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ABSTRACT

The present study was inspired by Human-Vogel and Dippenaar’s (2013) research, which
examined pre-service teachers’ commitment to community engagement in their second year
of study. Human-Vogel and Dippenaar 2013 found that personal justice beliefs were
independent of the pre-service teachers’ attitudes towards service learning. These puzzling
findings necessitated further investigation and formed the basis of the rationale for my study.
| was furthermore intrigued by the number of mentions made of social justice in connection
with community engagement, evoking my interest in this concept and the role that social
justice plays in service learning. In the present study | explored pre-service teachers’
experience with social justice during their service learning activities, examining the ways in

which they dealt with social justice issues during their interactions in the different settings.

A qualitative research approach was applied guided by an interpretivist paradigm. | made
use of an ex post facto instrumental case study design and four pre-service teachers were
conveniently and purposively selected for the present the study. The criteria for selection
was that the participants must have been involved in the Human-Vogel and Dippenaar’s
(2013) research and were willing and available to participate in the present study. The data
was collected through individual semi-structured interviews and thematic analysis was

utilized during the data analysis.

In the present study five themes emerged as a result of the thematic analysis and
interpretation. Firstly the pre-service teachers were able to provide their individual
conceptualisation of justice. Under this theme they gave their individual definitions of
personal and social justice and also provided examples of these concepts. Secondly, the
pre-service teachers reported on their overall service learning experiences and these
included the negative and positive aspects. Thirdly, there were barriers faced by the pre-
service teachers during service learning activities. These included a lack of preparation
and structure in the service learning activities, expectation versus reality of the service
learning experiences, language barriers, lack of resources in the community, security
concerns, and issues of stereo-types and assumptions. Fourthly, the pre-service teachers
discussed issues of justice and social change. They were able to discuss issues related
to social injustices experienced in the community, the availability and accessibility to justice

structures as well as their being a voice to the voice-less. These aspects were discussed
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with the aim that such could be examined and used to bring about social change in the
community. Lastly, the pre-service teachers provided recommendations in the form of
Support structures needed by pre-service teachers in future service learning
activities. They suggested that in future other pre-service teachers could benefit from
preparation for the service learning module, monitoring of the service learning activities,
guidelines and structure in the service learning and debriefing during and after the service

learning.
Key concepts

e Pre-service teachers

e Experiences

e Community engagement
e The belief in a just world
e Service learning

e Social justice
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CHAPTER 1: BACKGROUND AND CONTEXT OF THE PRESENT
STUDY

1.1 INTRODUCTION

The present study was inspired by Human-Vogel and Dippenaar’s (2013) research, which
examined pre-service teachers’ commitment to community engagement during their second
year of study. One of the hypotheses of that study was that participants’ belief in a just world
would have a positive correlation to such a commitment (Human-Vogel & Dippenaar, 2013,
p. 2). However, unexpectedly, the authors found no correlation between these pre-service

teachers’ personal justice beliefs and their commitment in this respect.

The personal justice beliefs investigated in Human-Vogel and Dippenaar (2013) are based
on the belief in a just world theory (BJW). According to this theory, our world is predictable,
fundamentally just, and governed by a certain order (Faccenda & Pantaléon, 2011). Dalbert
(1999) predicts that people with a strong belief in a just world, when confronted with
injustice, are usually motivated to restore justice. In this vein, community engagement offers
a potential avenue for pre-service teachers to confront social injustice and to participate in
addressing some of these injustices. However, Human-Vogel and Dippenaar’s (2013) study
revealed that personal just-world beliefs did not appear to be relevant to the pre-service
teachers’ commitment to community engagement. Despite a lack of understanding of the
connection between such beliefs and community engagement, the pre-service teachers
reported high levels of satisfaction from these activities and found them very meaningful for

their personal development.

Findings from the Human-Vogel & Dippenaar (2013) study suggest that pre-service teachers
who participate in community projects for academic purposes may not be aware of the
importance of civic participation and a social justice orientation as a conceptual framework
for community engagement projects. The study undertaken by these researchers explains
that pre-service teachers gained satisfaction from their involvement, which impelled me to
guestion the source of this satisfaction. Human-Vogel and Dippenaar (2013) argue that
social justice issues might not have been explicitly addressed in the community engagement
activities for the pre-service teachers in this particular sample. Human-Vogel and Dippenaar

(2013) explain that the pre-service teachers who participated in their research were involved

Page 1 of 165
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in the community engagement project as it formed part of a credit-bearing module. Therefore
there is need for further enquiry into the reasons for the pre-service-teachers’ participation.

Further investigation is important, as it will shed light on whether these pre-service teachers
participated in the community project as a form of obligation or whether the community
project’s goals adequately motivated their commitment to civic participation and social justice
(Human-Vogel & Dippenaar, 2013). The aim of the present study is therefore to describe and
ascertain how pre-service teachers experienced social justice during their interaction with
individuals in the different settings (schools, prisons) where their service learning activities

took place.
1.2 BACKGROUND TO PRESENT STUDY
1.2.1 COMMUNITY ENGAGEMENT

Community engagement in higher education is an important context for the present study, so
| will discuss it first then look at the relevance of service learning for social justice. Lastly, |
will address the belief in a just world literature as background for the study. According to
Lazarus, Erasmus, Hendricks, Nduna and Slamat (2008), the conceptualisation and
understanding of community engagement was a relatively unknown concept in South Africa
until the 1990s. Lazarus et al.,, (2008, p. 58) further explain that the introduction of
community engagement in South African Higher Education Institutions was in response to
the call of the white paper on the transformation of Higher Education (1997) for practical
studies and pilot programmes, which investigate the potential of community service in higher
education. In order to carry out this mandate the Joint Education Trust (JET) launched the
Community-Higher Education-Service Partnerships (CHESP) initiative in 1999, in
partnership with the Ford Foundation and the WK Kellogg Foundation (Bell, 2007). “The
purpose of this initiative was to assist South African Higher Education Institutions with the
conceptualization and implementation of community engagement as a core function of the

academy” (Lazarus et al., 2008, p. 57).

The Council on Higher Education (CHE) set up initiatives to enable the smooth integration
and implementation of community engagement in South Africa. An example of such
initiatives was a collaboration between the CHE, Higher Education Quality Committee
(HEQC) and JET in which they published two ground-breaking books: A Good Practice
Guide and Self-evaluation Instruments for Managing the Quality of Service learning
(HEQC/CHESP, 2006a) and Service learning in the Curriculum: a Resource for Higher

Page 2 of 165
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Education Institutions (HEQC/CHESP, 2006b). The CHE, HEQC and JET also produced a
DVD in 2006, to assist higher education institutions to implement service learning in South
Africa.

However, the basis for the content of those sources was research carried out by American
scholars and in the context of higher education in USA (Bender, 2008 cited in Malekane,
2009, p. 21). These initiatives by South Africa were important as they aimed to promote and
develop social responsibility and awareness among students (Bender, 2007; HEQC, 2006a).
The core of these initiatives is important to my study as they represent some of the
characteristics of social justice and service-learning. Bell (2007, p. 148) argues that such
learning has the potential to strengthen student learning, as it provides a critical link between
theory and practice, and encourages civic engagement and responsibility. It has been
suggested that such involvement will enable students to address issues in modern society,

and respond to the challenges of social development and egalitarian citizenship (Bell, 2007).

The call from the South African government for these institutions, students, staff and external
stakeholders to increase their social responsibilities towards the community is an impetus for
higher institutions’ involvement in community and service learning (Bender & Jordaan, 2007;
O’Brien, 2009). The call for higher institutions’ involvement in community and service
learning has also been an initiative of the national community, of CHESP and of the JET
(which later became the JET Education Services section of the Trust) in their mission to
include community engagement in the curricula of higher education institutions in South
Africa (HEQC, 2006a). The inclusion of service learning as a core component in all the
learning opportunities of higher institutions in South Africa (HEQC, 2006a) has brought about
all of this.

1.2.2 SERVICE LEARNING

Petersen (2007, p. 169) argues that service learning may be distinguished from other forms
of applied learning in community settings, such as integrated learning and teaching practice
experience, by the principle of social justice. Similarly, for Meyers (2009, p. 373), service
learning’s overarching goal is “....to develop citizenship by incorporating theory and practice
so that pre-service teachers can embark on a lifelong involvement in social issues and public
life”. According to Bringle and Hatcher (2007), service learning is important because, in
addition to promoting serving to learn, it intentionally also focuses on learning to serve. As a

result, it enables the development of socially responsible citizens. In the South African
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context, this is important in that such outcomes are explicitly outlined in the White Paper on
Higher Education (Department of Education, 1997), a government policy that outlines
transformational strategies for higher education in the present day South Africa (Bringle &
Hatcher, 2007, p. 83).

1.2.3 SERVICE LEARNING FOR SOCIAL JUSTICE

Service learning for social justice endeavours to increase students’ and higher institutions’
social responsibility; build mutually beneficial relationships with communities; and address
issues of power relations, reciprocity and partnership. All these are areas of contention
between higher institutions of learning and communities (Erasmus, 2008; Osman & Attwood,
2007). Despite the above, only a small number of studies emphasising social justice in the
South African context have been undertaken (Petersen, 2007). Furthermore, Butin (2006, p.
491) argues that the service learning movement has undermined or disregarded the positive

outcomes of social justice in service learning.
1.24 BELIEF IN A JUST WORLD (BJW)

Peter, Kloeckner, Dalbert and Radant, (2012, p. 56) suggest that belief in a just world
provides a conceptual framework to help individuals interpret the events of their personal life
in a meaningful way. Being confronted with an injustice threatens the belief that justice exists
in the world. In turn, this induces strong just world believers to try to restore justice either
factually or metaphorically. When they observe unjust events that they are not able to
resolve in reality, but they unconsciously try to integrate these experiences into their belief in
a just world. Dalbert (1999, pp. 79-80) explains that “a strong belief in a just world fosters the
denial of observed injustice in situations with broad social and political unfairness. However,
when confronted with more specific pro-social situations, in which considerable help is

possible, belief in a just world and pro-social commitment are positively related”.
1.2.5 PROBLEM STATEMENT AND RATIONALE

Human-Vogel and Dippenaar 2013 found that personal justice beliefs were independent of
the pre-service teachers’ attitudes towards service learning. These puzzling findings
necessitate further investigation and form the basis of the rationale for my study. | want to
understand how the pre-service teachers conceptualise justice. Their conceptualisation of
justice is important as it might help shed light on why the results of Human-Vogel and

Dippenaar 2013 showed no relationship between belief in a just world and commitment to
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community engagement. | am furthermore intrigued by the number of mentions made of
social justice in connection with community engagement, evoking my interest in this concept
and the role that social justice plays in service learning (Boyle-Baise & Langford, 2004;
Closson & Nelson, 2009; Iverson & James, 2010; Perold, Patel, Carapinha & Mohamed,
2007). In particular, | seek to understand the nature of service learning that enables pre-
service teachers to become active citizens who advocate for social change.

My interest was further stirred by the fact that there is very limited literature on service
learning that emphasises social justice, particularly in the South African context (Petersen,
2007). Community engagement in South Africa is strongly influenced by the United States of
America’s higher education structures, and ideologies of service and engagement (Erasmus,
2007; O’Brien, 2009). CHESP’s strong links to donor organisations and universities of the
USA indicate this (Erasmus, 2008, p. 2). CHESP’s close relationship with the USA required
that all the funding and expertise needed during the initial stages of the implementation of
service learning in South Africa came from that country. The United States of America’s
strong influence and connections in terms of community engagement in South Africa led me
to conclude that since South Africa bases most of it is findings on literature from the USA,;
South African research findings on community engagement may sometimes represent a
“‘borrowed” perspective. The South African perspective therefore does not truly represent the
dynamics of community engagement in a South African context. Based on the above
discussion, | argue that there is a need for more research on community engagement based

on South African literature and context.

Many studies on social justice education have been conducted (Butin, 2006, Wade, 2007,
Boyle-Baise & Langford, 2004). However, few of those studies actually incorporate pre-
service teachers’ personal beliefs with regard to justice and injustice within the context of
service learning. Moreover, the available studies have predominantly dealt with the pre-
service teachers’ pre-service learning interactions (Bender & Jordaan 2007; James &
Iverson, 2009; Mudavanhu & Zezekwa, 2009; Petersen, 2007). A few studies dealt with the
post-experiences and benefits of service learning (Astin, Vogelgesang, lkeda & Yee, 2000;
Baldwin, Buchanan & Rudshill, 2007; Prentice, 2007). Community engagement is important
because it enables higher education institutions to create enabling and mutually beneficial
relationships with communities. Building these relationships is important, as it is an avenue
for addressing social issues. At the same time, this is also an opportunity to increase civic

involvement among pre-service teachers (Bringle & Hatcher, 2007; O’Connor, Lynch &
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Owen, 2011). Furthermore, community engagement may be used to address social
problems and create a sense of social responsibility in these pre-service teachers, thus
bringing about social change (lverson & James, 2010). Implementing community
involvement creates the hope that projects in disadvantaged communities will bring about
social justice. It may be assumed that these experiences would be relevant to pre-service
teachers’ beliefs in a just world, and that these beliefs might motivate them to strive for

personal and social justice.
1.3 PURPOSE OF THE STUDY

My study aims to explore service learning as one of the diverse forms of community
engagement. The present study focuses on service learning with a social justice orientation.
The purpose is to investigate pre-service teachers' understanding of justice and injustice and
how it might affect their desire to assist and be socially responsible. In the present study |
explore pre-service teachers’ experience with social justice during their service learning
activities, examining the ways in which they dealt with social justice issues during their

interactions in different settings.
1.4 CONCEPTUAL FRAMEWORK

The conceptual framework for my study is rooted in literature on social justice (Gardener,
Holmes & Leitch, 2009; Griffiths, 2003; Gewirtz, 1998; Gewirtz, 2002; Gewirtz & Cribb, 2002;
Jackson, 2005; Lewis, 2004; Power & Gewirtz, 2001; Wang, 2012).

1.4.1 DIMENSIONS OF JUSTICE IN SOCIAL JUSTICE

Gewirtz (2002) identifies three ways of how to consider justice within the social justice
dimension: the distributional, relational and associational dimensions. These different kinds
of justice are all characterised by individuals using three general principles: equity, equality
and need. These are used to assess whether a situation is just or unjust (Faccenda &
Pantaléon, 2011). According to Kellerhals et al. (1997, cited in Faccenda & Pantaléon 2011,
p. 294), these principles involve cognitive operations, such as identification of the agents
(who is present? who needs what?); identification of the stakes of the situation; attribution of
merit; and anticipation of the consequences of the distribution. Under the equity principle
outcomes should be distributed in equal proportion to inputs (Faccenda & Pantaléon, 2011,
Jost & Kay, 2010; Wagstaff, 1998). Therefore what is equitable is what is deserved. In

contrast, the equality principle rewards everyone the same way, regardless of individual
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contribution. Steiner (1999, cited in Faccenda & Pantaléon, 2011, p. 294) points out that,
somewhat similarly to the equality principle, the need principle does not take into
consideration the contribution of individuals or groups but ensures that people receive
according to their needs.

1.5 RESEARCH QUESTIONS

1.5.1 PRIMARY RESEARCH QUESTION

How did pre-service teachers experience social justice during service learning?
1.5.2 SUB QUESTIONS

What experiences, related to justice or injustice, did the pre-service teachers report during

their service learning activities?

How do pre-service teachers understand personal and social justice in relation to service

learning?
1.6 ASSUMPTIONS

Based on the literature consulted (Butin, 2007; Books & Ndlalane, 2011; Meyers, 2009;
Mitchell, 2007; Mwaniki, 2012), firstly | assumed that, through service learning, pre-service
teachers learned how to engage with communities, and that this provided them with an
avenue to examine relations of power and inequality in the community (Boyle-Baise &
Sleeter, 1998). Secondly, | assumed that the pre-service teachers would be interested and
willing to reflect on their service learning experiences. Thirdly, | assumed that their personal
beliefs in a just world might have influenced them in dealing with issues of injustice and
inequality during their interactions with their learners (Dalbert, 2002). | anticipated that this
knowledge would assist me to understand how these pre-service teachers define social
justice and the principles of equality and fairness, which are core foundations of social
justice (Jost & Kay, 2010). | also assumed that reflection on these experiences would
promote problem solving and critical dialogue, which in turn would foster thought and action
in the pre-service teachers (Baldwin, Buchanan & Rudisill, 2007). According to Meyers
(2009), these experiences would be helpful in the process of reducing prejudice and stereo-

typing. It is hoped that the attempted elimination of prejudice and stereo-typing would
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subsequently spread out to incorporate such students’ beliefs about entire racial or ethnic

groups as well as attitudes and social policy.
1.7 CONCEPTUAL PARAMETERS

For the purpose of clarification, the key concepts used in the present study are discussed
below.

1.7.1 PRE-SERVICE TEACHERS

The Oxford Dictionary defines a student as an individual who is studying at a university or
other place of higher education. According to Soanes & Stevenson (2005), the term
“student” may also refer to someone who studies in order to enter a particular profession.
For the purpose of the present study, the phrase “pre-service teachers” refers to students

who were involved in Human-Vogel and Dippenaar’s (2013) research.
1.7.2 EXPERIENCES

According to Neuman (2007), experiences include the presence of multiple voices that
recognise the connection between individuals’ education and their personal experiences, as
well as the presence of different identities. Dewey (1963) views experience as that which
occurs when a transaction is carried out within the environment. Scheckley and Keeto (1997,
cited in Boyle-Baise & Sleeter, 1998, p. 9) suggest that adults are more comfortable with
meanings that preserve and are compatible with previous knowledge. If they perceive
experiences as nothing novel, then there is no need for modification of meaning. Pre-service
teachers can either disregard unsettling occurrences or make connections, which will alter
their future perceptions. Moreover, as hinted by Neuman (2007), individuals sift their
experiences through a perceptual screen, composed of personal norms and lived
experiences. Radest (1993, cited in Boyle-Baise & Sleeter 1998, pp.9-10) links the
construction of meaning with service learning as “confrontations with familiarity and
strangeness”. Both claims imply that the interpretations of experience depend upon what is
familiar and strange to the given pre-service teachers at the onset of their service learning.
In the present study, experiences refer to the understanding and descriptions of the pre-
service teachers involved in the service learning programme, their perceptions and
interpretations thereof. The pre-service teachers’ experiences were accessed via ex post

facto recall almost two years later, after their service learning activities.
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1.7.3 COMMUNITY ENGAGEMENT

The Curricula of Higher Education Institutions in South Africa (HEQC) Framework for
Institutional Audits (June 2004 as cited in HEQC, 2006a, p. 12) defines community
engagement as “initiatives and processes through which the expertise of the higher
education institution in the areas of teaching and research are applied to address issues
relevant to the community”. “Community engagement can take many forms, and range from
informal and relatively unstructured activities, to formal and structured academic
programmes aimed at particular community needs” (service-learning programme) (HEQC,
20064, p. 12). According to Lazarus et al. (2008, p. 61), in its broadest “sense, community
engagement is the combination and integration of service with teaching and research,

related and applied to identified community development priorities”.
1.7.4 THE BELIEF IN A JUST WORLD (BJW)

As mentioned before, people who believe in a just world believe that they deserve what they
get and get what they deserve (Lerner, 2003). As such, the belief in a just world enables
individuals to confront their physical and social environment as stable and orderly (Dalbert,
1999, p. 79). As a result, people are motivated to defend their belief in a just world when it is
threatened by injustices; either experienced or observed (Dalbert, 2009). The belief in a just
world and its relevance to the present study are covered in-depth in Chapter Two.

1.7.5 SERVICE LEARNING

From the literature review, several definitions emerged for the concept “service learning”.
Bringle and Hatcher (1995, p. 112) define it as “...course-based, credit-bearing educational
experience in which pre-service student teachers (a) participate in an organised service
activity that meets identified community needs and (b) reflect on the service activity in such a
way as to gain further understanding of course content, a broader appreciation of the
discipline, and an enhanced sense of personal values and civic responsibility”. At the higher
education institution where the present study was undertaken, “service learning” is defined
as a module-based, credit-bearing experiential educational approach, involving activities in

which students:

e Participate in contextualised, well-structured and organised service activities aimed

at addressing identified service needs in the community;
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e Through structured reflection, examine and analyse their experiences critically so
that they gain a deeper understanding of the connection between the content and
service, as well as achieve personal growth and a sense of personal development.

“Notwithstanding the many and varied definitions of service learning in the literature, an
emphasis on active learning, reciprocity, and reflection is common to all” (Bender, 2004, p.
10). In the present study, the definition provided by the higher institution where the present
study will be undertaken, suffices. Service learning is discussed further in Chapter Two.

1.7.6 SOCIAL JUSTICE

Boyle-Baise and Langford (2004, p. 55) define social justice “as the movement of society
toward more equality, support for multiculturalism, economic equality, non-violent conflict

resolution and participatory democracy”. “The aims for social justice reflect core democratic
beliefs: the worth of individuals, the strength of cultural diversity, and the need for political
equality” (Boyle-Baise & Langford, 2004, p. 55). Social justice is also further discussed in

Chapter Two.
1.8  INTERPRETIVE PARADIGMATIC APPROACH

An interpretivist approach will inform and shape the practice of this qualitative research
(Creswell, 2007; Denzin & Lincoln, 2005). The assumption that the participants and the
researcher socially construct reality is at the basis of the present study (Morrow, 2007; Tuli,
2011). The study findings will portray one of the many possible realities. In other words,
reality is subjectively constructed and experienced, implying that the meanings generated
capture the lived experiences of the pre-service teachers (Fouché & Delport, 2002). Their
subjective experiences and meanings attached to the constructs of the personal belief in a
just world and social justice will be interrogated to gain insight into how these were

experienced by them during their service learning.
1.8.1 QUALITATIVE APPROACH

Qualitative research does not represent a single research method as there are many
methods related to it. It may be “broadly defined as any kind of research that generates
findings not attained by means of statistical procedures or means of quantification” (Strauss
& Corbin, 1998, p. 10). According to Nieuwenhuis (2010a), qualitative research may be

defined as a process where the natural environment is used as the study or observation
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field. The procedure is undertaken to gather information about a given phenomenon, and to
make use of such information in a descriptive manner. Therefore, for the present study |
chose an educational setting from which to gather information on the experiences of the pre-

service teachers regarding social justice during their service learning activities.
1.8.2 EX POST FACTOINSTRUMENTAL CASE STUDY DESIGN

Ex post facto is a concept usually associated with quantitative studies and refers to research
conducted about an event or phenomenon after it has happened (Hassan, 2006). For the
purpose of the present study the concept ex post facto indicates that the research was
carried out after the pre-service teachers had already undergone the service learning
experience. According to Morse and Richards (2002), the purpose of a research design is to
plan, structure and conduct a study in such a way that the rigour (validity) of the findings is
maximised. | selected an ex post facto instrumental case study design and the pre-service
teachers as participants for the study. The application of this type of case study will enable
me to gain a deep understanding and insight into the real life worlds of the pre-service
teachers (Nieuwenhuis, 2010b; Stake, 2000). | opted for an ex post facto instrumental case

study design as this is a post service learning study.

A case study may in general be defined as “....an intensive, holistic description and analysis
of a single entity, phenomenon, or social unit” (Merriam, 2002, p. 205). Case studies involve
systematically gathering enough information about a particular person, social setting, event
or group to allow the researcher to understand how it works in an effective way. According to
Fouché (2002, p. 276), an instrumental case study is used to elaborate on a theory or to gain
a better understanding of a social issue, which in my study, is about attaining an in-depth
understanding of the experiences of the pre-service teachers. The given design will shed
light on the issues of social justice pertaining to the research. | will focus on emphasising the
uniqueness of the individual pre-service teachers’ experiences during their service learning
(Creswell, 2007).

1.8.3 SAMPLING CRITERIA

According to Merriam (2002), the choice of data collection and data sources depend partly
on the nature of the problem and the purpose of the investigation. An ex-post facto study
often lends its self to a self-selection form of sampling procedure for the study. The subjects
are therefore studied because they possess the characteristics of interest to the research

(Nnadi-Okolo, 1990, p. 101). The selection of the participants was through purposive
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convenience sampling. They had to be pre-service teachers who had participated in the
Human-Vogel and Dippenaar's (2013) study, and who were available and willing to
participate (Creswell, 2008).

1.8.4 DATA COLLECTION

Rossman and Rallis (2003, p. 13) argue that data collection is a “deliberate, conscious and
systematic process that details both the products, the data and the process of the research
activities that others may understand how the study was performed and can judge its
adequacy, strength and ethics”. According to Creswell (2008), data collection and
documentation may be regarded as interdependent activities, aimed at the gathering and
documenting valuable information in order to address the research questions. | will use
semi-structured interviews for data collection. The choice for this method is based on the
assumption that it would afford me a unique opportunity for personal and informative
encounters (Nieuwenhuis, 2010c). Open and direct verbal questions will be used to obtain
detailed information (DiCicco-Bloom & Crabtree, 2006), whilst some measure of control over

the interview is maintained through pre-set questions (Qu & Dumay, 2011).
1.8.5 DATA ANALYSIS

Data analysis in qualitative research is the “process of bringing order, structure and meaning
to the mass of collected data” for analysis (Marshall & Rossman, 1999, p.111). Subsequent
to the analysis, the data is reduced to themes through a process of coding and reducing
those codes and, finally, representing that data in tables, or a discussion (Creswell, 2007; De
Vos, 2005). Qualitative data analysis is usually based on an interpretative philosophy that
aims to examine the meaningful and symbolic content of qualitative data (Nieuwenhuis,
2010c). The aim is to establish the meaning that participants attach to a specific
phenomenon by analysing their perceptions, attitudes, understanding, knowledge, values,
feelings and experiences. In so doing, their construction of the phenomenon is approximated
(Nieuwenhuis, 2010c).

For the purpose of the present study, thematic analysis will be conducted on the gathered
data. Through thematic analysis | will be able to evaluate the key words, meanings,
messages and themes that | could have gathered from the collected data. Thematic analysis
is a method that identifies, analyses, and reports patterns (themes) within data. More so
thematic analysis minimally helps to organise and describe data sets in (rich) detail (Braun &

Clarke, 2006, p. 79). “It is a form of pattern recognition within the data where emerging
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themes become the categories for analysis” (Fereday & Muir-Cochrane, 2006, p. 4). Hence,
“through its theoretical autonomy, thematic analysis offers a flexible and useful tool, which
can potentially present rich detailed, yet multifaceted, account of data” (Braun & Clarke,
2006, p. 79). The present study will therefore utilise thematic analysis and interpretation
based on the integration methods of Terre Blanche and Kelly (2002), Creswell (2008),
Nieuwenhuis (2007c), and De Vos (2005) and guided by the thematic phases suggested by
Braun and Clarke (2007).

1.8.6 QUALITY CRITERIA

In qualitative research, trustworthiness is one of the values that underlie a rigorous study
(Babbie & Mouton, 2001). Trustworthiness helps the researcher to persuade the audience
whether the study findings are relevant. In qualitative research, credibility, transferability,
dependability and confirmability are regarded as key criteria of trustworthiness

(Nieuwenhuis, 2010c; Schwandt, 2007). These four constructs are discussed next:
1.8.7 CREDIBILITY

Credibility aims to demonstrate that the study was conducted in such a manner that the
subject was accurately identified and described (De Vos, 2005). The implication is that, as
the researcher, | have to ensure that the data collections and interpretations are supported
by raw data and are in line with the participants’ views (Gray, 2009). For purposes of the
present study, credibility will be achieved through member-checking (by the pre-service
teachers) of the audio-taped and transcribed semi-structured interviews (Seale, 1999;
Denzin & Lincoln, 2005). Member-checking will be used to ascertain that the data collected
and its interpretations were accurate. It will also enable the pre-service teachers to provide
additional information voluntarily where necessary (Babbie & Mouton, 2001). Although | am
the only researcher involved in the present study, all the data collection, analysis and

interpretation will be carried out under the supervision of a research supervisor.
1.8.8 TRANSFERABILITY

According to Babbie and Mouton (2001), transferability refers to the extent to which the
findings can applied in other settings or participants. The implication is that, as the
researcher | will have to define and interpret the data within the specific context in which it

occurred.
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1.8.9 DEPENDABILITY

Babbie and Mouton (2001) define dependability as the process that requires various
researchers to attain the same results on a given research. The focus on the process of
inquiry and the inquirer's responsibility is intended to ensure that the process is logical,
traceable, and documented (Schwandt, 2007). Dependability is viewed parallel to reliability,
a concept common in quantitative research (Punch, 2009). | will achieve dependability by
keeping detailed, comprehensive notes and audit trails of the data (Gray, 2009). The
process will involve the use of methods such as audiotapes, summaries, transcripts, and
developed themes. Dependability will thus be ensured by providing extracts from the

participants’ interviews to support the findings provided.
1.8.10 CONFIRMABILITY

In qualitative research, researcher and observer biases are both very common. Such biases
should be acknowledged and guarded against (Patton, 2002). Confirmability is the degree to
which the findings are the product of the inquiry and not the product of researcher bias
(Babbie & Mouton 2001). There should be connections between data and the researcher’s
interpretations (Gray, 2009). Confirmability is about auditing a process and involves going
back and forth and checking the original sources such as transcripts, audiotapes and
summaries that were used, to ensure confirmability. It may also be achieved by using peer
reviews that may include checking notes on ideas and on data interpretation with expert

colleagues and participants (Letts et al., 2007).
1.9 ETHICAL CONSIDERATIONS

Due to the social nature of the present investigation, | will, while undertaking the present
study, not only have a responsibility towards my profession in the search for knowledge and
truth, but also towards the research participants (Cohen, Manion & Morrison, 2007; Strydom,
2002).

1.9.1 INFORMED CONSENT

The essential purpose of ethics in research is to protect the welfare and rights of the
research participants. They have a right to know what is going to be asked of them and be
provided with enough readily understandable information so that they can freely consent or

refuse to participate in a given study (Graziano & Raulin, 2004).
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1.9.2 PRIVACY, CONFIDENTIALITY AND ANONYMITY

Walliman (2005) maintains that participants’ privacy, confidentiality and anonymity should be
protected at all times. Researchers must be able to see to it that the confidentiality of
participants and data is maintained.

1.10 CHALLENGES OF THE STUDY

First and foremost, as this is an emerging field of knowledge in the South African context,
there is a significant gap within literature with regard to knowledge relevant to the present
study. Secondly, as this is a retrospective study, one of the drawbacks is the recall bias.
Hassan, (2006) defines recall bias as the inaccurate recall of past exposure or experiences.
Recall bias can become a problem if there is too long a gap between the periods when the
events happen and when the respondents are asked to recall those experiences. It is a
challenge because individuals usually find it difficult to remember or accurately retrieve
information about past experiences, as human memory is often a poor version of the original
percept (Hassan, 2006). In addition, the information recalled by the participants may have
been biased by their current context and situation. It might be that some important details of
their experiences were omitted, suppressed or simply wrong (Tavakoli, 2013). Based on this
observation, | have to take into cognisance that the experiences reported by the pre-service
teachers cannot be attributed wholly to the service learning as the pre-service teachers have
just finished their teaching practicum. Furthermore, the data was collected two years after

their service learning activities.
1.11 POSSIBLE CONTRIBUTION OF THE STUDY

I am interested in the present study | am of the view that the desire to serve others is a
potential factor that initially influenced the pre-service teachers’ choice to become teachers
and later, their involvement in service learning. Personal just beliefs and social justice are
two constructs that need exploration in terms of service learning. The exploration of these
concepts is important as such beliefs provide a framework for the interpretation of the events
in one’s life, and also because social justice issues are differently perceived and interpreted
by various individuals (Dalbert, 2009). These views underline the significance of the present
study since | anticipate being able to ascertain whether or not my views and thoughts about
the specific pre-service teachers’ interpretations of these constructs hold true in a South

African context.
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According to Malekane (2009), there is a limited amount of literature on community
engagement aimed at social justice. Most of the literature available from the United States of
America and Europe suggests that service learning that is committed to social justice has
positive outcomes for both pre-service teachers and communities (Boyle-Baise & Langford,
2004; Bringle & Hatcher 2007; Iverson & James, 2010). According to Hall (2009) as well as
Osman and Petersen (2010), there are very few studies within the South African context that
focus on instilling civic-mindedness and an understanding of social change. Nevertheless,
the studies by Daniels (2007); Bender (2008); Mitchell and Humphries (2007) and Petersen
(2007) represent some exceptions. Based on the above, | believe that my study contributes
to the ways in which social justice issues in service learning may be addressed and to
determining how service for justice plays out in the South African context (Boyle-Baise &
Langford, 2004; Mitchell & Rautenbach, 2005; Mitchell, 2008; Morton, 1995). The findings in
my study contribute to the current theory and practice on service learning and social justice
in the South African context. In addition, the current study includes a broader concern,

namely the need for scholarship to assist those who might plan similar research.
1.12 OUTLINE OF THE CHAPTERS THAT FOLLOW
1121 CHAPTER 2: LITERATURE REVIEW

In Chapter Two | outline the conceptual framework of the present study. Relevant and
authoritative literature related to, service learning, the belief in a just world, and social justice

in teacher education was consulted for this.
1.12.2 CHAPTER 3: RESEARCH METHOD

In Chapter Three | outline the research design, research methodology and the process that
will be applied in the study. The proposed methods of data collection, data analysis and
interpretation are described and justified.

1123 CHAPTER 4: RESULTS OF THE STUDY, INTERPRETATIONS,
RECOMMENDATIONS AND CONCLUSION

In Chapter Four | will interpret, synthesise the findings and set out the recommendations and

conclusion of present the study.
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1.13 CONCLUSION

In this chapter | set out the rationale and purpose of the present study, as well as the
selected conceptual parameters. Furthermore, the selected methodological and
epistemological assumptions, research design, and research methodology were outlined.
Finally, | provided the relevant ethical considerations and quality criteria and introduced

Chapters Two to Four.

Page 17 of 165

© University of Pretoria



4
&
UNIVERSITEIT YAN PRETORIA

: UNIVERSITY OF PRETORIA

YUNIBESITHI YA PRETORIA
\ 4

CHAPTER 2: CONCEPTUALISING SERVICE LEARNING AND SOCIAL
JUSTICE IN SOUTH AFRICA

21 INTRODUCTION

Acquiring knowledge, skills and attitudes through participation in community-based projects
is a well-established element of service learning (Bender & Jordaan, 2007; Buchanan &
Rudisill, 2007; Felton & Clayton, 2011; Astin, Vogelgesang, lkeda & Yee, 2000). The aim of
these community-based projects is usually an attempt by higher institutions of learning to
address inequalities and injustices that might exist in a given community. In the current
chapter | will review current literature on service learning and orientation challenges towards
service learning. Furthermore, | consider the way in which students’ personal justice beliefs
may be relevant to a social justice framework in service learning projects. Gewirtz's (1998)
and Power and Gewirtz’s (2001) conceptualisation of social justice, including its
distributional, relational and associational dimensions will be discussed. More so | will
discuss other dimensions of social justice. Lastly, | will present a discussion on service

learning, the belief in a just world and social justice.
2.2 SERVICE LEARNING IN THE SOUTH AFRICAN CONTEXT

Castle and Osman (2003, cited in Bender & Jordaan 2007, p. 634) indicate that service-
learning interest is escalating at a “time of curriculum transformation in teacher education
and institutional change in higher education in South Africa”. Service learning also
represents a paradigm shift in higher education (Bringle & Hatcher, 2007; Bender et al.,
2006; Lazarus, 2007) as it enhances the role that students and communities in the
construction of knowledge (Gibbons, 2005). Bringle and Hatcher (2007, p. 83) explain that
this move is aligned with dynamic changes in higher education in South Africa and that it
summarises a move “from reproductive learning to reconstructive learning”. Reproductive
learning consists largely of memorisation and knowledge acquisition, while reconstructive
learning is characterised by understanding, application of theory in practice. It also embodies
ways of how information is viewed and synthesised in context and from different viewpoints
(Bringle & Hatcher, 2007, p. 83).

Different higher learning institutions have diverse ways of formulating and implementing their

service learning programmes. These various forms of service learning do not assume that
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there is only one correct form. As suggested by Vickers, Harris and McCarthy (2004, p. 133),
good service learning programmes are developed from present strengths and interests of
the different institutions and the stakeholders concerned. Bringle and Hatcher (2007, p. 83)
highlight that in the South African context, civic outcomes have been inseparably associated
with the pedagogy of service learning. As mentioned in Chapter One, the White Paper on
Higher Education (Department of Education, 1997) informs the transformational strategies
for higher education in present day South Africa (Bringle & Hatcher, 2007, p. 83). One of the
four central goals of the white paper is to advance and develop social responsibility and

awareness amongst students.

The above goal also encompasses the promotion of the role played by higher education in
social and economic development through community service initiatives (Department of
Education, 1997, p. 10). In doing so, service learning can then be utilised by universities as
an avenue for the promotion of social engagement, responsibility and democratic awareness
(Department of Education, 1997). Research by Bringle and Hatcher (2002) suggests that
developing better partnerships between the campus and the community is the basis for the
revitalisation of service learning in higher education in South Africa. Service learning also
endeavours to create mutually beneficial relations between higher institutions of learning and
communities (Bringle and Hatcher, 2000). These relationships are fostered by building
partnerships that mutually support community interests and academic goals. In order for
such partnerships to be meaningful, all relevant stakeholders must be involved in the
conceptualisation, implementation and evaluation stages of the programme(s) to be
undertaken (Nduna, 2007). For further discussion on building authentic partnerships in

service learning (2.2.2 refers).

2.21 ORIENTATION CHALLENGES TO SERVICE LEARNING: CHARITY AND
JUSTICE DIMENSIONS

As stated by Bringle and Hatcher, (2000), one of the aims of service learning is to create
mutually beneficially relationships between the service providers and the recipients. But after
a review of the literature (Bringle & Hatcher, 2007; Kinefuchi, 2010; Mitchell & Rautenbach,
2005; Morton, 1995; Peterson, 2009) | realised that service learning still remains a university
focused activity. As the present study focuses on service just with a social justice orientation
I deemed it necessary to discuss the two (charity and justice orientations) that are usually
utilised in service learning projects. | argue that the orientation chosen for any given

projected is important as it influences the conceptualisation, implementation and the results
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thereof. Both orientations indicate that individuals and institutions have different stances,
reasons and motivations for being involved in service learning. Robinson (2000, pp. 143-
144) argue that in spite of the general consensus that service learning can address social
problems, develop moral virtue, and build strong citizens, there is a division of thought
concerning the proper model of service-learning (Butin, 2003; Lemming, 2001). The division
emerges between the charity-philanthropic orientation towards service learning that is
technical in nature and the justice-orientated type of service learning that is political in nature
and aims to question and address the root cause of inequalities in society. A justice-
orientated towards service learning is therefore driven to find ways of eradicating these
inequalities (Bringle & Hatcher, 2002; Einfeld & Collin, 2008). These two orientations are

discussed in detail below:
2.2.1.1 Charity orientation towards service-learning

According to Morton (1995), a charity orientation is concerned with providing a direct service
where control and distribution of the service remains in the hands of the provider. A charity
paradigm focuses on supporting an individual or group in an effort to address an urgent
problem (Moely, Furco, & Reed, 2008). The planning and delivery of services is temporary
and often fragmentary. It involves closed decision making and little (if any) attempt is made
to understand or influence the structural causes of the problem (Morton, 1995, p. 21). The
charity paradigm focuses on the weaknesses of those being served. In so doing, it creates
long-term dependency as it does not in any way equip the communities with the necessary

skills to solve their own problems in future.

The perspective of a charity-philanthropic orientation is usually technical or functional. At
times, this hinders the charity-philanthropic orientation from developing and acting as a
liberatory pedagogy (Morton, 1995). Service learning also sometimes lacks a political
perspective and the ability to transform the larger social order. According to Hart (2006), the
above challenge can attributed to the founding principles of equality and democracy, which
are usually reserved for those providing the service during service learning. In other words,
the service receivers have neither an opportunity nor a voice to achieve the same. Charity
providers often believe that, although inequality is unfortunate, it is not in essence a result of
any act or practice by institutions, agencies, or those better off (Artz 2001, p. 240).
Furthermore, charity frequently negates the possibility of social transformation by inferring
that the poor or oppressed lack proficiency and have fewer abilities than those who possess

more social, cultural, and economic capital (Artz, 2001, p. 240).
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Some of the major criticisms of the charity orientation towards service learning revolve
around three aspects, namely unintended consequences; the role of experts; and the
relationship between planning and action (Morton, 1995, p. 22). An unintended consequence
suggests that an otherwise successful programme may generate outcomes that aggravate
the original problem or lead to new problems. Morton (1995, p. 22) discusses this point from
a critical perspective: The experts who design and manage a programme usually magnify
inequalities of power and make the served reliant on the expert and this is particularly true
for colleges and universities. These institutions are regarded as repositories of expertise,
employing research tools that non-experts are unable to use. The above-mentioned concern
often spills over into the realm of planning and action because communities and experts
define a given problem differently. Experts apply analytical tools, which might be helpful but
reveal only part of a given reality. The problem with this lies in embracing the partial
perspective as a true representation of the whole. As a result, the interpretations of the

experts usually overshadow the needs and the challenges of the communities.
2.2.1.2 Justice orientation towards service learning

A justice-oriented or social change paradigm focuses on generating change in the larger
societal structures. Ultimately, social structures determine how the needs of the various
individual groups are addressed. According to Iverson and James (2010), justice-focused
orientations towards service learning can be utilised to enable students develop greater
critical political awareness in addressing societal injustices. Furthermore, justice orientations
help students to develop a wider and more informed basis for understanding social issues
and the required skills to work for social change (Hart, 2006). Morton (1997, cited in Mitchell
& Humphries, 2007, p. 48) suggests that “universities should stop working with communities
from a deficit orientation but rather focus on issues of justice, so that mutually beneficial and

equal partnerships can be developed”.

In addition to Morton (1997), Peterson (2009) also argues that power is given up (or taken),
when an outsider (with more resources and perhaps a different cultural or value system) is
regarded as the solution to a given community’s problems. Peterson (2009) argues that
unequal partnerships and lack of community ownership and involvement create a problem of
dependence and unequal power dynamics between the giver and the taker. In such
instances, there is no reciprocity and interconnectedness, which are some of the important
facets of engagement. More so, such situations reflect an assumption of superiority and

inferiority (p. 545). As a result, higher institutions are called to refocus, from viewing
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communities as charitable entities that have nothing to offer during the service learning, to
viewing them as collaborators and contributors throughout the whole process.

2.2.2 JUSTICE ORIENTATION AND BUILDING AUTHENTIC PARTNERSHIPS IN
SERVICE LEARNING

According to Rosner-Salazar (2003), interacting with communities from a justice stance,
rather than one of charity, encourages the assessment of uneven power relationships that
usually pervade community-university partnerships. A justice orientation fosters a change in
perception of the communities and thus recognising their importance and contribution in the
service learning activities. Mitchell and Rautenbach (2005, p. 110) state that justice creates
and promotes a sense of mutuality in a community-university partnership. Expressed
differently, the community and the institution can try to develop a “shared reality” through
mutual communication, recognition, access to resources and access to opportunities, while
also acknowledging distinctiveness in terms of each partner’s independence (Mitchell &
Rautenbach, 2005, p. 110). As such, there is recognition of boundaries and the freedom to
either participate or refrain from involvement in a given community project. Lebacqz (1987
guoted in Books & Ndlalane, 2011, p. 87) suggests that the understanding of justice should
commence with the “recognition of the reality of injustice and further with injustice as
experienced.” In so doing, the community members are given the opportunity to share and

voice their experiences of injustice.

Kinefuchi (2010, p. 79) argues that for authentic relationships to be built, several kinds of
learning are expected of students. Firstly, students should obtain sufficient information about
the community and its people. Secondly, there should be acknowledgment of similarities and
differences between students and community members. Thirdly, there should be a process
that determines how these affect their interactions. And lastly, students should explore their
own and community members’ biases, identity, histories, and experiences of privilege and
oppression (Kinefuchi, 2010, p. 79). Boyle-Baise and Langford (2004, pp. 55-56) posit that
the “principles of partnership, connectedness, critique and activism strengthen service
learning for social justice”. Partnerships involve associations of culturally and socially diverse
individuals who share control for crafting, executing and assessing service learning.
Connectedness symbolises vital connections between higher institutions of learning and
communities. All stakeholders are appreciated for their role, community members’ voices are

heard, and their input is valued. Above all, a critical stance towards the status quo and
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potential for social change is integrated throughout the service learning experiences (Boyle-
Baise & Langford, 2004, p. 56).

223 CHALLENGES OF SERVICE LEARNING

During service learning, higher institutions of learning and students face many challenges
during the planning, implementation and evaluation of a project. Abes, Jackson and Jones
(2002 in Peters, 2011) suggest that one factor that discourages higher institutions of learning
from utilising service learning in student training is lack of time to learn about, prepare, and
manage service learning courses. For students and community partners to get the most
benefit from the service learning experience, preparation needs to begin several weeks
before the commencement of a given project. Another challenge is related to the provision of
sufficient supervision to students during service-learning (Anderson & Pickeral, 2000). There
might also be issues relating to availability of funding, community members’ participation,
and the realisation of outcomes (Perold, Patel, Carapinha & Mohamed, 2007; Weerts &
Sandmann, 2010). A students’ perspective indicates that frustration is brought about by
“cancellation of sessions due to learner field ftrips, testing, under-motivated learners,
overlapping activities and other circumstances beyond the student’s control” (Peters, 2011,
p. 190). Furthermore, different students present different experiences and abilities. Some
students are highly independent and motivated, whereas others need more information and
guidance during the service learning activities (Peters, 2011).

224 STUDENTS’ EXPERIENCES OF SERVICE LEARNING

According to Eyler (2010 cited in Felten & Clayton, 2011, p. 80), comparative research on
student participation in service learning reveals that it contributes to students’ political

“

interest and efficacy. Similarly, these students demonstrate “... a sense of community
connectedness, social responsibility, future intent to participate in community life, and life
skills” (Felten & Clayton, 2011; O’Connor, Lynch & Owen, 2011). Students’ involvement in
service learning may further influence their pursuing a career in a service field as service
learning may promote the view of teaching as a service (Astin, Vogelgesang, lkeda & Yee,
2000; Boyle-Baise & Sleeter, 1998). More so, service learning enhances student academic
performance (Prentice & Robinson, 2007) and further draws attention to racial stereo-typing
which, in turn develops understanding and appreciation for working with culturally and
linguistically diverse learners (Hutchinson, 2011; Vickers, Harris & McCarthy, 2004).

Participation in service learning may also influence students’ change in attitude towards
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diverse communities (Vickers, Harris, & McCarthy, 2004) as service learning activities create
opportunities for learning and understanding between the students and the community.

Baldwin, Buchanan and Rudisill (2007, p. 318) argue that service learning can develop pre-
service teachers’ abilities to query “their own assumptions, societal inequities and the current
curriculum”. When the students are actively engaged in service learning with communities
unlike their own, they gain practical and personal experiences that enable them to begin to
grasp the concept of multicultural teaching (Ladson-Billings, 2000). Such engagement also
contributes to students’ understanding of what it means to be a teacher. Simultaneously,
community members benefit by being teachers and learners in this mutual endeavour
(Wade, 2000). Bender and Jordaan, (2007, p. 650) state that service learning offers pre-

service teachers “... a window through which to view their future working environment”.
Furthermore, service learning activities provide pre-service teachers with “first-hand
experience of their future work’ and a chance to cultivate the skills necessary to be effective
educators. Service-learning further offers pre-service teachers the chance to develop
personally and professionally and to understand and experience not only their social
influence, but also their impact on the school children with whom they interact (Bender &

Jordaan, 2007, p. 650).
2.3 GENERAL BELIEF IN A WORLD AND PERSONAL BELIEF IN A JUST WORLD

The belief in a just world theory (BJW) stipulates that people get what they deserve and
deserve what they get (Lerner, 2003; Otto & Dalbert, 2005). Regardless of the above
definition, there is a difference between the general belief in a just world and the personal
belief in a just world. The general belief in a just world basically means that the world is a
just place whereas the personal belief in a just world refers to the belief that overall events in
one’s life are just (Otto & Dalbert, 2005; Correia & Dalbert, 2008). These two beliefs are
useful to evaluate situations as just or unjust. Individuals usually define justice and injustice
through their personal justice beliefs, which are influenced by factors like their personality,
past experiences and reality of their present setting, to name but a few (Schaafsma, 2013;
Stroebe, Dovidio, Barreto, Ellemers, & John, 2011).

2.3.1 SERVICE LEARNING AND PERSONAL JUSTICE BELIEFS

As previously discussed (2.2 refers) one of the main reasons for the revitalisation of service

learning in higher education in South Africa is to utilise it as an avenue to promote social
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responsibility and democratic awareness. | am of the view that higher learning institutions
can develop social responsibility and civic awareness in all students. Nevertheless, the
levels to which these attributes may be developed are influenced by individual personalities,
past experiences and the reality of different students. According to Bierhoff and Rohmann
(2004, p. 354), dispositional empathy and social responsibility are the cornerstones of an
altruistic personality. An altruistic personality motivates individuals to help others and it
entails a desire to improve the welfare of others. Usually, the helping relationship is more
reciprocal rather than unidirectional relationship (Kitzrow, 1998). The helper and those being

helped gain, and so establish a mutually beneficial relationship.

Midlarsky (1991 citied in Kitzrow, 1998, pp. 35-36) suggests some ways of how helping
others can be beneficial to those practicing it. Helping others helps individuals by distracting
them from their own troubles, provides a personal sense of meaning and value. Helping
others also leads to an increased sense of mastery and competence. Furthermore, helping
others may lead to an improved self-esteem, better social integration, an increased sense of
community and a more positive sense of well-being. As service learning relies maostly on
altruistic behaviour, it is suggested that feelings of injustice often motivate individuals to
become involved in social and civic activities (Beierlein, Werner, Preiser & Wertmuth, 2011;
Wagstaff, 1998). However, the motivation to help has to be under a given set of
circumstances. Rubin and Peplau (1975) put forward instances where the belief in a just

world may motivate willingness in individuals to help others.

Firstly, the course of action must be easy. Secondly, it should not be contrary to firmly
embedded social attitudes, such pre-existing prejudice and stereo-types against different
races and gender. Lastly, the altruistic behaviour must have the approval of authority
(Faccenda & Pantaléon, 2011).

Individuals with strong personal beliefs in a just world usually have altruistic personalities
that enable them to participate in good deeds that they believe will be rewarded at some
point in the future (Dalbert, 2009). Regardless of the desire for future rewards, for individuals
with a strong belief in a just world, helping others should not in any way be a threat to this
belief. Any threat to the belief in a just world usually leads individuals high in this belief to
protect it and in the process prevent them from getting involved in altruistic behaviour.
Holmes, Miller and Lerner (2002 in Bégue, 2014) provide a reason why individuals may

protect the belief in a just world.
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They argue that people are more motivated to preserve a belief in a just world in instances
were helping those in need could entail relinquishing their own assumed justly deserved
resources. Therefore, just-world beliefs may also be isolated or inversely related to altruism
as sometimes these beliefs can lead to the justification of others suffering rather than helping
(Bégue, 2014).

2.3.2 JUSTICE NOTIONS AND PERSONAL BELIEF IN A JUST WORLD (PBJW)

The lack of a relationship between the personal belief in a just world and community
engagement was one of the primary motivations for the present study. As previously
discussed (2.3.2 refers) the belief in a just world indicates a personal contract; the more
people want to depend on being treated justly by others, the more they feel compelled to
behave justly themselves (Dalbert, 2009, p. 3). The personal belief in a just world indicates
that events in an individual’s life are just and stable. It is an important adaptive function that

people use when confronted with injustice (Dalbert & Stoeber, 2005).

In addition to the above, Stel, van den Bos, Sim and Rispens (2011) are of the opinion that
personal just world beliefs better forecast pro-social orientations and subjective well-being.
Barton and Hughes (2009) suggest that there are individual differences in prosocial
behaviours. They further suggest that, this could be one of the reasons why some students
remain uninspired to engage fully in service learning. Pro-social behaviours are influenced
by factors such as cognition, motivation and perceived threat to the self-concept. As self-
concept provides meaning and a pattern to thinking, emotions and behaviours, any threat to
the self-concept might hinder action depending on how a situation is perceived by a given
individual (Barton & Hughes, 2009).

From the above discussion, | argue that a personal belief in a just world would relate to an
individual’s desire to address the inequalities around him or her. Zuckerman (1975, cited in
DePalma, Madey, Tillman & Wheeler, 1999) provides a viable example of how individual
differences in just world beliefs and volunteering impact on participants’ motivation to
volunteer. Zuckerman’s 1975 study complements Barton and Hughes’ 2009 findings in terms
of pro-social behaviours and individual differences. Zuckerman (1975) found that people with
a strong belief in a just world were more likely to volunteer for experiments than those with a
low belief in a just world (DePalma, Madey, Tillman & Wheeler, 1999, p. 133). Zuckerman
(1975) explained this finding in terms of "deservingness": Individuals with a high belief in a

just world are not only more likely to assist (either by volunteering for an experiment or
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volunteering to help learners with homework) to restore justice, but would do so to ensure
that they would be more deserving of being treated justly in future (Zuckerman, 1975).
Volunteer behaviour may also be generalised to other situations such as service learning
that relies on altruism and involves helping those in need.

However, individuals with a strong personal belief in a just world are motivated to help
people in need, though not for reasons that promote justice. According to research by
(Beierlein et al., 2011; Furnham, 2003; Lerner, 2003) individuals with a strong belief in a just
world help other people because of their need and desire to view the world as stable and
just. Research by Correia and Dalbert (2008) indicates that “the situations that people face
can be perceived in various ways, which depends on how they perceive the world”.
According to Correia and Dalbert (2008, p. 249), justice evaluations indicate individual
assessment of a situation as being more or less just. Therefore, justice is not a fixed
characteristic of a situation; evaluations are always subjective and influenced by past

experiences and personality Mikula (2005, cited in Correia & Dalbert, 2008, p. 249).

Therefore, | argue that just world beliefs motivated some pre-service teachers to get involved
in the service learning while they may have prevented some from responding in the manner
expected as indicated by the tests and scales used to measure their responses (Beierlein,
Werner, Preiser & Wermuth, 2011). In addition to this, the research by Human-Vogel and
Dippenaar (2013) was a quantitative study in which standardised tests were administered to
assess commitment and meaningfulness. The present study explores how personal beliefs
in a just world informed pre-service-teachers’ involvement in service learning from a
qualitative perspective. The focus in the present research is on how the students made
meaning out of these experiences and the values attached to them. As most research on the
belief in a just world has been based on quantitative approaches, the present study might be
able to offer a different perspective on this concept in relation to service learning with a

social justice orientation.
24 SOCIAL JUSTICE
241 SERVICE LEARNING FOR SOCIAL JUSTICE

As the present study focuses on service learning and social justice, it is imperative to provide
some background information on service learning for social justice. Existing literature reveals

extensive research on social justice outside of South Africa. However, there is little published
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research in the South African context on service learning within a social justice framework to
interrogate the process of student engagement in service learning (Boyle-Baise & Langford
2004; Iverson & James, 2010; Petersen, 2007; Wade, 2000). Robinson (2000) highlights that
service for social justice is also rare in the United States as it accounts for less than 1% of
service learning activities in this category. In instances where social justice is contemporarily
practiced in South Africa, civic service ensues in contexts that exhibit high levels of
volunteering (Perold, Patel, Carapinha & Mohamed, 2007, p. 55). Thus, there is still a need
in both the United States of America and South Africa to research service learning informed

by social justice.

According to Wade (2000, cited in Boyle-Baise & Langford 2004, p. 56), service learning with
a social justice orientation involves interrelated pedagogical dimensions: It is (1) student
centred and practical, as students’ experiences are accepted and appreciated as part of the
curriculum; (2) co-operative, as students work together to serve, learn, deal with social
issues and bring about change; (3) academic and logical, as students question societal
issues and strive for multiple viewpoints; (4) multicultural and value-based, as students
tackle issues from varied viewpoints and acknowledge possible important areas of
contention; and (5) activist, as students participate in ventures that facilitate more just
conditions (Wade, 2000).

In the case of the present study, the social justice dimension to service learning required the
pre-service teachers to scrutinize the present social and environmental inequalities that
influence teaching and learning (Nieto, 2000; Rosner-Salazar, 2003). Such critical thinking
and involvement could evoke civic awareness through the service learning activities which in
turn; may expose the pre-service teachers to the notion of teaching for social justice
(Baldwin, Alice, Buchanan & Rudisill, 2007, p. 315). The service learning experience in this
regard might also enable pre-service teachers to scrutinise those conditions and forces that
hinder learners from attaining school and life milestones. As such, service learning with a
social justice orientation has the capacity to enable the pre-service teachers to help address

these obstacles (Ladson-Billings, 2000).

Furthermore, Hart (2006, p. 25) suggests that “it is not enough to examine unequal social
and political systems. If students are to become adult citizens who tackle issues of justice
and equity, then space and opportunity have to be provided for them to inquire, examine and

find solutions to current problems. Usually a hands-on type of learning as suggested by
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(Hart, 2006) may lead to adult civic responsibility.” Service learning with a social justice
orientation presents students with avenues to practice what they have learned. Even if the
pre-service teachers might not receive the necessary feedback from taking their stances on
issues, they could have learnt to stand up for themselves and their beliefs.

2.4.2 CONCEPTUALISATION OF SOCIAL JUSTICE
2.4.2.1 Introduction

Social justice is a contested concept in theory and practice, with various definitions and
conceptualisations (Tjabane & Pillay, 2011). For purposes of the present study, | explore
how the belief in a just world relates to service learning and how social justice may be
applied to address injustices associated with working in marginalised and diverse
communities. According to Mwaniki (2012, p. 216), the meaning of social justice is
ambiguous due to the different definitions, perspectives and social theories that explain the
concept. Social justice is further defined in terms of the context and purpose for its
application. Most conceptualisations of social justice refer to a democratic society
constructed on the principles of equality and solidarity that promotes and values human
rights and acknowledges the dignity of every human being (Zajda, Majhanovich & Rust,

2006) and this definition sufficed for the present study.
2.4.2.2 Conceptual dimensions to social justice

Archer (2007) defines social justice as a concept that grants significance to life through
scrutiny of issues of egalitarianism and justice. Bell (2007) views social justice as both “a
process and a goal”, while Griffiths (2003) defines it as a never-ending process. In fact,
social justice is a venture that cannot be achieved immediately although, once attained, it will
benefit all stakeholders. Social justice necessitates constant discussion and refinement. It
asserts that individuals in society can participate equally to realise all their needs (Bell,
2007).

According to Lewis (2004, p. 97), “...social justice is a two pronged goal” and entails the
empowerment of the marginalised communities in order to transform unjust institutional
structures. Lewis (2004) suggests that empowerment of people can best occur at grass roots
level and outside of social service agencies. However, to change institutional structures,
higher institutions of learning must consider ways to transform current structures

represented by social agencies.
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Due to the scope of the present study, | will limit the discussion of justice and injustice to
Gewirtz’'s 1998 and Power and Gewirtz’s 2001 exposition, which considers the distributional,
relational and associational dimensions of social justice. | have chosen their stance as it
highlights the conceptualisation of social justice in education policy. Their perspective is
based on the work of John Rawls and offers a detailed elucidation of social justice. Gewirtz’'s
(1998) and Power & Gewirtz's (2001) exposition is also relevant to the present study, as it
clarifies the concept of justice as fairness, questions the distribution of goods and services
and encompasses the definition of justice as equal opportunity and equality of outcome
(Gewirtz, 1998).

Rawls (1971/1999, cited in Books & Ndlalane, 2011, p. 87), urges that justice can be defined
as a notion of fairness whereby there is equality of sameness and opportunity. From Rawls’s
perspective, the primary subject of social justice is largely concerned with the essential
organisations of society that distribute primary goods. Books and Ndlalane (2011, p. 87)
maintain that these commaodities not only include social and material goods such as rights
and liberties, powers and opportunities, income and wealth, but also goods such as self-
respect, access to employment, educational and decision-making opportunities (Wang,
2012, p. 19).

According to Feagin (2001, p. 5), social justice necessitates the equal distribution of
resources, fairness and respect for multiculturalism. Social justice entails a redistribution of
goods and services in the form of redressing the inequalities of the past and creating a
democratic society. It also includes creating and ensuring a process where all individuals in
society are provided with a platform where their voices can be heard. As indicated in
Chapter One due to the scope of the present study justice dimensions in the present study
will be limited to distributional justice

2.4.2.3 Distributional justice

Distributional justice refers to the principles by which resources are equally distributed in
society (Tjabane & Pillay, 2011) and it is commonly thought of as identical to social justice
(Gardener, Holmes & Leitch, 2009). Furthermore, Mafumo (2011) suggests that the
concepts of distributive justice and social justice are interrelated and further proposes that
distributive justice and social justice are sometimes used interchangeably. In any society,

“‘individuals” and “society” are two basic entities that may put forward claims for distributive
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justice. The individual’s claim for justice of this type tends to be advanced according to

individual, personal and special needs for distributed benefits.

On the other hand, Yugiao (2013, p. 6) suggests that society’s claims for distributional justice
tends to be proposed according to overall, public and generalised needs for distributed
benefits (Gerwitz, 2002). Regardless of the separation between individual and societal
claims to distributive justice, the one cannot be achieved without the other. A just society
encompasses the fair distribution of resources, both tangible and intangible (Reeskens &
van Oorschot, 2013). However, social justice cannot be restricted to the distribution facet
alone. Doing so relentlessly limits the conceptualisation of social justice and does not tackle

issues related to privileges, such as power and wealth (Jang, 2010).

For purposes of the present study, distributive justice concerns the ways in which
educational opportunities and resources are accessed and distributed. It also specifies how
resources can be redistributed, so that the conditions for the underprivileged can be
transformed. Such models of social justice are mostly depicted in compensatory
programmes (such as helping with homework and extra language classes) which distribute
goods and services specifically for the underprivileged. Within the compensatory
programmes, the inequalities estimated and found in the learner's achievement are viewed

as an important avenue for addressing disparities (Gardener, Holmes & Leitch, 2009. p. 4).
2.4.2.4 Relational justice

The relational facet of justice attempts to further enlarge the conceptualisation of social
justice. It refers to the form of relationships that structure society, which in turn highlights
issues of privilege and wealth (Gerwitz, 2002, p. 141). Focusing on the relational facet helps
to theorise about power issues and the manner in which people treat each other, both in the
sense of individual day-to-day interactions, as well as their social and economic
associations. Institutions such as the state and the market manage these relations (Gerwitz,
2002, p. 141). A single way of differentiating between the distributional and relational facets
is by imagining them as embedded within two contrasting ontological viewpoints. The
distributional facet is fundamentally individualistic and atomistic, in that it refers to how goods
are allocated. In contrast, the relational dimension is holistic and non-atomistic, and
concerned with the nature of inter-connections between individuals in society, rather than

with how much individuals receive (Gerwitz, 2002, p. 141).
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2.4.2.5 Associational justice

The third facet is that of associational justice, which considers how people are involved in
the decision-making processes related to their community (Power & Gewirtz, 2001, p. 41).
Associational justice affords all individuals an avenue to be equally involved in their
community. It provides both the means and outcomes for the achievement of both economic
and cultural justice. In order to attain these two forms of justice it is essential that previously

disenfranchised groups fully participate in decision-making that pertains to “...how the
principles of distribution and recognition should be defined and implemented” (Gewirtz &
Cribb, 2002, p. 503). Individuals benefit from associational (or participatory) justice in
instances where minorities "...contribute to the decision-making processes that inform their
experiences and opportunities” (Gardener, Holmes & Leitch, 2009, p. 5). The distributional,
relational and associational facets of social justice cannot stand independently, but
complement each other (Jang, 2010). According to Archer (2007, cited in Jang, 2010, pp.
13-14), this characteristic of social justice is based on connections between the three facets,
which sometimes makes teaching for social justice complex. However, this assists in

identifying different issues associated with inequalities.
2.4.2.6 Other dimensions to social justice

In addition to the above three dimensions suggested by Gewirtz (1998), Jackson (2005)
offers a political dimension that is usually disregarded when it comes to analysing issues
pertaining to social justice. Jackson (2005, p. 360) proposes that social justice as a concept
may also be conceptualised based on two major grounds. Firstly, justice is “conceptualised
as a virtue that applies to a ‘society’ and not simply to individual behaviour: Social structures
that allocate material resources and social positions are open to evaluation as just or unjust”.
Secondly, social justice also has a considerable political content: It proposes that issues of
poverty need to be addressed and disparities reduced (or at least certain aspects of them)
from a justice perspective, rather than one of charity (Jackson 2005). To safeguard this
responsibility, different principles of justice may be cited. These include: “...demands to the
ideas of need, equality, a right to a decent minimum, equal opportunity and many others can
all be made under this broad heading” (Jackson, 2005, p. 360).

Social justice recognises economic unfairness brought about by uncontrolled market forces
and recommends state action to improve or eliminate it (Jackson, 2005). Wang (2012, p. 16)

highlights an important aspect of justice. He argues that, “... justice, as fairness, is not
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exclusively equated with the notion of equality. It also has an obvious inter-relationship with
the concept of disparity” (Craig, 2007). Justice recognises that “different groups have
different starting points and require different treatment also referred to as equality of
treatment” (Wang, 2012, p. 16). In addition to Craig’s (2007), observation, (Mwaniki, 2012, p.
217) argues that social justice might not be about equality per se but may instead be
considered as the setting up of those measures that provide individuals with equal

opportunities to access unequal structures.

2.4.2.7 Distributive justice, belief in a just world and the concepts of equity and

equality

Justice as a concept denotes the notion of fairness, where there is equality of sameness and
opportunity. Distributive justice embodies all these characteristics as well as the equal
distribution of all resources in society. It has been suggested that the concepts of equity and
equality should be regarded the foundation for distributive justice (Espinoza, 2007). In
Chapter One (1.4.1 refers) | introduced the concepts of equity, equality and need. After a
review of the three facets of social justice, | realised that | had to show the connection
between distributive justice, the belief in a just world, equity and equality. | deemed this
important as the problems that service learning activities endeavour to solve are usually
created by the lack of goods and services in a given community. Goods and services, both
tangible and intangible in society, are usually distributed based on need and the contribution
of the different members of society. In the present study, the concepts of belief in a just

world and social justice provide a framework for how this might play out.

The belief in a just world theory is based upon the assumption that our world is predictable,
fundamentally just and governed by a certain order (Beierlein, Werner, Preiser & Wermuth,
2011, p. 279). People like to make sense of events in their lives and in the lives of others
(Furnham, 2003). Furthermore, individuals believe that there is a relationship between their
actions and the outcome thereof (Lerner, 2003). Lerner’s statement resonates with the
principle of equity, which stipulates that people should be rewarded goods and services
according to how much they put in. However, the concept of social justice advocates equality
for all members of society, in that goods and services should be shared equally, regardless
of the input of the different individuals and communities in society (DePalma, Madey, Tillman
& Wheeler, 1999, p. 133). Corson, (2001, cited in Espinoza, 2007, p. 345) suggests that the
equity principle is linked with equality in the provision of education or other benefits based on

individual circumstances. In addition, Espinoza, (2007, p. 348) states that the essential idea
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forming the basis for the “equity” theory is that fairness in social interactions occurs when
“...rewards, punishments and resources are distributed in proportion to individual

participation or contributions” (Espinoza, 2007, p. 348).

“On the other hand, equality generally implies sameness in treatment by affirming the basic
or natural equality of all individuals” Corson (2001, cited in Espinoza, 2007, p. 345). Under
the principle of equality, every citizen has a right to the same type and degree of welfare
provision, regardless of the level of need or the significance of a person’s welfare state
contribution (Reeskens & van Oorschot, 2013, p. 1176). ‘To be considered more or less
deserving than another; one has to be presented with these same choices' as discussed by
Wagstaff (1994, p. 142) below:

Due to the ideology that people do not choose their natural abilities or privileges at birth, it
would be wrong to assume that someone cannot access the available resources due to the
fact that they do not possess these abilities. However, a consequence of this democratic
principle is the following: Unless it can be proved that all individuals have an equal chance
to control their input levels; it may then supposedly be fair to allocate resources according
to individual inputs. If this rationale is applied, it may be possible to associate equity and
equality under a common principle, which supports a fair distribution of outcomes and is in
equal proportion to the inputs provided. Such can be applicable if each individual has an
equal choice or chance to offer the necessary inputs (Wagstaff, 1994, pp. 142-143).

From the discussion above, it seems that the distributive facet of social justice may be
understood by the utilisation of the principles of equality and equity within the framework of a
belief in a just world, without necessarily separating them. My observation may be
applicable, provided that people understand that there can be equity in equality and that
equality does not necessarily refer to fairness (Wang, 2012).

2.5 SERVICE LEARNING, BJW AND SOCIAL JUSTICE

Service learning projects are usually designed to address the needs of individuals as
identified by the donor agencies and sometimes members of the community, utilising
approaches that that sometimes do not question current societal norms and practices
(Wade, 2007, p. 157). Service learning for social justice is service to a cause.
Correspondingly, this ideal is certainly aimed at an utterly just society. It does not disregard
individual needs, but neither does it ignore the long-term structural issues that create the
present problems (Artz, 2001; Butin, 2007; Mitchell, 2008; Wade, 2007). Social justice is
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aimed at questioning the status quo and thus dismantling the structures that cause and
maintain inequalities and injustices in society. Service learning is about serving and meeting
the needs of others. These needs are met or addressed by individuals who may be
representatives of particular groups or organisations. In as much as they are part of these
groups or organisations, they are still individuals with different perceptions about what is
perceived as just or unjust. The belief in a just world is one of the concepts under exploration
in the present study. In the present study, | considered the belief in a just world as one of the
motivators for the participation of the pre-service teachers in the service learning activities. |
also adopted the belief in a just world as a lens through which these pre-service-teachers

viewed and interpreted their own interactions with the learners during service learning.

Otto and Dalbert (2005, p. 561) suggest people with high belief in a just world are generally
more likely to help others in need, perceive genuine altruism in others, and score higher on
measures of social responsibility. One of the major functions of the belief in a just world is to
provide a conceptual framework for making sense of the world, and people with high belief in
a just world are motivated to defend against threats to this framework (Strelan, 2007, p. 882;
Dalbert, 2009). As service learning entails that individuals get exposed to many injustices
and inequalities, it might be one of the reasons why individuals choose different coping
mechanisms in such situations. They can either choose to blame the victims for what has
happened to them; scrutinise the victims’ behaviour to identify ways that they might have
brought the misfortune onto themselves; or compensate the victims, perhaps by offering to
help (Dalbert & Stoeber, 2005; Otto & Dalbert, 2005; Bénabo & Tirole 2005; DePalma,
Madey, Tillman & Wheeler, 1999).

However, after examining the viewpoints of numerous researchers who have investigated
the belief in a just world, | conclude that it is possible that people’s justice beliefs are
informed by the reality in which they live. For example, Schaafsma (2013, p. 451) found that
members of ethnic minority groups who are faced with prejudice and discrimination in their
day-to-day interactions may find it more difficult to maintain the belief that the world is a just
place. Such exposure might lead to a weaker belief in the justness of the world for those
individuals who are exposed to continuous and unwarranted negative acts (Cubela, Adoric &
Kvartuc, 2007). In addition to the point above, Faccenda and Pantaléon (2011, p. 495)
established that individuals who believe in a just world are generally those who are most
favoured in society. The strong belief in a just world enables these individuals to maintain

their psychological well-being by disregarding or denying inequality around them. To avoid
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guestioning those structures or systems that favoured them (but might have treated other
people unjustly), these individuals often blame victims for their unfavourable situation
(Bénabo & Tirole 2005).

Based on the literature review in this chapter | argue that individuals with a strong personal
belief in a just world are aware of the inequalities and injustices around them. They desire to
help and to be socially responsible, but the reality of the situations and the coping
mechanisms available to these individuals can sometimes influence the way they act or
react towards the situations. For purposes of the present study, it will be interesting to
investigate whether these insights and conclusions, based on the literature reviewed, hold

true for the pre-service-teachers’ service learning experiences.
26 CONCLUSION

Although there is sufficient literature on service learning and social justice, there is still a
need to research these concepts within the South African context (Petersen, 2007). The
belief in a just world theory was explored in this chapter although most of the available
literature is quantitative in nature and either from Europe or the United States of America.
Correspondingly, very few, if any, studies have been conducted within the scope of the
present study on the belief in a just world and service learning. More research therefore
needs to be carried out within this context and be informed by the qualitative approach.
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CHAPTER 3: RESEARCH METHODOLOGY

3.1 INTRODUCTION

In chapter Three | outline the investigation process of the present study, the methodological
paradigm and the research design that will guide this effort. Qualitative research includes
shaping the problem, selecting a sample, collecting and analysing data, and writing up a
report (Merriam, 2002), which | describe and discuss below. Included is a discussion of my
role as a researcher and my efforts at ensuring trustworthiness and ethics.

3.2 QUALITATIVE RESEARCH APPROACH

Qualitative research can be described as an inquiry process with the following common
features: It is a holistic approach, which focuses on human experiences. In addition, it
involves sustained contact with individuals in their natural settings, entailing high levels of
researcher involvement, and the production of descriptive or narrative data (Creswell, 2007;
Litchtman, 2010). The goal of qualitative research is to explore and understand a central
phenomenon, as well as participants’ experience within their context (Merriam, 2009;
Holloway & Wheeler, 2009). Qualitative researchers seek to answer questions by examining
various social settings and the individuals who inhabit those settings. Qualitative research
explores how people construct meaning out of their daily lives and examines how people

learn about and make sense of themselves and others (Nieuwenhuis, 2010a).

The goal of qualitative research is also to describe and understand rather than explain and
predict human behaviour (Nieuwenhuis, 2010a). The primary aim is to gather in-depth
descriptions and understanding of events, as well as to recognise social action in terms of its
specific context (Holloway & Wheeler, 2009; Denzin & Lincoln, 2005). Therefore, the
qualitative researcher views the world through the perspective of the participants in the
research study. The qualitative researcher therefore interprets and gives meaning to

participants’ experiences and sees things from their view point (Denzin & Lincoln, 2005).

A qualitative approach was chosen for the present study, as | sought to understand the
experiences of pre-service teachers with social justice during service learning. The present
study focused on describing and understanding the experiences of pre-service teachers

within the context that they occurred. Consequently, their definitions and insights into social
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justice were interpreted through their own experiences, based on the meaning they ascribed
to them (Nieuwenhuis, 2007a). The pre-service teachers’ descriptions of what they
perceived as just and unjust were also understood and evaluated within the context of the
setting where their service learning activities took place. The focus of the present study is on
detailed descriptions of the pre-service teachers’ experiences, thus facilitating a holistic
understanding, where words and other forms of descriptions (rather than numbers) are used
to convey what | learnt from the participants (Merriam, 2002).

3.3 INTERPRETIVIST PARADIGMATIC PERSPECTIVE
3.3.1 PARADIGM

A paradigm is a set of beliefs and interrelated assumptions about the social world, which
provides a philosophical and conceptual framework to guide the organised study of the world
(Creswell, 2007; Leedy & Ormrod, 2001). Therefore, a paradigm serves as the lens or
organising principles by which reality is interpreted. The selected paradigm guides the
researcher in philosophical assumptions about the research and the selection of tools,
instruments and methods to use in the research study (Creswell, 2007). An interpretive
paradigm was therefore deemed appropriate for the present study in which | aimed to
understand how pre-service teachers perceived their experiences during service learning,
which in turn explains the meanings they attached to them (Fouché & Delport, 2002). The
implication is that the interpretation of pre-service teachers’ behaviour on a verbal and
nonverbal level is done against the background of their life worlds, as well as their past
experiences and existing understandings (Nieuwenhuis, 2010a). | selected an interpretivist
research paradigm because it enabled me to review and consolidate the experiences of pre-
service teachers with the constructs of personal just beliefs and with social justice during

service learning.

According to Nieuwenhuis (2010a, pp. 58-60), the interpretivist perspective is based on the

following assumptions, which were taken into consideration during the research process.

The first assumption states that human life can only be understood from within and not
from some external reality. Therefore, focus in interpretivism is on people‘s subjective
experiences, how they construct the social world by sharing meanings, and how they interact

with or relate to each other.
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The second assumption describes social life as being a distinctively human product that
explains reality as not objectively determined, but socially constructed. The uniqueness of a
particular context is important for understanding and interpreting the meanings constructed
by the individuals.

The third assumption states that the human mind is the main source or origin of
meaning. Therefore, by exploring the richness, depth and complexity of the phenomena, we
can develop a sense of understanding of the meanings given by the individuals to
phenomenon and their social context. The fourth assumption is that human behaviour is
affected by knowledge of the social world. Interpretivists propose that there are multiple
and no single realities of phenomena, and that these realities can differ across time and
place. Moreover, knowledge and understanding of the social world and constructed realities
increase and enrich our theoretical and conceptual framework. The final assumption
proposes that the social world does not “exist” independently of human knowledge. As
a researcher, | proceeded through the research process, and my knowledge and humanness
informed and directed my research actions. Subtleties, such as my intuition, values, beliefs
and prior knowledge also influenced my understanding of the phenomenon under
investigation. As a researcher, | am aware that my culture, own experiences and history may

influence the research process and thus the results of the research study (Creswell, 2008).

Indeed, one of the criticisms of the interpretivist paradigm is that it is subjective
(Nieuwenhuis, 2010a). However, Interpretivism implies that researcher bias is not a
challenge per se. For this reason, it was acceptable for me to be subjectively involved in the
research process. Interpretivists believe that research is reliable if researchers can
demonstrate interpretative awareness (Dowling, 2006). In other words, they have to
acknowledge the subjectivity they bring to the research process and take the necessary
steps to address the implications of their subjectivity (Fade & Swift, 2010). In this regard,
interpretative researchers understand that their research actions affect the research objects
that they study. They also understand that the research objects in turn affect them; and that
the researcher and the research objects are therefore interdependent (Cohen, Manion &
Morrison, 2007; Nieuwenhuis, 2010a; Weber, 2004).

3.3.2 PARADIGMATIC DIMENSIONS

From the above assumptions, by undertaking the present study from an interpretivist

paradigmatic viewpoint, the implication is that | am interested in how participants interpret
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their experiences, how they construct their worlds and what meaning they attribute to these
experiences (Merriam, 2002; Creswell & Miller 2000). According to Creswell (2007, p. 15), a
paradigm encompasses the following dimensions: ontology, epistemology, axiology,
rhetorical and methodological assumptions. Ontology concerns the nature of reality and
being. My ontological stance proposes that reality is subjective and influenced by the
context of the situation, namely the individual‘’s experience and perceptions, the social
environment, and the interaction between the participant and the researcher (Terre Blanche
& Durrheim, 2002). Furthermore, Interpretivism believes in multiple, constructed realities
rather than a single true reality. Epistemology is concerned with the relationship between
the research participants and the researcher. With regard to the epistemological approach,
interpretivists maintain that reality is socially constructed and that the dynamic interaction
between the researcher and research participants is therefore central to capturing and

describing the lived experiences of the participants (Creswell & Miller 2000).

Axiology concerns the role of the researcher’s values in the scientific process. Interpretivists
maintain that the researcher’s values and lived experiences cannot be separated from the
research process. Working from an interpretivist approach, the researcher should
acknowledge, describe and bracket their values, but not eliminate them. Based on that aim,
interpretivists are encouraged to keep a reflective journal. Rhetorical structure refers to the
language used to present the research process and results to one's intended audience.
Methodology refers to the process and procedures of the research. In the present study,
qualitative research methods that involve both the researcher and participant interactions are
chosen (Creswell, 2007; Denzin & Lincoln, 2005; Tuli, 2011). In working from an interpretivist
view, the focus of the present study is to gain an understanding of the lived experiences of

pre-service teachers during their service-learning activities.

During my research, the pre-service teachers were given the opportunity to share anecdotes
related to service-learning, personal beliefs in a just world, and social justice during their

service-learning activities.
3.4 RESEARCH DESIGN
3.4.1 EX POST FACTOINSTRUMENTAL CASE STUDY RESEARCH DESIGN

As mentioned in Chapter One (1.8.2 refers), this is a post service learning study, and as

such, this is the reason why | opted for an ex post facto instrumental case study. As stated
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by Diem (2002), an ex post facto design is very common and useful when using human
subjects in real-world situations and the researcher comes in "after the fact”. Stake (2000)
describes a case study design as both a process of learning about the case and a product of
inquiry. Subsequently, this emphasizes the evolving nature of qualitative research and
corresponds to the exploratory and descriptive approaches suitable to the study (Cohen et.
al., 2007; Thomas, 2010). My choice of a case study was determined by my unit of analysis
as ultimately it is the unit of analysis that determines the case (Merriam, 2002). As such, an
ex post facto instrumental case study design enabled me to address my research questions.
In choosing a case study design for the present study | adhered to the key principles of
focusing on a bounded system (Nieuwenhuis, 2010b), namely an educational setting, thus

investigating the pre-service teachers’ experiences within a real life context.

Stake (2000, p. 439) highlights one of the advantages of an instrumental case study as
follows: “... the methods of instrumental case study draw the researcher towards showing
how the concerns of researchers and theorists are obvious in the case”. An inquiry therefore
does not simply aim to understand the significance of particular cases within their own
contexts, but also aims to draw attention to the critical issues at hand. Within the present
study, other advantages and characteristics of applying an instrumental case study included
my commitment to constantly reflect on and alter my meanings and impressions. The above
advantages enabled me to attain rich, in-depth information, and guided me to refine theory
and encourage successive studies (Fouché, 2002; Stake, 2000). The research design
provided me with multiple sources of perspectives and details regarding my research topic
(Mark, 1998; Merriam, 2002). An ex post facto instrumental case study complements the
research paradigm of the present study, namely Interpretivism, in that it aims to understand
the interpretations and meanings of reality as perceived by pre-service teachers within their
particular environment. In this manner, the research design supported my attempt to
understand the pre-service teachers’ experiences with social justice during their service-
learning activities (Baxter & Jack, 2008; Cohen et al., 2007; Stake, 2000). Member-checking
of the obtained data within the case study further strengthened the present study (Creswell &
Miller, 2000). | applied member-checking in an attempt to address researcher bias and

provide a more accurate data representation.
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3.4.2 CHALLENGES OF THE EX POST FACTO INSTRUMENTAL CASE STUDY
RESEARCH DESIGN

Although | regarded an ex post facto instrumental case study design as an appropriate
choice for the present study, | remained aware of the potential challenges of this design
during the process. | took into cognisance the possible lack of scientific rigour and
generalisation of the findings as | used a small number of participants and only (four)
females who cannot be said to provide a general representation of all the pre-service
teachers who were involved in the service learning (Cohen et al. 2007; Thomas, 2010;
Zainal, 2007). Due to the nature of the present study, the aim was not to generalise the
findings, but to gain a deep understanding of four selected pre-service teachers’ experiences

with social justice during service-learning.

Other potential challenges of an ex post facto instrumental case study design include its
dependence on a single case, and the difficulty of demonstrating validity, reliability and
causal links. There are also issues with the possibility of observer and recall bias, linked to
the potential of subjective, personal and selective interpretations (Somekh & Lewin, 2006;
Stake, 2000; Terre Blanche & Durrheim, 2002). By selecting an interpretivist stance, the
emphasis was on the pre-service teachers’ subjective worlds, rather than generalising the

perspectives to the wider population (Cohen et al., 2007; Zainal, 2007).
3.5 SAMPLE AND SAMPLING CRITERIA
3.5.1 SELECTION CRITERIA

The criterion for selection in the current study was that individuals must have participated in
the Human-Vogel and Dippenaar 2013 study, which examined the utility of the Community
Engagement Commitment Scale and reported on factors that predicted pre-service teachers’
commitment to community engagement in their second year of study at a South African
university. In 2012, following approval by the dean at the higher institution of learning to
conduct the present study, | contacted the students before the time of my actual data
collection process. My objective was to solicit their willingness to participate in the study and
obtain their personal contacts as this was their last year of attending classes at the higher
institution of learning at which the present study was undertaken. As this is a post service
learning research study, the participants had to be conveniently available during the time of

the data collection. The above mentioned was important, as the pre-service teachers were
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involved in their teaching practice practicum at the time when | was cleared to carry out my
data collection. After | had received my ethical clearance, | emailed and called 10 of the
students 25 who had previously indicated their willingness to participate and only four of
these students showed interest and willingness to be part of the study.

3.5.2 SAMPLING METHOD

As a result, these four pre-service teachers (who were known to me previously) were
purposively and conveniently selected based on their suitability, availability and willingness
to participate (Creswell, 2008). They were known to me as | taught them guidance and
counselling in their second year of study at the same higher institution of learning at which
this research was undertaken. Working with the group was both a challenge and an
advantage. As such, the situation was, on the one hand, regarded as a challenge as it could
influence the researcher-participant relationship. The aforementioned challenge was easy to
deal with as; firstly | was no longer a lecturer to the pre-service teachers at the time of the
data collection. Secondly, as a researcher | had to abide with the participants’ right to
privacy, confidentiality and anonymity. Therefore | could not use or share the pre-service
teachers’ responses outside the boundaries of the present study. | also encouraged the pre-
service teachers during the semi-structured interviews to tell the truth rather than what they

assumed | wanted to hear as indicated by my statements during the interview process:

“No it’s okay; it is not about what | want to hear it's about what you have to say” (Claire p. 2,
line 42).

“What negative aspects were there? Don’t worry, luckily you are finished, so even if you say
the negative it doesn’t matter. What I'm interested in knowing is what the university did right
or, what it should have done differently. | just want you to be truthful” (Grace p, 6, lines,
140-141).

On the other hand, my prior relationship with the pre-service teachers was an advantage. |
had already built rapport with them through our classroom interactions and they seemed
comfortable and willing to share their experiences with me. As such, convenience sampling
was also applied in the present study. Convenience sampling is regarded as a form of non-
probability where participants are selected based on the fact that they are easily and
conveniently available (Berg, 2001; Maree & Pietersen, 2010). Non-probability sampling
methods (such as convenience sampling) do not seek to generalise the findings within the

wider population. Furthermore, the participants were selected to encompass diverse racial
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and ethnic perspectives, which is the essence and significance of the purposive sampling
technique. Table 3.1 indicates the race, age, language and gender of the participants.

TABLE 3.1: PARTICULARS OF PARTICIPANTS INVOLVED IN THE STUDY

PARTICIPANTS | PSEUDONYM | AGE RACE LANGUAGE | GENDER

Participant 1 Mary 23 Coloured Afrikaans Female

Participant 2 Jane 22 Asian Korean Female

Participant 3 Claire 24 White Afrikaans Female

Participant 4 Grace 23 Black Northern Female
Sotho

3.6 DATACOLLECTION
3.6.1 SEMI-STRUCTURED INTERVIEWS

In the research process for the present study | made use of semi-structured interviews as a
data collection tool. Individual face-to-face interviews were carried out that enabled me to
gain the pre-service teachers’ co-operation by establishing a relationship with them, which in
turn encouraged the pre-service teachers to examine deeply the issues related to their
service learning (DiCicco-Bloom & Crabtree, 2006; Leedy & Ormrod, 2001). The pre-service
teachers were asked to answer a set of predetermined open-ended questions on an
interview schedule that guided me during the interviews. The participants were encouraged
to share their experiences and views about service learning. During this process, as the
researcher, | was able to probe for clarification and in-depth understanding of the pre-service
teachers’ experiences (Creswell, 2008, Fade & Swift, 2010). | was aware of the fact that any
guestions formulated and posed to the participants had to be done in a broad and general
manner so as to avoid manipulation and unnatural quality of responses. To guide my

conversations with the participants, | therefore generated the questions below:

How do you understand justice?

Do you know the difference between personal and social justice?

Can you give examples of personal and social justice and injustices that you witnessed
during your service learning?

What experiences stood out for you during your service learning?

What kind of thoughts and feelings did you experience during your service learning?
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How easy was it for you to talk to me about your experiences?
Are there any other aspects that you would like to share with me that would help me to

understand your experiences with social justice during your service learning project?

The above questions were formulated and asked as they are clear statements that explored
and defined the pre-service teachers’ experiences during service learning. The questions
were also linked to my conceptual framework as they embody the concepts of justice and
injustice which are some of the cornerstones of social justice (Jackson, 2005; Nieto, 2000). It
must be noted that the construction of these questions was informed by literature, the
research questions, and the purpose of the inquiry (to provide in-depth descriptions of the
pre-service teachers’ experiences). There are drawbacks involved in trying to control the
interview process. As a researcher | had to take cognisance of these challenges, such as the
asking of rigid questions, which do not respect the participants but simply treat them as mere
sources of information (Oakley, 1981, as cited in Whiting, 2008). Regardless of the use of
semi-structured interviews, | tried to make my interview process respectful and flexible. As
the interviews were open-ended and discursive in nature, this allowed an iterative process of
modification, whereby lines of thoughts “identified by earlier interviewees were taken up and
presented to later interviewees” (Beardsworth & Keil 1992, pp. 261-262).The interviews were
audio-taped and later transcribed in preparation for data analysis. A literature review on the
interview process revealed that the following important factors had to be taken into

consideration.
3.6.2 INTERVIEWER EFFECT

Denscombe (2007 cited in Newton, 2010, p. 5) suggests that an interview can be influenced
by gender, professional background, ethnicity, and the age of both the interviewer and the
interviewees. It is stated that participants often feel more favourable towards interviewers
that are similar to them. | guarded against this effect by relying on the relationship | had built
with the participants during the time | was their lecturer at the university. | believe that this
reduced my anxiety or any concerns from the side of the participants. However, | remained
aware of how such relationships could have assisted the participants to provide me with
information that they assumed | was interested in and expecting, rather than being honest
about their experiences. As such, | encouraged the pre-service teachers to be as honest as
possible about their experiences as indicated in my transcribed interviews. | had four fellow
students to help me with the transcription of the interviews. | involved them so as to ensure

that the transcriptions were accurate. Regardless of their assistance |1 still listened to the
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recorded interviews to clarify any information written down as there were differences in
pronunciation between myself as the researcher, the participants and the fellow students
who helped with the transcription of the interviews. The above is due to the fact that English
is a second or third language to almost all of us.

3.7 DATA ANALYSIS
3.71 THEMATIC CODING

Data analysis is an inductive process with the precise aim of describing and interpreting the
variety of characteristics related to the phenomena under study (Ritchie &Lewis, 2003). It
often involves synthesis, evaluation, interpretation, categorisation, hypothesising,
comparison, and pattern finding Hatch (2002 in Leech & Onwuegbuzie 2007, p. 564).
Mouton (2001, p. 108) states that “analysis involves breaking up the data into manageable
themes, patterns, trends and relationships, in order to understand the various constitutive
elements of data through an inspection of the relationships between concepts, constructs or
variables” and identifiable patterns. In the present study, data analysis was done through

thematic analysis.
3.7.2 THEMATIC ANALYSIS PROCESS

Thematic analysis and interpretation were conducted as follows in the present study: Firstly,
the data analysis involved repeated reading and re-reading the transcribed interviews and
contextual data and listening to recordings of the interviews (Green et. al., 2007). From here
the recorded individual semi-structured interviews were transcribed and the data was then
reduced into themes through a process of coding and condensing those codes. Finally, the
data was presented in figures and discussions, as presented in Chapter Four (Leech &
Onwuegbuzie, 2007). The application of the thematic analysis and interpretation in the
present study is founded on the integration methods of Terre Blanche and Kelly (2002),
Creswell (2008), Nieuwenhuis (2007c), and De Vos (2005). The process was guided by the
thematic phases suggested by Braun and Clarke (2006).

In particular, the following phases featured:
Phase one - Familiarise yourself with the data: In this phase the interview transcripts were

read through in order to become familiar with the data. De Vos (2005) emphasises the

importance of reading through all data sources in their entirety several times. Familiarising
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myself with the data enabled me to gain a sense of my sources as a whole, before breaking
them into parts. Therefore, | read and studied the data gleaned from the semi-structured
interviews several times during the data analysis process and made notes in the margin of
the transcripts to record general thoughts about the data (Terre Blanche & Durrheim, 2002).
| also listened to the audio recording while reading the transcribed interviews to ensure
accuracy during my data analysis and interpretation (DiCicco-Bloom & Crabtree, 2006).
According to Fade and Swift (2010) qualitative researchers may use reflexivity to facilitate a
more interpretative reading of qualitative data. In this context | had to formally indicate and
acknowledge my impact on the data analysis and interpretation as indicated by my role as a
researcher (3.10 refers).

Phase two - Generate initial codes: During this phase, meaningful characteristics of the data
were coded in an orderly manner across the entire data set; and then data applicable to
each code was put together (Braun & Clarke 2006). Coding involves the organisation of
transcribed data into chunks before bringing meaning to those chunks of information. It is
important to get a general sense of the information and to reflect on its overall meaning
(Terre Blanche & Durrheim, 2002). During coding, it is important to have a clear sense of the
contextual settings in which statements were made in an interview (Green et al., 2007).
During the process of generating the initial codes for the present study, | had to identify the
most important themes, recurring ideas or language and patterns of belief that linked people
and settings. The generation of codes was the most logical phase of data analysis as it

combined the whole process (Priest, Roberts & Woods, 2001).

Gibbs (2007 as cited in Fade & Swift 2010, p. 108) suggests that 12 aspects may be coded:
Acts of behaviour, events, activities, strategies, practices or tactics, states, meanings,
involvement or adaptation to something new, relationships, conditions and constraints,
consequences, settings and reflexive issues how the researcher influenced the data. Against
the background of the conceptual framework of the present study, | analysed the data by
means of coding, which involved taking text data and segmenting sentences (or paragraphs)
and labelling those segments with an appropriate term which was often based on the actual
language of the participants (Green et al., 2007). By using coding in the data analysis
process, | was able to move back and forth between steps as new insights and
understandings surfaced from the data sources (Braun & Clarke, 2006). Subsequently, once
the open coding process was complete, axial coding was implemented, in which connections

were made between themes and subthemes of the data sources (Bowen, 2008). Axial
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coding involved explaining and understanding relationships between themes in order to
understand the phenomenon to which they related (Nieuwenhuis, 2007c). During the axial
coding | had to consider the causes of phenomena; the context in which they occurred; the
intervening conditions that were present; and the resulting actions and consequences
(Priest, Roberts & woods, 2001, p. 34).

Phase three - Search for themes. The codes were collated into potential themes; and then
all data relevant to each potential theme was gathered (Braun & Clarke, 2006). Braun and
Clarke (2006, p. 82) suggest that the “keyness of a theme is not essentially reliant on
guantifiable measures, but rather on whether it captures something important in relation to
the overall research question”. The generation of themes had to display multiple
perspectives from the participants. More so, this can be supported by diverse guotations and

specific evidence from the collected data (Terre Blanche & Durrheim, 2002).

Phase four - Review themes: It involved checking whether the themes worked in relation to
the coded extracts (phase 1) and the entire data set (phase two), and then generated a
thematic map of the analysis. It also entailed the redefinition of themes which can be done
on two levels. The first level involved reading through all the compiled data for each theme
and then evaluating it to see if it forms a logical pattern. Level two involved the same
process, although this was done in relation to the data as a whole. On this level | also had to
evaluate the validity of the individual themes in relation to the data (Braun & Clarke, 2006).

Phase five - Define themes. Firstly this phase involved an ongoing analysis to refine the
details of each theme and the general story the analysis tells. Secondly, in this phase |
generated clear definitions and names for each theme (Terre Blanche & Kelly, 2002). Each
named theme is a written account of the phenomenon, as presented in Chapter Four, using
thematic categories from the data analysis as subheadings. The process involved creating
greater meaning about the phenomenon. Usually this would be based on personal views,
and/or in comparison with past research. Qualitative research is interpretive research and
therefore entails creating meaning and sense of the findings (Nieuwenhuis, 2007a; Creswell,
2008).

Phase six - Producing the report or interpretation. The stage required interpretation and
presenting. As such, it involved making sense of the data in light of the literature (Creswell,

2007), before reporting the findings in a narrative. The data interpretation entailed presenting
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the findings of the study, which may range from a detailed discussion of several themes
(complete with sub-themes, specific illustrations, multiple perspectives from individuals, and
guotations), to a discussion with interconnecting themes. In addition, visuals, figures or
tables may be used in conjunction with the discussion (Terre Blanche & Durrheim, 2002;
Creswell, 2007). The process of interpreting and presenting the findings of the present study
are dealt with in Chapter Four.

3.7.3 THEORETICAL SATURATION

As data collection and analysis in qualitative research is an iterative process, it can easily
lead to a point where no new categories or themes can emerge (DiCicco-Bloom & Crabtree,
2006). The process implies that “iterative analysis of the collected interviews through the
data collection process allows the researcher to visualise the emerging patterns, categories
and dimensions” Kwortnik (2003 in Thomson, 2011, p. 48). For purposes of the present
study, the following process was followed: Themes were generated until theoretical
saturation was reached, that is, until no new insights were obtained, no new themes were
identified and no new issues came up regarding any of the themes in the data (Glaser &
Strauss, 2009).

| opted for theoretical saturation in the present study instead of data saturation due to the
fact that this is a post service learning study. It would have been difficult to get more
participants for my study (Bowen, 2008) if | had opted for data saturation. In addition to the
above reason, | felt that the present respondents provided me with enough information to
answer my research questions. During the process of theoretical saturation, as the
researcher | had to ensure that the analysis described the data and also explained how the
different codes, categories, and concepts are linked (Charmaz, 2006) (as laid out and
discussed in Chapter Four). The themes and subthemes identified accounted for all the data
that was collected. In line with Strauss and Corbin (1990, as cited in Bowen 2008, p. 140),
from this it was reasonable to assume that redundancy had been attained in a practical
manner. The analytical themes in the present study were saturated when through the data |
was able to pin-point an experience as logical and explicable, such as indicating that my
participants acted in the same way, because of shared values or life experiences (Green et
al., 2007).
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3.8 QUALITY CRITERIA

In qualitative research, trustworthiness is one of the values that underline a rigorous study
(Babbie & Mouton, 2001). Trustworthiness helps the researcher to persuade the audience
(including the researcher-myself) whether the study findings are worth taking note of and are
relevant. In qualitative research, credibility, transferability, dependability and confirmability
are regarded as key criteria of trustworthiness (Nieuwenhuis, 2010c; Schwandt, 2007).
These four constructs will be discussed next.

3.8.1 CREDIBILITY

The credibility of the research depends on obtaining an appropriate sample; ensuring that
data collection techniques are consistent with the purpose of the study and having clear
strategies for data analysis (Sandelowski, 2000). According to Guba and Lincoln (1994)
credibility involves the establishment that the results of qualitative research are credible and
believable from the participants’ point of view. Through member-checking, the pre-service
teachers were given the opportunity to read through their personal transcribed interviews to
make sure that they agreed with the responses provided and in the present study the pre-
service teachers agreed with their responses and did not add or change anything (Cohen et
al, 2007). Furthermore, as a researcher | had to relate my findings to an existing body of
knowledge in order to enhance the credibility of my findings as put forward in Chapter Four
(Shenton, 2004). | also had frequent meetings with my supervisor who offered me guidance
and provided me with alternative approaches of interpreting and formulating my research
findings, thus ensuring the credibility and trustworthiness of the present study.

3.8.2 TRANSFERABILITY

In the case of the present study, transferability entailed a review and consolidation of pre-
service teachers’ experiences with an understanding of social justice in the different settings
that the service-learning was undertaken. Bowen (2005) explains that transferability involves
providing rich descriptions of the sample and setting studied, so that readers are given
sufficient information to be able to judge the applicability of findings to other settings of which
they know. In line with qualitative research and ensuring transferability, | have given rich,
thick descriptions of the participants and their contexts to provide sufficient and detailed
information about their pre-service experiences with social justice during service-learning
(Fade & Swift 2010).
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3.8.3 DEPENDABILITY

The construct of dependability focuses on the degree to which findings have been accurately
reported in the study (Terre Blanche & Durrheim, 2002). In the present research my aim was
not to try and duplicate the results, as this is in conflict with the view that the truth is
subjective and contextual in nature. But rather, as an interpretive researcher | endeavoured
to attain dependability so that the reader can be convinced that the findings did indeed occur
as reported (Durrheim & Wassenaar, 2002). Dependability was achieved through rich and
well-detailed descriptions that indicated how certain opinions were rooted in and developed
from contextual interactions experienced by the pre-service teachers with the different
learners (Terre Blanche & Durrheim, 2002, p. 64). | further achieved dependability by
keeping detailed, comprehensive notes and audit trails of the data (Gray, 2009). In the
present study, the above-mentioned involved the use of methods such as audiotapes,
memos, transcripts, and developed themes. Furthermore, dependability was ensured by
providing extracts from the participants’ interviews to support the findings provided in the

data analysis and interpretation in Chapter Four.
3.84 CONFIRMABILITY

Confirmability is a process that entails having connections between data and the
researcher’s interpretations (Gray, 2009). Confirmability was achieved by auditing the
research process, which involved going back and forth and checking the original sources,
such as transcripts, audiotapes and summaries that had been used to ensure this
procedure. Confirmability can also be achieved by using peer reviews and this involved
constant checking of my notes, ideas and data interpretation with that of my supervisor and
participants (Letts et al., 2007). Zhang and Wildemuth (2009, p. 7) suggest that confirmability
can be “determined by checking the internal coherence of the research product, namely, the
data, the findings, the interpretations, and the recommendations”. The discussion in this
chapter is also another means of my being able to enhance the confirmability of the present
study. | have been able to admit my own research predispositions in terms of my research
approach, paradigm, research design; its weaknesses and strengths and provide reasons for
my choices (Shenton, 2004). My supervisor also acted as a second reviewer to confirm

accuracy of interpretation of the data.
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3.9 ETHICAL CONSIDERATIONS
3.9.1 INTRODUCTION

Ethical clearance was obtained from the Faculty of Education research committee at the
higher institution where the present research was carried out. The committee requires that
researchers respect and preserve the human dignity of the participants.

3.9.2 INFORMED CONSENT

Babbie (2005, pp. 63-64) states that the principles of voluntary participation and no harm to
participate have been formalised into the concept of informed consent. For the present
study, | explained the aim of my research twice to the pre-service teachers, as well as the
potential advantages of the study. The first time was when | solicited their willingness to
participate in the study before | received my ethical clearance and later on, | contacted them
again, once | had attained my ethical certificate and was ready for the data collection
process. In addition, the pre-service teachers were informed that they had the right to
withdraw from the study at any time, if they wished to do so (Mouton, 2003; Strydom, 1998).
(Examples of participant informed consent forms are provided in appendices B and C
respectively). At the start of the semi-structured interviews, | informed each participant that |
would need to utilise a digital recorder and solicited their consent to do so (DiCicco-Bloom &
Crabtree, 2006). Acquiring the participants’ consent was done in order to involve them as
much as possible in the research process and also to give them a sense of control over their

individuality, autonomy and privacy (Fouka & Mantzorou, 2011).
3.9.3 PRIVACY, CONFIDENTIALITY AND ANONYMITY

| treated the information acquired throughout the research inquiry ethically and confidentially.
In the present study, | secured individual confidentiality statements from the participants and
used pseudonyms for participants and geographical settings. The transcripts and notes were
anonymised. All identified information, such as names, locations, and schools, were edited
out and replaced with pseudonyms (Aguinis & Henle, 2002). The data collection in the
present study involved individual interviews, so my four participants were not exposed to
information about each other; hence there was no need for them to sign confidentiality forms
as a group. Furthermore, all original documentation with the potential of compromising the
participants’ identity was safely stored away to maintain confidentiality. In addition, despite

my efforts to appropriately conceal names and identities it is possible for individuals close to
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these participants to recognise the expression, or view, of a particular source. As such the
participants in the present study were provided with a thorough explanation of the risk, rights
benefits and dangers of the research (Cohen et al., 2007).

3.10 MY ROLE AS THE RESEARCHER

Within the interpretive field of study the researcher is considered as the main instrument for
data collection, data analysis and data interpretation (Onwuegbuzie, Leech & Collins, 2008).
Working towards the empowerment and betterment of the marginalised members of society
is something that resonates with who | am and is of great interest to me. As an educator and
educational psychologist in training, | have been involved in practical work that involved
working with disadvantaged learners and their communities at large. Subsequently, due to
my past experience and relationships with peers and colleagues, | may have brought certain
biases to the present study. Although my aim was to ensure objectivity, these biases may
have shaped the way the collected data was viewed, understood and interpreted (Creswell,
2007). Therefore, | commenced the present study by acknowledging the importance of
reflexivity. Throughout the research process | kept my own passions in check so that there

could be co-creation of knowledge between me and the pre-service teachers (Watt, 2007).

Reflexivity involves being aware of “what is influencing the researcher’s internal and external
responses while simultaneously being aware of the researcher’s relationship to the research
topic and the participants” (Dowling, 2006, p. 8). As highlighted in (3.5.2 refers) the pre-
service teachers were known to me and | held a position of authority during the period when
| taught them. At the time of the semi-structured interviews, | had to review the lens through
which | viewed and interacted with the pre-service teachers so that they could feel free and
comfortable to share their experiences with me. As a researcher, being constantly involved
in the rigorous experiences with the participants, it was important to continually recognise
biases, values and personal interests with regard to the research topic and process (Maree,
2010).

During the data collection method, | had to accept and respect the participants’ responses
even if they contradicted with my personal views, values and beliefs. In the process of data
analysis and interpretation cross checking helped me to maintain reflexivity by encouraging
self-awareness and self-correction (Bowen, 2005. p. 216). By consciously focusing on
reflexivity, 1 endeavoured to monitor my own reactions, roles, biases and any matters that

might bring about bias in the research. It was important to recognise my social location as
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the researcher as well as the ways in which my emotional responses to respondents could
shape my interpretations of their accounts (Mauthner & Doucet, 2003, p. 6).
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CHAPTER 4: RESULTS OF THE STUDY, INTERPRETATIONS,
RECOMMENDATIONS AND CONCLUSION

4.1 INTRODUCTION

Firstly | present background information about my case in order to create a better
understanding of the context. My aim is to provide further insights into the experiences of
pre-service teachers with social justice during their service learning. In addition, | provide
background information on all four participants, since they are unique individuals with
different backgrounds and experiences in community activities. The fact that they have
worked with different learners and settings is also important. | deemed it necessary to
provide separate information on each participant to assist the reader to understand the
reasons why they presented varied opinions and meanings attached to their experiences.

Lastly | provide a detailed discussion of the results of the thematic analysis and supporting
evidence for the transcribed semi-structured interviews. The results are compared with
available literature on pre-service teachers’ experiences with social justice during service
learning. The contributions and limitations of the present study are discussed and
recommendations are offered for further research, practice and training.

4.2 DESCRIPTION OF THE RESEARCH SETTING AND THE CASES

In the ex post instrumental case study, just like in any other case study, the introduction and
description of the context of the phenomenon under study is important as the cases
themselves provide an opportunity to investigate how the phenomena are expressed and
experienced within particular cases. The above mentioned process is important as it
provides the reader with relevant information regarding the suitability of the cases to answer
the research questions. At the time of data collection all four pre-service teachers were in
their last year of training as teachers. All four had a choice when it came to the setting where
they wanted to conduct the service learning. For Mary, Jane and Grace their service learning
activities took place at Mamelodi campus, which is managed by the higher institution of
learning where the pre-service teachers were registered students. Most of the children whom
the pre-service teachers assisted lived in the informal settlements near the Mamelodi
campus. The objective of the service learning project was to help learners from schools

around Mamelodi with their homework and provide them with extra language lessons. The
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pre-service teachers assisted the learners in a library that had been set up by an
international donor agency to facilitate this endeavour.

Claire did her service learning in Mozambique where her parents have an outreach and
every year they take school children to do community work. During this outreach programme
Claire acted as a facilitator and was given three to four girls to monitor and help learn in
terms of how to work with the community. Claire, with her small group of girls, paired up with
the community members and in the process taught the learners how to communicate with
the community members. By participating in community chores, the learners got to know
about the community members' living conditions. Thus, through working and helping other
people the learners learned to appreciate what they have. Likewise, they also became
knowledgeable and empathetic towards the plight of the less privileged members of society.
Claire explained that one of the reasons why her parents started going on the outreach
programme was because they offered to help a family friend who needed assistance in

helping the community deal with the aftermath of the war and floods in Mozambique.
421 BACKGROUND INFORMATION ON THE PARTICIPANTS
4.2.1.1 Participant One: Mary

Mary is a 23 year old Afrikaans speaking female with some experience working marginalised
communities. From her transcriptions Mary indicated that her personal background and past
experiences in community work impacted greatly on her service learning activities in
Mamelodi. Mary explained that she helped the learners with basically whatever they needed.
During the entire process Mary’s goals were to be consistent in her teaching methods and
enthusiasm and to grow in her teaching methods. Mary reported that the module was
valuable to her as it helped her to know people and learn to understand things from their
perspective. Through the service learning experience Mary also acquired some skills such
as communication and time management. The module also helped to instil a sense of
responsibility in her through her interactions with the learners. Personally, Mary indicated
that the module helped her to grow in confidence and to be grateful for what she has. It also

increased her desire to strive for better.
4.2.1.2 Participant Two: Jane

Jane is a 22 year Korean female and the only prior experience she had with regard to

working in the community was volunteering for the SPCA, an animal shelter in Pretoria. In
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that regard, her service learning during her second year of training as a teacher was the first
time she worked in marginalised communities. As a Korean citizen studying in South Africa,
it was her first interaction with people in a township. Basically Jane helped the learners with
English, computers and Maths homework. When she was in Mamelodi, her personal goal
was to help the learners improve in the subjects she was responsible for. Jane found the
module valuable in that she was able to become knowledgeable about the South African
education system and how to compare it with that of other developed countries.

4.2.1.3 Participant Three: Claire

Claire is a 24 year old Afrikaans speaking female who comes from a family that is very
involved in community work. She indicated that community work was part of her life as her
whole family did it every year. From these statements | assumed that she enjoyed doing
things for other people and in comparison to the other three participants she had more
experience working with marginalised communities. Claire found service learning valuable
as she was able to learn from the people she was helping. She also said that, as someone
who was going to be a teacher, the module gave her an opportunity to know more about the
problems that contemporary learners are faced with. Through her interactions with people in

different settings she had learnt the importance of giving everyone the benefit of the doubt.
4.2.1.4 Participant Four: Grace

Grace is a 23 year old Northern Sotho speaking female and the service learning that she
was involved in during her second year of study was her first and only experience of working
with people from marginalised communities. Grace said that the reason why she chose to go
to Mamelodi was because she wanted to enhance her teaching skills and work with learners
who experience problems and difficulties in learning. Grace was responsible for helping the
learners with their English homework and other things they needed assistance with. Grace
deemed the module valuable as she was able to apply the solutions used during her service
learning to challenges she faced during her fourth year of teaching practice. Furthermore,
the service learning experience provided her with an opportunity to help others and it was
also good for her personal growth as an educator. All in all, she felt that it prepared her for

her third and final year teaching practicals and for her career as a whole.

Page 57 of 165

© University of Pretoria



4.3

) UNIVERSITEIT VAN PRETORIA
: UNIVERSITY OF PRETORIA

YUNIBESITHI YA PRETORIA
\ 4

DATA ANALYSIS PROCESS IN THE PRESENT STUDY

The practical implementation of the thematic analysis and interpretation by Terre Blanche
and Kelly (2002), Creswell (2008), Nieuwenhuis (2007c), and De Vos (2005) guided by the
thematic phases suggested by Braun and Clarke (2006) can be tabulated as follows (Table

4.1). Chapter Three (3.7 refers) provides a more detailed description.

TABLE 4.1: THEMATIC PROCESS

Phase 1:

| read through the transcripts as | listened to the recorded interviews as many times
as possible. | did so whenever | needed clarity or felt that a given sentence lacked

meaning.

Phase 2:

Firstly, | identified specific statements in individual pre-service teachers’ transcripts
that provided information about their experiences. | gained this information by
manually underling and writing individual phrases to the statements in relation to the
question that had been asked (Appendix: D refers). The terms | used were based on
the participants’ language and the question that | had asked. | allocated different
colours to the pre-service teachers to help me group their phrases or codes into

meaningful units.

Secondly, | clustered the statements into meaningful units and then went back to
individual participants’ transcriptions and highlighted and underlined all the
statements that | had clustered into meaningful units. The process of going back and
forth through the transcriptions helped me to recognise any important statements that
I might have missed and to rectify any mistakes that | had made in grouping my

statements.

Lastly in this phase, | came up with tentative themes which were informed by the
research questions and the literature review in the present study. These themes were
created from recurring ideas or language or beliefs linked to the pre-service teachers

and the setting where the service learning took place.

Phase 3:

| placed the clustered statements under broad themes, which were informed and
created based on the research questions of the present study. The broad themes
contained a lot of information; therefore | created sub-themes in order to capture the

richness and the nuances in the entire data (Appendix: E refers).
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& | I'hadto check and see that the themes formed a logical pattern and that they truly
% represented all the data. Reviewing the themes helped me to avoid duplication and
& | helped me to arrange them in order of importance.

':8- | had to define the themes based on the data; the pre-service teachers’ views my
0 ..

& | personal opinions and past research.

o

©

§ | interpreted the data and attached meaning to it in light of the literature.

<

o

4.4 FINDINGS

| identified five themes from the data, namely:
I.  Pre-service teachers’ conceptualisation of justice,

Il.  Pre-service teachers’ experiences during service learning,

Ill.  Barriers faced by the pre-service teachers during service learning activities,

IV. Issues of justice and social change,

V.  Support structures needed by pre-service teachers for future service learning

activities.

In the findings | present the above themes identified from the pre-service teachers’
transcriptions and provide detailed descriptions of each. | also provide a critical literature
analysis and discussion on how these results contribute to scholarship on service learning
and social justice. Under each theme, | present various sub-themes that were gleaned from
the transcriptions. Each sub-theme falls within either one or all five of the main themes.
Although | placed each theme under a different heading, they are all interrelated as they
encompass the overall experiences of the pre-service teachers. All the themes and sub-

themes are tabulated below:

Page 59 of 165

© University of Pretoria




UNIVERSITEIT VAN PRETORIA
UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

(o

TABLE 4.2: THEMES AND SUB-THEMES FROM THE THEMATIC ANALYSIS

A RETROSPECTIVE STUDY OF PRE-SERVICE TEACHERS' EXPERIENCES OF SOCIAL
JUSTICE DURING SERVICE LEARNING

THEME 1: PRE- SERVICE

THEME 3: BARRIERS FACED

THEME 4: ISSUES OF

TEACHERS' BY THE PRE-SERVICE
CONCEPTUALISATION OF TEACHERS DURING SERVICE ‘JUSTICCEHAA”\\II%EOCIAL
JUSTICE. LEARNING
Sub- Individual pre-service | Sub- ;ﬁgkstorlgﬁfgﬁt{ﬁg Sub- Social injustices
theme teachers' definitions theme ; . theme | identified by the pre-
. o ) service learning i .
1.1: of justice 3.1 — 4.1: service teachers
activities
Sub- {zgx}zt@l g;ﬁ;siﬁé\é'ge Sub- Expectation versus Sub- Availability and
theme theme | reality of the service theme | accessibility to justice
i of personal and i ) ) i
1.2: T 3.2 learning experience 4.2: structures
social justice
THEME 2: PRE-SERVICE Sub- Language barriers Sub- Pre-service teachers
TEACHERS EXPERIENCES | theme | experienced by the theme | being the voice to the
DURING SERVICE LEARNING | 3.3: pre-service teachers 4.3: voice-less
Challenges THEME 5: SUPPORT
Sub- experienced by the Sub- Lack of resources in STRUCTURES NEEDED BY
theme pre-service teachers | theme the communit PRE-SERVICE TEACHERS IN
2.1: during service 3.4 y FUTURE SERVICE
learning LEARNING ACTIVITIES
Emotions Preparation of
Sub- experienced by the Sub- Security concerns as Sub- studpents for the
theme pre-service teachers | theme | identified by the pre- theme . .
i . . i h . service learning
2.2 during service 3.5 service teachers 5.1
h module
learning
Concerns regarding
Sub- Positive experiences | Sub- assumptions and Sub- Monitorina of service
theme of the service theme | stereo-types as theme learnin agctivities
2.3 learning 3.6: identified by the pre- 5.2: 9
service teachers
Sub- Sharing experiences Sub- Guidelines and
theme of the service theme | structure in the
2.4: learning 5.3 service learning
Sub- Debriefing of students
theme | during and after the
5.4: service learning
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4.4.1 THEME 1: PRE-SERVICE TEACHERS’ CONCEPTUALISATION OF JUSTICE

It was difficult for all four pre-service teachers to share their understanding and definition of
justice, social and personal justice concepts. It seemed like they never had to think of them
in relation to service learning. The differentiation between social and personal justice was
even more difficult. Seeing that this is a qualitative study, the description and understanding
provided by the pre-service teachers of these concepts is important as in an interpretivist
paradigm as discussed in Chapter Three (3.3 refers).

4.4.1.1 Sub-theme 1.1: Individual pre-service teachers’ definitions of justice

According to Rawls (1971/1999, cited in Books & Ndlalane, 2011, p. 87), justice can be
defined as a notion of fairness whereby there is equality of sameness and opportunity.
During the semi-structured interviews, the pre-service teachers were asked to present their
own understanding of how they conceptualise the term “Justice”. The following worldviews,

perceptions and experiences were noted (Nieuwenhuis, 2010a).

“.. something right or wrong and being fair towards me as an individual” (p. 1, lines 16-17).
“.. something that is fair to everybody...if something is right for one person; it should be good
enough for another person” (p. 1, lines 21-22). “.. own rights, standards, morals and ethics,
when I'm being treated the way a human being should be treated. ... if someone treats me

the way that | should be treated then that is justice for me” (p. 10, lines 269-272). Mary

“.. It is about fairness” (p, 2, line 31). “..rules of society” (p. 2. Line 33). “No crime following

the rules...no violence .... It is about the rules and the laws” (pp. 8-9, lines 176-180). Jane

‘Justice | think depends more on your personal point of view, it is more of a general thing.
Justice is like trying to better the communities through a set of rules or through
consequences things like that. (p. 2, lines 28-31). “..fairness is treating everyone with the
same respect and the same set of rules or like margins ....You have to have a standard set
of rules and everyone has to abide by those rules and the consequences should be the
same for everyone” (p. 2, lines 33-38). “... | think you have to try to treat people as equally as
you can because ... there’s no-one that’s in position to say but you’re more important than
the other person” (p. 3, lines 56-57). “...justice for me is firstly getting to know why people do

something and then saying okay because you did this, then this is the consequence, it is
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about understanding the story first before saying everyone goes to jail.” (p. 12, lines 303-
306). Claire

“..it is being treated equally and given the same opportunities or the right job to anyone...”
(p- 3, line 48). “..treating me in a way that would not make me feel humiliated or will be-little
me” (p. 3, lines, 65-66). “.. justice to me means being treated equally and not being
discriminated against and not being deprived of the privileges that / have as an individual” (p.
9, lines 212-213). “..I shouldn’t be made to feel like | do not belong to a particular place, like
an institution or something” (p. 10, lines 219-220). “..It is helping others” (p. 10, line 227).
“..helping others, giving others what you have, like sharing what you have with others who

are not so privileged” (p. 10, lines 229-231). Grace

Regardless of the different definitions and understanding of justice (as set out above) Mary
stated that all people should be treated equally when it comes to issues of justice and

injustice. The following statement supports this:

“..everyone should be treated equally when it comes to justice and injustice in all aspects. |

believe in equality when it comes to things like that”. (p. 1, lines 23-24).

Mary and Claire felt that justice (or fairness) was perceived differently in different settings
and contexts, particularly due to differences in family backgrounds, culture, and ethnicity.

“Because the people who might set standards of what is right and fair are not necessarily the
same people who set for everyone. For instance in my life it might probably be my mother
and whatever they set is fair and right for me but for the next person their parents are also
setting their rules. So what might be just and fair to me might not be just and fair for them.

So I think it is all about where you come from” (p. 10, lines 280-284).

“..1 think it should work the same way because if you set the standards that this is just and
fair then everybody should be treated like that but then I think in reality it doesn’t work that
way unless people share the same common interests, morals, values and ethics, but if not
then it can’t be the same” (p. 10, lines 288-291). Mary

“I think that each person has their own definition of what is justice. What might be just to me

might not be just for someone else” (p. 2, lines 30-31). Claire
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4.4.1.2 Sub-theme 1.2: Individual pre-service teachers’ definition of personal and

social justice

The pre-service teachers provided their own definitions and understanding of personal

justice.
Personal justice

“.. way that is right and fair, then | think that is personal justice to me, if someone treats me
the way that | should be treated then that is justice for me” (p. 10, lines 270-272). “..It is
basically the standard way of relating to another human being in a way that is not harmful to

them in any way...” (p. 10, lines 275-276). Mary

“For me it is like to respect someone...maybe to follow rules” (p .3, line 48). Jane
“..personal justice might be between a closer group like your friends and your family and

saying that whatever counts for me counts for you” (p. 2, line 43-44). Claire

“..personal-justice it is when you are fair to yourself...” (p. 3, lines 55-56). “...having to accept
...and then ... also forgiving yourself and then not trying to fit in but being who you are” (p. 3,

line 59-60) “..like offering my service to those learners” (p.4, lines 75-76). Grace

Mary provided her definition and understanding of personal injustice: “So if something in any
way violates me, or doesn’t make me feel as comfortable as | should then | think, to me that
is an injustice” (p.1, lines 17-18). “I think personal injustice is something being done to me

that | personally feel is an injustice” (p. 2, lines 27-28).

Mary further highlighted that the definition and understanding of personal justice and
injustice can be subjective: “It might not necessarily be an injustice for everybody else” (p. 1,
lines 28). “Personal injustice to me is how | feel about something and if | feel like it is an

injustice towards me” (p. 2, lines 30-31).
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Mary also offered some examples of personal injustice:

“..1 think a personal injustice was that | was the only coloured person in the area where |
was working with the learners. Many of the people had their stereo-type of me and what they
expected me to be... | think the people there and children that | was working with had very
low expectations from me because | am coloured” (p. 4, lines 105-108). “/ think they
underestimated me to a certain extent and | think that was a personal injustice because it
was based on a stereo-type and their expectations of a coloured person...” (p. 4, lines 108-
110). “...where the campus is situated outside there is a taxi rank. So when | had to go home
| had to make use of the taxi services. So sometimes it was not always safe because you
know taxi drivers and the people in the taxi; they don’t want to speak English and | couldn’t
understand what they were trying to say and so | think that in itself was ...a personal
injustice” (pp. 3-4, lines 113-117).

Social justice is defined by Boyle-Baise and Langford (2004, p. 55) “as the movement of
society toward more equality, support for multiculturalism, economic equality, non-violent
conflict resolution and participatory democracy. “The aims for social justice reflect core
democratic beliefs: the worth of individuals, the strength of cultural diversity, and the need for
political equality” (Boyle-Baise & Langford, 2004, p. 55). After giving their respective
definitions and understanding of personal justice, the pre-service teachers had to define

“social justice”. The statements below indicate their understanding of the concept.
Definition of social justice

“Saocial is something maybe you have to share with others like common ideas” (p. 3, lines,
39-40). “Social justice | think is more like common rules... general rules that you have to

know. Like general ethics that kind of thing” (p. 3, lines 50-51). Jane

“..social justice might be more like that you take into account like the area where someone
comes from, the crime of that area and then say that according to these different factors in
your social area or in the social group justice might be viewed as such” (p. 2,lines 47-49).

Claire

“...social justice it has to do with your immediate surroundings and then how people treat you

and how you treat people or how you relate to the other people” (p. 3, lines 56-57). ‘It is
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when people accept each other regardless of their differences and ... learning to live
together ...as one community of people and not taking each other for what they are not” (p.
4, lines 69-70). Grace

Mary offered examples of social injustice, based on her understanding of justice as indicated
below:

“..social injustice is something like for example, that is not right or legally right in any way
possible (p. 1, lines 28-29). “..I think that it is injustice relating to the society (p. 2, line 30).
“If something is an injustice towards me with regard to social injustice; it will possibly be
unfair to someone else” (p. 2, lines, 33-34). “..the social injustice was all that | experienced

... | think it was just like being robbed in that place” (p. 8, lines 110-111). Mary

The pre-service teachers explained that when it comes to issues of social justice and
injustice, individuals find it challenging to treat everyone equally.

“..when it comes to the implementation of what should be done or how they want it to be; |
mean they have their rules and regulations where they say that when you do certain things it
is an injustice towards a person or an individual” (p. 2, lines 38-41). But then | think in society
its self when it is being implemented it might not be viewed as such because | think it is not

equal to all (p. 2, lines 43-44). Mary

I think one of the big things that we struggle with within social justice is trying to treat people
the same way (p. 16, lines 388-389). So | think, it is difficult for us to get the balance right
and it is difficult for us to be equally fair to everyone (p. 16, lines 396-397). Claire

44.2 THEME 2: PRE-SERVICE TEACHERS’ EXPERIENCES DURING SERVICE
LEARNING

4.4.2.1 Sub-theme 2.1: Challenges experienced by the pre-service teachers during

service learning

Participants in the present study were involved in service learning because of the credits that
they required for their degrees. Regardless, personal observation and information gleaned
from the semi -structured interviews indicated the pre-service teachers could still have opted

for service learning to attain their credits. Drawing from this observation, | argue that these
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pre-service teachers and had altruistic personalities and a strong belief in a just world
Chapter Two (2.3.1 refers).

In the process of sharing their experiences, the pre-service teachers identified some
challenges they faced during service learning. These challenges were not in any way
different from those discussed and highlighted in Chapter Two (2.2.3 refers) although there
were some that were specific to the individual pre-service teachers’ context and the present

study.
Negative aspects of the service learning

“...I remember sometimes when we were there and our sessions had to be cancelled...” (p.
7, line, 180-181). “..it was just that some of the children generally didn’t want to lean. |
guess, like even if you wanted to try and help them, they just had a negative attitude towards
learning ...” (p. 7, lines 200-202). “...it was good doing it once a week but then you kind of
lose touch with the learner every now and then and | didn't like that at all” (p. 13, lines 370-
371). Mary

“..sometimes the students didn’t come so; | didn't like it, just stayed there and did nothing. It

was time consuming. So | didn't like it” (p. 5, lines 95-96). Jane

“The negative ones were, when we showed the Jesus film at night lots of people would still
like try and especially the younger boys sit next to you, and try , they wouldn’t harass you
sexually, but they make you feel sort of uncomfortable, especially because you can't really
understand what they are saying (p .8, lines 210-215). “Our children would just disregard
things and they don't care. .... | felt bad because I've been raised in a way where you help
others” (p. 9, lines 226-229). “... | think most of them were just there because wed live like
close to the beach so they get to go to the beach, they get to have holidays and get free
meals every day” (p. 9, lines 236-237). “The thing we struggled with, they have, not a strict
dress code but in the community, they still dress in a very conservative manner” (p.17, lines
415-416). Claire

“..the learner | was working with, she had problems not with her academics per se but also
with her private life and | think that contributed negatively to her academic performance” (p.

2 lines 22-23). “..I can say that it easy working with those children but the challenging part
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were the lives of those children” (p. 2, lines, 43-44). “..we were assigned a number of
learners. | was lucky to have one learner but, my, there were other students who had more
than three learners. One student worked with a group of learners there and she was not
coping well” (p. 6, lines 120-122). “...We always complained about the times that we had to
go there” (p. 6, line 142). “It was very late in the afternoon. | think we went there like at half
past two, | can’t remember, but it was very late in the afternoon and it would take a long time
getting there and we only had a little time to be with those children, of which | believed we
needed more time” (p. 7, lines 144-146). “The stuff that we had to deal with there and

especially during our second year, it was a bit overwhelming” (p. 11, lines 247-248). Grace

4.4.2.2 Sub-theme 2.2: Emotions experienced by the pre-service teachers during

service learning

During the service learning it seemed that the pre-service teachers experienced a lot of
negative emotions. These emotions might have been a result of being exposed to
inequalities in the community for an extended period. The pre-service teachers expressed
that they would have benefited from more background information on the school

environment and learners.
Negative emotions

“I felt very bad and hopeless definitely. | felt like | could do more but being a student and
doing your practicals you only have certain limits and you can’t go beyond that, and even if
you want to, like where was | going to get the resources from?” (p. 5, lines 134-136). “/ think
that it is really not a nice situation to be in but at the same time there was not much that | can
do personally for them” (p. 5, lines 139-140). “The negative things really made me sad
because | don’t even know how to describe it. You just have so much pain, the fact that you
know that you couldn’t do much about their situation is even worse and the fact that even if
you would try to do something about it there won't be really much cooperation from their side
because these are just children. Some of them don’t know their parents; some of their legal
guardians weren't really there, so it seemed like a hopeless situation at that point” (p. 8,
lines, 211-216). “So | think it was quite scary knowing that you might be that one person that
a child literally sees every day and you might be the only person that can change their lives,
so | think that was scary” (p. 8, lines 231-233). “Me taking the taxi that was scary enough;
so imagining that these children actually had to walk far...” (p. 9, lines 243-244). Mary
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“The first time | was very stressed because it took like more or less three hours coming in
and going back, and doing the teaching and sometimes the students didn’t come so, I didn’t
like it, just stayed there and did nothing” (p. 5 lines 94-96). “ felt a little bit sorry for them
because | didn’t actually go to a school like theirs” (p. 6, line 113). “... It was very sad” (p. 6,
line 120). “So it is very sad” (p. 9, line 193). Jane

“Most of the time | felt really, not upset but, like sad that not because of the little they have
but because of how grateful they were” (p. 9, line 226-229). “l felt bad because I've been
raised in a way where you help others” (p. 9, lines 228-229). Claire

“..so that was horrific” (p. 5 line 101). “It was very sad” (p. 10, line 103). “Well at first it was
very difficult for me because we were just told that in this particular service learning this is
what you are going to do. You are going to be working with the learners who are not doing
well in their studies and everything so | was a bit scared on what to expect. | didn’t know
what to expect there” (p. 7, lines 153-156). “...It was so horrible” (p. 7 line 164). “Afterwards |
could go to my room and cry for the poor soul” (p. 11, lines 251-252). “...Ok, after the course
and the service that we did, | just had a negative perspective of education because | thought
that, if | just worked with one learner who had so much difficulties in her life then what will
happen in the future if | have 25 learners in a class and having 11 learners who are
experiencing the same problems that the learner had had or they had a difficult bad
background? It was so negative; | just had a negative perspective of education. | couldn’t
take it anymore.” Did you want to change your degree? “Ya, (both laugh) at some point |
did yes” (p. 13, lines 303-309). “And she was so helpless. | also felt helpless because there
was nothing that | could do; / just had to be there for the child and comfort her” (p. 15, lines
344-345). Grace

Worries

“..I was worried that what if this child asks me a question and | am not able to give them an
answer. Or what if the child just needs that little bit of attention but I'm carried away because
sometimes you work in groups of four and you really get that one child that doesn't really
necessarily speak until you reach out to them and you go talk to them. So | was just thinking,
what if some child expects me to do something and | just dont. ... | think | was worried
about how the children would get home because sometimes we finished at 17:30 and some
of them had to walk long distances” (p. 9, lines 237-243). “..personally | think | was just
worried about being a good teacher to them” (p. 9, line 253). Mary
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“Yes, for the safety, | was very worried because some of my black friends told me that, that

place is really, really dangerous” (p. 7, lines 152-153). Jane

“..we were worried about the girls and the boys going into each other’s tents” (p. 11, line
254) “Losing some people” (p. 11, line 256). “It is just a new area and there are still a lot of
witch doctors and sangomas in the area. So | was afraid these kids would just wander off

and some sangoma will catch them” (p. 11, lines 263-264). Claire

“..the safety...” (p. 7, line 159). “So we didn’t feel safe in the environment” (p. 7, lines 162-
163). “Security” (p. 7, line 170). “Just security for us the students and also for the learners”
(p. 7, line 172). Grace

4.4.2.3 Sub-theme 2.3: Positive experiences of the service learning

Regardless of the challenges faced by the pre-service teachers, there were still some
positive experiences that actually made the service learning meaningful and valuable to
them. Some of these positive aspects are discussed in Chapter Two (2.2.4 refers). Some
aspects can therefore be highlighted as specific and meaningful to the individual pre-service

teachers in the present study.
Positive experiences

“The positive ones was the fact that ... there would always be like a few learners who really
strived to be better, like you could find a few learners there” (p. 7, lines 190-191). They
would be excited; they’ll want to know things even if the stuff was not necessarily in the
syllabus “...they were eager and enthusiastic about education. They had the desire to know
what’s happening outside their community. They also wanted to know about university life...”
(p. 7, lines 193-194). “..also even though their life situations weren'’t good; they were really
positive about where they wanted to go in life and what they wanted to do, so | think that
really was a good motivation” (p. 7, lines 196-198). “..the positive ones | think that these
really encouraged me because it was like; | have access to a lot of things that | can use to
improve on my life. The enthusiasm of the children about the little things in their lives made
me feel very grateful and created a desire to strive for the best at all times” (p. 8, lines 209-

211). Mary
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“..I mainly taught like three students and when | saw their progress | was more excited to
go” (p. 5, lines 96-97). “... then four of them stopped coming but then three of them still came
like every Monday. They actually waited for us to come teach and help them with their
homework and assignments ... they tried to work hard. And some of them told me that they
wanted to be a pilots or something in the future. So | thought it was very nice” (p. 6, lines
132-135). “..I actually gave them homework and they completed it for the next week” (p. 7,
line 138). “We had a few parties every fourth week or something like that where we brought
chips and cold drinks and we talked about ourselves. We actually asked them what they
wanted to be and what they want to study or what their favourite subjects were. It was a
good way to communicate and get to know about each other” (p. 8, lines 159-162). “In the
computer room the walls are painted, there are books and computers. So | think that was
attracting them to come every Monday and also the students coming from the university to
help them” (p. 11, lines 230-233). “Even though | am still going back to my country; | might
still go to some schools in rural areas and use my experience from South-Africa. So | can'’t
just expect that schools have everything. | have also learned that | can teach with resources

that | can find in real life situations, such as menu” (p. 13, lines 274-277). Jane

“... if I can make a difference in just one person’s life, even if it doesn't stick forever but it just

gives them confidence for a week then it would be worthwhile” (p. 10, lines 249-252). Claire

“..making a difference in someone’s life, yes, and then helping someone who is struggling
with something which | believe | knew, and then being there for someone, being there to
listen to her, not only helping with their homework but everything that they needed help with”
(p. 6, lines 135-139). Grace

Aspects that stood out for pre-service teachers

According to Bringle and Hatcher (2007), service learning is important because, in addition

to promoting serving to learn, it intentionally also focuses on learning to serve.

“I loved the fact that there was technological stuff in the library so that if some of the children
needed information, you were not just teaching them, but you could show them” (p. 13, lines
377-378). “... it was normal for me but to them, it was like wow, I didn’t know how to do this, |

feel that it also added value to them as well (p. 14, lines 380-381). Mary
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‘It was very safe. And there were 4-5 security guards to protect us as we helped the
learners, so that was actually quite good. And then the American people (pause) who were
part of the (international donor project) had already come to the place and they supported
with things like computers, books and videos and stuff like that. So the equipment and
everything was fine. They also actually had desks and chairs” (pp. 5-6, lines 106-110).
“...there was this one time when | had to take the students to this other venue and teach
Maths on a computer. This was their first time to use this programme. They struggled a lot
but they enjoyed it, and it was the first time that they used the computer. So they were
excited, very excited and for us who were also teaching them it was really exciting. We
helped each other and | think that was really great; it was really a very good lesson” (p. 8,
lines 166-170). Jane

“..definitely working with the kids, like every four or five years | get a baby from the same

community” (p. 8, line 180-181). “..every time you teach someone or sit and talk to them

you learn something” (p. 13, line 325). Claire

“..having to work with that learner really helped me a lot. It also prepared me for the real
world of work to know that these are the kind of learners that we will be working with in class.
Yes, | really had a very nice experience” (p. 6, lines, 130-132). “..I can’t remember but

working with that learner was quite amazing” (p. 17, line, 399). Grace
Acknowledgment of differences and sameness

Service learning draws attention to racial stereo-typing, which, in turn, develops
understanding and appreciation for working with culturally and linguistically diverse learners
(Hutchinson, 2011; Vickers, Harris & McCarthy, 2004). Participation in service learning may
also influence students’ change in attitude towards diverse communities (Vickers, Harris, &
McCarthy, 2004) as service learning activities create opportunities for learning and

understanding between the students and the community.

“I grew up in a place where people live under the poverty line. We had access to water but
then the toilets are basically outside the houses” (p.3, lines 63-64). Being involved in service
learning and stuff like this brings you into contact with communities that experience these
similar things. You also interact with students who come from different environments so

when they go there they might not understand the dynamic...the complex situation of the
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people in that particular position” (p.3 , lines 65-69). “.. you don’t work with the same
learners every day because today it might be Tracy that comes from a very poor background
and not really getting much sleep and has a skin impairment...pigmentation problem and
then the next day you work with someone else who might also come from the same situation
but their attitudes are different. So the two of them you can't really treat them the same way”
(p. 4, lines 94-98). Mary

“...I had to accept that the students were different from me but still | had to help them” (p. 3,
line 58). “Because | studied at private schools only.... so | had never thought about schools
that didn’t have computers or no books...” (p. 6, lines 115-116). “As | told you about the
environment, it was so different from our usual setting, because most of us students had
already studied high school and already had varsity education. So in that way | think the
learners were different from us” (p. 9, lines 187-189). “l was raised by my mom and dad and
| was at university. | could buy anything that | wanted but for them they mainly focused on
the living not on their education. They had to take care of their brothers and sisters and so
on. ...that was different” (p. 9, lines 195-197). “They actually had a dream, they have a
dream, and some of them said that they wanted to be models when they grow up. So we all
have a dream (p. 10, lines 200-201) ...they were eager to study more about what they can
do or became” (p. 10, line 204). “It was very different. They normally stay in a house | don’t
know the name, | think they call it a shack made from tin material ...” (p. 11, lines 229-230).
“In Korea ... most of the primary schools are public schools but they do have computers and
they are all equipped. The government pays a lot of money to the public schools and so on
but here the teachers only have one text book to use and the students have no other
equipment. The learners actually need someone to help them because their teachers do not
help them at all” (p. 12, lines, 258-261). “ also had to understand that every child’s situation,
personality and background are different” (p. 13, lines 277-278). Jane

“..where we go it is much different, they don’t have big houses and their houses are made of
reeds” (p. 4, lines, 79-80). Claire

“..those learners were really struggling” (p. 5, line 106). “..I would say that | was more
privileged than they were” (p. 13, line 293). We always had help, there yes, we always had
help and (pause) our teachers mostly they were always there to help us and even then my
parents and family helped a lot with my schoolwork and they contributed a lot (p. 13, line
295-297). Grace
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4.4.2.4 Sub-theme 2.4: Sharing experiences of the service learning

At the end of the interviews the pre-service teachers were asked how easy it had been to
share their service learning experiences. Their responses show that individuals find it easier
to share positive experiences and information that they perceive as facts. The pre-service
teachers lived their experiences and the meanings they attached to these experiences
enabled them to share those experiences. Scheckley and Keeto (1997, cited in Boyle-Baise
& Sleeter, 1998, p. 9) suggest that adults are more comfortable with meanings that preserve
and are compatible with previous knowledge. If they perceive experiences as nothing novel,
then there is no need for modification of meaning. Moreover, as suggested by Neuman
(2007), individuals sift their experiences through a perceptual screen, composed of personal

norms and lived experiences.
People find it easier to talk about good experiences and perceived facts

“I think | could have still spoken the way | feel because it is what happened-it was factual so |
think if someone asks me a question | say it as it was. | could still have expressed myself

just the way | experienced everything” (p. 14, lines 405-407). Mary

“..it was a good experience that | had and so, it was a good experience” (p.15, lines 330-
331). “If I had so many struggles and problems with the project | could maybe ... say it was
too difficult, it was not nice; | could just tell you about all the negative things. But then I think

it was quite a successful project for me” (p.15, lines 333-335). Jane

“It is quite easy because lots of people ask me especially the kids that bring their friends with
when we see them again. We often have reunions and coffees and stuff afterwards just to try
and keep up with the kids. And most of them would sometimes bring a friend from time to
time, who could say we want to go next year” (p. 15 ,lines 377-380). “And a lot of people ask
me about my voluntary work at school.... So | am quite used to speaking about my
experiences (p. 16, lines 382-384). Claire

“It was more like a reflection” (p. 17, line 388). Grace
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4.4.3 THEME 3: BARRIERS FACED BY THE PRE-SERVICE TEACHERS DURING
SERVICE LEARNING

4.4.3.1 Sub-theme 3.1: Lack of preparation and structure in the service learning

activities

Lack of preparation of pre-service teachers

“..having a slight understanding of community work, | thought that | might be ready for it but
when | got there it wasn’t what | expected at all. | think if the university maybe like made it
much more clearer to me then | could have been more prepared but every week that | went
there it was something totally different” (p. 6, lines 160-163). “At some point they do ask you
guestions and it makes you feel quite inadequate every now and then so | think | just didn’t
want feel like that at all because sometimes I'm like why am | doing this? Am | even helping
them? | hoped that they understood and the fact that | couldn'’t really know if they have
understood was worrisome” (p. 9, lines 253-257). ../ feel like | wasn't fully prepared for it. ...
wasn't fully prepared for it at all” (p. 11, lines 312-313). “..if it was more structured then it
would’ve been better because you exactly know that when | get there | am going to do A, B,
C, D, but when you there, there’s no structure, there’s nothing telling you, you must do A and
then B, you just thrown in there and then a child randomly comes and says “mam you need
to help me with this”. You can'’t tell them | didn’t prepare for it; you just need to help that
child.” (p. 11, lines 315-319). But in class you don't really realise the depth of it as when you
there. So | think maybe if we had had videos, it could have been better, that is one thing that
we didn’t have” (p. 12, lines 326-328). Mary

“The stuff that we had to deal with there and especially during our second year, it was a bit
overwhelming” (p. 11, lines 247-248). “No, | was not. | was not. | was not prepared. | was not
prepared at all (p. 11, line 245). “Working with those learners, | was not prepared. So
sometimes when | saw the learner she could tell me what was happening in her life.

Afterward | could go to my room and cry for the poor soul” (p.11, lines 250-252). Grace

The above responses do not necessarily indicate a total lack of preparation for the pre-
service teachers prior to the service learning. Their statements below indeed provide
evidence of preparation:
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“..I think we only received the basics like there are cultural, language and racial barriers.... |
think the basics were outlined” (p. 12, lines 324-326). Mary

“..there is this thing that our lecturer told us ... during the lecture, she said that we must think

of a list of maybe five or six things before we go to Mamelodi that we need to watch out...”
(p. 4, lines 64-68). Jane

“..the only thing that | remember that they told us was that we shouldn’t have a very close

relationship with the learners” (p. 12, lines 263-264). Grace
Lack of structure in service learning module

It seems that the service learning activities were not well-structured, which made it difficult
for the pre-service teachers to prepare and plan for each session in advance. The pre-
service teachers felt that it would have been helpful if they were given guidelines on dealing
with the learners. They also indicated that they required some means of measuring their own

success in assisting the learners.

“..you don’t work with the same learners every day because today it might be Tracy that
comes from a very poor background and not really getting much sleep and has a skin
impairment ... pigmentation problem and then the next day you work with someone else ...”
(p- 4, lines 94-96). “..if it was more structured then it would’'ve been better because you
exactly know that when | get there | am going to do A, B, C, D, but when you there, there’s
no structure, there’s nothing telling you, you must do A and then B, you just thrown in there
and then a child randomly comes and says “mam you need to help me with this”. You can’t
tell them | didn’t prepare for it; you just need to help that child” (p. 11, lines 315-319). “...you
talk to the learner today and then next week you come again but then there is no
continuity...” (p. 13, lines 371-372). Mary

“Mainly our goal was just to help them and see if we have made progress or not because we
didn’t know how to if we had had a successful goal or not” (p. 10, lines 207-208). “So we just

said let us do this and that and see if we can make some progress” (p. 10, line 210). Jane
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4.4.3.2 Sub-theme 3.2: Expectation versus reality of the service learning activities

Radest (1993, cited in Boyle-Baise & Sleeter, 1998, pp. 9-10) links the construction of
meaning to service learning as “confrontations with familiarity and strangeness”. Both claims
imply that the interpretations of experience depend upon what is familiar and strange to the
given individuals at the onset of their service learning. In the case of these pre-service
teachers, their experiences were informed by strangeness. Such an outcome could have
been due to the lack of preparation and structure in the service learning activities. There
were a lot of discrepancies between the pre-service teachers’ expectations and the reality of

the situation in Mamelodi.
Expectations versus reality

“Ok, I think having a slight understanding of community work | thought that | might be ready
for it but when | got there it wasn't what | expected at all. | think if the university like made it
much clearer to me then | could have been more prepared but every week that | went there it
was something totally different” (p. 6, lines 160-163). “I expected that when | get there it is
going to be willing children who actually want to learn even though they have personal
problems and social injustices. | knew that those things were there but then | expected the
children to be willing, available and actually working. But when | got there one day you work
with a child you try to help them, tomorrow they are not there and then what makes it even
worse is that sometimes they even have negative attitudes. So | think you wouldn’t expect
that...” (p. 6, lines 165-169). “..some of the learners had learning problems but never
diagnosed because there was no one to diagnose the problems that they do had. So when
you come as student teacher and try and help the learner; it is not necessarily that the
learner doesn’t want to learn but they may have a problem that | might not be necessarily
able to cope with at that time...” (pp. 7-8, lines 200-206). “But in class you don't really realise
the depth of it as when you there. (p.12, lines 326-327). Mary

“I expected that there will be nothing ... no rooms, no desks, and no computers. | thought we
will sit on the lawn and that is where we could teach them. Actually there was stuff that we
could use to teach and help the learners” (p. 10, lines 219-221). “..they supported with
things like computers books and videos and stuff like that. So the equipment and everything

was fine. They also actually had desks and chairs” (pp. 5-6, lines 108-110). Jane
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“..normally | don’t expect to learn a lot myself; | just go to help the people and the kids. But |

always end up ... learning something more about myself” (p. 13, lines 322-323). Claire

“..I was a bit scared on what to expect. | didn’t know what to expect there” (p. 7, lines 155-
156). Grace

Regardless of the above confrontations that were informed by strangeness, Jane’s
statement below indicates that her past experiences of what encompasses a secure
environment informed her evaluation of Mamelodi as a safe or dangerous environment. To
her, the presence of security guards can be defined as an encounter with “familiarity”, which

enabled her to view and accept Mamelodi as a safe place.

“.. So they told me that | must not go out of the campus and stuff like that” (p. 7, lines 154-
159). “When | got there it was very nice. So it was a good place. There were so many

security guards” (p. 8, line 158).

Claire raised an important issue of contention regarding the conceptualisation of a service
learning project. It highlights the importance of the approach utilised in a given project as
outlined in Chapter Two (2.2.1 refers). Those who planned the service learning project could
have utilised either the charity or the justice orientation when working with the community.

“I think they only need, | and my parents discussed it a lot, because everyone wants to
sponsor something big like televisions or cell phones and we tell them it is not what they
want. We built them a well once because they keep dropping the little “emmertjie” ... we set
up a pump for them everything was modernised. And a few months later when we went back
they were sitting by the old one, because that’s their way of doing things” (p. 7, lines, 163-
168). “So they need things like seeds, wheelbarrows and buckets. They don’t want us to give
them fancy things. They only need things that are a bit more (rare) like those that they
wouldn’t find for themselves. Like if the wheelbarrow is broken they could fix it with sticks
and rope and something” (p. 7, lines 168-171) “I think they need tools and not luxuries...” (p.
7, line 175). Claire

Reality of South African schools

“I think for me it was just like if I'm going to do this for the rest of my life, how am | going to

deal with this? | think | was just focusing on when | actually start teaching and | am faced
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with this, because this is the reality of it, it was not going change, | was thinking how | will
then deal with them? Because now being a student a lot might not be required of me but
when I'm a teacher | might be the only person that is able to help a child in my class that has
a situation like that. So | think it was quite scary knowing that you might be that one person
that a child literally sees every day and you might be the only person that can change their
lives, so | think that was scary” (p. 8, lines 227-233). “..if | am going to be a teacher one day
it is better for me to be exposed to the diversity now than being exposed to it later and
getting the shock of my life and saying that oh | wasn’t prepared for this in any way possible”
(p. 11, lines 303-305). “It is not like you just a person studying education but you go there
and you get to relate to these people and | think how better to be a teacher than getting like
an early head preparation for that” (p. 11, lines 308-310). Mary

“I actually understood or saw the typical South-African education situation” (p. 7, line 143).
“Because | had never thought about South African public schools, the way | experienced
them because | only heard from the news, but not like, actually seeing everything, it was

good to see and experience the South African education” (p. 7, lines 141-145). Jane

“And for me, especially as someone who wants to be a teacher, it gives me a good platform
to know okay, these are the problems that the kids have these days, and this is how you
identify certain things” (p. 13, lines 325-327). Claire

“...I' would say that all the experiences that | had had really prepared me for what | will be

facing each and every day” (p. 14, lines 313-314). Grace

People relating better with others who are like them

During the service learning interactions the pre-service teachers realised that shared reality
and experiences made it easier for them to interact with the learners and community
members with whom they were working. Enhanced interaction was evident in the way they
dressed, and the way they communicated. It was also depicted in the understanding they
afforded the people around them. Thus, sharing a common background, ethnicity and values

are very important when it comes to creating mutually beneficial relationships.

“I grew up in a place where people live under the poverty line. We had access to but then
the toilets are basically outside the houses (p .3, lines 63-64). Being involved in service
learning and stuff like this brings you into contact with communities that experience these

similar things. You also interact with students who come from different environments so

Page 78 of 165

© University of Pretoria



UNIVERSITEIT YAN PRETORIA

UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

4 U UL .

when they go there they might not understand the dynamic ... the complex situation of the
people in that particular position” (p. 3, lines 65-69). “...people want to talk to other people
that can relate to how they feel. | think being in a situation that | was in and growing up in
those circumstances it just makes you more understanding. When you talk to people from
the community and they actually see that you do understand where they are coming from
you actually realise how important it is to them to work with someone who understands what
they are going through. It plays an important part because sometimes it even determines
their willingness to cooperate with you and the extent to which they get involved with what

you doing” (p. 3, lines 80-86). Mary

“..it makes it easier to communicate with someone if you show them respect by dressing like
them” (p. 7, lines, 424-425) Claire

“It couldn’t be easy (smiles) the relationship is just this gap that exists between ... let me just
say, Let me say in inverted commas “between the whites and blacks”. You and | we are

black so it is so easy to relate” (p. 17, lines 392-398). Grace

Shared reality

Mary indicated that her home background and past experiences helped her to understand
what the learners were experiencing. In turn, this also encouraged her to teach them. It is
therefore clear that an individual’s evaluation of a situation as just or unjust is usually
influenced by his or her past experiences and personality Mikula (2005, cited in Correia &
Dalbert, 2008. p. 249).

“.. on a personal level, where | grew up | didn’t grow up in an area that is well off let me put
it like that. | grew up in a place where people live under the poverty line we had access to
water but the toilets are basically outside the houses. You need to have access to these
basic things but we didn't. It is not the same for a person who has a house and everything
they need inside it. Being involved in service learning and stuff like this brings you into
contact with communities that experience these similar things. You also interact with
students who come from different environments. So when they go there they might not
understand the dynamic ... complex situation of the people in that particular position” (p. 3,
lines 63-69). “..I am not really sure, but | think it could have gone both ways.... If my
background had been different, | could either have been more appreciative of the experience

that the module has afforded me or | could have been insensitive towards being there and
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the children. So | think it could have gone either way. But | definitely think my background
played a huge part in my understanding and ... teaching of the learners.” (p. 15, lines 413-
417).

Importantly to remember is that helping others is not only beneficial to those being helped
but it is also valuable to those doing the helping. Midlarsky (1991 citied in Kitzrow, 1998, pp.
35-36) suggests some ways of how helping others can be beneficial to those practicing it.
Helping others helps individuals by distracting them from their own troubles, provides a
personal sense of meaning and value. Helping others also leads to an increased sense of
mastery and competence. Furthermore, helping others may lead to an improved self-
esteem, better social integration, an increased sense of community and a more positive
sense of well-being. As service learning relies mostly on altruistic behaviour, it is suggested
that feelings of injustice often motivate individuals to become involved in social and civic
activities (Beierlein, Werner, Preiser & Wertmuth, 2011; Wagstaff, 1998).

4.4.3.3 Sub-theme 3.3: Language barriers experienced by the pre-service teachers

As it often happens when working in diverse settings, the pre-service teachers found that
there were language barriers between themselves; between them and the learners, and

between the pre-service teachers and other members of the community.
Language barriers

“.. you know taxi drivers and the people in the taxi they didn’t want to speak English and |
couldn’t understand what they were trying to say...” (pp. 4-5, lines 115-116). “... because for
most of the learners English isn’t their first language so they couldn’t really express
themselves adequately. So sometimes the tenses would be wrong but then we tried and
figure out what they were trying to say. But there was definitely a language barrier because
even when they tried to explain something | had to call another child and ask the child “what

is this person saying” because | really couldn’t understand” (p. 10, lines 260-264). Mary

“..they told me that their mother tongue was Zulu and isiXhosa and some other African
languages. They could still understand English but there was this one girl | think her name
was Tracy and she had some difficulties in understanding English. | had to try to explain

mathematical terms in English but she couldn’t actually understand so | had to repeat things
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over and again over again and | had to draw diagrams and pictures to help her understand”
(pp. 13-14, lines 293-297). Jane

“..we couldn’t really understand each other because | think she speaks Shangani and | can
only speak a little bit of Portuguese” (pp. 8-9, lines 202-203). “..can’t really understand what
they are saying...” (p. 9, line 215). Claire

4.4.3.4 Sub-theme 3.4: Lack of resources in the community

Distributional justice refers to the principles by which resources are equally distributed in
society (Tjabane & Pillay, 2011). A just society encompasses the fair distribution of
resources, both tangible and intangible (Reeskens & van Oorschot, 2013). However, social
justice cannot be restricted to the distribution facet alone. Doing so relentlessly limits the
conceptualisation of social justice and does not tackle issues related to privileges, such as

power and wealth (Jang, 2010).
Lack of resources

“..they didn’t have enough resources especially textbooks, they told me that their school
teachers were not providing anything. They did not even have worksheets and the
assignments were normally written on the board” (p. 4, lines 82-84). “...the learners said that
they didn’t actually have a place to find books or computers or access the internet to find out
about their assignments or projects” (p. 5, lines 88-89). “I think some of the teachers there
were not actually qualified teachers and the learners told me that they were lazy too. They
couldn’t stay after school to help the learners. | think these are the two main points but there

are many more reasons” (p. 12, lines 264-266). Jane

4.4.3.5 Sub-theme 3.5: Security concerns as identified by the pre-service teachers

The issue of security was a major factor. The pre-service teachers highlighted this as a

challenge.
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Security issues

“..the thing is ... where the place is situated, where the campus is situated, outside there is a
taxi rank. So when | had to go home | had to make use of the taxi services. So sometimes it
was not always safe ...” (pp. 4-5, lines 113-115). Mary

“Yes, for the safety, | was very worried because some of my black friends had told me that

the place was really, really dangerous” (p. 7, lines 152-153). Jane

“..so we didn't feel safe in the environment” (p. 7, line, 162-163). “...it was not safe at all” (p.
7, line 168) “Security” (p. 8, line, 170). “Just security for us, the students and also for the

learners” (p. 8, line 172). Grace

4.4.3.6 Sub-theme 3.6: Concerns regarding assumptions and stereo-types as

identified by the pre-service teachers

As discussed in Chapter One (1.6.2 refers) one of my personal assumptions was that
service learning experiences would be helpful in the process of addressing, understanding
and reducing stereo-types and prejudice (Meyers 2009) among individuals and communities
as a whole. My assumption is in line with Ladson-Billings (2000), who suggests that when
the students are actively engaged in service learning with communities unlike their own, they
gain practical and personal experiences that enable them to begin to grasp the concept of

multicultural teaching

“..I was the only coloured person in the area where | was working with the learners. Many of
the people had their stereo-types of me and what they expected me to be and | think the
people there and children that | was working with had very low expectations from me
because | am coloured. | think they underestimated me to a certain extent ... based on a
stereo-type and their expectations of a coloured person...” (p. 4, lines 105-110). “.. it was not
only the learners and even though people don’t verbalise such but the body language pretty
much shows you everything that you need to know. | think it was everybody ... everybody
there” (p. 14, lines 391-393). Mary

“But the first time they looked at me and they said “oh she is Chinese”, they actually came to
me and asked me if | am Chinese and if not where do | come from. So it was really
interesting in some ways. | think that some of the students had never seen an Asian person
in their lives” (p. 13, lines 286-288). Jane
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One of the sub-themes of the present study is the acknowledgment and acceptance of
difference and sameness (4.4.3.6 refers). Drawing from this sub-theme, | think that the pre-
service teachers were able to address the issues of assumptions and stereo-types as
indicated by the statements below:

“..the way | dealt with it was like; | will just be myself. ...by being myself was the only way
that | was going to prove to myself that stereo-types do not necessarily work. So | was just
being myself and doing what was required of me. So | think in the beginning you actually
need to prove yourself because you need to gain their trust. They need to know that you
always there and this how you teach. They need to know that you not there just to pass time
but you interested in helping them. So | think the first couple of weeks were difficult but then
eventually it got better” (p. 14, lines 384-389). “It did get better because when you start
talking to the people and they get to know you, then it does get better” (p. 14, lines 397-398).
Mary

“..I had to explain to them the difference between the China, Japan and Korea and so on”
(p. 13. line 290). Jane

44.4 THEME 4: ISSUES OF JUSTICE AND SOCIAL CHANGE
4.4.41 Sub-theme 4.1: Social injustices identified by the pre-service teachers

In the case of the present study, the social justice dimension to service learning required the
pre-service teachers to critically scrutinize the present social and environmental inequalities
that influence teaching and learning (Nieto, 2000; Rosner-Salazar, 2003). Such critical
thinking and involvement could evoke civic awareness through the service learning activities
which in turn; may expose the pre-service teachers to the notion of teaching for social justice
(Baldwin, Alice, Buchanan & Rudisill, 2007, p. 315). The service learning experience in this
regard might also enable pre-service teachers to scrutinise those conditions and forces that
hinder learners from attaining school and life milestones. As such, service learning with a
social justice orientation has the capacity to enable the pre-service teachers to help address

these obstacles (Ladson-Billings, 2000).
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Social Injustices

“..different students from different schools came there as most of them don’t have electricity
in their homes. Most of them walked very far to be able to do their homework and research”
(p. 4, lines 91-93). “So sometimes it was not always safe because you know taxi drivers and
the people in the taxi they didn’t want to speak English and | couldn’t understand what they
were trying to say and so | think that in its self was a social injustice...” (pp. 4-5, lines 114-
117). “Some of the children that were there were also disabled. It was sad to know that in
our country some of them have access to grants and other things but they could not access
these grants because they weren't even aware of them. So | felt that to a certain extent that
was also a social injustice because it is what has been made available to them but they
couldn’t even access it. Even if they do, some of them live with grandparents and other
siblings. So even when they eventually get the money it is not used on them as some of the
learners didn’t even have school shoes. Witnessing it from that perspective | feel was also a
social injustice” (p. 5, lines 124-127). “Some of them didn’t know their parents and some of
their legal guardians weren’t really there so it seemed like a hopeless situation at that point”
(p. 8, lines 215-216). Mary

“..some of those students didn’t even have parents. And then ...some didn’t have someone
to look after them. One of my students told me she had three sisters without any parents. So
she had to look after those sisters.” (p. 9, lines 191-193). “Some of them had never seen a
computer in their lives” (p. 11, line 231). “And they told me that they didn’t have lights in their
houses. They didn’t have electricity in their houses” (p 11, lines, 241-242). “We finished at
half past four or five” (p. 11, line 248). “The Mamelodi Campus is next to where they stayed,
so it is not too far. But | think some of the learners had to walk for 30 minutes or an hour to
get home” (p. 12, lines 250-251). Jane

“l think some injustices are that a lot of the women were still viewed in a less, not a less
dignified way, but they don’t have as much say as the men do because they follow such a
strict way of doing things” (p. 6, lines 132-135). “And also like some of the women still, not
the women that we worked with, but the women in the community ... there is still a lot of
abuse and rape going on despite what the community is trying to do.” (p. 6, lines 140-143).
“And | think some of the most powerful men in the community just get away with it because
they head the community” (p. 6, lines 143-144). “So they just get to do whatever they like.
But it is not always fair towards the other members of the community, even though they try to

have, like if there’s a problem they follow the right route. But in the families the men still do
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what they want without thinking about the consequences, and the women | think are too

afraid to go to the right people” (p. 6, lines 146-149). Claire

“..the background of these children. There...in Mamelodi. | think the children are often
exposed to things that children of their age shouldn’t be exposed to” (p. 5, lines 96-97).
“Such as the child that | was working with. She was staying with her mother and father and
she told me that her father usually beat her mother in front of her and her mother was
pregnant at the time. He did this until when he had an accident and died” (p. 5, lines 99-101).
“They are struggling and | don'’t think the teachers put in much effort” (p. 5, line 108).
would say yes, it has to do with the necessary skills and yes you need the necessary skills to
deal with such children” (teachers’ lack of skills) (p. 5, lines 115-116). “..judging from what
those learners were going through, their parents were not so active, they did not participate
much in the learner’s work” (p. 13, lines 299-300). “... | believe that the learner’s background
plays a big role in how a child will perform at school. Like with my learner, | couldn’t expect
her to perform at her best with all the emotional struggles that she went through every day.
Having to go back home and see that your dad is beating up your mom every day and you
have to come to school. | mean that could be too much for the learner” (p. 16, lines 376-
380). Grace

As introduced in Chapter One (1.5.1 refers) and the discussion in Chapter Two (2.3.2.6,
2.3.2.7 and 2.4 refers) under the concept of social justice, and specifically in relation to
distributive justice, all individuals in society must have access to both tangible and intangible

goods and services.
4.4.4.2 Sub-theme 4.2: Availability and accessibility to justice structures

According to Lewis (2004, p. 97), “...social justice is a two-pronged goal”’ and entails the
empowerment of the marginalised communities in order to transform unjust institutional
structures. Lewis (2004) suggests that people can best be empowered at grass roots level
and outside of social service agencies. However, to change institutional structures, higher
institutions of learning must consider ways to transform current structures represented by

social agencies.
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Lack of knowledge of own rights

“.. I felt like some of them did not know of their rights as citizens in the country.... Some of
the children that were there were also disabled. It was sad to know that in our country some
of them have access to grants and other things but they could not access these grants

because they weren't even aware of them” (p. 5, line 122-126). Mary
Lack of personal rights

“.. they follow such a strict kind of way of doing things. If you want to do something you have
fo speak to someone and they speak to the chief, you cant get married without the chief
saying yes it is 0k”. “So | think some of the rules they have are not what | would like for
myself” (p. 6, lines 135-138). Claire

Lack of access to available structures

“Some of the children that were there were also disabled. ...It was sad to know that in our
country some of them have access to grants and other things but could not access these
grants because some of them weren’t even aware of them. ...It is what had been made
available to them but they couldn’t even access it” (p. 5, lines 124-128). “I think for me
talking to them was one thing. But then the problem would have been that even though |
talked to them how were they going to bring it under the attention of whoever was causing
them injustice? (p. 5, lines 142-144). “..| think generally people in situations like these; it is
not that they want to give up hope but because they don’t really know where to go to makes
them feel hopeless. Because they are like, even though | want to do stuff to improve my life |
can’t because where am | going to get the help from?” (p. 8, lines 219-222). “/ think in terms
of organisations, some organisations don’t have structures where they make sure that they
improve on the quality of the people’s lives that they work with. They are not really involved
as they should because some people don’t know who to either speak to or go to when they

have a problem relating to a certain issue” (p. 8, lines 222-225). Mary
4.4.4.3 Sub-theme 4.3: Pre-service teachers being the voice to the voice-less

Lebacqz (1987 quoted in Books & Ndlalane, 2011, p. 87) suggests that the understanding of
justice should commence with the “recognition of the reality of injustice and further with
injustice as experienced.” In so doing, the community members are given the opportunity to
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share and voice their experiences of injustice. Social justice includes creating and ensuring a
process where all individuals in society are provided with a platform where their voices can
be heard.

Advocacy

“.. | felt like some of them did not know of their rights as citizens in the country and also
didn’t voice their opinions about what they felt was violated. Some of the children that were
there were also disabled. It was sad to but know that in our country some of them have
access to grants and other things but they could not access these grants because they
weren't even aware them. So | feel to a certain extent that’s also a social injustice because it
is what had been made available to them but they couldn’t even access it. Even if they do
some of them live with grandparents and siblings and stuff. So even when they do eventually
get the money, it is not used on them as some of the learners didn’t even have school
shoes” (p. 5, lines 122-130). Mary

“If there was person who talked to the learner or there was person that the learner could talk
to, then that person could refer the child to the relevant people and the problem could end
up being solved. The government should make provisions for that” (p. 16, lines 380-384).
Grace

Empowerment

“..what | tried doing was talking to them and trying to make them aware of what their rights
were” (p. 5, lines, 136-139). “/ felt like maybe their schools, the teachers and the principals
as the people who could actually do those things by talking to them. Also the people at the
library could help by organising workshops so that they can attend with other people just to
make just to make them aware of their rights” (p. 6, lines 145-148). “... | think that because of
the university’s ... connections and being there; | feel that the university could have played a
big role in making them realise and maybe possibly changing their situation” (p. 6, lines 150-
152). “.. but | don't think that they personally realise the severity of their situation” (p. 6 line
173). “I don't think that they personally realise the severity of their situation” (p. 7, line 183-
184). “..the fact that you know that you cannot do much about their situation is even worse

and that even if you would try to do something about it there wont be really much
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cooperation from their side because these are just children. Some of them didn’t know their
parents and some of their legal guardians weren'’t really there so it seemed like a hopeless
situation at that point” (p. 8, lines 213-216). “.. | think generally people in situations like
these; it is not that they want to give up hope but because they don’t really know where to go
to makes them feel hopeless. Because they are like even though | want to do stuff to
improve my life | can’t because where am | going to get the help from?” (p. 8, lines 219-222).

Mary

“It was just a little child and she was helpless” (p. 11, line, 252). “And she was so helpless (p.
15, lines 344). Grace

Mary and Jane’s observations indicated the importance of advocacy and empowerment of
the learners.

“What | tried doing was talking to them and trying to make them aware of what their rights
were. What they can do like telling them more about life because they are only focused on
the here and now and that is what they have and they don’t have more...” (p. 5, lines 136-
139) Mary

“..but for them they mainly focus on the living not on their education” (p. 9, lines 196) Jane

Professionals and organizations that could promote social change in the community

According to Iverson and James (2010), justice-focused orientations towards service
learning can be utilised to enable students develop greater critical political awareness in
addressing societal injustices. Furthermore, justice orientations help students to develop a
wider and more informed basis for understanding social issues and the required skills to
work for social change (Hart, 2006).

“I think the people working at the library they might have, | think for me talking to them was
one thing but then the problem would have been that, even if | talked to them how were they
going to bring it under the attention of whoever is causing them injustice? Those people
might not even see it in the same way. So | felt like maybe their schools, teachers and the
principals as the people who could actually do those things by talking to them. Also the
people at the library could help by organising workshops so that the learners could attend
with other people just to make them aware of their rights (pp. 5-6, lines 142-148). Definitely, |

think that because of the university’s ... connections and being there; | feel that the university
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could also have played a big role in making them aware of their rights and possibly changing
their situation” (p. 6, lines 150-152). Mary

“..the psychologist and even the social workers” (p. 16, line 367). “As | said the social
workers were there but | didn’t see what they were doing there. | just can’t remember what
they were doing exactly because | never saw them with any particular children. So I think in
some schools like the one in Mamelodi or in any other school, there should be a school
psychologist; people who are specifically trained to deal with these kinds of learners” (p. 16,

lines 369-372). “The government should make provisions for that” (p. 16, lines 384). Grace

44.5 THEME 5: SUPPORT STRUCTURES NEEDED BY PRE-SERVICE TEACHERS
IN FUTURE SERVICE LEARNING ACTIVITIES

These recommendations are a result of the reported experiences of the pre-service teachers
as derived from their transcribed interviews. Some of these recommendations have been

discussed in prior themes and subthemes.

4.4.5.1 Sub-theme 5.1: Preparation of pre-service teachers for the service learning

module

Quotations from the pre-service teachers’ transcriptions supporting this recommendation

are outlined in sub-theme (4.4.3.1 refers).
4.4.5.2 Sub-theme 5.3: Guidelines and structure in the service learning activities

Quotations from the pre-service teachers’ transcriptions supporting this recommendation

are outlined in sub-theme (4.4.3.1 refers).
4.4.5.3 Sub-theme 5.2: Monitoring of service learning activities

Lack of monitoring

“...more people actually monitoring what you doing. Like being there, because | remember
sometimes at the site you could be the only person with like 40 children in a room, and there
was no one else to monitor it with you. And then also | think some of the students them
never really came but just asked a friend, oh, sign for me or they could sign but leave early ”
(p.13, lines 352-355). Mary
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“For the first week or the first two weeks, | actually taught like seven learners and then four

of them stopped coming ...” (p. 6-7, lines 129-132). Jane

“..we were assigned a number of learners. | was lucky to have one learner but, my, there
were other students who had more than three learners. One student worked with a group of

learners there and she was not coping well” (p. 6, lines 120-122). Grace

4.4.5.4 Sub-theme 5.4: Debriefing of pre-service teachers during and after the service

learning

The challenges, negative emotions and barriers to service learning indicated by the pre-
service teachers signify the importance of providing pre-service teachers with avenues to
deal with any ambiguous emotions and situations that they might experience during service

learning.
4.5 CONCLUSION IN TERMS OF THE RESEARCH QUESTIONS
451 PRIMARY RESEARCH QUESTION

How did pre-service teachers experience social justice during service learning?

The service learning programme in the present study was aimed at pre-service teachers
helping out disadvantaged learners in Mamelodi. As explained before, the pre-service
teachers assisted the learners with their homework and offered them additional lessons in
their different learning areas. The kind of activities that the pre-service teachers were
involved in resort under the social justice orientation as a compensatory model was utilised.
My observation is supported by Gardener, Holmes and Leitch, (2009) who suggest that
compensatory programmes (such as helping with homework and extra language classes)
form part of social justice models through which goods and services are distributed,
especially for the underprivileged. Within these models, the inequalities estimated and found

in the learner’s achievement are viewed as an important avenue to address disparities.

The present study’s findings indicate that the reported experiences of the pre-service
teachers signal some elements and characteristics of service learning and above all, service
learning with a social justice orientation. As discussed in Chapter Two, (2.4.1 refers) service
learning with a social justice orientation, involves five dimensions Wade (2000, cited in

Boyle-Baise & Langford 2004, p. 56). In terms of the present study, the service learning was
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firstly student-centred and practical, as students’ experiences were accepted and
appreciated as part of the curriculum. The pre-service teachers were involved in practical
activities relevant to their degrees of study and future career settings and context.

The second dimension of these pre-service teachers' experiences was that of co-operation.
The pre-service teachers worked together to serve, learn, deal with social issues and bring
about change. Students and communities were able to interact as co-constructors of
knowledge (Gibbons, 2005). Under this dimension, the pre-service teachers were able to
provide examples of where they were able to learn from the learners and community
members whom they were helping. They were able to identify factors that hindered learner

achievements. They also learned how to deal with these factors.

The third dimension of service learning with a social justice orientation is that the service has
to be academic and logical, as students question societal issues and strive for multiple
viewpoints. As mentioned in Chapter One, the pre-service teachers had taken guidance and
counselling as one of the electives in their second year of study. From the semi-structured
interviews, | realised that the service learning offered the pre-service teachers an opportunity
to apply the skills they attained from that module, as well as the knowledge and skills from
the other modules that they have studied. The pre-service teachers were able to identify the
injustices in the communities and also talk about their impact on the learners and
communities at large. More so, the pre-service teachers gained hands-on experience on
what it means to be a teacher in present day South Africa. As put forward by Bringle and
Hatcher, (2007, p. 83) service learning in the present day South Africa advocates for
reconstructive learning, which is characterised by understanding, application of theory in

practice, and viewing and synthesising information in context from different viewpoints.

Fourthly, these pre-service teachers’ experiences were multicultural and value-based, as
they tackled issues from varied viewpoints and acknowledged possible important areas of
contention. The pre-service teachers were also able to acknowledge the differences and
sameness that existed between them and the learners and the communities with whom they
were working. They were able to identify issues of assumptions and stereo-types that
pervade multicultural settings (Hutchinson, 2011). By exploring different viewpoints and
addressing areas of conflict they were able to deal with these issues. The pre-service

teachers were also able to appreciate the importance of building mutually beneficially
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relationships and this is depicted in their realisation that respect and understanding are

important; cultivated and attained over time.

Finally, this pre-service learning experience involved activism, as students participated in
ventures that facilitate more just conditions. The pre-service teachers were able to identify
instances in which advocacy and empowerment had to be provided for the learners and
community as a whole. In the process, the service learning helped to build social
responsibility and civic awareness in the pre-service teachers (Bringle & Hatcher, 2007).
During the service learning the pre-service teachers nonetheless experienced some
challenges. Some of these challenges were created by issues that were not fully addressed
before and during the service learning. The challenges ranged from a lack of structure in the
service learning programme to a lack of preparation of the pre-service teachers. All these
were discussed in Chapter Two (2.2.3 refers). In the present study the pre-service teachers
expressed several negative emotions that they experienced during their service as
expressed in theme two (Sub-themes 2.1 and 2.2 refers). The expressed negative emotions
signify the importance of preparing the pre-service teachers for service learning and having

debriefing sessions throughout the whole process.

By comparing the criteria of service learning (and specifically of service learning with a social
justice orientation), it becomes evident (from the reported experiences of the pre-service
teachers) that the pre-service-teachers' service learning module in their second year of study
assisted them to integrate the major dimensions of service learning with a social justice

orientation.

In addition, many similarities existed between the pre-service teachers who had participated
in service learning in other research studies. As discussed in Chapter Two (2.2.4 refers), the
pre-service teachers were able to grasp what it means to be a teacher. They gained some
life skills like personal growth in terms of communication and confidence. As highlighted by
Bender and Jordaan, (2007, p. 650) the service learning also offered the pre-service
teachers “... a window through which to view their future working environment”. The
experiences attained by the pre-service teachers during service learning are of great
importance as they provided them with first-hand experience of their future work and a
chance to cultivate the necessary skills to be effective educators. The pre-service teachers

were further given a chance to develop personally and, professionally, through

Page 92 of 165

© University of Pretoria



4
) UNIVERSITEIT YAN PRETORIA
: UNIVERSITY OF PRETORIA
YUNIBESITHI YA PRETORIA

A ™ 4

understanding and experiencing some of the social influences and their impact on the school
children with whom they will interact (Bender & Jordaan, 2007, p. 650).

4.5.2 SUB-QUESTION 1

What experiences related to justice or injustice did the pre-service teachers report

during their service learning activities?

Before the pre-service teachers could state their experiences related to justice or injustice as
noted during their service learning, they had to define the concept of justice. The pre-service
teachers were able to define justice as fairness that embodies the concepts of equality,
respect, laws and rules that govern society. In the present study the pre-service teachers’
responses indicate that the definition of justice is significantly subjective; setting and context
bound. Every person therefore has his or her own understanding and definition of justice. In
other words reality is subjectively experienced implying that the meanings generated

captured the lived experiences of the pre-service teachers (Fouché & Delport, 2002).

My observation is supported by Correia and Dalbert (2008, p. 249) who state that justice
evaluations indicate the individual assessment of a situation as more or less just. Therefore,
justice is not a fixed characteristic of a situation; evaluations are always subjective and
influenced by past experiences and personality Mikula (2005, cited in Correia & Dalbert,
2008, p. 249). More so, individuals define justice and injustice through their personal justice
beliefs which are influenced by factors like their personality, past experiences and reality of
their present setting, to name but a few (Schaafsma, 2013; Stroebe, Dovidio, Barreto,
Ellemers, & John, 2011).

Personal justice beliefs do not only help in the understanding and definition of justice and
injustice but these beliefs are also important to predict pro-social behaviours and subjective
well-being (Stel, van den Bos, Sim and Rispens, 2011). Barton and Hughes (2009) suggest
that there are individual differences in prosocial behaviours. They further suggest that, this
could be one of the reasons why some students remain uninspired to engage fully in service
learning. Pro-social behaviours are influenced by factors such as cognition, motivation and
perceived threat to the self- concept. As self-concept provides meaning and a pattern to
thinking, emotions and behaviours, any threat to the self-concept might hinder action.

Ultimately, this depends on how a situation is perceived by a given individual (Barton &
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Hughes, 2009). Therefore, individual differences in understanding and defining justice
should be viewed in relation to the factors that impact on the personal belief in a just world.

The pre-service teachers identified social injustices, lack of knowledge of own rights, lack of
personal rights and lack of access to justice structures as some of the injustices experienced

by learners and community members in the areas were they did their service learning.
4.5.3 SUB-QUESTION 2

How do the pre-service teachers understand personal and social justice in relation to

service learning?

The pre-service teachers’ understanding of personal and social justice concerning service
learning was influenced by their definition and understanding of justice. As argued in
Chapter Two, social responsibility and civic awareness can be cultivated in all individuals.
However, the levels to which it may be developed are influenced by individual personalities.
According to Bierhoff and Rohmann (2004, p. 354), dispositional empathy and social
responsibility are the cornerstones of an altruistic personality. As service learning relies
mostly on altruistic behaviour, it is suggested that feelings of injustice often motivate
individuals to become involved in social and civic activities (Beierlein, Werner, Preiser &
Wertmuth, 2011). Individuals with strong personal beliefs in a just world (BJW) usually have
altruistic personalities that enable them to participate in good deeds that they believe will be
rewarded at some point in the future (Dalbert, 2009).

In terms of my research, the social justice dimension to service learning required the pre-
service teachers to critically scrutinise the perceived realities of social and environmental
injustices that influence teaching and learning (Nieto, 2000). Such critical thinking and
involvement evoked civic awareness through the service learning activities, which, in turn,
exposed the pre-service teachers to the notion of teaching for social justice (Baldwin, Alice,
Buchanan & Rudisill, 2007).

In order for the pre-service teachers to have been able to fully participate in their service
learning activities, they felt that they could have been more prepared. The pre-service
teachers felt that they should have been prepared prior to the service learning. They also felt
that they should have been provided with explicit guidelines and structure to deal with the

reality of what they found in Mamelodi. Issues like language barriers, lack of resources in the
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community and security were some of the factors that they reported as hindrances to their
full participation with the learners whom they worked with. Regardless of these challenges,
the pre-service learners found that a shared reality in the form of past experiences impacted
positively on their interactions. As an individual’s belief in justice is influenced by the reality
in which they live (Schaafsma, 2013; Stroebe, Dovidio, Barreto, Ellemers, & John, 2011).
The pre-service teachers found that it was easier for people to relate to those who were like
them (in other words, similar in dress code, background and ethnicity).

4.6 CONTRIBUTIONS OF THE STUDY

The present study focuses on the experiences of pre-service teachers with social justice
during their service learning. The study contributes to the body of knowledge in education
and most particularly to service learning with a social justice orientation. It indicates how
individual definitions and understanding of justice inform a person’s course of action when
faced with unjust circumstances. Also, the present study shows that justice can be very
subjective, in that it is context and setting bound. The research findings also highlight the
importance of building authentic and mutually beneficial relationships. During this process,
the pre-service teachers were able to acknowledge and accept the differences and
sameness that existed between them and the learners with whom they were working.

Through this process they were able to realise that they also had some shared realities.

My sentiments are backed by Kinefuchi (2010), who suggests that in order to maintain
authentic relationships; several kinds of learning are expected of students. These would
include the following: “Obtaining sufficient information about the community and its people;
acknowledging similarities and differences between themselves and the community
members; determining how these affect their interactions; and exploring their own and
community members’ biases, identity, histories, and experiences of privilege and

oppression” (Kinefuchi, 2010, p. 79).

The present study indicates that the pre-service teachers benefited and were interested in
taking part in the service learning activities. My research findings therefore highlight the need
for pre-service teachers to be exposed to diverse settings and contexts during their
preparation for their careers as educators. Service learning should form part of the pre-
service overall training as it equips teachers with the right skills to deal with a diversity of
issues specific to the South African context, so that consequently they will become civically

involved in society.
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4.7 POSSIBLE LIMITATIONS OF THE STUDY

Firstly, this was a post service learning study, so there were challenges with regard to the
extent and quality of the pre-service teachers’ recollections of their experiences. Also, their
experiences could not be solely attributed to their service learning activities, as they had just
completed their teaching practice at the time of the data collection. Secondly, the present
research study was limited in that the participants were all female. The results, therefore, are
gender specific and do not reflect possible responses from male pre-service teachers.
Including a male participant could have helped to explore research by Mitchell, (2008),
Pedersen and Strémwall, (2013) and Wang, (2006) on gender differences with regard to
service learning, the belief in a just world and social justice. Thirdly, | experienced difficulty in
sourcing literature that relates to post service learning with a social justice orientation and,
more particularly, within the South African context. Most of the literature | explored related to
pre-service learning activities and most of the authors were European and American.
Furthermore, most of the literature on the belief in a just world is based on quantitative
approaches, which made it difficult to understand and define justice from an interpretivist
stance. Therefore, the literature control of the present study was a challenge and this may
have limited my overview of the topic. Finally, my dual role as facilitator of the semi-
structured interviews and former lecturer to the participants in the present may have limited

the accuracy of the findings.
4.8 IMPLICATIONS FOR HUMAN-VOGEL AND DIPPENAAR 2013 STUDY

As previously mentioned , Human-Vogel and Dippenaar 2013 found that personal justice
beliefs were independent of the pre-service teachers’ attitudes towards service learning.
Findings from the present study indicate that justice and injustice evaluations are very

subjective, context bound influenced by personal experience and personality.

Based on these findings | suggest that Human-Vogel and Dippenaar 2013 study would have
benefited from the utilization of a mixed method approach. The use of a mixed method could
have been important as it could have provided a balanced framework for data collection and
analysis which might have influenced the findings of the study enormously. The objectivity of
the quantitative scales could have been greatly complemented by the subjectivity of

gualitative approach and vice versa.
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49 RECOMMENDATION FOR FUTURE STUDY

Further research is required on pre-service teachers’ experiences to explicitly address the
concepts of social justice and social change before and during the service learning process.
Secondly, research is needed on male pre-service teachers’ experiences of social justice
during service learning activities. More qualitative studies should also be carried out to
explore how the personal belief in a just world influences people’s participation in ventures
aimed at helping marginalised members of society. Research is also required to explore the
effects of service learning activities on academic performance and on the way pre-service
teachers cope with and experience their further teaching practice (usually during their fourth
year of study). Future recommendations for service learning are discussed in theme five of
my research findings (4.4.5 refers). In reference to Human-Vogel and Dippenaar’s (2013)
research, findings from the present study indicate that the researchers would have benefited

from the utilization of a mixed method approach.
410 CONCLUSION

The findings from the present study indicate the importance of service learning in teacher
training. It can be concluded that the definition and understanding of justice and social
justice is very subjective in nature. Therefore it will be interesting to explore other
researchers’ findings on these concepts under a qualitative approach in relation to service
learning. The pre-service teachers reported both negative and positive experiences as is
expected of human interactions. | am of the opinion that social justice issues should be
explicitly addressed and explored before service learning. | deem it important as it could

enable students to question the status quo thus leading to civic and social responsibility.
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APPENDIX B: INITIAL LETTER TO CONDUCT RESEARCH

| am Evelyne Naggayi a student at the University of Pretoria and | am doing my Masters
in Educational Psychology. | am doing a follow up study, which is aimed at exploring
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not be used for any other reason than to contact you for follow up interviews.

Thank you
Evelyne Naggayi
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Surname Name

Mobile No

Telephone No

Email address

Date
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degree.
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collection process. If you have any questions, do not hesitate to contact my supervisor or

me at the numbers given below or via email.
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Middle Name

Surname Name

Mobile No

Telephone No

Email address
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Date
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e Evelyne Naggayi: 072 688 8849: naggayi@hotmail.com

e Dr Salome Human-Vogel: salome.humanvogel@gmail.com
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l, (your name), agree / do not agree

(delete what is not applicable) to take part in the research project titled: a retrospective
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learning. | understand that | will be interviewed about this topic for approximately one
hour at a venue and time that will suit me, but that will not interfere with school activities

or teaching time. The interview will be audio taped.

| understand that the researcher subscribes to the principles of:

.0

Voluntary participation in research; implying that the participants might withdraw

from the research at any time.

+ Informed consent; meaning that research participants must at all times be fully
informed about the research process and purposes, and must give consent to

their participation in the research.

% Safety in participation; put differently, that the human respondents should not be

placed at risk or harm of any kind e.g., research with young children.

% Privacy; meaning that the confidentiality and anonymity of human respondents

should be protected at all times.
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+« Trust; which implies that human respondents will not be respondent to any acts of

deception or betrayal in the research process or its published outcomes.

Signature Date
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APPENDIX D: EXCERPTS OF INITIAL CODING OF TRANSCRIPTS

—
\ N A . k
: I
§ PARTICIPTANT NO: 1 MARY '
1 1: Tell me about your comw ity engag it experiences
2 R: Dk. {pause) as for cummunity Involvement | have been involved in like small communit'es whera
3 we do extra claszes far them and jusl teach them but besides that | have also boecn invawved in ntaer
4 wrireLnity projects that are not oaly based on tegening ir that regard, but  have recliy eroyed
Veanwe =F - = pasdune ¢
S communily wo<k where you ger to knaw people 2nd understand things trom theie perspeclive. | leel ;
& like | have zruwn 2 lot with regard to working with peopic, but then | have aiso develooed skil s in :
7 cammunicating to Lhein a ) with them. Sa | -ezlly enjoyed that a loL, ?
: [ PR TR Cic.utxc'\J—;\-‘Y .
? & I You said that yau have grownh a lot, In what ways do you feel that you have you grown?
! Pomunasl oyt
9 R: Like In terms of contidence, conficunce is a major thing that | have grown in, [Pause) esoecially
10 when cemmunlcating with peaple as thal is very important. And | think | have lacked coafidence
|11 every now and Lhen, out being iavolved in community war< has heiped me to grow in Lthal regard.
12 Being confident that | ¢an gctually aelp the people thic | am working with, like spezk mare to them, ’
13 rommunicate to the , yeah | thing | have grown a lotin hel uspiut.
14 I: With regard to my study | am golng to look at justice and injustice that happen in our lives or
15 happening around us. Haw do you understand the concept justice?
rwﬁln -~ \ \-i.v.At'v-_"‘._‘a-.-“.\eu E % -1\&/“?'- 2
15 R: zhink wher justire comes to mind 1 think of sometaing zs right or wrong =nd bmﬁg falr towards
17 e as on Individua . Sa if something in any way viclates me, or doesn’t make e teel as comfertaale
e ] (>
' 1%  as | sheuld then | think, to me thatis ar injustice. | den’l know if that is correct. \U!'\‘\r‘:"«'?,"ﬁv-:l'.v > (-;%
] -
! | Sbl [QRV4 SN
13 It Itis ak, it is about how you understand it, when you said that when It Is fair or unfair, do yau Uauhj
20 think that this is only for you or do you think that it should even be fair to other people? ﬁ -]
"t LJFC'.WL'
21 R: | think justice should be somelhing Lhal Is fIr to everybady, {pause} and not be relative, and if
22 something s right far one persen; it should ke good ennugh fer anataer persen. But then. | oclleve
23 that cveryene should be treated equally when it comes 1o justice and injustize in all aspects. !
24 beisve in equality when IT comes to th ngs Ike that. undevz o [( vey Y, _\'-\,}‘,-,(_( .’Lw-(
L R
25 I: You believe in aquality when It comes to justice and injustice, (Respondent agrees). Do you
26  know the difference between personal justice and social justice?
(f‘. A \‘. nitiowvm T.\ CATO ,w__—__l‘ | \J Vel
27 R: In my own way of understanding ic, | thin ¢ personal injustice is samething being done o me that |l
23 oersenaliy f2el is an irjustice. It might not necessarly be an injustice fa- everyholy else but sacisl
29  injastice is =omething like for exampie, that is not rizht or legally <izht In any w2y possible. Sa in that
& ,-L;;_,R_\,_ @ s OTL LW Sin o ala
3 Page ' 1 -
q
@
Smem———— - = — VL |
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\ N 4

115
114
117

118
119
129
121

132
123

“rr ML

124
125
126
137
128
129

130

131

P T

13z
133

Lot

f;ﬂ Yl WL :L.:J.;._'L'_-:'.m.';,.;,;._ it _z-._-‘—_"“-"-"-““"‘"':"-'- ol GRS il T
y - T e e T 4=

PARTICINFAMT MO 1 MARY

-,u\.'; WLt

F . d...-L.ux‘_ ’t""j T o ey

wag. nm' always safe bez ause yau know taxi drivers and the rPDplF in the taui; thr_'g.- don’y wanl Lo
(% e YW e Lt T2 Mo ITp = e
‘,|‘_|-!_'='|k Frgii izh and | couldn't under_k.L,and '..'hE"E:-,r wre trying b t%i{.‘.‘ and s | shink that was 8 sacizl
Injustlcc and zlsa be g "I-F'HGI'IH| injustice. \_, o Ji'l..\. e ST ,,_lll ¢ .,\._n
I
‘:_-.. LC-\...“*—I". WS ":I Wi T L
1; Ok kthat wir can say was @ personal injustice you didn't feel safe and sometlmes the peaple

weren't willimg o talk to you, and you did not even understand what they are saving and It
became sort of a problem, And then with the people that you were working with, saclally [n the

community what injustices did you find there? el gk M

T[RRI o 234

R: | don't knaw it sy interpretation of it might be carect, aur “ar me | feit like sane of tham did o0
. ' . A —% 2

know of their righes #s citizens in the counlry gnd ey oo dida’t voice their apinfons about whet g uerfos

they lel: was vielated, Some of the chldren that were thens were gl dsal ed, 10 was sad 10 knows - i

thatl in our vourLre some ef them nave access 1o grants a1d chner Linngs bt thesy could nat acress”

S e sil e

. S
these grzntz because thoy wueren's even gware of them. So ! felt that to a corain extoat that was :

Also 7 scoial injustics Decause 1t 15 what had been made awailzble to tiem bul they couldn'l veefl ] 3 eepqo b
4 b

e b

A
|

access . Fuen it thay do, some of thern “ive with grand parents and athe- sibliags. 5o even waen they \ LI baad”

evetuslly Zet the money, it is not used on them as some of the learners cidn't even have schosl
1.-'-.5;1'

shows, Witnessing it from thar perspactive | Feel that was a0 2 saclsl Injustioe. Lron. N

I: With regard to what you sow, did you feel like you could do something of you felt helpless?
What went through your mind when you knew the rights that they had but they didn™ know they

actually had those rights? ) A—————— —
- harpiess 3 i

it .
AR e ¥ .
R:!tetvery bad and hnpa!es:—:"deﬁniLcly. | felt like I-:::uuld da mare bl.,t I:H=||'I*r a swdent and n:l:mg

£, whcre was | going to get tne respurces tram? Whal | Lrled dumf; WS t"I"'CII'IE ™ them and tying to

mske them aware of what thelr dghts werp. 'n"l.lh.F.It 1.'|"IE"5|' £an do lilee tullmﬁ them mere about |fL,

iy he:*ug_ th.:-&. arc gn..l,' fooused an .h-E' hwe .and nqu 3|nn:| that 35 wehigt Ly fave and Lhey don't have

more so | tnink that %'s really a Mice situation 1:0' Ise in but #% the same time thera is was ol -

muiga that | could da persora Irﬂguh_gm q: Uiy ‘.-'-,. T i e, -_(.."—“‘ VP ey
- { 'I: . -L"'.n- Ty iy _-,J'L"-'I' Uiy l---‘_'l. i}

12 Whe do you think if personally you couldn't do anything would have been In position te help?

LS \.:\_-__-.l_ T W D P —5 i =,

E: | think the peaple working at the librar ,' they rizht nave, | think ler me talking 70 them was one —_ .1

LW WL e e

thirg. Bul then Lhe probivm wouls have een that: even though | trlked to them how were they < et
|

poing ko aring it ta rh tlEI'IlLlu:l_'}f 1-.rh.:1|:~'-..:~r WAL CAUSNE TR m intnstice? Those pecple migh. nat
BvRn 5B it in the same +.n-,- 5o ! fele like mayke their schaols, teachers and the princpals as the |
;
}
T, -

Pape | 5

{LV T eipusieen —has '."Lj e TS e vy AR |

s 'LWTU PO L

"
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136 people whe cou d acrually do Lhose things by talking to them. Alsz the peope at the I'Erary cou'd
147 he!p by argznizing workshops so thal the earners could attend with other people just to make thcm"_
142 aware of their rights. But | feel Iike va Linul was the conly taing | coud do at that llmep—__( eet fnade

N -_..;-‘,1\\:.:0: ?t’—- Vs e Ca u\e’i Les A7 L— p
139 1: Do you Feel that in a waly the university would have been involved In one way uf the other? =
A mSdvess yoit smuse S Qwolceme

150 R:Da‘inilely, | think that because of the Lniversity's [pm)&eﬁo;;ectlons and being there; | feel shat

151 the Jmiversity coutd also have played a big role in making them aware of their righls and possialy

152  changing their siluatian. Sa | do =hink the un’versity {pauise}

' cod X ZeTed)
PARTICIPFANT MO: 1 MARY e
S ———— T e v o e ——— - -

wibw whueal SM
,l)u.‘\r:"i Ao

\
"\"\.‘-.:-;\\J"—AT-\‘E:KB- wn Culouve s

BNy

= - o B
-‘ - ~ = N ACNY -
153 I: Could have done something? e
154 R: ¥
155 I Did you tslk about issues of equality and (peruse} and the discrepancies that are there between
156  the haves and have not's? Where you ﬁrepared before with regard to what you might find in the
157 communities where you going? Did you know what was in the communities, leaving your
158  background aside, now, taiking about your being prepared for the service learning? Were you told
159  about how to get around things or they just said ga and let’s see what happens?
Tl B coated ChulSe WS -’{-\\,:..»5 wiawde 4 A— Foe Toe el S
A o \ :
1E0  R: Ok, with us you basically first had Lo ¢horse where you wanted to go. Ok, | Liing having & s!igm| ?‘
161  understancling of community work | theught thas | might ke ‘cacy for it out whon | got there il ;{1 b
162 wasn's what | expected at 2ll. | think i the universlzy maybe like made it much ciearer Lo me then | g o
163 could have anen more prepatec but every weel that | went there il was somefth‘rn\{{meliv diferent. }
BoCad T e i ) S
U ne-d o roore Prefoaion TF Whodedts t
164 1: What did you expect? \g,_(.*xw_ U S N G ~‘-fﬁ PMcAauct Jc
"-._\-\:;u(_\_ e C(v-—\ rodluwe. ) ) 7 s
165 | R: | expacted Liat when | get shere it Is going ta 9e wlling children wha ac:ually want to learn even
166 . | thaugh they have personal problems and social injustices. | knosw that those Lhings were there bul
167 7| then ! exoected the children to be willing, available and actually war<'ng. But when | got thee onz
168,3;' day vou work with a child you try and helo them, tomerraw they arz nol there and then what makes
._‘:.| s — '.E-.:‘;T‘l—(

169 %[ it even worse i5 that sometimes they even have acgative attitudes” 50 T think you woulcn't SREEt o 4

>

1/m igfhat, esaecally when you offering your time and your service to hela and the peeple are not willing,
|

171 \: [pause} this is golng be a bit persanal do you think acceptl help is sa easy? But first and

172 foremost did they even know that they had a problem? ™ ;
e [ {7 = A e ,(yz-v—L' ATES W
; /? S SRUNES (in, -
173 R: 1hat's the thing | den’t think taey pe-sonally realise tne severity of Lieir situation. e G

& \_,_';\- @ TERTIES

= |
=4 ﬂ _\\l_;‘: :'7—3'1'\;»? \)_.‘.’_ Ceana ‘].L").-. .;'1&(- Py f L
-\&:‘\: Vs \LL{: ""‘r(\:u <\_\.le \“_ i, \t‘-'-f\_u-—-{' .

Shouirt e, U I k-"—wﬂ'{za;u:(l “~ (L

.\‘\ LI

Med\ \ae ‘!l;\_u.su'w ‘(;\,_.& LN
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PARTICIPANT NO: 2 JANE

k. .;:\‘
. 100
> ¢ .\.:)\ \' J l?' !
\'\ ’.?\“ ._ln e e
WAL I, - 1
0y iTeH -’( '!('L/v: By oA)
R: Personal is rules, settinzs that one may Lhink of but Lhen social is something mdy be you have Lo

.
.. L,‘Dﬁ-,,. 5

share with otners with like commen ideas.

1: Ok that’s what you think social justice is. Ok you are saying personal justice might be about rufes
for like one person. And social justice is about ruies and reguiation for a lot of people (both agrae
st the same time). Alright can you give examples of personat justice?

R: Porsernal justice? |pause]

1: in your life or In your work or whatever you know with regard to personal justice? You said
Justice is about being fair, {Silence) Ok it is fine. Can you give examples of personal justice? {pocrse]
examples? n .
Torsn s Lf Peorat  {ugnez

R. For me it s like to respect someone or [pause) mavbu Lo follow rules

1: Ok, yau follow rules, and when it comes to social justice? ~ 0\ e
Pefindhin ¢ L\ Orcae Y btimch
R: Scaaf justice ! think is muore hke common rules (pause) hike gcncral rules t that you have to imow

et er—————

like gt.nudl ethics Lhal kind of Lhinig,

): Ok, general ethics. So if | am ta ask you now with regard to examples of personal and social
Justice that you witnessed during your service learning, when you were out there in Mamelodi,
what could you say that personalty t can see and say that this was fair to me or just for me?

R: |pouse) | think iike 4 should nat view the students as different fram me or have some weird
T

o ey - cShaesr == gy P -
zttitude sowards tham. e WL s MR - o
ez € — ﬁ""&“'*’“\ oss TF e "‘u':'k%f&
1: Ok ng, G '

R: Betause | had 1o accepl that the students were different from me bet still | Had to help them.
TCcng ';2\‘-:*‘/_'.}“ f\\ﬁ,;. L1 f"il\_(%q,_h\ 1Al R o

\~ \"‘—‘1*-? K‘(}"MT Y= S T ‘_‘('gl Al

1: Ok
R: i taink that was cne of my personal Justices
it Ok

R:ji%e not to discriminate

I: Ok alright. Yes, with regards to social justice?

ST
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PARTICIPANT NO: 2 JANE

'S
t\g_to,é_ < \- LGRS VINURracN
where Lhey cen find Lae resvurces, Bul the learners said that they didn’t actually rave 3 olacs to find

aocks or comnpulers or aucess Lo e internet o help them with their assignments or projacts.

1: Ok generally bow did you get to Mameiodi?

R: With 2 bus

1: A bus, and coming back again, atso with a bus. Did you feel that you were doing something that

you liked to do or you did it becausg you had to do it?
\ o u.«...} - YOI

R: The first time | was wry strp,qsd' ‘bBecause T rook mare ar !ess thrae hours coming In and 20ing
Ry ‘l_')c”hu‘r'_r‘k‘i A
nack, doing the teach.nn and Weﬁ’ﬁ'& students didn't ome g, g, 1 dien Fikeit, just slavod lhf'rc >

e -

and did rmmnglit was tzmb consyr mng_ So-I didn™ iike it Bul then as | met the students yeah, |

mamly fg-ug-,hl like three Swudentsand wnwwv-{ho:v-p:ofwy; :de WAS Mora. g‘xr_m’d Tnj,f‘. .v-ﬁc tha€

= 28 (3% dg
i: Ok, so after sceing progress it made it meaningful to you. S S
o 252 Semvice
R: 14 progress of the learners) Yes s atia T \'ﬁ}“/‘j‘fj' VECrone 3
N R e \1\%‘. \u—c —\-u sf\r-o- J

1; Ok. Can you tell me abom the experiences that stood out for you dunhg your serwce learning?
And | want you to start with the positive anes. In terms aof, et say your feelings, like when you
were there the first time and as time went on, what actually stood out for you?

R: €k, the tirst time | heard about Mamelodi | was teld thal it is a dangerous pizce thal where |

n - (RESS ’“‘, -
rn Agnrs  RapP e L* e )
1: 0k \)»L‘C'._*._ \“vaw‘j o > T+ { -3

et oo [ o] i

N

R: Bul then il was acluaily, (laugh4). it was vuv qafo and there were 4-5 wcuntv guards to pretect

- —

us as we helped the iearners, so that was actualiy quite pood. And then the American people {pause)

shauldn’t ga, more like a township.

who were part of the dnternational donor prejectl had already come to that place and they

supported with things i'ke comouter, books and videos and stuff like that. So the equipment znd

S NG e u@w}

everything was fine. They also actually had desks and chairs. L - R‘\"}
I: Ok, so what kind of feelings went through your mind when you were working with those

studens?

el
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188  R: As i told you about the environment, it was so different from cur usuai setting, because most on)

189  us students had already studied high school and already had varsity education. So in that way | thmk

190  theiearnars were different from us. =Moo e d S s _% | ('..\K) P e P e

191 IOk /\\

T e \\'\\\. w il 5\,

182  R: because (pouse] some of Lhose students didn't even havc-_p'_aggls And then yean some ¢ dndn“

193 have someone w look after them. OUne of my students :eln’ me she had taree sisters vrithaut any

194  parents. .»oshc had to took after thosesn<ters Scrltwaswrvsad ) VYo ol s C —i*»:l:.-\\»}'i

195 I: In which way did you feel you are different from them and they are different from you?

f
196 R:'was raised by my mom and a dad and | was at university. | could buy anything that | wanted bu: //
197 for them they mainiy focused an the tiving nat on their education. They hzad to take care al their /.//

A 5 ——— "::“"-‘- e v ':n-.('s;_ej e
198  brothers and sisters and so on. Yeah that was different. - i p
B = L T

/

199 I+ When you iocked at them did you see that in any way you were the same? Did you see that

200  regardless of everything we are the same? —

T e DS

201 R: They: dLluaIry had a dream thav h.n.c a drf\am and sqaﬁe of them said that they wanrted to-be

202 models whcn thcy grow up. Eo we alf thC a drtum ‘ = S\DW--K_\ LoD ’

203 k& Ok. $o can say that regardless “of their s s!tuaﬂon they still had ambition, they still had a dream,
204 they still thought of the future and a bright future,

205  R:Yes, they were eagertostudy more aoout what they could do or became. Hred <X ot ol AR b

206 Lk Thatis good What were your goals when you went there? (Silence} When you went for the

207 service learning, what goals did vou have?

uﬁ—( —<y
208 R anh, our po.)l W3S tQ aalp rhb and see ¥ we had made progress or not becausg’we didn’t

-~

s ~ 1]
209( knows how to teil IT we had had C@c&m’ul goai or nbt ( ok A -{fu - “‘XH\J rf\wx e

_.,4'
e S— ,v""'_: ( LA, 'k(‘ I WAL~ e 15\1\_&-
210 Mk Ok—— —_— ) c > N

\? <__7_1:\_\J € i.(j_\,v.'n.v-r)‘
211 R: S0 we jus‘t said fer us do this and that and see if we can maka some progress

212 ):So you went there to help, ok that is good. Do you think you acquired your goals?
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213 R: Ina way yes, inaway.
214 §:Can explain more, in which way? ; 5 -~ o
ouer Y \*-ei_\ wa c:}l \.~_'j'\__(_ oS NMCoyuee A \ Cavaea

215 R: For these three stedents, they reaily worked so nard and when they showed 115 the Math sest,

Veoay el S :

216 their marks had improved from befare. So from thal poinl we could see that they were acfually

217 pIopessing.

218  k Ox thatls good. What were your expectations, since you had never been to Mamelodi, What
213 did you expect? ; ; : "y S

-E}‘:{)ﬂ./ A oy Vs ‘-c"‘»\”x'j

220 R:lexpected that there will be nothing (faughing), no rooms, na desks, and no computers. | thought

221 we wili sit on the lawn and that is where we ceuld teach them. Actually there was stuff that we could

222 use o ieach and heip the learners. “erlao (R T (PR Ve Sanase YESu0 et
L N"S Coad Az o egeiud-

223 1: Ok, so you expected nothing and found at lot of things. Did you think that the resources that the

-@mvnce:

224 Americans brought for the students helped then in some way?

225 it tong silence) yes

226 It Ok I think you tafked about their home settings, where they come from, when you compare the

227  home settings that they told you about and the setting where their exlra classes took place, where

228 you did the homework and stuff when you compare the two were they the same, were they

729  different? . M g

<o _,._{. S (V. ST ]
230 R: Il was very different. They normaily sty in a house | don’t know the name,  think they call ita
31 shack made from tin material (ot sured, in the computer rcom the walls are painted, there weie
232 books and computers. Some of them had never seen a computer in their lives. $o | think that was
233 attracting themn to come every Monday and atso the sludents caming trom the university Lo hulp

234 them.

235  1:Thatis great,

Page | 10
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25

26
27

28
25

3c
31

32

36

37
38

39
aQ

41

42

43
14
45
46
47

L Te—— C ee—

PARTICIPANT Nk 3 CLAIRE

R: Yus Lis definitely parz o who | am

I: Okay that's really good, so I just want ta ask you, what do you understand by the concept

justice? . X r ~ .
T Undeat O P f -E‘u ghice L %cwﬁ S\Jb}{“( tue.-

R: Justica | think cepends mare on yadr ocrsonal point of view, more of a general thing. Jus.ice is like

try ng to hetter the communities thrauph a sel af rules or through corsegiences things like Lhat. But
I think that cach person has taeir cwn definticn of justice, What is just for me mlgat not be just for

F Ly i 2 % { )y R ) '
someone else. Undea -l"“v[* (o -. LRSURTY F vWa acitye lu ('( e brdipichued "

Guid be due o 3?**‘“331 ? 8 27 Loedied 77)
I: So if I'm to ask you what is justice to you, what ¢an yau view as just 67 fairness to vou"
‘l\f'tlo'\W‘\ \." «fzu,\\[ Y e (Bre mtlgo VAOGE Tvkhm

margis li<e you can’L | ls.ll mmeore_;hm,'ou e not aliowed to drive B) km an hcour beca USC you cld

hur mmmno thatis 18 yesrs oid can drive 130 km per hour,
I: Dkay % ot

Jushee = Tutes and  Conge g LuEN Ly Hloutd b
R: You have tc have a standard sel of rules and everyone Fas te aside 2¢ those rules and the

<conscquences shauld be Lhe same for everyene, ‘e S ~.F1y @“—;-,j O .

I Qhay, airight thank you for that. Do you know the difference between persanal and social

justice?

R: Perspnz| justice s more ketween {fong silence) now I'm not sure {lzughs)

,| 3 (\-c

I: No It's okays; it is not about what | want to hear it's a\:&;t what you have to say.

under chedt eel 3 S wval «’(unm
R: | think personal justice might be pelw ioser group ike your friends and your family and 2

saying t1at whatever caunts for me counts for yau, Whereas i in SCICI41| justice | Lhink you have o tazes J \n_,( (}-t

inc account rat only he siluglicn, but the relzt 0n>h|p you have rave with the persan. It wo've been TU ba

e p————

friends ferinng | might be as.e te targive you or not forwwe you besed on that. Social rel:Lienshi or.
social justice might be more like that you take irta account like the area where someons comes

frare, the crimu of that area and then say shar accnrd ng to these diterent factors in your socal asce

orin the sacial grou ™ !
eroup ‘.’-‘-3 T ( ko Noae. - o O G "‘:-‘{(0_-.-.
I: Okay WG Contidiavmloon-  Mos (& Caones
) |
A ue ¥ Demoned aud
R: justice migna: be viewed as such. o % g

< (i:c_‘!v ’h (G
s w\ (R

2age | 2
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PAITICIPANT NO: 3 CLAIRE
i SRR N S S

128 111t helps; It shows that they had structure with regards to salving their own problems, and for you

129 to be able to help them you had to follow the same structures as well.
Tl R:Okay

131 | Can you tell me some injustices that you witnessed when you were out there? _
raed  wwfushc
132 Rl lhink some injustices are that a lot ot tne wamen were stil viewed in 3 ess, not a less dignified

S

133 way, but they don't hYave as much sat- as Lhe men do -\
\ —_— \\C:Te‘( A or EAITa .
X " —( v _J

Voice - bess 1 o | N

o T .o
Sy \»’lzs\.:r_un YD it

134 I: Okay

135 R: Because they follow such ¢ stret wey o7 da ng things. It vou want to 4o sameth iz you have w

136 speak to somecne and they =oeak to tne i et, you can’t Zet married without the chie? saying

137 I: Okay ! B el o~ TUES Scwoure 4

Semad W XL‘ i LN e

138 Rryesitis ck. Selthink some af the rues they have 2r2 not whal | vould like For mysait {laughs). yy e
L':-h-‘c': v

133 I: Yeah o=, >
2 a\.-.g%‘__—_._‘_, .

240 R:Andalse like same of the women still, not the wemen that we worked with, hut the women in the

141 community still {powse) Lhere 7s still a lot of 2buse 2nd repe going an

= Ok 1"';"{‘“&’!‘1@(_ (2De e C"'t-\u'-:z
14z {: Okay - :
143 R:{pause). despite what the community is trying to da. And | think some of the most power®u: menr

144 in Lhe community just et away with it because they head the comnurity. L
\ r Vel K
=TT %.{ 1"\\\.‘ ST _“ ‘('J'('\" a

1¢5 L Okay CLoon pnednobs
W

14€  R:So Lhay just get tc do whatever they llke, But it 's not always fair towards the nther members of e "‘
ITMTITON GE

4 S . ike ¥ thars' <he it W
147 tne community, even though they Lry to have, like ¥ thers's a problem they feilow the righ reute Oud Cx rz,';rcv

142 But i1 the familics the men still do what they want without thinking aboul Lhe conseyuences, and l(:v'; Fue]—
————— =t 7 P I 2 ’.I
149 @c woman ! Lhink are tao sfraid =n ga to the right neaple_? 3 aame 5

e — _ P o .’{'..,a—i' (. i].'-,’ (Shew "*I".\'_v i § llopata
150 I: Okay. What other inequalities did you see? ]

(\__.{\:o’a‘i _f -;_.;«- EPaq T ST Ak c'v.—r g

151 R: (pouse) z.-'_‘x.-:{‘ Ugver (.u:) \

152 I: When you compare your iife to their lives?

Page | 6 i
B
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T —" « - e ————— E
' PARTICIPANT Nt} 3 CLAIRE I
X mi AR :
c,__,(u{’ H”(‘ ecan 772
153 Iq-:/ l'lmk actually we are unhappy Lhen they a'e).rpnwcr we went oust to the cammunity or went
154  lodc something wizh them, they were always happy to help ard like even though we ticanac fields
155  znd linaudib e} it was really a bad job to do and fpause) Lhey waid just smile and with luncA they
256 wauld sing ane brng everyone aranges, which s rea ly nice, hut we never g0 oul 0" our way to help
157 aeaole. | would never have gone oLt of my way to help someore thal is not somaone | kaow, that is
158 rct somcthing personat to me they jusl welcorned us and they put In real effart with us even though
15% we ony saw them ance ¢r Lwice. =W eae. . keFumens S - ot Leectavs r:"\.'—,'f‘
e O vrv\u\\uvw;\‘—‘} ow L SEweey
160 |: Okay, okay. Do you think that the those peaple actually can be able to solve thelr own problems
FE Y e Wty N witae TO ey q"
1€1  R:Yes - T
i L S@evnC N Thee '::-'X‘('\r\\u\ Vi ) ¢
: LE2Z I What do you think they need? Wi beas Jascronsacd Tos H
(;:.-(:‘u'-.".v-t' iR 3 k)l"_hl i A5
163 R: 1 think they only need, | and my parents discassed it a lat, hOCIUSE Lveryone wants ta 520nsor
184 somecthing big like telavisions or ceil phones and wa tell them it's not wial Ley wans. We built thom
, 165 awelionce bacause they keeo dropping the littie “"emmertjie® i N W b e, (B mmu BT 1)
? YorsLLte {0
166 I: The handle for the bore hole? b, ‘ St h’”‘A Clat
\AJ“O q]L n g AT
167  R: Ckay, yeah, and we sel up a pump tar then everything was medernised. And a few moenths ater | ‘|k - +
(g
168 when wa went back they wera sitting by the old onc because that's their way of doing <hings. 5¢ '. A, )
169  they need things like s=eds, wheelbzrrows und buckets. They don’t want us te giva them fancy' U‘i F
170 things. They only need trings that are a oil more (rase} ke thase thel they wouldn’t fird for  LUAWTE ~
171 tnemselves. Liceif the wheeloarrow s aroken they caufd fix it with =t'cks and rope and sormething
17 5 L
2 | Okav {4 ,Ibr'\\,l _\(b ‘ l_(‘ﬂfﬂur\l’\
173 Rithey wouldr't buy a news becaus2 they can’t afford u rew ane. i ‘-"f‘d(’ C ) 7~
171 I: Okay i
175 R:Ithink .hey need tocls and not luxurics because they might thnk
176 I: Okay .
s e T il v Commun H*j
/
o177 Reywith luxuries they need experience, tne’y ger;xperlence will a luxury, out you give them aidxary
I 178  and they dant use It because they dan't neM it. .,:4»,_.,# ue .u__j (\Q(_--A{;.CL
i Page | 7
i T — | e T—
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400 It Gtk
410 Ry ipewse] my mem and hem delinilely pushed os & little b more beczuse | think she know taat
I, 411 SOmeTimes wou just reed a ltte nadge. 10 was diticuls at first because it s nat in ey neture @ just
412 ga up ta people and say hey
413 I: Something that you have highfighted was the language barrier, as well as their way of Iife. How
414 wasit different or the same when compared to yours? [
415 R: The thing we struggied with, chey have, nat @ sirict dress code but in the communing they stil
416 dress inavory conservalive manner N
1
a7 1iokay )
114 R: ike the woman could Fave something over the'r shoulder they could be covered up r_f-n-' .t
. | e
413 I; skay l.
R
421 f: all of them wear creszes, you can’t buy wamen’s panls, Tke in the commurity but you can buy I.f
421 zameinche mall but the worran in the communily could zlways have dresses on, !
n b
422 Okay \ i f_;-l EL-S ~-w_'n'1|¥n.l5
I "‘} 1
de3 R ATTicst it aido™U i liar ome oecausa iz’s hot and | want t0 wear snorts and 3 truni top so | didn't
a2 understand bat it makes i easier to commuenicata witn sameane i you If show them respect by
4rs  dressing like them, e .\ (4 Sal -
g e e e SPME ATt O ot = mlic, v !
425 1: Okay bt eemedl W M Diueys Wl onge (Vs
o TEST TR
a4
427 R: Mot =xacty but you try 1o at leesl cover your knees and vour shoulders /-
I 428 I Okay g
429 Re And like the dress code makes a diference you car see can see immuediaely il you help osonla
430 and the girl: taa is oo low, you see the wornan { body fangaoge nicaling that you noked”
i 351 Lohay
Page | 17
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144 R:ltwas very etz in the afternoon. | think we went there like st halt past two, | can’t remembe:, but

145 it was very late in the afternocn and it would Lake a long time getting there and we only had a I ttie I

146 time Lo ke w'th those chi'dren, nf which | beieved we 1eeded mare time, ('\g:v,--,rfi..\ ue c~@.-;, =
qaa = ARz
247 I: Wasit that the bus had to drap off different people at different places?

145 R: Nu, it was only going o the arimary scheol but '

§ 145 1: Ok
150 Rrbutthe times ware very late.

151 I: So that wasn't nice. What were you feefing when yau were there? What went thraugh your

N MO Ve on
152 mind? What kind of emotions did you experience? ,’D VRS
Pagic. | ST TR W e )
152 R:\Well at first n was very difficult for me m_caus= we were jusl lold that in this par.icular service

- Clemnidt Mo L
154 |earing this is what you dre xoing to do” fr CU are Zeing ta be working with the lesrners wha arc not

158 cing well in thel studies and averylhing so | was a bl(sz.ared ah what to expect. | didn’t knuw what
156 toexpectthere. g(’\k e "‘-\‘“ Clhirhsn
e ‘\u\f \'2)\_ \‘8’(\_‘ j

157 1: Okso it Is just that you were not given enough informatian before you started out. What kind of

{ 158  thoughts did you have when you were there? :
<X can

1582 R: Ihue kind of thougats | had when we were Lhere. | {pcusa) the szfety and | fpousey

16)  § You didn’t feel safe enough?

[
1A1 R: Yg, | remember therz wias one instance where, | think il was in September the 17, whenh we were
1h?  going there, 2 group of boys, because there were glways boys smaking fus! srounc the comer. Sc we
163 didn'tteel salu in the environmenl. Gn this particular day -hose hays what lhey did, they jusl poured

F o
i 164 water with mud on the windows when we were just passing bv‘,"ll was so horriale, )
55 ’ N
Conp - T —— >
165 1Ok e q\uﬂv«\ Ne e AL

. = v
166 Riya ' (-, e 3
167 1 That was bad, So, didn't feel safe at all?

| — e

168  R:Ya, t"'t"“ notsateatall

g
\M__—'-/

3 Pape | 7
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— — .
[ — c— — —E— < — F—  C—

. —r——_

T —
TE— —

—

230

240

231

212

143

244

245

bl

247

21%

e ——
II_‘1.1. stuﬁ' t 1l we hod 1o deal I.l.nll- hPFD and ezpachally durm.:, our second yaar ﬁr WEs a hﬁ: I
245 |:|'.'|:'1'u'n=lr'r1| 15 - P ._:.__4
— T BEeeshac s o nese e I y
T S .
I: How? el
e Viggaine.

250
251
25

o

ALk

AB0

261

FARTICFTANT WO 4 GRALE

E— — —_— . _ __

(NS R (e

Rz Thai was jusCrot possibie for me. Even teday Fam slill in rauch wits te learne-.
P30, you cauldn’ just po in and do what You were supposed to and just [eave?
R: frah

I: ¥ou did build a8 bond with the child?

R: Veak

I: Ok, 50 what expectations did you haye f Were you preparcd for what you found in Mameledi?

H' Me, | was m}l lwas nat |wds no- oceparsd. | was not prcparpdetal Lo L‘];__\ ¥ eem
.. - i

I Wehy ave you saying that you wersn't preparad at all?

S _. e

B: Wiork|
INg with thoze laarners, 1'.1.35 et u"epnr-edL SHEometimes ,pm..f-,l, when | saw the IL.-_:-ruéfx':] PV ‘—i :

she could Lell me about what s h'lappn Ang in her I'I 2, ﬁ.-ts-nl.rards leould po o iy raom Eﬁ I

e

<he poor sA1, IE WEs just |
juat alitlle cnilo and she u.'.:u_.- hE|D|ES,_.
Nerd Lov emduoe
-t DR W e '\—'—J

I: Did you fee| that you were helpless as well? You didn"t have anything ar any way of he!pmg. that _f

child? heed fov Aeiate W} o
1

|. L\-Em-r" L= :.u”'ﬁ"-"‘-‘-“"L

R: Yes, though there were social workers wiorking wizh us at the same tFrr- “

\\ *._ru-_-.-,_,r_ e I |
)

T e '{{:u‘. = FruCa ul s vzl =

I: Yas ‘:*" A ’ ! J
1 [ \} lﬁ'h'\ |:|,- |;l.|.-

R: but iz wa{’lt wosa ot

T
H - - . . e
1 it
3 1
s
- — : .--% a

I e weas a lat.
R {nacizel,
I: el they ever talk to you about issues of Justice and Injustice before your service leaming?

Ri fpouss), no | can'l rememiby: :.Lmec-nﬂmkmgm tis about that. b o Ir-{ AT =

TPV R o
Paga | 11 .
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w-» o — s o . m- - —:ﬁ e

262 i So they didn"t talk about issues of being falr, issues of being cqual '
' 263 R: No, the only tking thel ' remember that they tad us was that we shouldn'= ave 3 Very cinse '
' 264 relativaship with the learners. ""_‘_Jj.»'« wie “Yms TRl en Qom, 'IF \—’.,’_) Uy ke el
265 11Ok ‘
' 266 R ‘pousej i
‘ 267 I What reason did they give to you for not having relatfonships with the chiidren? l
268 R Beczusc you will end up being emolivualiy and semetimes hnancnahy ln\ro‘ved ir the i2acner’s e
' 269 Lhatyou wou'd 'haic E) fl_c somFt"n 2 whichTs over fpavse) |\\“ P K T O -y oo \ '
- k--w ) LT ‘\ e
l 270 I: What you arc able to do. But 2SRV - L
v 'L'-I’( ¢ ‘lu,f_,;' -—{—._:“_ iCe ( l
211 R:{pause, - 2
l {pavse) _,“b -\l“ O O '
= 242 |:Even with that warning was It possible for you to separate your emotions ﬁom your interactions
I 2472 with the child? s '
274 R Mo it wasn’s o
— L S ¥
275 L:ltwasn’t “‘*7\
‘ 276 R:You couldn't lgncre thafn. M e l
277 1: Ok that's good. When we talk about the value of the module, did It add anything to your life?
Vaiué 1:3 Joe  weduls. '
278 R:Ves, u zreat ot it added so much to my life. Becase when | cid my practcals now in my f‘ourh .\
' 279 year sometimes | would ref ect back on what we were doing during that time with the {earers, J 1 l
I crye= =l vil Yairmes an r " ie5 i i St -
280 especially wich the leurners thas had 4 flculcies in earning, S \h!\m_‘ A P W =t L\‘
281 I: Ok “ i""-il W k--} "‘. o \:.V O\ \(>§- .\('3"-"/-“\“'“_]
\J ‘g; l.__ l&' -"!'" N‘“\J«. Ll’«.-ft—\‘-"‘) 4: Ve A AN -
% 4\ S ,
' 282 R:Yes, s0it helped a lor, §omeru~wsl ! would rq’le. tand then come cp wilh soluclons that | used back X ‘f} ‘
283 Inen when | had the modu’e an what to do when the learnor i strugging and how | approack the %,
i
' 284 learverif they are havi g problems; this /s what | should do having 'earnt frzm the service learning. 3 ) ‘
’ 785 1: Ok, can | be correct to say that your service leaming offered You an opportunity ta experlence
288 the kind of classrooms where you might end up teaching. '
. Page | 12
L | immms — | m— . N— — oameme VE— =
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288
285

250

291
202

233

2494

296

299
30C

act
302

308

310
311

PARTICIPTANT NO: 4 GRACE
e Tl = aaven R e B S AT e ¥ 7T M N meceTe AN oD

R: Yes, ves, yes

I: What was different, {pause) hetween you and the people that you worked with during the

serylce tearning?
R: What was diffcrent about the learrers?

I: The learners, the teachers and the community at large {pause)} what was different about them —_
A we

when you compare yourself ta them In one way or the other? = qu.’, FIPICIPNE I NS =
A rxn (o
R: [pause) | wold say thal | was mare privileged than theyaere ‘L‘ C&* At L "
P ; e,
I: Ok, In which ways were you privileged? N

i
R: ipauscj we zlways had heln, there yes, we a.‘ways nad he p snd {pause} vur teachc IS most y they |

ware always th =re © help us and cven then my parencs and fami amily he helped a lot with roy schoolwork f

and they cantriautes a lot. . “’-»»--____
S ) v
¢

I; Ok // g

n S—

R: Yes, judging fram what thase «earne s were going lircugh, cheir paéms WOre net sa active, they

did not participate much in the learnese’ wark:

i: Ok, alrlght. And in which ways did you change after your service learning? Haw did you change?
It might be negative or pasitive, it is all ok, e c—-t\-,v _q‘ SR ;\. { Yo u&’

J\\T&W* 'L‘- l~-'k<.- ),_n, [y \fiunur#

R: fpause) ok, after the cousse and the senvice that we ¢ idd, ! just had a neg tive perspective about
education becausc | thought Lhat; it * ‘ust wurkad with one lesrner whe had sa much difficultics n
her life, what will hzppen in the future if | bave 23 learmers in a class and | have 11 !learners who are
oxperiencing the same prab ems that the learner had or they had had a difficult backgronnd? |12 was

%9, 50, 50 nezative, | just had a negative persaective of education. | couldn’t take it it anymore.
>
I: Did you want to change your degree?-_ _ 5 /

R: Y2, {bott -auvr‘- £L50ME PO inL | did yes U (-'&‘i """"1' . C Lk\'( i th
W = SN Wer digreg
1: Now, what is happening, like as we speak now, haw do you feel? Because you've gone through

Your teaching practice, you went through the serylee learning working with that chlid whe had a
learning problem. Where are you now?

Fage | 13
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APPENDIX E: VISUAL REPRESENTATION OF CODES, EXAMPLES FROM TRANSCRIPTS, SUB-
THEMES AND CORE THEMES.

CODES

EXAMPLES FROM TRANSCRIPTS

SUBTHEMES

CORE THEMES

Definitions of Justice

Mary: (p. 1, lines 16-17; p. 1, lines 21-22) (p.

10, lines 269-272).

Jane: (p, 2, line 31); (p. 2. Line 33); (pp. 8-9,
lines 176-180).

Claire: (p. 2, lines 28-31); (p. 2, lines 33-38);
(p. 3, lines 56-57); (p. 12, lines 303-306).
Grace: (p. 3, line 48); (p. 3, lines, 65-66); (p.
9, lines 212-213); (p. 10, lines 219-220); (p.
10, line 227); (p. 10, lines 229-231).

Justice and injustice

Mary: (p. 1, lines 23-24).

Justice and fairness in

different contexts

Mary: (p. 10, lines 280-284); (p. 10, lines
288-291).

Claire: (p. 2, lines 30-31).

11

Individual pre-service
teachers’ definitions of

justice

1.

PRE- SERVICE TEACHERS
CONCEPTUALISATION OF
JUSTICE

© University of Pretoria
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Definition of personal justice

Mary: (p. 10, lines 270-272); (p. 10, lines
275-276).

Jane: (p .3, line 48).
Claire: (p. 2, line 43-44).

Grace: (p. 3, lines 55-56; (p. 3, line 59-60);
(p.4, lines 75-76)

Definition or understanding of

personal injustice

Mary: (p.1, lines 17-18); (p. 2, lines 27-28)

Subjectivity of personal

justice and injustice

Mary: (p. 1, lines 28); (p. 2, lines 30-31).

Examples of personal

injustices

Mary: (p. 4, lines 105-108); (p. 4, lines 108-
110); (pp. 3-4, lines 113-117)

Definition of social justice

Jane: (p. 3, lines, 39-40); (p. 3, lines 50-51).
Claire: (p. 2, lines 47-49).
Grace: (p. 3, lines 56-57); (p. 4, lines 69-70).

Examples of social injustice

Mary: (p. 1, lines 28-29); (p. 2, line 30) ; (p. 8,
lines 110-111).

1.2

Individual pre-service teachers’ definition of personal justice

and social justice

© University of Pretoria

Page 142 of 165




UNIVERSITEIT YAN PRETORIA

UNIVERSITY OF PRETORIA

YUNIBESITHI YA PRETORIA
V

Conclusion on social justice

and injustice

Mary: (p. 2, lines 38-41); (p. 2, lines 43-44).
Claire: (p. 16, lines 396-397).

Negative aspects of the Mary: (p. 7, line, 180-181); (p. 7, lines 200- 2.1 | Challenges experienced
service learning 202); (p. 13, lines 370-371). by the pre-service
Jane: (p. 5, lines 95-96). teachers during the
Claire: (p .8, lines 210-215): (p. 9, lines 226- service learning
229); p. 9, lines 236-237); (p.17, lines 415-
416).
Grace: (p. 2, lines 22-23); (p. 2, lines, 43-44);
(p. 6, lines 120-122); (p. 6, line 142); (p. 7,
lines 144-146); (p. 11, lines 247-248).
Feelings Mary: (p. 5, lines 134-136); (p. 5, lines 139- 2.2 | Emotions experienced

140); (p. 8, lines, 211-216); (p. 8, lines 231-
233); (p. 9, lines 243-244).

Jane: (p. 5 lines 94-96); (p. 6, line 113); (p. 6,
line 120); (p. 9, line 193).

Claire: (p. 9, line 226-229); (p. 9, lines 228-
229)

Grace: (p. 5 line 101); (p. 7, lines 153-156);
(p- 7 line 164); (p. 11, lines 251-252); (p. 13,
lines 303-309); (p. 15, lines 344-345).

by the pre-service
teachers during the

service learning

PRE-SERVICE TEACHERS’
EXPERIENCES DURING THE
SERVICE LEARNING
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Worries

Mary: (p. 9, lines 237-243); (p. 9, line 253).
Jane: (p. 7, lines 152-153).

Claire: (p. 11, line 254); (p. 11, line 256); (p.
11, lines 263-264).

Grace: (p. 7, line 159); (p. 7, lines 162-163);
(p. 7, line 170); (p. 7, line 172).

Positive experiences

Mary: (p. 7, lines 190-191); (p. 7, lines 193-
194); (p. 7, lines 196-198); (p. 8, lines 209-
211).

Jane: (p. 5, lines 96-97); p. 6, lines 132-135);

(p. 7, line 138); (p. 8, lines 159-162); (p. 11,
lines 230-233); (p. 13, lines 274-277).

Claire: (p. 10, lines 249-252).
Grace: (p. 6, lines 135-139).

Aspects that stood out for

pre-student teachers

Mary: (p. 13, lines 377-378); (p. 14, lines
380-381)

Jane: (p. 5-6, lines 106-110); p. 8, lines 166-
170).

Claire: (p. 8, line 180-181); (p. 13, line 325).

Grace: (p. 6, lines, 130-132); (p. 17, line,
399).

2.3

Positive experiences of
the service learning

activities
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Acknowledgment of Mary: (p.3, lines 63-64); (p.3, lines 65-69); (p. | 2.4 | Sharing experiences of
differences and sameness 4, lines 94-98). the service learning
Jane: (p. 3, line 58); (p. 6, lines 115-116); (p.
9, lines 187-189); (p. 9, lines 195-197); (p. 10,
lines 200-201); (p. 10, line 204); (p. 11, lines
229-230); (p. 12, lines, 258-261);
Claire: (p. 4, lines, 79-80).
Grace: (p. 5, line 106); (p. 13, line 293); (p.
13, line 295-297)
People find it easier to talk Mary: (p. 14, lines 405-407).
about good experiences and | cjaire: (p.15, lines 330-331); (p.15, lines 333-
perceived facts 335).
Jane: (p. 15, lines 377-380); (p. 16, lines 382-
384).
Grace: (p. 17, line 388).
Lack of preparation of pre- Mary: (p. 6, lines 160-163); (p. 9, lines 253- 3.1 | Lack of preparation and BARRIERS FACED BY THE

service teachers

257); (p. 11, lines 312-313); (p. 11, lines 315-
319); (p- 12, lines 326-328).

Grace: (p. 11, lines 247-248); (p.11, lines
250-252)

Lack of structure in service

learning module

Mary :( p. 4, lines 94-96); (p. 11, lines 315-
319); (p. 13, lines 371-372).

Jane: (p. 10, lines 207-208); (p. 10, line 210).

structure in the service

learning activities

PRE-SERVICE TEACHERS
DURING THE SERVICE
LEARNING ACTIVITIES
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Expectations versus reality

Mary: (p. 6, lines 160-163); (p. 6, lines 165-
169); (pp. 7-8, lines 200-206); (p.12, lines
326-327).

Jane: (p. 10, lines 219-221); (pp. 5-6, lines
108-110).

Claire: (p. 13, lines 322-323).
Grace: (p. 7, lines 155-156).

Donor versus community

needs

Claire: (p. 7, lines 168-171); (p. 7, line 175).

Reality of South African

schools

Mary: (p. 8, lines 227-233); (p. 11, lines 303-
305); (p. 11, lines 308-310).

Jane: (p. 7, line 143); (p. 7, lines 141-145).
Claire: (p. 13, lines 325-327).
Grace: (p. 14, lines 313-314).

People relating better with

others who are like them

Mary: (p .3, lines 63-64); (p. 3, lines 65-69);
(p. 3, lines 80-86)

Claire: (p. 7, lines, 424-425).
Grace: (p. 17, lines 392-398).

Shared reality

Mary: (p. 3, lines 63-69); (p. 15, lines 413-
417)

3.2

Expectation versus
reality of the service

learning activities
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Language barriers Mary: (pp. 4-5, lines 115-116) (p. 10, lines 3.3 | Language barriers
260-264). experienced by the pre-
Jane: (pp. 13-14, lines 293-297) service teachers
Claire: (pp. 8-9, lines 202-203); (p. 9, line
215).

Lack of resources Jane: (p. 4, lines 82-84); (p. 5, lines 88-89); 3.4 | Lack of resources in the
(p. 12, lines 264-266). community

Security issues Mary: (pp. 4-5, lines 113-115) 3.5 | Security concerns as
Jane: (p. 7, lines 152-153). identified by the students
Grace: (p. 7, line, 162-163); (p. 7, line 168);
(p. 8, line, 170); (p. 8, line 172).

Assumptions and stereo- Mary: (p. 4, lines 105-110); (p. 14, lines 391- | 3.6 | Concerns regarding

types

393).
Jane: (p. 13, lines 286-288).

How pre-service teachers
dealt with assumptions and

stereo-types

Mary: (p. 14, lines 384-389); (p. 14, lines
397-398).

Jane: (p. 13. line 290).

assumptions and stereo-
types as identified by the
pre-service teachers
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Social injustices

Mary: (p. 4, lines 91-93); (pp. 4-5, lines 114-
117); (p. 5, lines 124-127); (p. 8, lines 215-
216).

Jane: (p. 9, lines 191-193); (p. 11, line 231);
(p 11, lines, 241-242); (p. 12, lines 250-251).
Claire: (p. 6, lines 132-135); (p. 6, lines 143-
144); (p. 6, lines 146-149).

Grace: (p. 5, lines 96-97); (p. 5, lines 99-

101); (p. 5, line 108); (p. 5, lines 115-116); (p.

13, lines 299-300); (p. 16, lines 376-380).

4.1

Social injustices
identified by the pre-
service teachers

Lack of knowledge of own

rights

Mary: (p. 5, line 122-126).

Lack of personal rights

Claire: (p. 6, lines 135-138).

Lack of access to available

structures

Mary: (p. 5, lines 124-128); (p. 5, lines 142-
144); (p. 8, lines 219-222); (p. 8, lines 222-
225).

4.2

Availability and
accessibility to justice
structures

ISSUES OF JUSTICE AND
SOCIAL CHANGE
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Advocacy and Empowerment | Mary: (p. 5, lines 122-130). 4.3 | Pre-service teachers

Grace: (p. 16, lines 380-384). being the voice to the

Mary: (p. 5, lines, 136-139); (p. 6, lines 145- voice-less learners

148); (p. 6, lines 150-152); (p. 7, line 183- Advocacy for the learners

184). (p. 8, lines 213-216); (p. 8, lines 219- empowerment of the

222). learners

Grace: (p. 15, lines 344).
Professionals and Mary: (pp. 5-6, lines 142-148); (p. 6, lines
organizations 150-152).

Grace: (p. 16, lines 369-372); (p. 16, lines

384).
Lack of preparation of pre- (Sub-theme 3.1 refers) 5.1 Preparation of students SUPPORT STRUCTURES
service teachers for the service learning NEEDED BY PRE-SERVICE

module TEACHERS IN FUTURE
Lack of structure in service (Sub-theme 3.1 refers) 5.2 | Guidelines and structure SERVICE LEARNING
learning module in the service learning ACTIVITIES
activities

Lack of monitoring Mary: (p.13, lines 352-355). 5.3 Monitoring of service

Jane: (p. 6-7, lines 129-132). learning activities

Grace: (p. 6, lines 120-122).
Feelings and worries (Sub-theme 2.2 refers) 5.4 | Debriefing of students

during and after the

service learning
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APPENDIX F: EXCERPTS OF PARTICIPANTS’ TRANSCRIPTS

PARTICIPTANT MO: 1 MARY

I: Tell me about your community engagement expernences

R: Ok. {pouse) as for community involvement | have been involved in like small communities where
we do extra dasses for them and just teach them but besides that | have also been invohred in other
community projects that are not only based on teaching in that regard, but | have really enjoyed
community work where you get to know people and understand things from their perspective. | feel
like | hawve grown a lot with regard to working with people, but then | have also developed skills in

= @ n s W M

communicating to them and with them. 5o | really enjoyed that a lot.

a I You said that you have grown a lot, in what ways do you feel that you have you grown?

9 R: Like in terms of confidence, confidence is a major thing that | have grown in, (Pouse) especially
10 when communicating with people as that is very important. And | think | have lacked comfidence
11 every now and then, but being invohved in community work has helped me to grow in that regard.
12 Being confident that | can actually help the people that | am working with, like speak more to them,

13 communicate to them, yeah | think | have grown a lot in that aspect.

14 I: With regard to my study | am going to look at justice and injustice that happen in our lives or

15 happening around us. How do you understand the concept justice®

16 R: | think when justice comes to mind | think of something as right or wrong and being fair towards
17 me as an individual. 5o if something in any way viclates me, or doesm't make me feel as comfortable

18 as | should then | think, to me that is an injustice. | don't know if that is correct.

19 I: it is ok, it is about how you understand it, when you said that when it is fair or unfair, do you
20 think that this is only for you or do you think that it should even be fair to other people?

21 R: | think justice should be something that is fair to everybody, {powuse) and not be relative, and if
22 something is right for one person; it should be pood encugh for another person. But then, | believe
23 that everyone should be treated egually when it comes to justice and injustice im all aspects. |
24 believe in equality when it comes to things like that.

25 I: You believe in equality when it comes to justice and injustice. [Respondent agrees). Do you
26 know the difference between personal justice and social justice?

27 R: In my own way of understanding it, | think personal injustice is something being done to me that |
28 personally feel is an injustice. & might not necessarily be an injustice for everybody else but social

29 injustice is something like for example, that is not right or legally right im any way possible. 5o in that
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11

12

13

14

15

16

17

18

19

PARTICIPTANT NO: 2 JANE

I: The first thing that | want you to tell me about, just in general, how was your service learning?

What did it inwolve? What was it all about?
R: Second year service learning module?
I: Yes.

R: | actually went to Kano campus’, the project’s name was (pause} {international donor project’) for

English or something.

I: Ok.

R: It was about helping the students who actually live in Kano

I: Ok

R: | actually went to one of the areas; | am not sure about the exact name or something.
I: Ok.

R: But then | went to help with computers, homework and Maths.

I: Yes

R: Mainly for Maths.

I: DK.

R: And also helped with their English projects or assignments and 50 on. It was at 14: 00pm. Once a
week or something.

I: Just once a week.

R: Yes only Mondays.

* artual place’s name omitted for ethical reasons
* actual project’s name omitted for ethical reasons
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11

12

13
14
15

16

17

13

15

21

22
23

24

PARTICIPANT NO: 3 CLAIRE

I: if you were to talk generally about your service leaming experience, what did it mean to you?
R: The first timefclient

I: Yes where did you go?

R: When

I: Remember your service learning module?

R: Oh, yes

I: Where did you go?

R: (pouse) | went with (pouse) my parents have an outreach every year whers we take
schoolchildren to Mozambigue to do community service. We kind of aim to teach the kids more
about themselves through helping others so as to conguer bad situations at home. [pouse) some of

them come from really bad homes and some of them come from really good homes.
I: Dkay

R: And just helping the kids more to empower themselves and to get like the right steps of how to
forgive someone that hurt you. How to empower yourself, how to stand on your own two feet, and

stuff like that. And so | went with them on the outreach for a while | think it was 11 days.
I: Okay was this your whole service learning program? Your lecturer agreed to this?

R: Yes because | think we had to do | think 30 hours.

I: Okay

R: And then she said because it is over almost two weeks that we went with the kids she said it

should be fine for as long as the activities more or less amounted to the houwrs that we had to do.
I: Okay, so this was your first community service involvemnent ?

R: Mo, ne, | and my family are quite community orientated, so we've been doing community service

and projects like the lesus film and feeding projects, and stuff

I: 5o it's part of who you are?
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PARTICIPTANT NO: 4 GRACE

I: | wanted to talk to you about your experiences during your Service Learning. First of all, where
did it take place?

R: It took place at a primary School® in Kano.
Iz 1Ok

R: Yes

I: Did you choose it?

R: Yes. There were options. We could choose whether we wanted to work in prison or school or

somewhere in another environment.
I: Ok, why did you choose that school? Is it a Primary School?

R: Yes it is a Primary School. | chose it because | wanted to enhance my teaching skills and also work
with learners who are experiencing problems and difficulties in learming. Because | believe that |

could be of great help to them.
I: Dk

R: Yes

I: 50 what did you do there?

R: | was helping them with homework, and we had to give extra English dasses so as to help them
with their English proficiency, and help them with reading and spelling and everything to do with
English.

I: Ok alright, so it must have been very interesting for you, being there with the children?
R: Yes it was very interesting. It was very interesting but challenging at the same time.

I: What was challenging?

* artual school’s name omitted for ethical reasons
? pseudonym name used for ethical reasons
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