state ofghifMahlomaholo, 1998).

The JET situational analysis report reveals thatehs significant progress in the
level of participation in community service as pised by South African higher
education institutions. Furthermore, the JET siunatl analysis report presents the

following observations:

- most higher education institutions in South Africeve included
community engagement in their mission statements;

- few higher education institutions have developedise learning policies
and explicit policies or strategies to operatig®lihis component of their
mission statement;

- most higher education institutions have a wide eamj community
engagement projects; and

- generally these projects do not show any measurecoshmunity
involvement, as they were found to be initiatedelgoby innovative
academic staff and students, and not as a deli@arstitutional strategy

for community engagement.

As a means of finding ways to address the gapslibigbd by the results of the
survey, JET received a further grant from the Hémdndation to specifically address
the issue of getting communities directly invohirdsuch initiatives. The Community

— Higher Education — Service Partnerships (CHESBjeBt was established to pilot
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community involvement in higher education serviearhing initiatives. The aims of

the pilot project were:

- to support the development of pilot programmes ginad expression to
the community engagement mandate of the White Paper

- to monitor, evaluate and research these programanels;

- to use the data generated through this researcinféom higher
education policy and practice at national, insttual and

programmatic levels.

As a result of the CHESP initiatives, the Higheu&ation Quality Committee has
accreditedl82 service learning programmes, which are purpoxduhe involved
communities in terms of the development thereofeseh programmes were
developed by a number of institutions with an iegtrin service learning,
including the Universities of the Free State and Witwatersrand. The Joint
Education Trust has supported these institutionaiatives over the past four
years. The level of support covers such areas @&s dbnceptualisation,
implementation, monitoring, evaluation and reseavthhese accredited service
learning academic courses. The accredited coursepuaported to be initiated
within the confines of the principles of servicareing, thus linking teaching,
learning and research to local community developgmeiorities. Table 3 shows
institutions with accredited service learning paogmes that have been supported

by JET over a period of four years:
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Table 3 Institution-based service learning courses supporteby JET (from 2001

to 2004)
INSTITUTION YEAR
2001 2002 2003 2004 TOTAL

CuUT X X X 7 7
PENTECH X X X 7 7
RAU X X X 5 5
UCT X X X 6 6
UFS 12 18 4 8 42
UND 5 7 2 1 15
UNITRA 4 7 6 5 22
UNP 12 14 X X 26
UwWcC 2 6 9 7 24
WITS 5 15 6 2 28
TOTAL 40 67 27 48 182

(Source: Lazarus, 2004, http://chesp.org.za/topisay.

KEY:

CUT=Central University of Technology

UND=University of Natal-Durban (currently known #&se University of Kwazulu-Natal)

PENTECH = Peninsula Technikon (currently known asp€ Peninsula University of

Technology)

UNITRA= University of Transkei (currently known\&&lter Sisulu University)

RAU = Rand Afrikaanse University (currently kmoa/the University of Johannesburg)
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UNP = University of Natal (PMB) (currently known #ee University of Kwazulu-Natal)
UCT = University of Cape Town

UWC = University of the Western Cape

UFS = University of the Free State

WITS = University of the Witwatersrand

4.2.1 Discussion of statistical data

The JET report shows that 10 institutions of higlearning in South Africa have
initiated and accredited a total of 182 servicarlg® courses (see Table 3). The
universities of the Free State and the Witwatestzawve submitted a total of 42 and
28 courses respectively for accreditation, outeftotal of 182. The University of the
Free State has the most accredited courses wialdRand Afrikaans University (now
the University of Johannesburg) has the least ditece courses out of the ten listed
institutions. Most of the University of the Freet&aourses were accredited in 2002
(18 courses), with the least number of courseso(#ses) being accredited in 2003.
The number increased slightly to 8 accredited asuns 2004. The University of the
Witwatersrand also managed to accredit the mostsesun 2002 (15 courses), with

the least number of courses being accredited id 2D@ourses).
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Table 4:

Percentage of institutional accreditation

Percentage of institutional accreditation

CUT PENTECH
205 UCT 20
RAU 2%

1%

TOTAL
49%

(Source: Lazarus, 2004, http://chesp.org.za/topisay.

In terms of percentages, the University of the FBtse reflects 12% of accredited
courses, whereas the University of the Witwatedratands at 8%. This
comparison shows the level of involvement of the tiustitutions in service

learning. Table 5 provides a statistical picturestafdent participation in service

learning programmes, per level of study, per ingth.

Table 5: Institutional student participation in accredited courses supported by

JET
INSTITUTION STUDENT LEVEL
1year | 2%year | 3%year | 4"year | Masters | TOTAL
CuUT 25 8 109 10 X 152
PENTECH 175 140 60 61 X 436
RAU X X X 542 X 542
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ucTt X X 120 259 101 480
UFS 864 432 256 449 232 2233
UND 186 128 158 61 23 556
UNITRA 241 144 322 151 X 858
UNP 10 54 319 45 9 437
uwcC X X 51 567 18 636
WITS 76 187 204 93 40 600
TOTAL 1577 1093 1599 2238 423 6 930

(Source: Lazarus, 2004, http://chesp.org.za/toaisay.

Table 5 shows that, between the years 2001 and, 20@dtal of 6930 students
from a total of ten higher education institutioretitipated in accredited service
learning courses. Thaghest numberof students participating in such courses are
from the University of the Free State(2233 enrolments) with the least number
being from the University of Cape Town (152 studemtolments). The University
of the Free State had 864 students enrolled in ,28Bich declined to only 232
students in 2004. The patrticipation rate at theversity of the Witwatersrand
stands at a total @00 enrolments. At this institution, a higher numbésmdents
participated in 2003 (204 students), which decliteanly 40 students in 2004.
Both institutions experienced a decline in the eitd# student participation over

the years 2001 to 2004.

122



The large total for the University of the Free 8tat the area of student participation
reflected in Table 5 could be attributed to a fiaeffort by the institution to bring
into its fold more and more service learning programmesand more and more
student numbersin such service learning programmes. This wouldabeay of
demonstrating the institution’s acquiescence to riees statutory dispensation and
legislative requirements. It is a way @fojecting a positive imagefor an institution
that was historically associated with racial exidliies and selective negativities of
the past; a historically white institution that westablished to advance the political
and economic aspirations of the apartheid systeat #iflicted the education,
political, social and economic arrangements ofdbentry so badly. Such efforts to
increase the numbers of service learning progranandgarticipating students could
also be attributed to desperate efforts to win hlearts and minds of education

officials and other students across racial barriers

4.2.2 Caution in drawing conclusions with regard tcstatistical analysis

It needs to be cautioned that figures alone are ammtugh to lay bare factual
information to support the foregoing inferences, tor provide evidence of
contradictions in terms of the level of participatiand genuine commitment of the
selected institutions in their pursuit of serviearhing. As mentioned earlier, the
issues of positionality, hegemony, counter-hegenamy accruing contradictions that
are at the centre of investigation in this studg #&ro fluid and dynamic to be

measured by statistical means.
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What this means is that the foregoing figures areadequate in finding answers to
guestions posited in this research study. The déigresented in the foregoing tables
cannot confirm that service learning as practideth@ Universities of the Free Sate
and the Witwatersrand does/does not genuinely airtheir rich resources to local
communities’ most pressing social, civic, cultueald ethical problems, to their
children, their youth, their schools, to local teacs and to townships in their

catchment area.

The presentation and discussion of quantitativea,ddtshould be noted, merely
demonstrate some of the assertions in chapter, thageely that figures are unable to
ascertain whether the two universities are stitused on just more and more

compartmentalised programmes, or genuinely on sacaolemic justice.

4.3 Presentation of qualitative data

An investigation of th@urpose of service learning is central in pursuing a moafel

service learning that moves away from the highercational flaws and defects that
were brought about by the hegemonic and domineaxthgational legacies of the
past. The quintessence of thmrpose of service learning is located in how

institutions of higher learnindefine the concept of service learning.

As illustrated in chapter two, service learning Iéstorically been defined from a
variety of perspectives and at times from conttadyc positions. This section
attempts to use textual evidence, both spoken aittemwto dichotomise meaning

construction and illustrate the variodsrms of textual contradictions and
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inconsistencies through the use of Textual Oriemextourse Analysis (TODA). In
order to accomplish this, Fairclough’s (2004) thteeels of analysis were used,
namely textual analysis discursive practice and thesocial structural level of

analysis.

4.3.1 Linguistic (textual) analysis

The linguistic (textual) analysis technique invavesing language analysis by
working on the language of a text at various leveisguistic analysis assists us to
expose the not so obvious socially construatedtradictions, preferences and
exclusions enclosed within words. Such an analysis explofes thoice of
vocabulary, semantic relations between words &yugonyms, hyponyms), denotative
and connotative meaning, collocations (i.e. pagieof co-occurrence) and
metaphorical uses of words (Wetherell, Taylor & &t2001). The essentiality of
language (textual) analysis further enables usteal how words are constructed.
This reveals cases in which particulkergemonicanddomineering perspectives are
expressed delicately and euphemistically, so asake dominant expressions covert
and elusive. Such forms of expression are a wasjedring clear of direct challenges
from any opposing discourse, by retreating into tifigation (Wetherell, Taylor &

Yates, 2001).

The textual analysis approach provides explanat&énts chains of reasoning which
can be deconstructed and made explicit, to denaimstnow the purpose and
definition of service learning differs from one iyntto another. This enables a

researcher to expose the hidden mechanisms of lmeyeand dominance in the
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pursuit of service learning. The value of such aposé is that ideological and
hegemonic features of tipurpose and definition of service learning are exposed to
show the genuineness (or otherwise) of institutiohdiigher learning in aligning
themselves with the pursuit of the socio-acadenmpavering model of service
learning. This approach reminds us that texts h@vandeterminate and slippery

relationship with the realities they depict.

To unravel the essence of the purpose and condisptian of service learning by the
selected institutions, three universal definitidasvhich this study subscribes, were
used. In so doing, an attempt was made to cartly tbe textual analysis, as well as to
interrogate the ideological underpinning of the ttekat were analysed. The
definitions below are preferred and subscribed wtrabse of theircounter-

hegemonic anti-domineering, andprogressivelogic.

Bringle and Hatcher (1996) define service learrdaag

...a credit-bearing educational experience in whit¢hdents participate in an organised
service activity thameets identified community needs and reflect on the service activity in
such a way as to gain further understanding of sewontent, a broader appreciation of the
discipline, and arenhanced sense of civic responsibility. Unlike extracurricular voluntary

service, service learning is a course-based semiqeerience that produces the best outcomes

when meaningful service activities are related tmrse material(Bringle & Hatcher,

1996, p.2).

The South African Joint Education Trust (JET) de$irservice learning along the

following lines:

...a thoughtfully organised and reflective serviceeoted pedagogy that focuses on the

development priorities of communities through theeraction between and application of
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knowledge, skills and experience in partnershipveen community, academics, students and
service providers within the community for the Wieroé all participants. Reciprocity, mutual

enrichment and integration with scholarly activiti@re central characteristics in service

learning (Joint Education Trust, 2000).

The National and Community Service Trust Act defirevice learning as:

...a method under which students learn and developutiir thoughtfully organised service
that: is conducted in andneets the needs of a community and is coordinated with an
institution of higher education, and with the conmityy helpsfoster civic responsibility; is
integrated into and enhances the academic curritubf the students enrolled, and includes

structured time for students to reflect on the menexperience’ American Association for

Higher Education (AAHE)(adapted from the National and Community Service

Trust Act of 1993).

The foregoing definitions are useful in showingtthvards in a text are ideologically
contested. Words can for instance advanbegemonicanddomineering function,

or an opposingounter-hegemonicand anti-domineering purpose. Keycounter-
hegemonicand anti-domineering concepts that accrue from these definitions and

that outline thgorogressive purposeof service learning are:

- meet identified community needs

- focuses on the development priorities of comnamit
- reciprocity and mutual enrichment

- meets the needs of a community

- foster civic responsibility

- enhanced sense of civic responsibility.
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These counter-hegemonic purpose-oriented wordstel¢hat service learning should
be coordinated between institutions of higher etlooa or community service
programmes, and the community. From this level efinition and purpose, service
learning is seen as a practice that helps to fastar responsibility and engagement,
meets the needs of a community, is integrated amd enhances the academic
curriculum of the students, or the education corepts of the community service

programme in which the participants are enrolled.

Findings from an interrogation of written documefntsn the selected institutions are
presented in this sub-section, as a means of findut whether thelefinition and
purpose of service learning as pursued by these institstadvances laegemonicor
counter-hegemonicagenda. A critical examination of a seemingly tumus textual
definition and purpose of what constitute serviearhing is carried out. The
University of the Free Sate prefers to use the ephoof service learning

interchangeably with that of community service théag and thus defines it as:

...denoting the mutual obtaining of competencies wWkedge, skills and
dispositions/attitudes) by all members of the comitpuservice partnership ( UFS
lecturers, students, members of communities arndcgesectors) in teaching/learning
and research programmes aimed at a better undedstgn handling and solving
community needs and challenges by means of awailekpertise, resources and
infrastructure. Viewed in the light of the immediateio-economic context within which

the UFS functions, a predominantly developmentrdei®@ approach to community

service will enhance the relevance and value ofreonity service programmedA

policy for community service at the University dfet Free Sate, 2002,

p.3).
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The above definition positions the particular ingion on the path of an innocuous
and convincingly faithful and devoted pursuit andvancement of a counter-
hegemonic form of service learning. It is the kofddefinition and sense of purpose
that ostensibly repositions the institution frons ilefective legacy to aewly

titivated institution with a purposeful sense of social empowerment aod c

existentialism.

Furthermore, it is a definition that, on the fadetouses carefully constructed text to
portray a socially committed institution that isachcterised by a visible and increased
guest to ensure patrticipation by all sectors ofetprby greater institutional response
to transformational and developmental imperatives$he country; by a new set of

collaborative relations and partnerships betwesgifiand the broader society; and by
greater institutional responsiveness to the ma@tjal and economic demands of a

developing South Africa.

Despite these seemingly innocent and innocuousoprements and claims about a
progressive and counter-hegemonic pursuit of serl@arning, the question remains
regarding thenature, essenceand choice of words (text) used in the definition of
service learning by this institution. To unraveetessence of the kind of service
learning that the institution purports to embrate, researcher cross-examined and
exposed selected words used in the definition ofiee learning. Expressions in the
text that immediately catch attention as beilivguistically contested are the

following:
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- a betterunderstanding, handling and solving of communitgdseand
challenges;
- by means of available expertise, resources afrdstructure;

- development-oriented approach to community service.

The first textual expression selectively and wartises two nouns, ‘understanding’
and ‘handling’ and transitive verb ‘solving’. Thveord ‘understanding’ is used to
clandestinely convey aympathetic positioning andskewed relationship between
the institution and communities. The concept ‘ustinding’ and/or its related
adjective, ‘sympathetic’, implies that the institut has goerceived powerover the
community and that it intends to ‘handle’ and ‘slts needs and challenges. The
word ‘handling’ resonates with the idea toéatment and represents some form of

benevolence that is directed to the community edne

4.3.2 Contradictions in terms of the discourse offarity

The word ‘handling’ and its related concept ‘treatti are associated with the
concept ofcharity. Charity, as explained in chapter two, is defiagch voluntary act

of giving to those in need, some kind of alms gijyia demonstration of benevolence,
tolerance or kindness to those who are in neetthisrcontext, the institution positions
itself as a charity institution that shows tolemnn judging others, and gives

voluntarily to others as a measure of kindnessari¥nevolence.

The relationship between ‘handling’ and ‘toleraneéth charity finds expressive

value in the hegemony-enmeshed charitable purposeraeice learning. In this case,
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the power of the higher education institution isitat maximum: the university-
community engagement accords very little recognitthe contribution of the local
community, and very little value in recognising aoonities as important partners.
As suggested in chapter two, higher educationtutgins operating within this mode
tend to understand and relate to local communiteas a technicist point of view. A
big gap between the knowledgeable higher educatstitution and the fallen (poor,
ignorant, needy and less fortunate) community sXiglorton 1995, 1997Morton &

Saltmarsh1997; Keene & Colligan, 2004; Mahlomaholo & Matobak005).

The thrust of this understanding and selective eis#gthe foregoing words is that
service learning in this particular institution, a®s suggested in chapter two, is
practised undesituated terms with regard to the relationship betweenitisétution
and the communities. Words likenderstanding, handling and solving, are
antitheses ofeciprocity andmutual enrichment, central principles in a progressive
and unadulterated concept of service learning. Uge of these words reveals that,
despite the pronouncements by the particular urigiit about a well-intended concept
of service learning, service learning is still heddminally captive by the institutional

legacies of unstated domination, supremacy andrhegie discourses.

4.3.3 The discursive practice

The discursive level of analysis is embarked upprasto expose conflicting genres

and discourses that are drawn upon in a text, artdermore to illustrate how they

are worked together through text. Underlying tleigel of analysis is the inference

that text muddles up diverse genres and discoufsesquintessence of this inference
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is that a text can embody laegemonic or a counter-hegemonic discourse, a
dominant or subaltern preference, a central or maliged positioning. In this way
we can talk of a text in terms of power relationstlee situatedness of different

entities.

A text that immediately catches attention in teohthe envisaged discursive exercise
which reveals how meaning is constructed and utatzts is traceable from the
minutes of the second meeting of the Central Conityn@ervice Committee (CCSC)

of one of the institutions selected for this study:

....the school of Medicine (Health Sciences) repibva$ the new curriculum entails students
not only working “in” communities, but also “withtommunities. New projects are created
almost every day and students’ enthusiasm knowbowomds. The benefits of community-
based learning are undeniable; for students, thmmuoinity and the servicgector (CCSC

Minutes 13/2003/03)

Once more, despite these seemingly progressive andnter-hegemonic
pronouncements and claims about students not wgptkinthe community but ‘with’
the community, some extreme ideological contestatare implied. The structure of
the text portrays a progressive picture for thentibns of the School of Medicine in
its pursuit of service learning, but the actuakfice of service learning by students of
the same school cancels out this positionality irkerview with one of the members

of the triad substantiates this differing discourse

FS-R3 Courses are done alone. We are not invitede Students don’t feel secure.

RR Why do you think they feel insecure?

FS-R3 Maybe gangsterism...maybe the township itsedfe.re many things.
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RR In your opinion...do you think they were well pregafor the realities of

communities?

FS-R3 No...it's like they were not prepared well émattions.
RR Any reason why you say so?
FS-R3 When they are not doing anything ...they doterant socially...but prefer to sit

inside the office of the sister in charge.

RR Do you believe that a person who is afraid of ywea can empower you?

FS-RR No...I don't think so.

RR Please explain why do you say so...

FS-R3 | think they only come to get more marks aisd paams...because we were told that

they get marks for coming there. You can see tiggt &re always nervous when they

are here and become happy when they are about bagoto the university.

In line with the discourse analytical approach, ibsearcher interrogated (interpreted
and analysed) the above textual findings repredeyethe two contesting concepts
and sifted out contradictory issues emerging frbm differing voice of respondent
FS-R3. The intention was to illustrate the paradoxicalumatof two oppositional

discourses within the service learning triad.

A key counter-hegemonic and anti-domineering concept that accrues from the
minutes and that outlines tpeogressive purposeof service learning is:

- ‘with’ communities.

However, keyhegemonicand domineering concepts that accrue from the dialogue

with the respondent and that retain the defectigady of service learning are:

- some students don’t feel secure;

- they don'’t interact socially;
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- they only come to get marks;

- they are always nervous when they are here.

The first category was found to serve as a coumtgemonic discourse that is
intended to serve as a representative voice otémemunity. The second category
was found to represent a hegemonic discourse whmiesents the actual voice of the
institution that has recently surfaced from nedtdis of the past and thus wants to

portray itself as a genuinely committed pursuardestice learning.

4.3.3.1 Contradictions in terms of the discourse gdositionality

As stated in chapter one, this study is about thture and/or positionality of
relationships, in particular, between universit@gl communities in their catchment
areas. Against this background, the interrogatibmwm contesting discourses was
investigated with the understanding of unearthimg genuineness (or otherwise) of
the claims and postulations made by one of theatutisihs under study, in terms of
making commitments and enhancing the benefits anttibutions on the part of the

community.

Accruing from the minutes, it became clear that #eevice learning committee
disguises its hegemonic nature by using concepis #re associated with a
progressive and counter-hegemonic notion of serdeiaming. A concept like ‘with’

the community is cunningly used in the report & 8chool of Medicine to disguise
the lack of genuineness of the institution in temhghe discourse underpinning its

pursuit of service learning. The differing perspextfrom respondent FS-R3 enables
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us to uncover the lack of genuineness by the wislit in terms of a progressive
notion of service learning. As Freebody (2003) obsg text embodies a number of
purposeful choices about how reality is displayedd athese choices have

consequences for what it is that a text can afalt reality.

The reality portrayed by the minutes under inteatam appears to be consistent with
the counter-hegemonic discourse of service learniihg institution, in terms of its
use of the concept of ‘with’ the community, poraiself as an institution that
wishes to become one with the less fortunate contieanto operate on the same
wavelength with them, be emphatic to their exp@esnand genuinely look forward

to bettering the lives of communities.

An extract from a service learning policy documehthe same institution provides

added evidence of this cunningly portrayed senggenfiine commitment:

Community service learning in the UFS is regarded social accountability and

responsiveness to the development needs of sbgiehgans of the key functions of teaching

and research in close cooperation with national adondal communities(UFS Higher

Education Narrative Report, 2003, p.4).

Another respondent from this particular instituticeported the following about the

positionality of the institution in terms of its yawit of service learning:

FS-R2 In our current policy, reciprocity is stated on ebfive four (4)...where we are
linking partnerships as a means to exhaust the tdepths and meaning of
community service or community service learningSU-very serious about this. We
are serious in the sense that, when we do ( notb)d.in a partnership...we are
not there for the sake of doing it or getting infiation from the members of the
community...then disappear...but we are there becalnss ia reciprocal value...be
it in learning, teaching or research. And...therefare have identified...uhmm...up
to now five (5) flagships to service learning.
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4.3.3.2 Contradictions in terms of the use of theiscourse of community service

Despite the seemingly good pronouncements and <€laiin the particular
institution about a civic engagement and responsmglel of service learning,
some inherent incongruities in terms of the useavicepts, especially in terms of
the meaning of service learning, appear to chaiaetéhe institution. There seems
to be aslippery relationship betweenthe text in policy documents and reality.
The institutional good intention about a commendahbdel of service learning is
invalidated and compromised by the consistent us¢he term ‘community
service’. Although community service implies comntynnvolvement, it differs
significantly from the concept of service learnitigneeds to be pointed out that
although there are many types of community involeetinterventions, some vital
distinctions exist between service learning andeotforms of community

intervention.

Service learning is much more than well-meaning th@emmunity service
Service learning engages learners with the phenomender study, rather than
just limiting their learning experiences to serwmaai exposure to social issues and
problems. Community service differs from servicarteéng in that it emphasises
community service activities that are non-curricalbased and does not engage
learners in pedagogically grappling with the pheaoon under study.
Furthermore, community service has the potentialaséuming voluntary and

charity points of reference.
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The foregoing incongruities between the conceptsseifvice learning and
community service are embossed further by a regparfdom the same institution

who stated:

FS-R1.: Community service learning to us is not a pieceefare...it is neither voluntarism
(pause) because voluntarism has in it the notiohdaf it when | like to do it....1 do it
because it gives me satisfaction (pause). Volumtaris not community service
learning. Furthermore, it then brings to the fore ex the service learning as a
pedagogy can be charity (pause)...l don't think secahbse it clashes. Community
service on its own can be charity. Community segfvicot community service
learning can be charity.

A visible paradox emerges between what is espoustims of policy directives
and what is verbally echoed by a representativeevof the institution. The policy
says one thing whilst the policy developer saystlarothing. One senses that
there is some measure of ingenuity on the parthefibstitution in terms of
pursuing the desired and preferred model of cotlapee and reciprocal service
learning. This ingenuity could have undesirableliogpions for the four steps or
elements characterising service learning, which Breparation, Actioning,

Reflection and Evaluation (PARE).

4.3.4 The social structural level

This level of analysis is pursued so as to reftecthe social structural contradictions
hidden in the findings of this research and alsilustrate how these differentiations
are worked together through text. The root of thesetradictions is traceable from
the apartheid education legacy that was portrayethapter two. The social structural
level uses findings of this research study to pnehether the selected institutions are

simply ‘jumping on the bandwagon’ of service leamias a measure of complying
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with issues of policy, with little or no intentia@f contributing to issues of community

empowerment.

A textual expression from a respondent from onthefselected institutions provides
us with a point of departure to sift out contradigtsocial practices on the level of
social structural analysis:

FS-R1.: At the present moment...if | got an issue about serldarning | refer it to a
management meeting. We have put in place differemagement structures and
different forums on campus, which bring in smalleigger...bigger groupings of
different levels of influence. | don't call comntigs to such meetings because issues
of academic concern will bore them. They don’t hamg stake in this. But we are
considering having broader meetings to get the iopimf...of members of whatever
community, be it service learning sector or whoevend we have made

arrangements to this effect. We are constantlyngskiare we doing the right thing?
Are we doing the right thing? Are we doing the ritftibg?

A quick response to the question put forward by tegponded FS-R1 is a big
NO...the institution does not seem to be doing whiaas purported to do on paper. It
certainly does not translate to ‘doing the rightghif the institution says one thing in
its policy and acts differently in practice. It tanly does not amount to ‘doing the
right thing’ when the institution enunciates reoigal and socio-academic forms of
service learning on paper, but carries out an sk@uand marginalising model of
service learning in practice. A notable contradigtdiscourse and/or conceptual
tension is embedded in the words of a respondem the service agency that is
purported to be a partner in the implementatioseice learning by the institution

under study:

FS-R3 Courses are done alone. We are not invited. Somaeists don’t feel secure.
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From the words of respondent FS-R3, it appearsthigainstitution under study tends
to understand and relate to both service agencidsl@al communities from a
technicist point of view. A gap appears to existween the knowledgeable higher
education institution and the fallen (poor, igndraneedy, less fortunate, etc)
community and service agency (MortalQ95, 1997;Morton & Saltmarsh,1997;

Keene & Colligan, 2004; Mahlomaholo & Matobako, 3P0

The mere fact that respondent FS-R1 suggests dmaianities are not invited to
participate on issues that are perceived to beusxd, could imply that very little
value is attached to recognising communities asorapt partners toward the

advancement of the cause of service learning.

The contradictory echoes from respondent FS-R3careborated by another key

respondent from the same institution who suggetbieid

FS-R4 In our experience at the university, it has becaear that our partnerships with

service providers have not yet been fully explaneexploited.

It could be added that the gap which exists betwservice partners and the
community is related to unbalanced and prejudidedtities within shifting networks
of relationships, which regard those operating witlniversities as the sole experts

and knowledgeable people who can ‘fix’ social pevis.

Another expression from a key respondent furtherobmrates the observation that

the commitment of service learning has until nowrben paper only, and is yet to be

realised in practice. This positionality has resaltin service learning benefits
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becoming skewed towards the institutions underystiithe following enunciations

from respondent W-R1 typify this observation:

W-R1 At the end of the course...students have to writeparten how they benefited on the site.
That's where we are talking exactly about what jgarnt....where you integrate the value of
service learning to the students. What did theynldeom the community...because we...we
are not yet doing it at Wits in the sense of whigt the community benefit....but in my
previous employer we said...ok...we used to have thengaity come and we used to have
the students come....sit together and we used to faowdty come...and then to say
...0K...now you tell us from the community now ....yowknwhat did you benefit and was it
worthwhile? Will you use this type of a project nggar? Even when you use it...what you
want changed? What you want kept in place? Thentgik to the students to say...as the
students what did you not like so that next yestigtients don’t have the same problem? Then
you talk to the faculty staff members...where wetg pooblems and things like that? That is
where you evaluate your module and you come up avitketter solution for the following
year. But at Wits we haven’'t been doing that yehm.u.we still are looking forward to that
kind of approach.

The preceding articulations from respondent W-Rheas a result of a question to
find out whether communities are visibly involved eeflected in the strategic
documents, and whether they are sensitised abeukitid of benefits they might

enjoy for their participation in service-relatedtigities. The response, however,
indicates that there are inconsistencies relatinthé operationalisation of the noble
concepts of reciprocity and participatory princgptaat are central to the positionality
of service learning as a socio-academic pursuitca@smitted to in the policy

document.

The response shows a proper understanding of howceelearning should be
operationalised, as well as possession of apptegn@ckground and experience. The
assertions from the respondent indicate a leveinoferstating about the crucial role
that communities should be playing in terms of gbnting an element of excellence
in the execution of service learning. The assestibwwever, have not been translated

into practice at the institutions under study.
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4.3.4.1 Contradictions in terms of the expert-orieted discourse

Contradictions in terms of the expert-oriented olisse in the sense of service
learning as practised by the two institutions urgtady are postulated by Keene and

Colligan (cited in Mahlomaholo and Matobako, 20@@)o argue that:

A university by its very nature operates in an efeggposition, materially, knowledge and
know-how, wise, etc and thus to assume otherwize isipossibility or at worst a pretense, a
fake and a kind of dishonesty. Because the Uniyestiff and its students now constitute a
different class, possessors of material wealthpswpe and immersion in ‘higher’ forms of

knowledge, going down to the community and pretentb be on the same wavelength and

socio-economic status is a {pahlomaholo & Matobako, 2005, p.8).

As discussed in chapter two institutions of higlearning that operate in elevated
positions because of their knowledge and know-hemd tto fake honesty. Instead,
they carry themselves as expert institutions thatless connected to communities.
The notion of an expert purpose of service learhiag the tendency to be submerged
with negativities and pretenses in the area of tcooting an acceptable, respectful
and equitable socio-academic relationship betwegheh education institutions and

communities.

It is a kind of positioning and understanding tbahceptualise service learning as a
pursuit of either a project or at worst a charitg/r welfare academic quest. There
are grave consequences of pursuing such an expdrédeled model of service
learning in terms of the impact that it can havetba part of service learning

students.
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The voice of respondent FS-R3 echoes this obsernvairther:

FS-R3 One white student resigned because of being caefildoy a number of black faces.
So they paired them with blacks.

RR So you are saying that some white students doeltsafe and comfortable at the

clinic?

FS-R3 Yes...I think it has to do with culture. The studaight not be used to be in a place
where there are many blacks. During lunch we ee#irthem not to go to the shops

alone...you could see that they are not feeling safe.

The foregoing responses suggest that preparatitimsalevel of skewed positioning
(the expert pursuit of service learning) centresrmasures to protect the interests of
university staff and students, without due regamdidcal communities. It suggests a
kind of tinkering with the lives of people withirhé catchment area of higher
education institutions, without effecting improvamén the quality of their lives. In
this context the preparatory and/or planning preadsallocating slots for community
‘visits’ eventually translates to the shortest [jalssperiods of time being spent in the

communities because of cautioning in terms of gadatl security.

These findings present evidence of iambalance of power relations between the
historically hegemonic higher education institutions and tlkessempowered local
communities and service providers who are supptsdthve an equitable stake in

higher education. Another respondent corroboriies t

RR Other than the discussions what other roles doplay?

FS-R3 Courses are done alone.
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The exclusion of communities from service learnptgnning and operationalisation
processes by the two institutions bears testimanyhé fact that they are not yet
addressing issues about the disadvantaged andmhbgesred from the voice of the
disadvantaged. The two institutions are still yetrate and position themselves in
relation to the social, political, historical andoaomical conditions of their milieu.
This rating and positioning could only be effectédt ultimately translates to a

measure of ‘committing class suicide’ on their part

This ‘paper and heart’ commitment on the part afitations causes them to focus on
the symptoms of problems in their local communities, insteadcofically reflecting

on the bigger picture, this being the socio-ecomontiseases that caused those
symptoms. The institutions will only be able to gebigger picture of the nature of
problems when the local community has been enggmedijded with space within
the domain of the institution, not only on papey,as to enable them to share the

essence of the bigger picture with the university.

As further accentuated in chapter two, positiogalit the context of this study, was
said to refer to situationality or the practiceptdcing something in a context or set of
situations and showing its connections. The pasitity professes to investigate the
relational process between higher education ingtita and communities and,
furthermore, putting into perspective the conttiaty and incongruous levels of
such localisation and identification with regarddaims and attributions made by
higher education institutions regarding their gositin relation to surrounding

communities in the context of service learning.
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Positionality tends to situate/locate higher edocaplayers within the dictates of
their ideological preferences and orientationsstfendering them biased in terms of
their epistemologies in their interactions with exttsocial players. Simply put, who
you are and the kind of ideological preferences idedlogical inclinations one has,
tend to influence what one knows, understands a&mndepres of others in the social

domain (Cook, 2005).

4.3.4.2 Contradictions in terms of the discourse gdositionality

As highlighted in chapter two, the thrust of pasiality is that higher education
practices aresituated in terms of their relationship with local commues, and
teaching, research and service activities areethout bypositioned actors working
in/between all kinds oflocations and relationships (Clifford & Marcus, 1986;

Hartsock, 1987; Harraway, 1988; Angus, Cook & Eva@91).

The positionality discourse compels the world adidemia to rate and position itself
on issues of class, ethnicity, race, gender andiadi®x and to further rate and

position itself in relation to social, politicaljstorical and economical conditions of

its milieu. This kind of rating and positioning rucial to understanding the

subjectivity and/or objectivity of academics, leans) researchers and policy makers
at higher education institutions. It assists us uederstand their biases and
assumptions in their interactions with local comitias. It provides us with the lens

of unraveling how higher education institutions ersfand, define anetlate to their

catchment areas. It probes whether the catchmeatiarunderstood and defined in
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terms of fixed identities or in terms of their ldica within shifting networks of
relationships, which can be analysed and change@xmerts from the world of
academia (St. Louis, 2002). In addition, it argtiest service learning as a strategy
should be seen as a tool to combat oppressionxahgsen. Service learning should
work to empower all people, students and commundied not only those who can

‘understand’ academic jargon (Takacs, 2002).

It is also important to note that understanding ¢bacept of positionality has the
effect of enabling us to relate well to issuesedfiprocity (issues of power relations),
intimacy, and locus of control, but in a kind ofa@used approach so as to facilitate
the understanding of core pillars of service leagninamely; preparation, action,
reflection and evaluation as they manifest theneselor are operationalised at the

various levels of complexity (Mahlomaholo & MatoleaR005).

An expression from a respondent emphasises theaclictory nature of positionality:

W-R2 It depends on how you define charity....charity isdto good...for free...service
learning as a pedagogy must be continuous. Thezefgour question of a general
continuous level makes sense only if you thenitlittk(uhmm)...academic program.
There you have sustainability...(not audible)...lI'lstdiguish again also between
program and project.

The essence of the foregoing words could transtatbe reality that the institution

under study hides the fact that service learninglccbe a means to smoothen the
socio-economic stumbling blocks and brutalitiestefcatchment area. As a member
of the dominant entity, the respondent might bexdiihng the concept of charity so as

to get rid of the privileged guilt on the part dfet institution, by demonstrating
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benevolence and generosity to the subaltern thrabhghr programme of service

learning.

Another respondent from a partnership arrangemeéhtame of the institutions under

study corroborates this:

FS-R3 University sends students to us and they are takes by a tutor who is a sister by

profession. Our role is just mentoring. For thesfitime...when they come in ba tla
ba orienteita. (lecturers from the University acqmanying students orientate them

during the first day) ...then they hand them ovehéotutor.

RR In your opinion who benefits?

FS-R3 The benefit is mutual in the sense that at timesetare instances where
the sister, students and lecturers discussirguhe discussion its where
now o tlo tla bona hore ke leka mona le maneq during this discussions
that one is able to see that one is trying here thiede).

Despite their good intentions and theorisation alsewice learning, higher education
institutions operating within this mode believetttize benefit is mutual, but what is
ignored is the sustainability of such benefitghd benefit it is non-sustainable then it
is non-empowering. Simply put, empowerment canmotlivorced from sustenance.
For empowerment to be sustainable communities dhmeikystematically involved in

the various stages of practising service learniighin the project purpose of service
learning, wherever this happens, it is carriedavuanad-hoc basis (Mahlomaholo &

Matobako, 2005).
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To corroborate the sustainability or non-sustailitgbessence of service learning,
another respondent from one of the institutionsenrstudy stated the following about

the project purpose of service learning:

RR And what's your view on service learning as a prifjec

FS-R2 In answering that, I'll distinguish again betweerogram or project. | don't think
service learning can be a project...because a prdjasta timeline.

RR Yes....

FS-R2 It starts on a specific date and ends on a spedifite. A program is a continuous
thing (pause). So if we are serious about enrictdngdemia....be it on the level of
research, be it on the level of teaching, and bentthe level of integration of
teaching and service (pause)...surely it must havennuh.uhmm...basis of
continuity built in. So...there’s also a variablesgfrvice learning as an...as a mode
of pedagogy.

Although respondent FS-R2 rightfully observes thairoject-based model of service
learning has no sustenance and that a only progeabased model has an element of
sustainability, this positionality comes in at adhetical level only. In practice, as

accentuated by respondent FS-R3 the theoreticalaieps of a programme-based
model by respondent FS-R2 are not realised andiorirp practice by the both

institution under scrutiny. On the contrary, as pecentuations from respondents
from both institutions, the practice of servicerteag has taken a project-based

service learning.

4.3.4.3 Contradictions in terms of the discourse gdositionality in relation to

margin and centre descriptors

As conveyed in chapter two, power practices betwagher education institutions
and local communities have resulted into margin eextre positioning. Precisely

because of this positioning, it has become a tenden refer to people as belonging
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to thecentre or themargins. Researchers, policy developers, lecturers ardests
have also positioned themselves in terms of prefergpistemologies and have
positioned ‘others’ in the area of making academguiries and assumptions about
the nature their relationships with others and therld. The margin-centre
dichotomy as evidenced in the world of academia is thus asenuseful construct to

discern the disproportionality of the locus of pouesocio-academicelationships.

The margin-centre dichotomy enables an interesting level of analysis in trectice
of service learning. It implies that some kind oblblity from one position to the
other, in terms of the relationship between higeducation institutions and local
communities, is possible. In the essence of a pesjre concept of service learning,
this means that those who perceive themselves tonbi#he margin must begin to
perceive of themselves as being in a position fefriority and they should then strive
for some place and acceptance in the centre, wisichositioned as a locus of

superiority.

The genuineness of pronouncements about highemtdnengagements in service
learning can be critically investigated by askingstions as to whether engagements
with communities and service partners are carrigdrorelation to a centre vs margin
type of engagement, with the purpose of benefitirgcentre to the disadvantage of

the margin.

One of the selected institutions in this study titued a central community service

committee in 2003. The committee was established asans of considering the

strategic directions of service learning, as weleasuring community representation
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on issues related to service learning. To dateevedenced by minutes from the
sittings of this committee, no community represeatahas been accomplished and
worse, there is little talk about ensuring thathsuepresentation is realised. The
following analysis of attendance bears testimonyhis observation that, over the
years, communities have been marginalised on msattérservice learning and

strategic planning.

Table 6: Summary of university-community represenation at strategic meetings

YEAR UNIVERSITY REP. COMMUNITY REP.
2003 7 Faculty and 2 CS: directorate None
2004 7 Faculty and 2 CS: directorate None
2005 7 Faculty and 2 CS: directorate None
2006 7 Faculty and 2 CS: directorate None

Key: CS= Community Service
REP.= Representative

The above table provides a year to year analysstehdance at meetings, from 2003
when service learning was conceived at the ingityto 2006. It serves as a means
of finding out whether the institution has well mew intentions in the area of
positioning itself as a partner with local commigstin the pursuit of service
learning, by probing whether service learning oscwithin the centre-oriented
position or within the margin-inclined position. dppears that the university under

study has placed itself in the centre, in termthefcentre-margin dichotomy.

Yet again, despite the seemingly good policy promements and claims by the
institution under study about a cooperative, rempl and community-academic

partnership oriented model of service learning, esanherent incongruities are
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traceable fromarticulations from respondents. The institutional good intention
about a socio-academic justice model of servicenieg is invalidated and
annulled by contradictory stories and reverberatidnom documents and

respondents from the two institutions under study.

The only time that the institutions could be alolgét a bigger picture of the nature of
problems is when the local community is in practipeovided space within the
domain of the institution, not only on paper, sdasnable them to share the essence
of the bigger picture with the institution. The foie painted by findings is that the
two institutions are still yet to carry out serviearning in a sense of being pafthe
community (academic-social justice). In the ladense, service learning, therefore,
translates to an academic strategy that collab@igtiengages communities in the
identification and definition of needs with the pase of creating anutual
benefiting engagement at the output level of the servicetiggcthus positioning
service learning as a strategy towards social fibamgtion, social empowerment,

social usefulness and meaningfulness.

Against this background, particularly in terms oblipy undertakings, and in
cognizance of the themes previously outlined, bittitutions are seen to be
bordering somewhere between charity level and prog purpose of service

learning, in terms of its operationalisation of communigngce learning.

Why a charity mode

- Although the contributions of communities are knoas expressed by

respondent W-R1 they are, on the other hand, aedomdsignificant
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recognition in terms of participating in serviceardeing planning
processes;

- From the point of view raised above, local commenitare, therefore,
understood and related to from a technicist pointi@wv, thus creating a
big gap between the knowledgeable wuniversity ane thess
knowledgeable community’;

- The knowledgeable and less knowledgeable dichotpampherises the
local community and locates the two institutionshat centre of power;

- In their preparation and reflection activities sots from the two
institutions position themselves in capacities gperts who go to the
community carrying bagfuls of solutions to alleeigbroblems in the
community;

- Service learning students from both institutione axploring personal

and individual benefits as opposed to larger sdmakfits.

Why a project mode

- The two institutions might have risen above theuatdry act of giving
and executing benevolent acts of kindness to contrmsn but
overlooking their exclusive participation in sewidearning planning
processes creates a gap for the university to kéigued in the socio-
academic mode;

- The two institutions envision service learning withhonest and
progressive intentions of relating with local commtieés on paper and

not in practice;
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- Both institutions intend to devote their resourteshe needs of local
communities, but this is only reflected in strategnd policy documents

with a negligent operationalisation of what appesrpaper taking place.

4.4 Conclusion

This chapter presented the findings from documealyais and interviews. The study
moved from the premise of presenting quantitatiséaccollected from Community
Higher Education Service Partnership reports. Tlentjtative approach was pursued
as a measure of providing a broader picture oniceigarning trends in the country
as well as providing a comparative analysis ofditigatedness of the two institutions
under study. This level of comparative analysis aradistical representation of data
was not pursued to show contradictions as numberagelves are unable to be used

for such purposes.

The collection of these quantitative data was fedd by the discussion of the same
data in preparation for the second level of quial¢adata presentation. Subsequently,
a presentation of qualitative findings was colld¢ctesing service learning documents
and respondents from the institutions under stddhe qualitative data presentation
was followed by interpretation, analysis and discws of the same data, as a measure
of sifting out emerging contradictions from thedsdbocuments and interviews, with
an intention of further establishing the positiatyabf the selected institutions in
relation to the themes that were established iptelngwo of the study. In line with
the findings, the two institutions borders somewhieetween a charity and a project

purpose of service learning and the study has fautdhat they still have to do more
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in terms of repositioning themselves within theeleof service learning as a socio-

academic justice.
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CHAPTER 5: SUMMARY, CONCLUSION, CRITIQUE,

RECOMMENDATIONS AND SUGGESTIONS FOR FUTURE RESEARCH

51 Introduction

This chapter provides a summary of all the chapretisis thesis and an overview of
the major emphases and highlights of the findirnigsso doing, the chapter sums up
the aims of the study, research procedures anthfiedhat emerged. This exercise is
followed by a critique of the limitations that erged during the progression of the
study. Thereafter suggestions and recommendatoorigtiire relevant research are

presented.

5.2 Recapping the aims of the study

As pointed out in chapter one, this study is aiaaitscientific enquiry on the
positionality of the concept and practice of seaigarning at selected South African
higher education institutions, in particular theidmsities of the Free State and of the
Witwatersrand. The study attempted to elucidate pheadoxical nature of the
euphoria and practices undergirding the concepeofice learning. In doing so, the
study critically reflects orinconsistenciescontradictions and challengesfaced by
the two selected higher education institutionsirtpractice of service learning as an

academic activity.
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5.3

Recapping the objectives of the study

As further itemised in chapter one, the study weargd towards addressing the

following specific objectives:

To conduct a situational analysis of service reay and curriculum
development practices in the context of transfogmimgher education
practice;

To critically analyse (redefine?) the power nelas characterising academic
practices at selected South African higher edugaitistitutions, through a
critical reflection of the tensions, paradoxes atahtradictions in the
conceptualisation and operationalisation of serigaening;

To expose the contradictions and inconsistendi@sacterising the notion of
service learning and practice in relation to thecapts of participative and
inclusive knowledge production, genuine civic rasgbility and social
empowerment as opposed to disempowering concéthiarity, welfarism
and patronage;

To demonstrate how the use and emphasis on fiertexriented, charity and
patronage concepts in service learning practicasbeaseen to contribute to
the reproduction of the ideologies ofdisempowerment domination,
categorisationandexclusior

To present viable and informed recommendationienoled to undermine
efforts that are geared toward frustrating tramefiion initiatives in the

country.
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5.4  Recapping the theoretical framework (the lensgdopted in this study

As emphasised in chapter two, the study used wstof critical discourse scholars as
the lens and theoretical framework for the purpafseritically understanding various
perspectives of the practice of service learningh whe intention of sifting out
progressive views on the concept. The study begardikcussing the historical
background of higher education in relation to tlemaept of service learning and

community development in a changing and transfogndouth Africa.

Thereafter the study conceptualisatvice-learningandpositionality asa means of
developing a progressive understanding of the formeelation to the latter. Four
levels of positionality— margin-center descriptors, charity, project ancaicso
academic justice- were used as indicators about different posititieal of the
distribution of power in the relationship betweegher education institutions and

their community partners.

5.4.1 Summarising the theoretical concepts of mangiand centre descriptors

As highlighted in chapter two, the practice of powedations in higher education has
positioned people and local communities in termmafgin andcentre localities. It
was further explained that it has become a tendéoaglate to people and local
communities as belonging to tlwentre or themargins in the pursuit ofacademic
practices. Researchers, policy developers anddegrifor instance, have positioned
themselves in terms of preferable epistemologies] &ave also positioned

communities in the area in terms of making acadengjairies and assumptions about
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the nature of their relationships with others ahd tworld. Themargin-centre
dichotomy as evidenced in the world of academia is usefuilenms of analysing
positionality as a construct to determine the dipprtionality of the locus of power

in academic-community relationships.

As highlighted in earlier chapters, positionality terms of the margin-centre
dichotomy, is regarded as some kind of mobilityrfrone position to the other. Once
those who perceive themselves to be on the masgimlio perceive of themselves as
being in a position of inadequacy, they then makeryeeffort to be accorded some
place and acceptance in the centre, which is positi as a locus of pre-eminence.
This dichotomy enables us to position higher edanadtransformatory practices and
curriculum repositioning as being carried out bypjeative, biased and theoretically
positioned practitioners. It also enables us tocally investigate the genuineness of
pronouncements about higher education engagememtsservice learning.
Furthermore, it enables us to probe whether higircation engagements with
communities and service partners are carried otglation to a centre versus margin
type of alliance, with the purpose of benefiting ttentre at the disadvantage of the

margin.

5.4.2 Summarising the theoretical concept of chamt

In chapter two it was suggested that the outcrynagaervice learning could be a

guise for simply complying with issues of policy,thv little or no intention of

contributing to issues of community empowermenis®tudy illustrated that service

learning pursued along the lines dfarity involves a condition in which higher
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education institutions expresslerance towards local communities, amdluntarily
provide academic service to such communities aseasure of kindness and/or

benevolence.

The charitable purpose of service learning, in Whiee power of the higher education
institution is dominant, positions university-commity engagement in terms of
giving very little acknowledgment to the contrilarti of the local community. It

affords little value in recognising them as impaottapartners towards the
advancement of the cause of service learning. Higtacation institutions operating
within this mode tend to understand and relat@t¢allcommunities from a technicist
point of view, and a big gap exists between thewkadgeable higher education
institution and the less knowledgeable (poor, igngr needy, less fortunate, etc.)

community (Mahlomaholo & Matobako, 2005).

The use of the concept of positionality therefanaldes us to investigate whether the
operationalisation of service learning is carriest @as a welfare and/or charity
disposed academic pursuit, or as a genuinely anigive, mutually beneficial and

empowering academic practice that seeks to acceimsgticial justice.

5.4.3 Summarising the theoretical concept of a pregt (moderate level)

The second level of positioning service learnirgydescussed in chapter two, is the

project purpose of service learning. This level is coemsed to be moderate in the

sense that its precinct is somewhere betwedragty mode of service learning and a

socio-academic justicemode of service learning. The moderate positiorahghis
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level is derived from the observation that it caeB the pursuit of service learning to
a strategy for harmonising institutional resoureath the pressing needs of local

communities only on paper and in the hearts ofensity representatives.

5.4.4 Summarising the theoretical concept of socacademic justice

As shown in previous chapters, the fourth andl&astl of positioning was identified
as a more progressive approach in service learamt referred to as thgocio-
academic level. This level, in the context of this studyjvolves promoting
progressive engagements and interactions of highacation institutions with the
communities in their catchment areas. It relatesatsocio-academic relationship
between the world of academia and local communitied is informed by such
principles as reciprocity, reverence, inclusivitydeempowerment practices. It serves
to ensure that such principles guide the operdigateon and practice of service

learning in asocially conscious, inclusivandparticipatory manner.

In this kind of positioning, higher education imstions are able to rise to levels of
being indisputablyresponsiveto the socio-economic and politicahperatives and
imaginations of national transformation and reconstructioniatives. Institutions
operating within this mode tend to understand atate to local communities from a
progressive, informed and non-technicist point @w and the gap between the
knowledgeable higher education institution and khewledge contributed from the

communities is effectively bridged.

159



5.5 Recapping the research methodology operationaéd in this study

As a means of collecting data for purposes of amlgnd interpretation, the study
operationalised a qualitative approach. A qualiatiapproach was considered
relevant in constructing a counter-balanced approdth regard to the objectives of
the study. The study further noted that the claamd pronouncements of quantitative
researchers about the principlebfectivity, quantification andabsolutismare not
appropriate for thematising about issues of powdations such afhegemony
domination, exclusivity, ideological inclinationanddiscursionwhich areprobed by

this study.

Rating a quantitative approach as being inapprtgfa this study was also informed
by the purpose of the study, this being to criljcalnd scientifically reflect on the
positionality of the concept of service learning @sctised at higher education
institutions. A further purpose of a non-quantitatinature was to investigate the
different levels of conceptualisation and operatlmation of the service learning
concept within the confines of universities andtlieir catchment areas and local

communities.

The study established that reflecting on inconsigés and contradictions could not
be conducted successfully within the empirical stadistical dictates of a quantitative
method. Amongst other things, this results from dhservation that a quantitative
tradition positions a researcher as the only dontiremd know-all person in the
investigation, whilst the researched are relegatetevels of quantifiable objects.

This makes it difficult for a quantitative approaichunderstand thdynamic nature
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of human experience. The argument is that the digmnof human nature and
experience cannot be reduced to levelslpéctsthat are empirically investigated and
manipulated in laboratories by domineering researchers. Sabbrhtory-based and
manipulative research is considered taldicial, and fails to note that people react

differently in other contexts, especially in thewn natural contexts.

The study also established that manipulative laboygractices have the potential to
produce undesirable effects, in that those beisgarehed could be influenced by the
researcher to the extent that conclusions wouldoratound and realistic, especially
when compared to research carried out in natutihgs. The same argument was
advanced with regard to issues of hegemony, extiysdeological contestations,
power relations and intellectual tensions that wemetral to this investigation. Such
issues are multifaceted, complex, dynamic and flail thus cannot be reduced to
laboratory artefacts. Positivistic researchers mmgs the point in their claims and
pronouncements about absolute objectivity, esggamthien studying human beings,
as they erroneously interpret the fluidity of humexperience in a particular way
which is not necessarily neutral (Held, 1981; Matdtolo, 1998). The study further
observed that the claims and pronouncements oftijgiare researchers are capable
of creating some form adependencyconditions and/or attitudes on the part of the

researched.

Therefore, on the basis of the above argumentsabtative approach was considered

to be more viable than a quantitative approactafstudy of this nature. A qualitative

approach enables the researcher to expose factssamels and pursue meanings
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intensively, so as to gain deeper and richer insigiio the state of things

(Mahlomaholo, 1998).

5.6 Recapping the sample of the study

As a means of embarking on a scientific enquiryualibe positionality of higher
education institutions in relation to service leagy the researcher selected two South
African higher education institutions (the Univéysof the Witwatersrand and the
University of the Free State). The choice of the twstitutions was influenced by
their history of involvement in service learning darcurriculum repositioning
processes. The target institutions are locatetdenptovinces of Gauteng (University

of the Witwatersrand) and the Free State (Univerdithe Free State).

The study found that historically, the higher edimcasystem in South Africa was
hegemonic and entangled in deficiencies. Tragemonicanddeficiency enmeshed
higher education model, as echoed in chapter twe,Had the effect of saturating
socio-academic relations between higher educatiostitutions and local
communities. It has further degenerated intmntradictions, hostile and
apprehensivepower relations between tlsibaltern communities (the subjugated
and disempowered local communities) and theminant higher education

institutions.
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5.7 Recapping the presentation of quantitative data

Quantitative data were presented from reportedirfgsl of the Community Higher

Education Service Partnership (CHESP) pilot projeat was commissioned by the
Joint Education Trust (JET) in 2004. This approaonstructed a comprehensive
basis for engaging a qualitative and critical asialpf the subsequent qualitative data.
The presentation of quantitative data indicated theer a period of four years the
Higher Education Quality Committee accredite8?2 service learning programmes

from a significant number of institutions with an@rest in service learning.

The Joint Education Trust (JET) had supported thestgutional initiatives over
the past four years. The level of support coveresthsareas as the
conceptualisation, implementation, monitoring, easibn and research of these
accredited service learning academic courses. Tdwedited courses were
purported to be initiated according to the prinesplof service learning, thus
linking teaching, learning and research with locammunity development

priorities.

5.8  Recapping the operationalisation of the qualitave methodology

Consistent with the methodology outlined in chaptaee, qualitative data were

collected primarily through the procedure of inbgaiting written documents (policy

documents and minutes), and interviewing serviegniag policy officials, service

partners and community representatives (spoker)tektis methodology enabled the
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researcher to ascertain trends, innovations andiay® with regard to issues of

exclusion, hegemony, and marginalisation, as thite to service learning.

5.9  Summarising the qualitative findings

The research findings in chapter four indicated tha two institutions under study
responded to calls to reposition themselves in dhea of synchronising their
academic offerings with the reconstruction and tgeental imperatives of the
country. The research established that the twatutishs produced strategic policy
documents with regard to service learning, as ansieaf responding more
appropriately to the needs of communities. The @m@ntation of such documents
was intended to enable the two institutions to tgveservice learning policy
positions, thus making an institutional commitment operationalising service

learning.

The study found, however, that there gagsandinconsistenciesn terms of the

commitments and engagements of the two institutiontheir pursuit of service
learning. The two selected institutions have lichitke extent of their commitment
to paper and heartfelt pronouncements. In one efitktitutions under study, for
instance, a policy document on community servicarni|g that makes a
commitment towards ensuring student participatioth eontribution to knowledge
production was developed. What was found wantimgyever, was ensuring that
this is done taking cognisance of the needs of comiies. As uncovered and
reported in chapter four, there seems to lsfipgery relationship between the

text depicted in policy documents and reality.
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Institutional good intentions about a meaningfuldeloof service learning are
invalidated and compromised by the lack of comnup#rticipation in service
learning policy and programme development. Thesellte in skewed service
learning benefits, in that students benefit moat tto communities. Exposure to
such programmes has benefited students in thenioipways:

- they develop an increased awareness of commufatgrtid challenges;

- they experience personal growth (Erasmus & Jag0@as).

This approach to service learning has generatedtuation in which the two
institutions are focusing on theymptoms of problems in their local communities,
instead of making critical reflections on the biggscture, these being the socio-
economic diseases that created those symptomgutiosts will only be able to get
an overview of the nature of problems when thellgoaxmunity is provided space
within the domain of the institution, not only oager, so as to enable them to share
the essence of the bigger picture with the unit)ershgainst this background,
particularly in terms of policy undertakings, arakihg cognisance of the themes
outlined in this research, the two selected instins are positioned somewhere

between the charity and the socio-academic levedsmice learning.

5.10 Summarising findings on the levels of servidearning positionality

The theoretical concepts of the different levels@eivice learning positionality were

presented in this chapter, in section 5.4. In $kistion, the findings are summarised
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in terms of thepreparatory phase at the levels of a project and/or charity (section

5.10.1), and socio-academic justice (section 5)10.2

A successful service learning programme involvedl wenducted preparatory
activities by lecturers and students. It is during this phthaestudents are prepared in
terms of discussing their objectives and opporesitto engage with local
communities. This kind of lecturer-student intedaempowers andgeips students
with the necessaryknowledge approach and attitudes for the envisaged
engagement with local communities. The preparatpimase includes exploring
various levels of positioning students in relationlocal communities, identifying
various approaches of defining and understandimgnoanity needs, and providing
students with the institutional epistemologies dmeloretical positioning needed to

perform service activities.

Considering that the practice of service learnimgpives taking students from the
isolation of lecture halls and locating them incenenunity setting that they are often
unfamiliar with, it is considered vital to prepatfeem (students), theoretically and
otherwise, to be able to handle such encounterer{&& Colligan, 2004)Adequate
and relevant preparation will facilitate the constion of asocial consciousnesand

reciprocity responsivenes®n the part of students.
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5.10.1 Summarising findings on the preparatory phasat the level of charity

and/or a project

If service learning is carried out at the levebafexpert andexclusive positioning,it
facilitates the creation of conditions and oppaittes where learners explore personal
and individual benefits and/or gains of servicerigay, as opposed to examining
broader social benefitsin the pursuit of service learning as a strateggrigage local

communities.

At an expert-oriented and exclusively academic lletree preparation phase creates
conditions where students engage local communiieapacities of ‘visitors’ to the
so-called poor, ignorant, needy and less-fortuttatalities, carrying with them ‘bags
full of academic answers’to dispense with some superfluous and/or unwanted
artefacts. This approach is likely to decipher iatooperational context that causes
learners to develop biased amaoneous modelsof relating with communities. For
example, negatively conceived notions of conditiasithin communities may result

in students being cautioned about the dangersiafjgbere, or that insurance forms
should be properly completed and submitted in a@fssome anticipated trouble

within such negatively construed communities.

The implications for institutions that are confirteda charity and/or project pursuit of
service learning are that service learning studevast to complete their service
learning in time (time-bound). This level of sewilearning positions students as a
separate entity requiring safety insurances andrassses to go into communities,

instead of positioning them as an integral pathefcommunity.
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5.10.2 Summarising findings on the preparatory phasat the level of socio-

academic justice

If service learning is carried out along the linek socio-academic justice,it
facilitates the creation of conditions and oppoittes where learners are enabled to
explore broader social benefits, as opposed tmpaland individual gains of service
learning. This kind of positioning stands in direohtrast to the charitable and project

purposes of service learning.

At the level of socio-academic justice, preparatshould entail a situation where
students are sensitised to the importance of tesmubiog self-cantered aspirations of
engagements with community partners so as to beamgenic learners that are
responsiveto the socio-economic and political of issues afianal transformation

and reconstruction initiatives taking place withiheir catchment area. Socio-
academic justice preparation creates conditionsrevistudents are engaged in
processes of understanding the bigger pictutke disease and not the symptoms

that created the horrendous and appalling conditidimat characterise local
communities. Within the context of this understagdi students are enabled to
explore appropriate models and methodologies ofaging local communities in

capacities of organic and equal partners. Such apaéipn translates into an
empowering action for both the community and thedsnts, thus making service
learning a well-conceived and noble strategy formuaising socio-academic

relationships.
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5.11 Limitations of the study and critiquing thered

Service learning is a fairly new practice in theldi of South African higher
education. Conducting research of this nature tabésh the positionality of two
South African universities in terms of the threeels identified in the study (charity,
project (moderate) and socio-academic justice), &adn a critical discourse
perspective, was a cumbersome exercise. The cbsganade a number of efforts to
find sources that focus on the emancipatory natofreservice learning in a
developmental context, but found that only a nelglegnumber of studies with an
emancipatory agenda have been pursued in the godirttrs reality presented the
researcher with some measure of difficulty. Thedgiuhen, had to rely on textual
data in policy and strategic documents and feeddaskn a small number of

respondents.

A study of this nature required a counter-balanapgroach, in which the three
categories of representatives in the service lagrniriad, students, service
organisations and community representatives weesviewed. This intention was
not accomplished in this study, as a result of nloa-availability of community

members and some lecturers. The researcher madmlaen of efforts to interview

members of these groups, but it was not easy torseappointments. For example,
only one representative from a service organisatioMangaung managed to accord

the researcher an appointment.

Many responses then accrued from the perspectiveseofice teaching policy

developers, which would have distorted results.bfiag in a balancing measure in
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terms of data collection, the researcher had fostebngly on textual (written) reports
from service learning audits carried out by othesearchers employed by the
institutions under study, and also on reports ghield on the institutions’ websites.
Nevertheless, the data from these sources weligablé and appropriate for this

study.

5.12 Recommendations

The theoretical exercise that was pursued in thislyshas revealed that service
learning as an academic entity has the potentiahtdashing an emancipatory praxis
that is critically needed in a developing Southiédr Against this background, it is
recommended that higher education institutions #rat actively involved in the
practice of service learning, including the univiggs of the Free State and the
Witwatersrand, need to move on from the heart-aqukp commitment to service
learning. They need to move away from expert-eeéndomineering and hegemonic
service learning practices. Such positionalitieprison institutions as sites for the
transmission of @alominant culture, which in turnlimits the opportunities for such

institutions to embrace a desirable emancipatoaipr

The study further recommends that institutions ighér learning need to create an
alternative level of repositioning service learnimg the socio-academic justice level
that has been propounded in this study. The foligvére the main features of the said
level:

- Service learning is operationalised within the alies of principles such as

reciprocity, reverence, inclusivity and empowermehich guide the practice
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of service learning in aocially conscious, inclusiveand participatory
manner.

The operationalisation and conduct of service egrhinges around issues of
social justice requiring the expansion of focusnfréhe poor to broader
structural conditions, such as mechanisms of stratviolence and the global
forces that create poverty.

The power of the higher education institution is arpar with that of the
catchment area. As a result, university-communitgagement translates to
equitable recognition of the contribution of thecdb community in the
improvement of the quality of their lives, and festmore, recognises them as
important partners in advancing the cause of serearning.

During the preparation and reflection processesesits are sensitised to the
importance of transcending self-centered aspiratioh engagements with
community partners. This enables them to progressevels of socially
conscious, inclusiveand participatory aspirations and repositions them as
organic learners that aresponsive to the socio-economic and political
imperatives and imaginations of issues of national transformation and
reconstruction initiatives taking place within theatchment area.

Higher education institutions create conditions rhgtudents ‘commit class
suicide’, thus engaging in processes of understgnttie bigger picture, the
disease and not the symptoms, that create the nidmus and appalling
conditions that characterise local communities.is Bmables them to explore
appropriate models and methodologies of engagiogl loommunities in the

capacity of equal partners.
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- Higher education institutions systematise the pi@dtion of local
communities in service learning processes. Theribortion of and benefits to

all members of the triad arrangement are evaluatadsystematic way.

The foregoing features are highly recommended a&wxiples and indicators that

should underpin the practice of service level msthinstitutions that genuinely desire
to be positioned at the level of socio-academitigas These principles recognise that
service learning benefits and contributions carebeouraged and promoted in the

catchment areas of higher education institutions.

5.13 Conclusion

Through the pursuit of service learning, the defecimodel that was historically
perceived to continuously and perpetually uphbkgemonic and domineering
principles derived from the educational distortiofishe apartheid social order can be

curtailed.

It is only when local communities are provided spadthin the domain of higher
education institutions in reality, not only on paghlat universities will themselves be
empowered, as well as empowering others, to slha@ed¢sence of the real diseases
that have negatively impacted on the quality af lfithin communities. The socio-
academic model of service learning is a means ablerg an empowerment sensitive
system of higher education that is characterisednbyeased participation by all
sectors of society, as well as by greater instih&l responsiveness to the moral,

social and economic demands of a developing SofrtbaA
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5.14 Suggestions for future research

Since service learning is regarded as fairly neWanith Africa, researchers need to
embark on further research in this field. Reseaaththis nature puts local
communities on a par with institutions of highearl@ng and, as such, promotes an
emancipatory praxis that has over the years eladgter education practice in South
Africa. The various models presented in this st{digarity, project and socio-
academic models) are equally essential for reseesclo consider adopting in

pursuing future research.

The findings from the two universities under stidyiversities of the Free State and
the Witwatersrand) are likely to characterise otimstitutions in the country. Only
future research and findings accruing from suchaitives will reveal whether other
institutions have progressed towards the socioead justice level of

operationalising service learning, or whether tiséiil have to make efforts to be

positioned within this mode.

The three models can also be used as criteria éasoring best practices in service
learning and, as such, future research becomespi$able in ensuring that these
models are developed further than their currengélfev Future recommendations on
the use of the models will also provide approprimts of reference for purposes of
empowering universities to accomplish best prastmieservice learning. This would
further reposition them to play visibly significantoles in the continuing

reconstruction and development initiatives takitare in the country.
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5.14 Final words from the researcher

This scientific exercise was both challenging andpewering. It helped the

researcher to understand phenomena from varioussamgcluding the perspective of
service partners. It is hoped that the findings emwbmmendations emerging from
this study will be of value for the purpose of aogdishing best practices in service

learning. The following quotation presents itsalfaam important finality to this study:

“An injury to one is an injury to dl{lanonymous)
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