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Abstract. Quality university education is important for achig national

aspirations as stated in higher education poliggnéworks in Malawi. The major
education policy documents in Malawi: The Policyddnvestment Framework
and the Malawi National Education Sector Plan reds® the importance of
university education for knowledge production atsddissemination and for the
facilitation of a culture of peace that is condecand critical for socio-economic,
political and industrial development. In an attertgtalign policy to achieving
these goals, the policy documents outline the ¥alhg policy directions:

improving access, achieving equity, enhancing gualimproving financial

management and improving the management and plnofinthe university

sector. This paper shows that what is lacking h&weig a philosophical
foundation on which to ground university pedagogyas to train critical citizens
able to produce knowledge and advance civic valuBsus, this paper
conceptualises a model of critical pedagogy useful enhancing critical

citizenship in Malawi. The paper is conceptual otliean empirical in its
approach.
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1 Introduction

In Malawi, university education policy directionemnmeshed within two major
documents: The Policy and Investment FrameworkthadNational Education
Sector Plan. These two documents argue that educadi important for
knowledge production and the development of thentgu The National
Education Sector Plan states:
Education is a catalyst for socio-economic develpinindustrial growth
and an instrument for empowering the poor, the wasak the voiceless.
Education enhances group solidarity, national donsoess and tolerance
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of diversity. It facilitates the development of altare of peace which is
conducive and critical for socio-economic, politicand industrial
development. Hence education is critical and necgd®r the economic
and industrial growth and development goal (Mal@&@eivernment, 2006:
6).

To achieve the mentioned goals within the universector, the documents
suggest that there is a need to address the follpwonstraints: limited and
unequal access to university education, declinidgcational quality, poor
curriculum, poor planning and management and inaategfinancing (Malawi
Government, 2000). While these policy prescriptians pertinent, this paper
argues that there is lack of a philosophical grinmaf pedagogical practices
within universities to train critical citizens cdpa of producing knowledge and
enhancing citizenship values as outlined in theudwnts. The contention is
that only critically trained citizens are able t&eweducation for socio-economic
and industrial development, as an instrument fop@mering the vulnerable
and in enhancing group solidarity, national conssieess and tolerance of
diversity. The Policy and Investment Framework (&él Government, 2000:
34-38) outlines the main policy prescriptions atrdtegies for achieving them
as follows:

Access Access to university education in Malawi is véingited. For a long
time, only 0.5% of the population aged 18 to 23 wasolled in the whole
tertiary education sub sector. With the introductiof off-campus students’
access mode in the two public universities, acbessslightly improved. The
key goal has been to increase the number of Maleiia tertiary education
generally.

Equity: In the tertiary sub-sector, only approximately 28%students are
females. The situation of female under represamtaih higher education
institutions is compounded by their under repres@nt in science and other
professional degree programmes. The key goal iisctease the proportion of
female students.

Quality: The government recognises the dwindling qualityuniversity
education. To solve this problem, the key goahé#t tertiary institutions shall
in collaboration with the government take apprderimeasures to improve the
motivation of the teaching staff.

Relevance The government argues that in addition to thevipion of
relevant physical and human resources, the quafityducation provided by
Malawi’s educational institutions should be enhahbg a thoroughly revised
curriculum. The key goal is that tertiary instituts shall review their teaching
and research programmes to promote institutiorsgiaiesiveness to the needs
of Malawian society.
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Management The key policy is that the government shall atii
appropriate legislation to promote the decentriisaof public university
administration. In this line, the government praggbsmending the University
of Malawi Act to enable the University of Malawi'solleges obtain
independent status. The government also envisdged tNational Council for
Higher Education be established and also that therean involvement of
stakeholders in institutional governance.

Planning: The major educational planning challenge relates the
strengthening of relevant capacities for the ctilbe; analysis, storage and use
of educational data. The university sector requaaseffective information
retrieval system that can be used as a planningainy tool. The key goal is
that institutions shall take appropriate measusestrengthen their institutional
capacities.

Finance Providing education is expensive as such the ¢gegl is that
tertiary institutions shall promote cost-effectiuse of available resources,
diversify their revenue resources and introduce r@gmiate cost-sharing
measures as a way of reducing the government'sestion on higher
education.

While these policy prescriptions and their suggksteategies are important
in improving the university sector, it is clear thiae policy landscape is largely
silent on how pedagogical practices could helptcaitical citizens capable of
knowledge production and its dissemination andfaleditation of a culture of
peace that is conducive and critical for socio-eooie, political and industrial
development. The situation is exacerbated by adéckiversity level teaching
and learning polices in Malawi. The aim of thispea thus, is to offer a
philosophical grounding of pedagogical practiceguieed within Malawian
universities. The paper conceptualises and prop@sesodel of critical
pedagogy that might enhance quality university atdan in Malawi.

The paper has three sections. Section one briefgribes the meaning of
pedagogical practices, section two describes pemzposenstitutive meanings of
a critical pedagogy and explains how the constutheanings can be utilised
by lecturers. Section three offers a conclusion.

2 What are Pedagogical Practices?

In this paper, pedagogical practices are thoseites a lecturer employs in the
classroom in order to construct knowledge (Banksdh & Moon, 1999). The
way lecturers view and understand their lecturingumitment, determine the
way they construct knowledge in the classroom. éxample, if a lecturer sees
students as lacking knowledge he/she resorts tdetheg method while if
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he/she sees students as thinkers and capablesohieg, he/she engages them
in ‘a learning together’ model of teaching and mhéag (Bruner, 1999). In this
paper, the argument is that pedagogic practicemigersity level in Malawi
ought to instil a critical mind in students so aptoduce critical citizens able
to produce knowledge and appreciate citizenshgsrol

3 Constitutive Meanings of a Critical Pedagogy

For a critical pedagogy to be successful in Malawimiversities, lecturers
ought to adhere to the following constitutive measi of critical pedagogy
proposed in this paper: being able to understaddiatineate parameters of the
notion of quality, being rational in the classrodmejng inclusive in classroom
activities, being a granter of freedom in the alass and being responsive to
equal treatment in the classroom. These propogattiples’ are explained in
turn.

3.1 Understanding and engaging with the notion of wplity as a
constitutive meaning of a critical pedagogy

For a successful critical pedagogy in Malawian arsities, lecturers ought to
understand and engage with the notion of qualityifithey do not, they may
lack necessary pedagogical skills to achieve quadiaching. However, the
concept of quality is abstract and elusive andirequarticipants to delineate a
common approach (Mayhew, Patrick & Dean, 1990). hday et al.., (1990)
argue that from several quality considerationsretteae three generalisations
that one can make: First, that quality is a reagdiarizon in that there are no
static, acceptable norms of performance. Secorad, ith spite of theoretical
considerations, if quality is to be improved, it shie defined with enough
specificity so that its attributes are at leastgasged if not clearly delineated.
Third, that quality improvement is inexorably boungd with assessment and
feedback. The authors (Mayhew et al., 1990) posiroaking definition of
quality in higher education as follows: “Quality dergraduate education
consists of preparing learners through the useartisy numbers, and abstract
concepts to understand, cope with, and positiveflyénce the environment in
which they find themselves” (p. 29). Quality iniwersity education, they
argue, must be related to the central purposesgbfeh education and how
these are translated into programmes and activitdesyhew et al., 1990).
Pirsig, on her part, highlights the elusive natifrguality as follows:
Quality...you know what it is, yet you do not know athit is. But that’s
self-contradictory. But some things are better thidners; that is, they have
more quality. But when you try to say what qualgy apart from things
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that have it, it all goes poof! There's nothingatk about. But if you can't
say what quality is, how do you know what it istmw do you know it
even exists? If no one knows what it is then facgcal purpose it doesn’t
exist at all. But for all practical purposes it doeally exist. What else are
grades based on? Why else would people pay soménéar for some
things and throw others in the trash pile? Obvipgsime things are better
than others...but what’'s “betterness”? So round aodnd you go,
spinning mental wheels and nowhere finding any elax get traction.
What the hell is Quality? What is it? (Pirsig, 491/63-164).

The difficulty in pin-pointing what the notion oliglity means is in itself a call
for delineating its parameters if lecturers woullel to achieve quality
education in Malawian universities. Harvey and dfni(1996) argue that we
can no longer take quality for granted in univgrgitiucation and presume we
all know what we mean by quality university edueatiln moulding critical
citizens, lecturers ought to have delineated qupkirameters that they want to
achieve using their pedagogical practices. Forpimposes of understanding
and engaging with quality university educationstbaper utilises five positions
advanced by Harvey and Green (1993). Sections ghioligh 3.1.5 produce a
slightly edited discussion of these positions &y dlithor published in an earlier
study (Shawa, 2008).

Harvey and Green (1993) present the following qualositions: quality as
exceptiong| as perfectionor consistencyasfitness for purposeasvalue for
moneyand adransformation Relying on their categorisation, the paper offers
different ways of thinking about quality that arecessary for a critical
pedagogy in Malawian universities. In delineatingality parameters for a
successful critical pedagogy, this paper rejects mlotions of quality as
exceptional and perfection and proposes a holistic quality approach that
summarises notions ditness for purposevalue for and [of] moneyand
transformation The notions are discussed in turn.

3.1.1 Quality as exceptional in relation to a crital pedagogy

In Malawian universities, lecturers ought to untkmd problems associated
with the notion of quality as exceptional if theyedo instil a quality critical
pedagogy. This notion holds that quality is speeat it embodies three
variations: first, that quality is distinctive (thidonal view), second, that quality
embodies excellence (that is exceeding very higimdgtrds) and third, that
guality means complying with a set of required (mumm) standards (Harvey
& Green, 1993). All these three dimensions haver tbesn implications to
pedagogical practices and expectations.



L. B. Shawa: A Model of a Critical Pedagogy in Malan Universities

The traditional concept of quality as exceptionahtends that quality is
distinctive or something special and of high cla¥ghin this aspect, quality is
not based on assessing what is available but iedbas an assumption that
something of high standard exists. For example,lithéed access to some
universities is viewed as an example of qualityr¢/dg & Knight, 1996). This
view becomes useless in assessing quality in educdtecause it lacks
definable means of ascertaining quality (Harvey &idht, 1996). Lecturers
who adhere to this thinking often think of makieguning difficult and have an
idealised marking scheme that tends to mark dowdesits. This view of
quality ought to be avoided within a critical pedgg in Malawian universities.

The other concept pertaining to quality as exceptias that it embodies
excellence (exceeding high standards). Althoughighsimilar to the traditional
view, this concept identifies the constituents rtedlence while at the same
time ensuring that these are difficult to attairafey & Knight, 1996). While
the traditional aspect of quality is assumptionsrehlecturers set extremely
high standards that can only be achieved by vesysidents (Green, 1994).
The excellence view of quality is thus elitist ggrdblematic when it comes to
the model of critical pedagogy proposed in thisguap

The third concept pertaining to quality as excemlds that quality is about
passing a set of quality checks to achieve thedatals set. If the standards are
met, something is of quality. According to Harvenda&night (1996), with this
view, quality is attributed to all items that addl to the minimum standards set
by a monitoring authority. Quality is thus the résd scientific quality control.
This notion is problematic in achieving a criticaédagogy in Malawian
universities since quality education is not aboustjpassing minimum
standards in a scientifically controlled environmelecturers employing a
critical pedagogy ought to avoid making studenispdy pass quality checks
but encourage them to critically engage with tHgjestt matter.

3.1.2 Quality as perfection or consistency in relan to a critical
pedagogy

Harvey and Green (1993) argue that quality as ptofe sees quality as a
consistent or flawless outcome and if consisterary lme achieved, quality can
be attained by everyone. They argue that this agpralemands conformity
with specifications and owes its origins to theios of quality control in the
manufacturing industry. It is thus associated withuest to zero defects and a
quality culture (doing things at the right timeiaghe manufacturing industry).
Thus, there is no need to check the final outfutat each stage there are those
responsible for quality assurance. This conceptablematic for teaching and
learning in a critical pedagogy in Malawian univées since it assumes that
learning is about delivering specifications, rigid¥et, critical pedagogy ought
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to be about encouraging the analytical and crititeslelopment of the student
as a rational being capable of questioning andngaging with the subject
matter (Harvey & Green, 1993). Harvey and Knigl#t9@) argue that although
a quality culture is essential for an effectivep@ssive quality improvement
process, it is a culture of continuous improvemeather than a culture
dedicated to producing a consistent product thaitéd. Lecturers employing
critical pedagogy ought to encourage students talde to questions their
standpoints continuously within a learning culture.

3.1.3 Quality as fitness for purpose in relation t@ critical pedagogy

Proponents of the quality as fitness for purpogg@grh argue that quality has
meaning only in relation to the purpose of the iservQuality is judged in
terms of how it meets its stated purposes (Gre@d)1Rccording to Harvey
and Knight (1996), fitness for purpose offers tvteraatives for specifying the
purpose. The first depends on the customer andstdke customer’s
specifications as supreme. In this way, a qualibdpct is one that conforms to
customer-determined specifications. In the univgrsector, this would mean
that students would determine what it means byityuadlucation and lecturers
would provide quality education if it conforms witudents expectations. This
may be problematic in that students may be ablielaatify their short-term
needs but may not have enough knowledge and exrperie know what they
need in the long term (Harvey & Green, 1993). Thosa critical pedagogy,
students’ views ought to be balanced with lectuisgscifications.

The second aspect of quality as fitness for purppgeoach puts the onus on
the provider. In this way, a quality product is dhat conforms to providers’
determined specifications. In the university ediorasector, this would mean
that lecturers would determine what it means bylityuaducation. The notion
is important as it allows the lecturer to adherelébneated quality parameters
to be enhanced with pedagogical practices. Thiemdg useful as it allows re-
evaluation of purposes and a continuous procesgheir examination.
Consequently, the notion is appropriate to teachinigalawian universities in
that it encourages analysis of purposes of learaimdjallows for re-evaluation
of purposes to respond to current issues. As shemotion allows lecturers to
evaluate whether a particular course provides titended knowledge, skills
and understanding (Harvey & Green, 1993). By rdwatmg purposes of
education, lecturers adhering to a critical pedsigagoid positing subject
matter dogmatically. This notion is in tandem witjuality assurance in
universities as it assists universities to see foality is achieved as set out in
the mission statements. However, to achieve aatipedagogy the notion of
fitness for purpose needs to be complemented hgsibf purpose (Coetzee &
Roux, 2001). Lategan (1997) argues that in theonaif fitness for purpose, the
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issue is whether the objectives are met whilshénrtotion of fithessf purpose,
the issue is whether lecturers have chosen the oigjectives. Fithesor and
of purpose demand balancing students’ concerns widtiurers’ objectives and
allowing lecturers to continue questioning theirjectives and pedagogical
practices in a process of learning and re-learning.

3.1.4 Quality as value for money in relation to aritical pedagogy

Harvey and Green (1993) hold that quality as vétwemoney defines quality
in terms of return on investment. If the same oweaan be achieved at a
lower cost or a better outcome can be achievetleasame cost, the customer
has a quality product or service. In the educasector, it means that students
begin to opt for courses that will in turn provitteem with jobs. While this
market view is problematic in that education ougbttonly to focus on training
for the job market, lecturers ought to consideuioating skills that could be
used for the job market. Thus, while this notiorga#lity has merit when one
looks at accountability, it fails when the systemememphasises measurable
indicators that in most cases do not hinge on tyuarning. Lecturers ought
to balance this view so as not to side-line crit@spects of learning at the
expense of producing leaners for the job market.

3.1.5 Quality as transformation in relation to a citical pedagogy

The concept of quality as transformation entaitg there must be qualitative
changes in the student. In which case, educatiseeas as doing something to
the student as opposed to something for the consufdeication becomes a
participative process and students are not prodoogtomers, service users or
clients but participants in an on-going processleairning and re-learning
(Harvey & Knight, 1995). Education as transformatincludes the concepts of
enhancing and empowering. Lecturers ought to mealisur ways of
empowering students: “via student evaluation, guaeing students minimum
standards of provision, giving students more cdrarer their own learning
and developing students’ critical ability” (Harvéy Knight, 1995:8-9). This
notion captures the core business of the univeasityis core in understanding
critical pedagogy in Malawian universities. Thistina entails professional
relationship between the academic and students.

As advanced in this paper thus, for a critical pedg to be successful in
Malawi in relation to understanding the notion afality as a constitutive
meaning of a critical pedagogy, the following paedens could be helpful:
fitnessfor andof purpose, value for money and transformation. Bifer and
of purpose will guide lecturers to plan considerighttheir specifications and
students’, value for money will encourage lectuterbalance critical aspects
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with students’ requirements to get jobs and tramsédion will encourage
lecturers to see their students as participaras ion-going learning process.

3.2 Being rational as a constitutive meaning of aitical pedagogy

In order to facilitate a critical pedagogy, lectareequire not only delineated
quality parameters but ought to be rational inrtbigissroom approach. Lipman
(2009: 11) contends that rationality in instituois about producing students
as educated persons or “persons who are as knavdbligas they need to be
and as reasonable as they can be helped to bed.Biikbules (1993), Lipman
(2009:11) viewsrationality as meaningful if connected to the notiof
reasonableness. He argues as follows: “reasonaslémeot pure rationality; it
is rationality tempered by judgement. The scholits, the courts are under a
mandate of rationality, but in a democratic socigtyneed reasonable citizens
above all”. Burbules (1993) on the other hand posits thatmatity entails four
aspects:reasonableness, accepting fallibility, embracingagmatism, and
employing rational judgementin advancing rationality as a constitutive
meaning of a critical pedagogy in Malawi, this papélises these aspects.
They are discussed in turn:

To enhance a critical pedagogy, lecturers requiggng reasonable.
Reasonableness requires lecturers to be objectitieei classroom. As such,
they ought to embody an attitude of tolerance ¢dygacity to regard alternative
positions without a rush to judgement) and to hegistic (having a regard for
other views)(Burbules, 1993). In so doing, they will better understand the
‘situatedness’ of their students and facilitateri@sy objectively.

Being rational also entails accepting fallibilifgurbules, 1993). This means
that lecturers realise that as human beings, tteprane to and make mistakes.
With such a realisation, lecturers have the oppiftuto continuously re-
engage with their teaching and general pedagogictipes to enhance critical
pedagogy.

More so, lecturers need to embrace a pragmaticapprin the classroom
(Burbules, 1993). This means being open and williogface failure as a
learning process on the part of lecturers. A piaggrapproach then shall help
lecturers to accept their limitations with an opaimd so as to be able to learn
even if it means learning from their students.

In employing rational judgement as a way of advagairitical pedagogy,
lecturers in Malawian universities shall requireuaderstand the context in
which learning takes place. For example, the pliegpisituation is most
important in the choice of particular pedagogiccpces in the classroom. In
employing rational judgement, lecturers are callgebn to be prudent and
sensitive to the environment so as to enhance ifgprat all times in the
classroom. Being rational thus entails that lecturealise that the classroom

11
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situation reflects open discussion. In this wagythssume a role that facilitates
learning by being ready to share the subject mattean environment that
allows students to question and be ready to betiqnes (Miller, 2000).

3.3 Being inclusive as a constitutive meaning ofaitical pedagogy

A lecturer ought to be inclusive in his pedagogjmactices. Inclusivity means
involving all students by giving them chances teereise their intellectual
capabilities. In such an environment, students ptmhbe free to participate in
their learning. In this way, the classroom becoraeplace in which both
students and lecturers advance relevant argumbatsfacilitate the learning
process in an inter-subjective manner. This progeggertinent in assisting
students to develop abilities to make reasonednaegts, work in teams and
appreciate and tolerate diversity of viewpointsgliEn Pendlebury & Tjiattas,
2001). These abilities are important for criticdizens who are expected to use
their knowledge to enhance group solidarity, natiooonsciousness and
tolerance of diversity as stipulated in the higkelucation frameworks in
Malawi.

34 Being a granter of freedom as a constitutive naaing of a critical
pedagogy

To achieve a critical pedagogy, lecturers oughttadmnpose their own ways of
thinking but give learners a chance or freedomearr together (Waghid,
2006). In this way, learners are given a changeatticipate in their learning
without any interference (Habermas, 1984; 1987anGng freedom to learners
to participate in their learning together with eand the lecturer helps to
avoid instrumental reasoning in the classroom.rimséntal reasoning means
using knowledge for social control (Habermas, 19887). Classrooms ought
to be liberating places and not environments faiad@ontrol.

35 Being responsible to equal treatment as a coristive meaning of a
critical pedagogy

In advancing a critical pedagogy in Malawi, lectgreeed to treat learners in
the classroom equally. No student should be sedretter than others or given
more learning opportunities than others in the scteam. Treating learners
equally, allows all students a chance to work hand be involved in their
learning process. In this regard, all learnershbtig be respected and be given
a chance to develop their critical reasoning cdpiaisi that are required for
citizens to enhance group solidarity, national camssness and tolerance of
diversity as stipulated in the higher educatiomieavorks in Malawi.
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4 Conclusion

This paper presents the argument that while uriyemsducation policy
prescriptions and their strategies in Malawi aretipent, there lacks a
philosophical grounding of pedagogical practiceshimi universities to train
critical citizens capable of producing knowledged aanhancing citizenship
values as outlined in the documents. The lack pitosophical grounding of
pedagogical practices is also due to a lack ofnlagrand teaching policies
within the universities. The paper thus concepsealiand proposes a model of
critical pedagogy for Malawian universities. Theoposed model of critical
pedagogy has the following constitutive meaningpiired by lecturers in the
classroom: being able to understand and delinesi@meters of the notion of
quality, being rational in the classroom, beindusive in classroom activities,
being a granter of freedom in the classroom anagoeesponsive to equal
treatment in the classroom.
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