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While questions continue to be asked about teachers’ content and pedagogical content knowledge to ensure quality education systems, less consideration has been placed on teachers’ ability to teach for citizenship and social cohesion that contributes equally to quality education systems. This paper illuminates the understandings of citizenship and social cohesion held by South African and Zimbabwean teachers, their experiences of Continuous Professional Development (CPD) that promote the values of citizenship and social cohesion, and how they practice these learnings in their school contexts. The South African study presents the views of eleven high school teachers where data was procured through semi structured interviews. The Zimbabwean study presents the views of seventeen high school teachers, where data was procured through an open- ended questionnaire. The two studies suggest that teachers in South Africa and Zimbabwe share similar perspectives on citizenship and social cohesion, emphasizing nation-building and respect as key drivers. Teachers also report aligning their teaching practices with citizenship and social cohesion values with a limited focus on political participation, possibly due to fear of negative repercussions. Further, CPD for citizenship and social cohesion is fragmented, inconsistent and mostly absent. This study is an important contribution to debates about improving quality education and ensuring deliberative democracies in post-conflict and post-colonial states in the Global South. Teachers play a critical role in socializing schoolchildren for citizenship. As such, they need to be equipped with the skills that allow them to do so. Further to this, teachers also need the freedom and autonomy to discuss politics in the classroom without fear of negative repercussions, including alienation and fear of losing their jobs.
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Introduction

The positive effects of good-quality teachers and teaching cannot be overstated. Teachers not only have the ability to improve the quality of education systems in general but, as agents of citizenship and social cohesion, they are able to mold and influence the actions and beliefs of learners as these youths embark on their journey to becoming participatory citizens in society (Araujo et al., 2016). Whilst there are several factors that may realize the objective of quality education, including school context, teaching and learning resources, working conditions and teacher governance, it is teacher training that is the most impactful (Sayed et al., 2018). As a continuous process, the beginning of developing a teacher does not necessarily start at the onset of Initial Teacher Education (ITE), instead, teacher development starts when the teacher-to-be is still a learner in school. As such, given that what teachers do or do not do is in response to their early learning experiences (Allender and Allender, 2006). These beliefs are then sharpened, reinforced, or disrupted by formalized training.

This paper is concerned with the process of teacher training and development once students have graduated and have commenced their journeys as professionals. Training in this phase of teacher development is referred to as Continuous Professional Development (CPD), often interchanged in the literature as Continuous Professional Teacher Development (CPTD) or Teacher Professional Development (TPD). Popova et al. (2022, 108) note that “the principal tool that countries across the income spectrum use to improve the knowledge and skills of their practicing teachers is professional development (PD), which refers to on-the-job training activities ranging from formal, lecture-style training to mentoring and coaching.”

In this paper, CPD is defined as “activities that increase the knowledge and skill base of teachers” (Sayed and Bulgrin, 2020, 8). In drawing on empirical data from two studies, one in South Africa and one in Zimbabwe, this paper aims to ascertain teachers’ understanding of citizenship and social cohesion as well as teachers’ experiences of CPD for citizenship and social cohesion, and how these learnings are realized in practice.

Social justice orientated, (see Rawls, 1971; Bell, 2007; Connell, 2014; De Sousa Santos, 2014), the findings suggest that, firstly, teachers’ understandings of citizenship and social cohesion are influenced by varied training experiences, opportunities and socio-political contexts. Secondly, these affective elements of teaching and learning are rarely discussed and promoted through CPD programmes and, thirdly, despite very little exposure to CPD for citizenship and social cohesion, teachers still claim to promote and incorporate these values in their teaching practices and pedagogical approaches. The paper argues that equal emphasis should be placed on CPD for citizenship and social cohesion (and non-cognitive aspects in general) as this may support learners as they develop into adulthood to become participatory citizens who effectively utilize their agency to build strong democracies. This is particularly important in countries, such as South Africa and Zimbabwe, where the lived reality is suggestive of a crumbling democracy.

This paper is divided into seven sections. After the introduction, the paper commences with a discussion of the theoretical underpinnings of citizenship and social cohesion and how this often materializes in post-conflict and post-colonial states such as South Africa and Zimbabwe. This is followed by a situational analysis of CPD in the SADC region by discussing the latest CPD framework. The paper then discusses the provision of CPD in South Africa and Zimbabwe, with a specific emphasis on CPD for citizenship and social cohesion. The last three sections discuss the methodology, the findings, and the conclusions, respectively.



Citizenship and social cohesion as foundational to democracy

Citizenship, social cohesion and democracy are interrelated, but interdependent for their full realization. They also operate at different levels. Citizenship has a focus on individual rights, responsibilities and belonging (Marshall, 1950; Westheimer and Kahne, 2004; Yuval-Davis, 2006; Singh, 2020); social cohesion focuses on group dynamics (Durkheim, 1893; Rudiger and Spencer, 2004; Barolsky, 2016); and democracy operates at a societal level (Rawls, 1971). Cuellar (2009, 5) argues that “democracy and social cohesion promote the establishment of citizenship with rights and responsibilities differently but in a complementary manner.” Social cohesion is foundational to a stable democracy (Rawls, 1971) because it acknowledges the diversity of society, and promotes the values of citizenship, including the reduction of inequality. Whilst social cohesion can be defined as “the extent of connectedness and solidarity among groups in society” (Manca, 2014, 6026), citizenship is about individual rights, responsibilities and belonging to those groups (Singh, 2020). As such, the link between social cohesion and citizenship is that “social cohesion refers to people’s relationships and interactions in society, including the role of citizenship” (Cuellar, 2009, 3). Citizenship and social cohesion together are required to realize a flourishing democracy and are all underpinned by the values of respect, inclusion, tolerance, equality, and recognition. Figure 1 below depicts the interrelated nature of citizenship, social cohesion, and democracy with their common embedded values.
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FIGURE 1
The interrelation and interdependence between citizenship, social cohesion and democracy.


South Africa and Zimbabwe are technical democracies in that their constitutions reflect states that subscribe to the values of democracy. However, in practice, the majority of their populations are not benefitting from this, putting these countries and their citizens in disarray. South Africa and Zimbabwe are regional neighbors, both situated in sub-Saharan Africa, and they also share some historical similarities, such as being colonized by the British, leaving behind a legacy that impacted and still impacts language and the provision of education. Howell et al. (2018, 127) note that “the provision of education in both South Africa and Zimbabwe has been strongly shaped by the inequalities of their colonial pasts and the efforts by their post-liberation governments to build new education systems where all children have equitable access to quality education.”

South Africa, currently in its third decade of democratic rule, has been plagued with high levels of inequalities to such an extent that it has been listed one of the most unequal countries in the world. Coupled with high levels of crime and violence, poor leadership, infrastructural challenges, such as water and electricity outages, corruption, high levels of unemployment, and distrust in authority, it is obvious that the country needs a socially cohesive society. Similarly, in Zimbabwe, Gavin (2022, Para. 1) notes that “conditions for the people of Zimbabwe continue to go from bad to worse”. Politically, the electoral process has been critiqued for inconsistencies and a lack of credibility given the outcomes over the past several decades. With the merging of the military and the ruling party, Zimbabwe has often been referred to as a “military dictatorship” (Grignon, 2008). Sigauke (2019, 246) also mentions that Zimbabwe has “been characterized by hyperinflation, social hemorrhage, and political conflict … [and for] most of the 1990s and beyond, Zimbabwe has been characterized by a gradual economic decline characterized by rising unemployment, underdevelopment, and disillusionment with elite corruption.”

In countries where there is a history of violence and conflict, the pursuit of quality education is challenging when contexts remain shaped by inequality, exclusion, injustice and marginalization. However, despite this, education remains the key medium through which social cohesion, social justice, citizenship and social solidarity can be mobilized and promoted therefore interventions that seek to realize this remain important (Durkheim, 1964). Social cohesion is increasingly recognized, in policy and academic discussions, as an important determinant of communities’ ability to absorb shocks, particularly in conflict and post-conflict affected contexts, where limited state capacity often meets extensive urgent needs.

In order to restore dignity, respect and recognition in post-conflict or post-colonial states, fostering the values of citizenship and social cohesion becomes a social justice imperative. Social cohesion, in particular, addresses critical development challenges where collective action is required to (re) build societies and regain trust in authorities. This is particularly important in conflict or post-conflict states, where values of citizenship and activities that foster social cohesion are under threat from being realized.



The state of CPD in the Southern African Development Community (SADC) region

This section provides an overview of CPD developments in the SADC region as a way of providing a situational analysis for countries within this consortium.

The professional development of teachers has piqued the interest of governments and researchers alike as they acknowledge the positive effect CPD has on learner performance and teacher and teaching quality. As such, multilateral organizations, such as UNESCO, have engaged heavily with African states as a mechanism for improving the provision of public education on the continent. The UNESCO Regional Office for Southern Africa (ROSA) has, since 2015, initiated a series of meetings, workshops and consultations with SADC countries to generate evidence about the importance of improving the quality of teachers. From these initial discussions, two key priorities emerged−teacher standards and competencies, and CPD (UNESCO, 2020). In the context of CPD, the SADC countries, represented by senior government officials in charge of teachers, agreed that:


•“countries needed to systematize and harmonize their teacher training policies and practices on CPD”;

•“research was needed to collect more information and have a more in-depth understanding of the status of CPD practices for teachers in SADC countries”; and

•“a SADC regional framework would help countries develop and/or strengthen their own national CPD programmes”, which includes a focus on TVET education (UNESCO, 2020, 5).



In 2019 and 2020, UNESCO commissioned an investigation into the state of CPD in the SADC region (SADC and UNESCO, 2019). The study was focused on Botswana, Eswatini, Lesotho, Malawi, Mozambique, Namibia, South Africa, Zambia and Zimbabwe, where each presented a country case study that would inform the CPD Framework to improve CPD in the region. A synthesis of the country reviews, drawn from the draft SADC Regional Framework on Continuing Professional Development (CPD) for Teachers, is described below:

“All countries have documents that declare and acknowledge the importance of CPD in the region, as a way of improving the quality of education and working toward realizing SDG4. However, not all documents are presented as policies. A CPD policy overview in the region ranges from clear stand-alone CPD policies, to draft policies, or no policies. Where CPD policies are available, the governance structures differ ranging from autonomous institutions to Ministries of Education, with the overall responsibilities for implementing CPD in most countries residing with the Ministry or Department of Education. In some instances, authority is also given to quasi-governmental organizations, teacher training institutes and local government departments. At this stage, the synthesis could not establish the efficacy of centralized versus decentralized models and it was highlighted that more research needed to be commissioned to explore these differences. Whilst there is clear evidence in most states of training to improve teacher knowledge and skills, irregular and unpredictable funding remains a challenge, as only a few states have dedicated CPD budgets. Many states in the region depend on donor or external funding, and this has implications for how CPD is defined and what is prioritized. With the exception of Mozambique and Namibia, no reference was made to TVET sector or intersectional issues. Overall, the review found that CPD in the region is either [sic] inadequate, ineffective, not available or completely absent. There was also no evidence of rigorous monitoring and evaluation of CPD” Adapted from the Draft SADC Regional Framework on Continuing Professional Development (CPD) for Teachers.

The framework is and continues to be developed in consultation with departments of education, teaching unions, teaching councils, civil society organizations, and the private sector. The framework aims to support the following functions (Figure 2).
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FIGURE 2
Core functions supported by the SADC Regional Framework on Continuing Professional Development (CPD) for Teachers (UNESCO, 2020).


The review of CPD for teachers in the SADC region illuminates essential gaps in the professional development of teachers, which is a crucial indicator of the state of teacher support for professional development in these countries. Although there have been numerous developments instituted to improve the professional development of teachers who are currently in the classroom, these efforts are often fragmented and occur predominantly in affluent pockets, which highlights the levels of inequality within and between these education systems.



Continuous professional development in South Africa and Zimbabwe: policy frameworks and learning opportunities to promote citizenship and social cohesion in schools


South Africa

South Africa has an impressive policy landscape dedicated to the professional development of teachers. This is due to the prevailing consensus that teachers are central to transformation in a post-apartheid context. Policy frameworks in the country distinguish between the professional development of teachers and how the profession is governed. Initial teacher education is governed by the Minimum Requirements for Teacher Education Qualifications (MRTEQ) and professional development for qualified teachers is governed by the Integrated Strategic Planning Framework for Teacher Education and Development (ISPFTED). In terms of teacher governance, there are several frameworks that provide an oversight of the workload of teachers (Department of Basic Education [DBE], 2003), the roles, competencies and standards for teachers (Department of Education [DoE], 2000), evaluation of teacher performance (Department of Basic Education [DBE], 2013), and the teachers’ conditions of service (South Africa [SA], 1998), amongst others.

With regards to citizenship, social cohesion, and democracy, several policies are specifically geared toward realizing this. Firstly, the Manifesto on Values, Education and Democracy (Department of Education [DoE], 2001), which directly addresses the need to unite citizens through processes of social cohesion after many years of separate development in the country. The National Policy Framework for Teacher Education (Department of Education [DoE], 2006) employs schools to impart the necessary, skills, knowledge and dispositions to learners that promote the values of citizenship, social cohesion and democracy. More recently, the Department of Arts and Culture (2012) released a National Strategy for Developing an Inclusive and Cohesive Society and the Department of Justice (2016) released a National Action Plan to combat racism, racial discrimination, xenophobia and related intolerance. Both these policies advocate strongly for the values of citizenship and social cohesion to be upheld. Citizenship, social cohesion, democracy and social justice are transversal themes in most of the country’s policies. Thus, the realizing of citizenship and social cohesion is seen as a systemwide challenge, with various departments of government advocating for this, not making it the sole responsibility of the Department(s) of Education, through the institutions and the work of teachers.

From a curriculum perspective, citizenship and social cohesion are predominantly housed in a subject called “Life Orientation” or “Life Skills.” Although this subject has aspects of citizenship and social cohesion as part of its content, these values and concepts also arise in history and languages and also serve as carrier subjects. CPD for citizenship and social cohesion for teachers in the country does not meet the enthusiasm of the policy landscape. Recent training and interventions in CPD for citizenship and social cohesion include the Institute for Justice and Reconciliation’s Teaching Respect for All programme, a UNESCO initiated endeavor. Similarly, the Cape Town Holocaust Center runs a programme called “The Holocaust: Lessons for Humanity,” which emphasizes the importance of tolerance and mutual respect. The National Professional Teachers Organization of South Africa (NAPTOSA), a teacher union, also provides programmes to schools, but this is often at a fee, thus only for schools that can afford to pay. Their programme offering also provides training on teaching and learning in diverse contexts and how to achieve quality education with a values approach. Shikaya is another organization that offers various programmes all aimed at citizenship, social cohesion and social justice. Their programmes include “Facing History, Facing Ourselves” in collaboration with the USA programme of the same name; they also run the Creating Inclusive and Caring Schools Programmes, which has similar objectives. Whilst there may well be several other offerings, often at school or district level, few opportunities exist for teachers in the country and, in many cases, the CPD is delivered by an NGO which often requires payment, making access a challenge for most schools. In summary, CPD for citizenship and social cohesion in the country is fragmented, inconsistent with no cemented national offering.



Zimbabwe

In 2019, the Ministry of Primary and Secondary Education initiated discussions with various educational stakeholders, including teachers, about the need to develop a CPD Framework in the country. The intended purpose of this framework, as noted by the Ministry, is to “… guide the design and implementation of continuing professional development programmes for the teachers and learners … [and] to improve the quality of teaching and learning practices, and raise student learning outcomes at all levels of the education system … to contribute toward the attainment of the Sustainable Development Goal Four (SDG4)” (Ministry of Primary and Secondary Education, 2019, Para. 2). The need for a CPD framework also emerged from the newly instituted curriculum, launched in 2017, that now required teachers to “acquire a whole set of new competencies based on the principles” of this new curriculum (Ministry of Primary and Secondary Education, 2019, Para. 4).

The Ministry notes that it has put in place a number of effective in-service training programmes to capacitate teachers to teach the new curriculum. However, these programmes tend to be ad hoc with an overemphasis on certain subjects and an underemphasis on others. Thus, the new framework will be able to identify gaps in the development of teachers and supervisors, which should culminate in better and more impactful CPD opportunities for teachers (Ministry of Primary and Secondary Education, 2019).

Regarding the new curriculum, between Early Childhood Education and Form 6, there is evidence of several learning areas that tend to focus on citizenship, nationhood, heritage and social cohesion. Table 1 below provides an overview of these curriculum offerings:


TABLE 1 Overview of specific carrier subjects for citizenship and social cohesion in the Zimbabwean Curriculum.
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The recently revised Zimbabwe Education Amendment Act (2020) has also focused attention on contextual and affective challenges. For example, the Act prohibits pregnant girls from being expelled; requires schools to provide menstrual health facilities to learners; ensures that parents do not deprive their children from receiving an education; forbids corporal punishment; upholds respect for learners’ human dignity; and makes provision for schools to have infrastructure to support disabled learners. Despite all these progressive developments, there is no mention of inclusive and equitable education as a priority, despite this being a cornerstone of the SDG4.

These frameworks and amendments emphasize the state’s dedication to providing quality education and promoting the ideals of democracy−including citizenship and social cohesion. However, Hapanyengwi-Chemhuru and Shizha (2011, 108) caution that “citizenship attainment cannot be separated from the political ideology of the state”. The authors further note that the repressive nature of the current regime has led to many citizens, including teachers, avoiding engaging in policy issues and challenging the state due to fear of repercussions as noted in the extract below:

“The content knowledge required to teach pupils about alternative forms of government, democracy, freedoms and human rights and to expand their knowledge of politics beyond the politics of coercion introduced by ZANU PF is lacking in schools. While teachers might be aware of other alternative forms of government and ideologies, they are afraid of informative and critical pedagogy that frees learners from developing a narrow tunnel vision of the political and governance system in Zimbabwe. Teachers who might want to develop rational and critical thinking and analytical skills are afraid of being labeled “enemies of the state” (Hapanyengwi-Chemhuru and Shizha, 2011, 117).

This sentiment is echoed by Sigauke (2011), whose study notes that individuals rarely discuss political issues because there is suspicion that talking about politics may result in victimization. This means that, although there are policies available or currently being developed that advocate for citizenship and social cohesion, the practice of this remains a challenge. This has two implications. Firstly, it will impact how aspects of citizenship and social cohesion are taught and, secondly, it will also impact how teachers are trained to teach it. With widespread fear of speaking out against the government, teachers limit the content of their discussions about citizenship and social cohesion in the classroom which hampers the development of what Westheimer and Kahne (2004) refer to as “authentic citizens.” The authentic citizen can move beyond a passive understanding of citizenship toward a more justice-orientated position in which citizens can analyze and address social injustices. The political turmoil that occurred after the 2000s has resulted in the erosion of democracy and an increase of populist rhetoric from the ruling party justifying its position, which has silenced the public from openly voicing their views against the economic challenges and corruption in the country (Sigauke, 2019). Further to this, the current political regime disallows teachers from fulfilling their role as transforming agents by pursuing social justice. The current civics curriculum does not contain any controversial topics to ensure that teachers do not contradict the views of the state. Attempts to make human rights a standalone subject “failed due to the same reason that teachers are hesitant to teach issues they regard as politically sensitive that would get them in trouble with the ruling party” (Sigauke, 2011). The narrow view of nation building, citizenship and social cohesion is also reflected in teacher professional development, both in initial teacher education and in CPD programmes and is thus inconsistent with the true values of citizenship and social cohesion. Matereke (2012, 97) notes that this political rule renders “both the school system and teachers as mere functionaries of the status quo, thus constricting the public sphere and eroding civil liberties, these being the very elements which enable citizens to fully participate in the political process and to hold public officials and institutions accountable. It is these developments that bring the dual crisis of citizenship and education into purview.”

The overview presented here suggests that Zimbabwe’s education system, through its curriculum and teacher pedagogies, conveys a distilled version of citizenship and social cohesion to learners which can threaten a deliberative democracy and lead to passive citizenship having catastrophic social, economic and political consequences.




Methodology

This section discusses the methodologies used in procuring the data and the analysis process. It also provides an overview of each of the studies presented in this paper.


Study A: South African teachers’ understanding and practices of citizenship

The data for the first study on citizenship were part of a larger study that investigated learners’ and teachers’ understanding and experiences of citizenship in four high schools in South Africa (Singh, 2020). These four public high schools were stratified by quintile (poverty index) and geography. A total of eleven teachers participated in this study. The sample was purposive as it selected teachers who taught English, Life Orientation or History as subjects that are often noted as being carrier subjects for concepts such as citizenship and social cohesion and are often part of the curriculum. This study did not ascertain any views relating to teachers’ understanding of social cohesion as the study was citizenship-focused; as such, the findings presented will only reflect their views, practices, and CPD experiences relating to citizenship. Teachers participated in face-to-face semi-structured interviews. Each interview was recorded and then transcribed using professional transcribers. Respondents had the option of having the interview done in English, Afrikaans or isiXhosa as these were the dominant languages in the Western Cape Province. Some guiding questions included:


1.What is their understanding of citizenship and how is this depicted in practice?

2.What kind of professional development activities do teachers at the school participate in?

3.Has there been specific training on citizenship, social cohesion, or similar? Elaborate?



Table 2 below provides an overview of the respondents in Study A.


TABLE 2 Overview of respondents in Study A.
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Study B: Zimbabwean teachers’ understanding and practices of citizenship and social cohesion

The Zimbabwean case study was carried out in four schools across three provinces−Harare, Midlands and Masvingo. Two schools were urban, one was rural (50 km) and the fourth was in a peri-urban (11 km) setting. This was a qualitative case study where data were generated through an open-ended questionnaire. This study sought to understand teachers’ understanding, their practices, and CPD experiences related to citizenship and social cohesion. Participants were selected through snowball sampling. One teacher was identified at each school and asked to distribute the open-ended questionnaire to their colleagues in the History department who were teaching National Social Security Studies (NASS). Seventeen secondary school teachers participated in the study. Some guiding questions for the study included:


1.What is your understanding of citizenship and social cohesion?

2.Have you received any training or staff development on citizenship and social cohesion?

3.How do you implement the values of citizenship and social cohesion in your classroom?



Table 3 below provides an overview of the sample for Study B:


TABLE 3 Overview of Respondents in Study B.
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Both studies received ethical clearances through the Cape Peninsula University of Technology Ethics Board and the South African study also received ethics through the Western Cape Education Department. At all times, the research protocol was observed, and respondents participated voluntarily. They were also informed that they could withdraw their participation at any time without fear of repercussions.

The data were analyzed using content analysis (see Patton, 2014) as this was the most effective way to ascertain keywords, themes, and concepts from qualitative data. Within the domain of content analysis, the authors selected a conceptual analysis approach as the main goal was to investigate occurrences of phrases and terms as well as incidences (Krippendorff, 2018). Further to this, content analysis was used because “qualitative content analysis is not linked to any particular science, and there are fewer rules to follow … therefore, the risk of confusion in matters concerning philosophical concepts and discussions is reduced” (Bengtsson, 2016, 8). This analytic technique was paired with Braun and Clarke’s (2006) iterative thematic analysis process for thoroughness. The authors favored qualitative techniques for this research because it “is uniquely positioned to provide researchers with process-based, narrated, storied data that is more closely related to the human experience” (Stahl and King, 2020, 26).

The data for the interviews conducted in Study A was validated through the process of triangulation, as Brown (2018) laments it is often used as a safeguard in education research to ensure the research is valid and credible. At least three teachers at each school were interviewed, which helped confirm the school context, availability of CPD, and what teachers do in the classroom.

The data for the questionnaire administered in Study B was also validated using triangulation. Teachers from various geographical contexts (urban, peri-urban, and rural) were included in the study, and all their responses, as it relates to the focus of this paper, were included in the analysis and presented in this paper. As such, all voices were included, and any outliers or inconsistencies would have been highlighted and discussed. Further to this, the questionnaires only used open-ended questions, which means respondents were not limited in how they could respond, which is often a limitation of closed-ended questionnaires.

A key difference in validation techniques between qualitative and quantitative is where the responsibility of the validation lies. In quantitative research, much emphasis is placed on having “faultless” instruments. In the context of qualitative research, the responsibility for validation and credibility lies with the researcher. Here, the work of Guba and Lincoln (1985) remains a useful checklist for establishing the trustworthiness of data. These authors contend for a research study to be evaluated as trustworthy; it needs to establish credibility, transferability, dependability, and confirmability (Guba and Lincoln, 1985).

Credibility refers to how “true” the findings are. In this research, teachers’ views from various schools and geographical spaces were triangulated to establish credibility. Transferability refers to the extent to which the study could be adapted for another context. Whilst qualitative research does not necessarily allow for replicability, patterns, descriptions, and experiences may be observed if the study was conducted in another context, and the findings would highly likely align. The findings of Study A and Study B align with other studies relating to teachers’ experiences of CPD and citizenship and social cohesion, such as Raanhuis (2022) and Sayed et al. (2018). Dependability refers to the accuracy of the interpretation of the findings. In this research, each author looked at and interpreted the findings, and the analysis was compared to ensure there was no intended bias in the reporting process and that the experiences and responses of participants were accurately represented. Lastly, Guba and Lincoln (1985) speak about confirmability, which refers to the degree to which the findings are shaped by the participant’s responses and not the researcher’s own bias and personal agendas. In this research, the authors ensured to follow a sound analysis of the data by using a double approach of content analysis and iterative thematic analysis. The triangulation of the findings also supports the neutrality in how the data was represented.




Findings

This section discusses the findings that responded to the following research questions:

(1) What are teachers in South Africa and Zimbabwe’s understanding of citizenship and social cohesion?

(2) Have teachers in South Africa and Zimbabwe been exposed to CPD for citizenship and social cohesion?

(3) How do teachers in Zimbabwe and South Africa incorporate the values of citizenship and social cohesion in their classroom?


Teachers’ understanding of citizenship and social cohesion

Investigating teachers’ views and understanding of citizenship and social cohesion is important because it has implications for their teaching practices. Pajares (1992) notes that the beliefs and views teachers hold influence their judgment and directly impact their behavior in the classroom. Hannula (2004) maintains that the affective dimensions that impact the quality of teaching and learning include beliefs, emotions, attitudes, values, ethics and morals. The studies on which this data was procured aimed to ascertain what teachers understood citizenship and social cohesion to mean and what values they associated with these terms. The findings that respond to the first research question are depicted in the two tables below. Table 4 depicts the responses for Study A (South Africa) and Table 5 depicts the responses for Study B (Zimbabwe).


TABLE 4 Study A: Teachers’ understanding of citizenship (South Africa).
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TABLE 5 Teachers’ understanding of citizenship and social cohesion (Zimbabwe).
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The findings for teachers in South Africa suggest that citizenship is predominantly about belonging, as noted by Lisa, Raymond, Zimkitha, Sylvia and Gillian; about rights, as noted by Reginald; and about responsibilities, as noted by Tebalelo, Lilith and Letitia. The value of respect for others was also a recurring theme amongst participants. Sylvia’s comment suggests that her understanding of citizenship involves a social contract and a mutually beneficial relationship between the citizen and the state. The responses from Jonathan and Saleem request that one should “forget the politics, forget who is running the country” and to enjoy the privileges of the country “without the political things attached”. It is quite concerning for educators to hold these views because political participation is key to realizing full citizenship (see Marshall, 1950; Veldhuis, 1997). For Marshall (1950), citizenship, as a right, includes civil, social and political rights, the latter which require citizen engagement, not disengagement, as noted by Saleem and Jonathan. Similarly, Veldhuis (1997) notes that citizenship has four dimensions including the social, the cultural, the economic and the political with each needing to be exercised equally for citizenship to be fully realized. Whilst Jonathan and Saleem seemingly dismiss any discussion or engagement with the political element of citizenship, this could be due to the possible negative repercussions and backlash that may occur if they did engage in these discussions. This omission is of concern as schools are learning and socializing institutions and what learners learn (or don’t learn) can shape and cement the ideas and values they hold as adults. Therefore, we reiterate the importance of fostering the values of citizenship and social cohesion in schools, with CPD for teachers being one of these mechanisms to support this process.

The findings for teachers in Zimbabwe suggest that citizenship is fundamentally about belonging as noted by Caitlin, Katy, Jason, Jake, Adam, Kenneth and Oscar. Others noted that it is about roles and duties of the citizen (Kwazi, Arthur, Solomon, Cody, Joseph, Laura and Grace) as well as a relationship with the state (Grace), civil rights (Kwazi), identity and patriotism (Kenneth), inclusion (Jake) and enabling choice and decision making abilities (Lisa). Although none of the respondents overtly mentioned political engagement as key to their understanding of citizenship, it could be that their understanding of the concept may be more tangential and diverse rather than them dismissing the political dimension as important. Alternatively, teachers disengage due to the potential negative backlash. For social cohesion, all respondents noted relationships, connectedness, interaction and integration. Working toward a national consciousness and nation building (Oscar), anti-individualistic behavior (Lisa) and solidarity (Solomon, Adam) also emerged as viewpoints.

In comparison, in both studies, the manner in which citizenship and social cohesion is understood classifies these concepts as an on-going, daily, interactive process (such as respecting others, helping others, helping the elderly and the community, and being inclusive, etc.) but also as a goal to be achieved (solidarity, peace, and economic development). For both the South African and Zimbabwean teachers, the political foundations of citizenship and social cohesion are weak. This means that teachers either overtly disengage from politics, as in the case of South Africa, or subtly disengage by not mentioning this in their understanding of these concepts, as in the case of Zimbabwe.

Singh et al. (2018) argue that it is important to understand the views that teachers hold because, once known, interventions can be developed to improve practice. If teachers are disengaging from politics and transferring these disengaged views onto learners, this may lead to catastrophic consequences for enabling a democracy. Studies conducted in South Africa about the political engagement of youth found that, although youth are pro-democracy, their civic and political engagement is very low (Mattes and Richmond, 2014). Booysen’s (2015) study is also illustrative of South African youth’s views of political participation. Booysen’s study included focus groups with youth in three different provinces in South Africa about their views on political participation and revealed that learners will only vote if they “get” something in return, such as jobs. In the absence of this, they do not see the necessity. Similarly, in the study conducted by Singh (2020) learners noted that “…distrust of leadership, corruption, high levels of unemployment, poverty, and apathy as reasons why they chose to not participate politically” (p, 222–223). This was also evident in the results of the 2019 national elections, where the youth turnout was very low. Similarly, in Zimbabwe, where the 2012 National Population Census revealed that 76.1% of the population are under the age of 34 and about 68% of this group are between the ages of 15 and 34. Although being the largest demographic segment, their civic participation is very low (Future Africa Forum, 2023). The Zimbabwe Electoral Commission notes that, out of about 5.6 million registered voters, 44% constitute youth between the ages of 18 and 34. Booysen (2015) maintains that a reason for this could be due to youth social rights and basic needs that are not being met. Another explanation could be the socialization process at school where teachers do not readily engage learners about politics. This is substantiated by Willeck and Mendelberg (2021) who believe that formal education is fundamental to encouraging political participation. Several others also echo this sentiment, for example, Nie et al. (1996, 2) note that there is a consistent and overwhelming correlation between formal education and political participation of youth and that, in formal educational attainment, “the primary mechanism behind citizenship characteristics is basically uncontested”). Willeck and Mendelberg (2021, 89) mention that “the link between education and political engagement is among the most replicated and cited findings in political science” and Verba et al. (1995) state that, if scholars could use one variable to predict voting patterns, the most reliable and variable would be the level of education.

There is also an assumption that individuals who are teachers are all good and wholesome individuals who are passionate about advancing democracy. This is not the case as teachers have their own histories, life experiences, political, religious and cultural beliefs that may mitigate against the values of democracy. As such, to ensure learners are being socialized for a democratic society, teachers require focused professional development to guide this process.



Teachers’ exposure to CPD for citizenship and social cohesion and associated classroom practices

This section responds to the research questions 2 and 3 which are: “Have teachers in South Africa and Zimbabwe been exposed to CPD for citizenship and social cohesion?” and “How do teachers in Zimbabwe and South Africa incorporate the values of citizenship and social cohesion in their classroom?” Tables 6, 7 respond to these questions from Study A (South Africa) and from Study B (Zimbabwe) respectively.


TABLE 6 Teachers’ exposure to CPD for citizenship and their self-reported associated classroom practices (Study A).

[image: Table 6]

 
TABLE 7 Teacher’s exposure to CPD for citizenship and social cohesion and their self-reported associated classroom practices (Study B).

[image: Table 7]

The findings from the South African teachers demonstrate that, out of the eleven teachers, only two teachers (from an urban, quintile one school) noted that they had received CPD that focused on citizenship. Most of the teachers had not received any form of CPD on these topics. However, when teachers were asked whether they teach in a manner that promotes the values and practices of citizenship, all the responses were positive and examples of these strategies were provided. For example, one teacher explained that fostering tolerance in her class is her way of enacting these values (Lisa), others noted that it is enacted through positive disciplining techniques (Saleem, Zimkitha, Tebalelo, Jonathan and Sylvia), and Reginald believed in creating a class environment that allows learners to develop life skills. These pedagogical and classroom practices are essential for socializing learners toward enacting the democratic values. Goren and Yemini (2017) suggest that the characteristics and the approach of the adults involved in this socialization can determine the degree to which youth participate in public discourses and imbibe the values of citizenship and social cohesion. As such, all teachers, regardless of the subject, need to be consistently trained to ensure their classroom practices and pedagogies are consistent with the values of citizenship and social cohesion as their own understandings and views of these concepts may be misaligned. Although CPD is only one way of challenging teachers’ beliefs, it becomes impactful if the CPD is consistent.

The findings from Study B demonstrate that, of the 17 teachers, only six noted that they had received CPD focused on citizenship and social cohesion. In this case, all teachers responded positively when asked whether they implement the values of citizenship in their classrooms. The methods used included: considering multiple viewpoints (Arthur); using a collaborative teaching style; having debates and encouraging discussions (Jeffery, Adam, Lisa); national pride and patriotism (Jason); and participating in national events and educational tours (Kenneth, Cody).

This shows that teachers are implementing their understanding of citizenship and social cohesion in the classroom, informed by their own beliefs and views and not necessarily formal training. This begs the question: Are these teachers’ enacting values that are consistent with the values of democracy or are they perpetuating behaviors that encourage silencing of voices? A study by Leek (2019) also suggests that teachers themselves recognize the importance of being trained in the effective dimensions of teaching and learning to encourage youth to become more active citizens. Leek’s (2019, 181) study notes that “the teachers expressed their concern about the lack of training on a whole spectrum of civic participation, including classroom psychology [and noted that] the times are changing, and the youth changes over time too, so each generation has different needs as far as teaching is concerned. [As] a result, the teachers need to update their teaching methods accordingly and knowledge of how to teach in general.”

For learners to become active citizens who utilize their agency and embody the values of citizenship and social cohesion, one or two lessons a week on values and society from the civics curriculum is not sufficient. Learners need these values to pervade every aspect of their schooling lives, facilitated by teachers who are professionally trained and equipped to do so.

This section discussed the findings that respond to the three research questions as noted earlier in this paper. The next section concludes the paper by summarizing the two studies, noting the contribution and limitation of the study, synthesizing the main findings, and reiterating the importance of teachers receiving consistent, good quality CPD on affective concepts such as citizenship and social cohesion in order to build and support a flourishing democracy.




Conclusion

The aim of this paper was to illuminate South African and Zimbabwean teachers understanding of citizenship and social cohesion, their experiences of CPD relating to these concepts as well as the ways in which they implement these concepts in their classrooms. This paper is a reflection on and a response to the dire political challenges and inefficiencies experienced in these nations, where democracy is being threatened and its values are eroding. Teachers remain beacons of hope in these challenging times as their agentic nature is catalytic in socializing youth about democracy. However, when teachers are silenced and threatened through political interference, limiting how and what they can and cannot discuss in the classroom, democracy is undermined and weakened. The findings draw from two separate studies. The findings from the South African case draw from a larger study investigating learners’ and teachers’ understandings and experiences of citizenship in South Africa, where the discussion of CPD was a subset (see Singh, 2020). This study only focused on the concept of citizenship, not social cohesion, and is presented in this paper as such. The Zimbabwean case draws on a study that investigated teachers’ understanding of citizenship and social cohesion, their experiences of CPD relating to this, and the ways in which they implement this in their classrooms. A critical limitation of the study is that in some instances, the instruments posed leading questions. This limitation was overcome by ensuring the analysis was more nuanced, acknowledging that it is quite possible that a differently phrased question may yield a different response.

Nonetheless, the findings demonstrate that in these studies, both South African and Zimbabwean teachers’ understanding of citizenship promotes the ideals of the “Responsible Citizen” (see Westheimer and Kahne, 2004), who privilege the ideals of respect for each other and the environment. Teachers in both counties also find belonging to be an important aspect. Teachers avoid discussing politics and, in some instances, note that one should “forget the politics and forget who is running the country,” demonstrating either their political disengagement with the state or fear of discussing politics due to the possible negative repercussions. For the teachers in Zimbabwe, social cohesion is about solidarity, togetherness, patriotism, integration, unity and cooperation. Most teachers in these studies had not received training on citizenship or social cohesion. However, all teachers declared that they teach in a way that is consistent with their views of citizenship and social cohesion. Both countries have evidence of policies that promote the values of citizenship and social cohesion, with South Africa’s landscape being the more sophisticated of the two, but the offering for CPD does not meet policy objectives in practice. Reasons for the inconsistent and fragmented offering of CPD for citizenship and social cohesion include financial challenges, departmental capacity and political interference.

Teachers need to receive focused CPD on understanding and enacting the values of citizenship and social cohesion in the classroom because schools, through teachers, exercise a particular influence on the development of young people’s democratic knowledge and political literacy skills (Kisby and Sloam, 2014). Learners in South Africa and Zimbabwe have the right to be taught the full meaning of citizenship and social cohesion and to understand the practices associated with this. By doing so, they will know when democracy and democratic values are not being upheld. Well-trained and suitably equipped teachers are a critical factor to realize this because quality teachers beget quality education systems. Raanhuis (2021, 44) reiterates this by saying that “teachers in all contexts should be supported as agents of change, through CPD”. Thus, professional development for teachers, particularly in post-conflict and post-colonial states, becomes an issue of social justice and is critical in creating deliberative democracies.
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Respondent

Teacher A (Lisa)

Understanding of Citizenship

I am born in South Africa, so the fact that I am born here makes me a citizen
and to be a good citizen you have to respect peoples and look after the
elderly. .. and to uphold what our parents and grandparents have taught us. . .

Understanding of Social
Cohesion

n/a

Teacher B (Raymond)

... citizenship means that I am born here and that T accept the values of the
constitution and I try to live and strive towards living the constitution as a

responsible citizen . . .

n/a

Teacher C (Zimkitha)

...you have to know who you are, in which country you belong to, are you a
South African?, a Nigerian? and if you are a particular citizen of a country,
you must know your rights and what to do. And being a citizen or with
citizenship who has accountability and responsibility.

n/a

Teacher D (Tebalelo)

I think it simply means that is those people that abide by the law, or they
abide by the law in terms of paying the taxes, in terms of respecting other
people, in terms of like also respecting their environment, taking care of and
of being responsible for your actions -

n/a

Teacher E (Jonathan)

Its to become a decent South African. To serve your country, and forget
about politics, forget who is running the country. What I miss, if I compare
South Africa at the moment to say...I don’t like the English, Britain, but
compare their culture with our culture, we're missing something at the
moment. . .

n/a

Teacher F (Gillian)

If you live in a city or town. . ., then I'm part of [that city /town]. And that
means that I belong to [that city/town] and I'm part of [that city or town], so
it’s very important that I then be part of the community and do everything
which is part of the community and fit in and I belong to [that city/town] I
have to keep [that city/town] name up and that then influences my social life,
it influences my school, and then as a teacher, I also have to be part of [that
city/town] and do it in a good way. . . .have a good name, and so that the
children and the parents can respect me.

n/a

Teacher G (Lilith)

someone who obeys the law, who wants to create a decent environment

n/a

Teacher H (Letitia)

It can be lots of things, but essentially if it be your responsibility if you want,
if you contribute to part of a greater system. ... and accountability . .. because
you can’t expect to be considered part of a whole if you’re not conforming to
what is expected of that situation.

n/a

Teacher I (Saleem)

...to me its having the beauty of living in the country and enjoying the
privileges of that country without the other political things attached.

n/a

Teacher J (Sylvia)

It can be very broad. . . . I would think not just belonging, but also loyalty and
vice versa . . . like the citizens be there for the state, the state must be there to
cater to maybe all their needs. . .

n/a

Teacher K (Reginald)

Knowing your rights, knowing our constitution, being aware of issues that are
of discrimination, knowing your limitations, understanding people, being
involved in outreach, making sure that other people share your knowledge
and train them to get them, because, so constantly there’s a cycle and you
need to be part of that cycle. You need to be part of everything is a cycle in
this universe, and you need to be part of the cycle, whether it be resources, be
aware of, whether it be the food you eat, your fitness,.. and you’re not an
island, and therefore anybody who is different you have to engage, you have
to make sure you build a bridge with that person. . .

n/a
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Respondent School Type Gender School Marker Geography

1 Teacher A (Arthur) High School Male BVD Urban

2 Teacher B (Colin) High School Male BVD Urban

3 Teacher C (Jeffrey) High School Male BVD Urban

4 Teacher D (Caitlin) High School Female BVD Urban

5 Teacher E (Katy) High School Female BVD Urban

6 Teacher F (Kwazi) High School Male MKO Urban

7 Teacher G (Jason) High School Male MKO Urban

8 Teacher H (Jake) High School Male MKO Urban

9 Teacher I (Solomon) High School Male MKO Urban

10 Teacher ] (Adam) High School Male MSV Peri Urban
11 Teacher K (Kenneth) High School Male MSV Peri Urban
12 Teacher L (Cody) High School Male MsvV Peri Urban
13 Teacher M (Liza) High School Female MSV Peri Urban
14 Teacher N (Joseph) High School Male BNFL Rural

15 Teacher O (Oscar) High School Male BNFL Rural

16 Teacher P (Laura) High School Female BNFL Rural

17 Teacher Q (Grace) High School Female BNFL Rural
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Respondent

Teacher A (Lisa)

Received CPD for

citizenship/ social
cohesion

No, not at all

Do you practice/ implement the values of citizenship and social
cohesion in your classroom?

It’s quite really difficult,. . . if Thave to look at Grade 8 and Grade 9, many of them when we talk
about sex, about gays and all this stuff, lesbians and all that stuff, then there are a few of them
who are frivolous and laugh about these topics. But for me, and as you say, it’s very sensitive,..
there are homosexual kids in the class. . .but I'say, we must learn to respect these people because
these people have rights. So I'll always say they have their rights, we can’t discriminate against
them or whatever, especially if the kid is in the class, and you know

Teacher B
(Raymond)

[referring to the practices of teachers at the school] No, not at all. Because we, many of our
teachers in our time were at a university based on a certain race. So many of us at East Cape, or
at the Colleges or at the Tech. The new type of teacher being trained is now being trained much
more in a multi-racial culture. . .

Teacher C
(Zimkitha)

when the child enters our school, then that child learns discipline in terms of being responsible

Teacher D (Tebalelo)

if you are in class teaching that child, but if youre seeing that child is doing something wrong,
then it is your duty to speak with that child. ..

Teacher E
(Jonathan)

If I can explain it to you. Once a guy comes into my office, let’s say he’s transgressing a rule, say
for instance he stole something then my approach won’t be, you stole something. We try to say,
what value did you not obey? Respect for other people’s property? So we throw this whole thing
towards values.

Teacher F (Gillian)

No

I don’t know. . .,sometimes you feel that children get more difficult and difficult and always to
cope with them isn’t so easy. Because ja, how to discipline them and after so many years in

teaching, I believe I can, but sometimes you just feel I can’t go on any longer. . .

Teacher G (Lilith)

T wouldn’t say like to an exceptionally high level. ... ’'m a Christian as well, but I have respect
for the other, . . .. I would never put my personal opinion and say, I will say if you are Christian,
then you would do this, but if you are Muslim, ... Because I feel that they are that appropriate

age to make their own choices.

Teacher H (Letitia)

No

Well. . .you can talk about anything, and you can discuss anything, and you can write letters
about anything, and you can analyse people from different angles and all of that kind of thing.

Teacher I (Saleem)

[some teachers] discipline the child by putting the child outside the classroom, which is against
the policy of the Department. And I say to them, why not tell the child to come and sit in front
of your class? Start with that, you know. Or punish the child after school. Some teachers punish
the child during an interval for example, which is also not right, because the child needs that
break between sessions.

10

Teacher J (Sylvia)

Well, I have a lot of patience, and so I like talking and making the child understand, you know
where the child maybe went wrong and then come back to talk, like maybe have a one-on-one.

11

Teacher K
(Reginald)

No

For me it’s orientating them for life, it’s making sure that they carry those lessons through with
them for life.
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Respondent

Understanding of Citizenship

Understanding of Social Cohesion

1 Teacher A (Arthur) The privileges of someone. . .acknowledging and promoting The link between people in a society
roles and duties. . .
2 Teacher B (Colin) Legally belonging to a given country The act of individuals and groups in society working together
in harmony towards a shared goal
3 Teacher C (Jeffrey) Means a position of being a citizen of a particular country Refers to the strength of relationships, connectedness and the
sense of solidarity
4 Teacher D (Caitlin) State of belonging to a nation state by birth, origin or Co-operation / unity in the various interactions among
descendant or registration as per the legal given provisions of a people of a group inhabiting a specific geographical area
particular state or country. ..
5 Teacher E (Katy) When one belongs to a given state as enshrined in the The ability to live and work together in a given social setting
constitution - could be by birth or as stated in the constitution e.g., community
6 Teacher F (Kwazi) Civic issues, rights and responsibilities Unity within groups at different levels e.g., family,
community and country
7 Teacher G (Jason) Sense of belonging to a state or country Unity within and across groups in a nation or country
8 Teacher H (Jake) Position or status of being a citizen of a country, fighting Strength of relationships and the sense of solidarity among
discrimination, social exclusion and inequalities by to building members of a community
social capital, Living according to good citizenship values
9 Teacher I (Solomon) Social rights, obligations and engaging in positive behaviour Shared values, a sense of solidarity between members of a
community
10 Teacher ] (Adam) Status of being a citizen of a particular country. Unity, strength of a relationship, a sense of solidarity between
members of a society
11 Teacher K (Kenneth) Identity, patriotism, ownership, belonging to a nation, ‘When people work together for a common good, unity, team
sovereignty, desire to develop one’s nation work and interaction of members in the society.
12 Teacher L (Cody) The social responsibilities and accountabilities expected of The social bonds within communities that enhance peace,
persons living within set boundaries social and economic development
13 Teacher M (Liza) It’s about enabling people to make their own decision and also It’s about people coming together, being interactive, cooper-
be able to take responsibility for their own lives and their ative and collaborative in every aspect of their social life. Its
communities communally based and its not individualistic
14 Teacher N (Joseph) Acquisition of civic responsibilities, and values for the for the Integration of members of a society for nationhood
formation of good citizens.
15 Teacher O (Oscar) Members of a common society — cherishing common norms Unity or oneness for achieving a common goal which is a
and values in a patriotic way national consciousness and nation building
16 Teacher P (Laura) The status of being a citizen along with the rights, duties, and Unity of a purpose amongst members of a community
privileges of being a citizen
17 Teacher Q (Grace) The relationship between an individual and the state where one The degree of social integration and inclusion in communi-

understands and fulfills their rights and duties within their
society

ties
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Respondent School Type Gender Quintile Geography
1 Teacher A (Lisa) High School Female 1 Rural
2 Teacher B (Raymond) High School Male 1 Rural
3 Teacher C (Zimkitha) High School Female 1 Urban
4 Teacher D (Tebalelo) High School Male 1 Urban
5 Teacher E (Jonathan) High School Male 5 Rural
6 Teacher F (Gillian) High School Female 5 Rural
7 Teacher G (Lilith) High School Female 5 Rural
8 Teacher H (Letitia) High School Female 5 Urban
9 Teacher I (Saleem) High School Male 5 Urban
10 Teacher J (Sylvia) High School Female 5 Urban
11 Teacher K (Reginald) High School Male B Urban






OPS/images/feduc-09-1326437-t001.jpg
Phase Subject/s

1 ECD—Grade 2 Family and Heritage Studies

2 Grade 3-7 Family, Religion and Moral Education
Heritage and Social Studies

3 Forms 1-4 Family and Religious Studies
Heritage Studies

4 Forms 5-6 None
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Respondent

Received CPD for

citizenship/ social
cohesion

Do you practice/ implement the values of citizenship and
social cohesion in your classroom?

1 Teacher A (Arthur) No Yes. In every lecture, attempts are made to ensure that captures most of the different
views.

2 Teacher B (Colin) Yes Yes. Appreciating diversity in teaching and learning. . .

3 Teacher C (Jeffrey) Yes Yes, by utilizing collaborating approaches to learning such as group work, class discus-
sions and debates. Exposing learners to the history of different social groups in the
Zimbabwean society in order for them to value social and cultural diversity.

4 Teacher D (Caitlin) No Yes. Encouraging the sharing of unique cultural values and practices. . .

5 Teacher E (Katy) No Yes. Always bringing in aspects of a citizen’s rights when teaching topics such as
democracy and human rights

6 Teacher F (Kwazi) No Yes. In teaching social studies, one of the goals is citizenship education so I teach my
students about their rights and responsibilities.

7 Teacher G (Jason) No Yes. Through lectures on national pride and patriotism.

8 Teacher H (Jake) Yes Yes, by developing characters to become more mindful of our responsibilities, rights
and roles in society.

9 Teacher I (Solomon) No Yes, through assisting other students in need of say fees and food. Accompanying and
paying what is known as chema to a bereaved student’s family.

10 Teacher ] (Adam) Yes Yes. Classroom discussions, debates, voting, exercising of their rights, conservation of
natural resources, participation in projects for the community. . .

11 Teacher K (Kenneth) No Yes, participation in national events, e.g., national cleaning up events, being involved
in soil conservation and encouraging critical thinking. . ..

12 Teacher L (Cody) Yes Yes, group work, educational tours. . ..

13 Teacher M (Liza) No Yes. Students are allowed to work together and also make choices. They are responsible
and accountable for their choices.

14 Teacher N (Joseph) No Yes, we sing the national anthem and raise the flag. We debate and dramatize national
issues of a civic and social nature, we carry out educational tours as a way of learning. . .

15 Teacher O (Oscar) No Yes, I teach the values of both. .. we practice these values at assemblies, we partici-
pate in national events e.g., Africa Day, Independence Day, We also execute excursions
to areas of national significance. . .also collaborative research and entrepreneurial
projects.

16 Teacher P (Laura) No Yes, respect individual differences, volunteering, empowering students as leaders,
encouraging children to be a good citizen.

17 Teacher Q (Grace) Yes Yes, I hold debates on issues to do with human rights and responsibilities, taking field

trips around the community.
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