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ABSTRACT

This study is an investigation of possibilities for social studies education to
prepare students for democratic citizenship in Pakistan. A review of the history of
Pakistan reveals that Pakistan has had a long experience of dictatorship and elitist
democracy, and social studies education has been used to serve the interests of the ruling
elitists and maintain the status quc. The study argues that the current practice of
citizenship education in both religious and secular schools in Pakistan follows a
citizenship transmission model that provides an education more suitable to dictatorship or
elitist democracy.

An exploration of possibilities begins with a description of forms of democracy
and resultant citizenship educational practices. Gadamer’s philosophical hermeneutics
and Habermas'’s critical hermeneutics are then employed as a means of engaging
education officials and teachers in conversation which envision a democratic society in
Pakistan and in exploring possibilities for its realization through changes in education
policy and classroom practice. Conversations revealed that education officials recognize
the important role of education in preparing citizens for a democratic society in Pakistan.
They called for the restructuring of Pakistan's educational system and reconceptualization
of social studies education to prepare students for democratic citizenship.

Action research with three teachers enabled a critical inquiry into teaching
practice aimed at preparing students for democratic citizenship. The reflective practice of
action research revealed the assumptions of existing teaching practices. Participatory
critical reflection enabled the development of new practices more in tune with an

education for democracy. The action research also revealed the possibilities that
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collaborative action among teachers and with universities offer for professional
development and restructuring schools.

The study concludes by drawing upon the insights gained from the research to
suggest possibilities for education policy, curriculum development, school change and
teacher education in Pakistan that will prepare students to work towards creating a
democratic society while courageously acting as if they are already living in a democratic

society.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



DEDICATION

In memory of my mother whose love made it possible for me to dream.

For Derrick, my husband, for dreaming with me and journeying together
in efforts to realize them.

For Sohni and Zahra, and all the children they represent, whose dreams
of living in a democratic society will depend, in part, on

the transformation of education in Pakistan.

In memory of Anila whose participation in this study demonstrated the
possibility of realizing the dream in Pakistani schools.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



ACKNOWLEDGEMENTS

It is with great pleasure that I acknowledge all those who have made this study
possible.

My sincere thanks and appreciation go to the members of my supervisory
committee for their valuable time and insightful comments during the writing of the
dissertation. I am particularly thankful to my supervisor Dr. Terrance Carson who has
supported and encouraged me throughout the study. His scholarly conversations,
thoughtful advice and patience have enabled me to bring this study to fruition. My
thanks also go to the other members of my supervisory committee. To Dr. Kazim
Bacchus for encouraging me to undertake doctoral studies, for his support and guidance
over the years of my doctoral studies and for critical insights about democratic citizenship
education in Pakistan. To Dr. Max van Manen for his insights on research and pedagogy,
his insightful and tactful comments on my work and his moral and material support. To
Dr. Jim Parsons for his reading of my work, his thoughtful comments and the editorial
suggestions made to ensure the study reads well.

Thanks and appreciation also go to members of my examining committee, Dr.
David Smith, Dr. Sue Gibson and Dr. George Richardson, for the time they took to read
this dissertation and their probing questions which proved most helpful.

I am particularly thankful to those who consented to lend their voices to this
study. To the education officials who made time to engage in conversations and whose
vision for education in Pakistan is hopeful. To the teachers for their willingness to allow
me to enter their classrooms and together subject our thoughts and actions to critique so
as to discover possibilities of educating for democratic citizenship and restructuring
schools.

In undertaking this study in Pakistan and writing in Canada without my family the
support and encouragment of friends has been invaluable. Many people have provided
friendship in the form of hospitality, conversation, sympathetic listening, thoughtful
responses to writing and support and encouragment by being there for me and my family.
I want to say "thank you" to — Kishwar Azhar, Shami Bacchus, Roland and Vicki

DeSouza, Freddy D'Souza, Farid Esack, Fr. Anthony Gonsalves,Yatta Kanu, Mijung

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Kim, Dianne Linden, Gordon Mcleod, Matt Meeuwissen, Irfan Mewawalla, Laurie
Munk, Rana Nazir Ali, Faisal Notta, Sadru Pardhan, Rosemarie and Wayne Pelz, Rose
Periera, Sherwin Rodriques, Jackie Seidel, Shazia Solangi, Frank and Elaine Wray and
Norman Wray -- for being there. Your thoughtfulness will always be remembered.

I want to acknowledge the loving support and encouragment of my family in
Pakistan and in Canada. I want to say a special "thank you" to my father who taught me
the value of education and has supported me in all my efforts. To my sisters and brothers
in Toronto -- Vilma, Valerie, John Bosco and Nigel -- for their regular phone calls in
support and encouragement. To my sister Colleen in Karachi for being there always.

I have dedicated this study to my husband Derrick and my children Sohni and
Zahra but they deserve far more recognition than any dedication can convey. [ want to
acknowledge the love, faith, wisdom, support and patience of my husband Derrick which
allows me to dream dreams secure in the knowledge that he will be by my side in efforts
to realize them. I want to acknowledge Sohni and Zahra who braved cultural and climatic
shock in transitions between Pakistan and Canada and who have had to be without
mummy during the writing of this study. But, yet, in every email and phone call first
asked, "How are you doing?" "We have each other but you are alone.” "We love you
and are praying all goes well". Thank you Sohni and Zahra for your unconditional love.

The opportunity to do my doctoral studies was made possible by a full scholarship
from the Institute for Educational Development, Aga Khan University, Pakistan. [

sincerely thank the university for this opportunity.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



TABLE OF CONTENTS

CHAPTER 1
The Question of Democracy and Citizenship Education in Pakistan 1
Significance of the Question 1
Personal Position in the Question 1
The Beginning of Insight 1
Personal Stories 2
The Historical Context 4
The Educational Context 6
Perspectives on Democracy and Citizenship 8
Conceptual Ambiguities 8
Contested Concept 9
A Working Definition 9
Purpose of the Study 11
Research Questions 11
Organization of the Study 12
CHAPTER 2
Contemporary Discourses on Democracy, Citizenship and Social
Studies Education 13
Social Studies as Citizenship Education 13
Understandings of Democracy 13
Western Liberal Tradition 13
Precursors to Liberal Democracy 14
Protective Democracy 16
Developmental Democracy 17
Social Democracy 18
Participatory Democracy 20
New Libertarianism 22
Marxist Tradition 23
Democracy in the Islamic Tradition 26
Traditions of Citizenship Education 32
The Aristocratic Conception of Citizenship Education:
Citizenship Transmission 33
The Liberal Democratic Conception of Citizenship
Education: Teaching the Social Sciences and Reflective
Inquiry 36
The Marxist Conception of Citizenship Education:
Critical Pedagogy 40
The Islamic Conceptions of Citizenship Education:
Islamic Socialization and Liberatory Praxis 43
Islamic Socialization 43
Liberatory Praxis 45
Citizenship Education in Schools in Pakistan 46

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



CHAPTER 3

The Research Orientation 49
Need for an Action Oriented Critical Understanding 50
Hermeneutic Inquiry 50
Forms of Hermeneutics 53
Conservative Hermeneutics 53
Moderate Hermeneutics 54
Radical Hermeneutics 54
Critical Hermeneutics 55
Aporias of Hermeneutics 55
Aporia of Reproduction 56
Aporia of Authority and Emancipation 57
Aporia of Conversation 57
Conversation as a Mode of Research 58
Conversation as a Hermeneutic Activity 58
Partners in Conversation 61
The Education Officials 63
The Teachers 63
Conducting Conversations 64
Action Research 65
Decision to do Action Research 66
Conducting Action Research 67
Document Analysis 68
Policy Documents 68
Curriculum Guides 69
Textbooks 69
Critical Analysis 71
Media Analysis 77
CHAPTER 4

Social Studies Education in Pakistan 75
Introduction 75
Overview of Pakistan's Political History 75
Post-Independence Era (1947-1958) 75
The Beginning Years (1947-1951) 76
The Succession Crisis (1951-1958) 77

Pakistan's First Martial Law: The Decade of
Development and Its Aftermath (1958-1970) 77
The Civilian Era (1971-1977) 79

The Military Rule of General Zia-ul-Haq (1977-1988) 80
A Return to Democracy: The New Civilian Era

(1988-1999) 82
Military Rule Again (1999 -) 84
Analysis of Pakistan's Educational Policy Documernts 84
The Pakistan Educational Conference 1947 85

Report of the Commission on National Education 1959 87

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



The New Educational Policy 1972-1980
National Education Policy and Implementation
Program 1979
National Education Policy 1992 and 1998
Analysis of the 1973 Social Studies Curriculum and
Social Studies Textbooks
The Form of the 1973 Curriculum Document
What Knowledge is of Most Worth?
Citizenship Education: Developing
Patriotic Pakistanis
Citizenship Education: Cultural Transmission
Citizenship Education: The Good Muslim is a
Good Citizen
Citizenship Education: Democratic Citizenship
Citizenship Education: National Development
Whose Knowledge is of Most Worth?
Directions for Teaching and Evaluation
Conclusion

CHAPTER 5
Exploring Possibilities for Educational Change

Introduction
The Participants
The Character of the Conversational Encounters

Pakistani Society: A Society of Savage Inequalities
The Dualistic Structure of Pakistani Society
Democracy as Presently Practiced in Pakistan
Visioning an Alternative World

The Education System: Perpetuating the Dominant Culture
The Purpose of Schools: Citizenship Education
Schools in Pakistan: The Road to Ruin
Schools Ruined: Intentional? Negligence?
Schools Ruined in the Interests of the Ruling Elite
In the Ruin Lies Hope

Social Studies: Exploring Possibilities
The Purpose of Social Studies: Contested
Social Studies: At the Bottom of the Hierarchy of
School Subjects
Reconceptualizing Social Studies to Prepare for
Democratic Citizens

Concluding Reflections: Hopes and Challenges

CHAPTER 6
Implementing Education for Democracy: Conversations and Action
Research with Teachers

The Research Participants

90

92
94

96
98
99

99
101

103
105
107
108
110
111

113
113
115
116
119
119
123
128
133
133
134
136
138
139
140
141

143

145
147

149
151

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Malik
Malik’s School - Igbal Public School
Malik’s Classroom
Anila
Anila’s School - Jinnah Private School
Anila’s Classroom
Salma
Salma’ School - Saleemullah Private School
Salma’s Classroom
Pakistan and Democracy: Teachers’ Views
Teachers’ Understandings of Democracy and
Democratic Citizenship
Envisioning an Egalitarian and Just Society
Education for Democratic Citizenship
Teaching for Democratic Citizenship and Teacher
Change Through Action Research
Malik’s Project
Freedom of Expression
Creating a Cooperative Classroom Environment
Discussing Social Problems
Anila’s Project
Teaching the Text (Class Seven)
Relating the Text to Life (Class Seven)
Teaching the Text (Class Eight)
Studying a Social Issue (Class Eight)
Salma’s Project
Creatively Interpreting the Curriculum
Collaborative Action Research
Reflective Conversations on the Teachers’
Individual Action Research Projects
Collaborative Planning
Malik’s Classroom
Anila’s Classroom
Salma’s Classroom
Conversations About the Collaborative Action Research
Teachers’ Understandings of the Nature and
Content of Social Studies Education for
Democratic Citizenship

CHAPTER 7
Teacher Identity, Democratic Citizenship and Educational Change
Possibilities for Change
Teacher as "Ustad"
Conceptions of Democracy
Influence of the Visiting Teacher Program
Possibilities for Teaching as a Practice of Democracy

151
154
155
156
160
161
162
165
166
166

167
172
174

176
177
178
182
186
190
190
190
197
197
202
202
205

206
213
213
214
215
216

225
226
227
229
230
232

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Reflections on the Action Research 234
Possibilities for Educating For Democratic Citizenship in Pakistan 235

Possibilities Within Pakistani Culture 235
The Growth of Civil Society 235
The Importance of Community 236
Consensual Decision-Making 236
Democratic Roots in the Islamic Tradition 237
Education in Pakistan 238
Possible Constraints on Educating for Democratic
Citizenship in Pakistan 240
Constraints Within Pakistani Culture 240
A Strong Military 240
The Feudal System 240
Fundamentalist Islam 241
Constaints in the Present Education Systems 242
Indigenous Learning 242
Madrasah Education 242
The Colonial Tradition 243
Drawing on Insights from Research to Educate for
Democratic Citizenship 243
Restructuring Pakistan's Education System 245
The Potential of the Social Studies Curriculum
for Fostering Democracy 248
Reconceptualizing Teacher Education
for Democracy 253
Towards Democracy: Changing Schools from the
Bottom-Up 256
Bibliography 262
Appendix A 275
Appendix B 278
Appendix C 279

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Chapter One
THE QUESTION OF DEMOCRACY AND CITIZENSHIP
EDUCATION IN PAKISTAN

SIGNIFICANCE OF THE QUESTION

As citizens, we are continually experiencing the world and trying to understand it.
Some experiences imply questions which breach the taken-for-granted, bring us up short,
draw our attention, and compel us to address them. My own experience as a citizen of
Pakistan and a teacher of social studies gave rise to these questions: How can we realize
the potential of social studies education for democratic citizenship? and What does it
mean for teacher development and curriculum development? These questions have arisen
from situations [ have encountered and experiences I have had during my personal
development within the Pakistani context in general and the education system in
particular. I have lived with these questions for many years, and they have been implicit
in my thinking and practices. Now, as a teacher educator preparing social studies
teachers to educate the future citizens of Pakistan, I feel the need to address these

questions explicitly. This study was an attempt to address these questions.

PERSONAL POSITION IN THE QUESTION
The Beginning of Insight

As a teenager, [ joined a group whose purpose was to conscientize young people.
When introduced to the idea that poverty and injustice were due to sociopolitical and
economic structures, [ reacted negatively to the view that the political and economic elite
could be blamed for the laziness of the poor. Coming from the sheltered life of a middle
class family with middle class values and political naiveté, I believed the poor lived in a
situation of their own making. Over the years, reading Freire's works, the writings of
liberation theologians like Torres, Guiterrez, and Boff, participating in discussions about
their ideas and the first-hand experience of the reality of the people I worked with in the
slums of Karachi caused me to question the reality [ had taken as given. Recognizing the

structural nature of the injustice and inequality, I have endeavored to work towards more

1
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just relationships in my own home, classroom, and the wider social context. In all these
contexts, [ am presented with the dual and antagonistic challenge of dealing with the
existing reality as [ strive to change that reality. I will share a few experiences here that
relate to, and might help explain why I have taken the positions in this study.

In the late 1970s, when I became of voting age, non-Muslims in Pakistan (of
whom I am one) were declared minorities and required to vote under a separate electorate
system, causing them to be treated in their own country as second-class citizens. The
people of Pakistan, already divided by class, gender, language and ethnicity were now
further divided by religion into a majority and a minority group. I had been privileged,
but, becoming a religious minority gave me the first-hand experience of being deprived of
my civil, political and social rights. This experience led to efforts to get Christians to

eschew separate electorates and demand equal rights.

Personal Stories

In the slum where I worked, primarily as teacher and health care worker, [ was
asked to get a man released from the thana (police station) and to put up bail to release
another from jail, both arrested on charges fabricated by the police to extort money. One
day, soon after, when [ was teaching, word spread that the police had entered the slum
and every adult male, many without even wearing their slippers, had vanished. I learned
that the police came regularly into the slum, picked up adult males and accused them of
stealing, selling liquor illegally, and possession of weapons. On payment of the money
demanded, the accused was released. As the payments being demanded increased, the
people became desperate to be relieved of this problem. We held a community meeting
during which we decided to take action. Community members were to record the date a
person was arrested, the thana at which they were held, the sum of money requested, and
the names of the person(s) asking and accepting the money.

Armed with this data, we approached the station house officers (SHOs) of the
respective thanas, all of whom denied the charges and accused us of protecting criminals.
We lodged complaints with the Superintendent of Police and the Inspector General, but

the raids continued. We finally approached the martial law authorities who listened to

2

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



our complaint and requested time to investigate. One day, when we were trying to push
our case, the martial law administrator asked the whereabouts of the people we were
representing. I reminded him that since we barely made it through the gate; people from
the slums would surely find it impossible to enter. However, now that he had asked, they
would come with us in the future.

On the day the case was to be decided, about two hundred men and women from
the slum came to the office and the martial law administrator was visibly concerned,
foreseeing potential conflict. After discussions, the people were warned not to engage in
any illegal activities, the police and their touts were told not to harass the people, and we
were told not to bring the people to the office in the future. The people were jubilant
when they saw the effect of their actions.

When I became head of a primary school in an area that was little better than a
slum, the teachers would regularly ask me to remind students to come to school in neat
and clean uniforms, which I did. However, when I was asked by a teacher to beat a
student because his uniform was very dirty, I thought something was wrong. No one in
the area had piped water, and water was only available for a few hours each day. There
were only dirt roads and no sewerage system. Ironically, the school uniform was white.

I started discussions with the teachers pointing to the realities of the context in
which the students lived, and to the fact that we were punishing the victims. I wondered
how we could address the problem. After many discussions, we decided to change the
color of the uniform. The head in charge of the secondary school did not feel that one
section could have a different uniform, so the issue was brought up in a joint staff
meeting. Initially the meeting divided along primary secondary lines; however, after
much deliberation, the change was agreed to. A similar process was used to deal with
issues of literacy, truancy, and assessment. The teachers started to become aware of the
complexity of their work as teachers. As a result of their self-empowerment, these
teachers were promoted to the secondary section or sought after by other schools.

Now, as a teacher educator, I see my role as working with teachers to encourage
them to come to an understanding of themselves as "transformative intellectuals,” to use

Giroux's phrase (1988). Being a teacher educator has entailed engaging teachers in

3
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critical reflection to see the relationship between education and society, and how the
technocratic rationality guiding their practice has been constituted by, and serves to
maintain the existing society. Because my purpose is not only understanding or
critiquing, but encouraging transformation, I see the need for teachers to engage in
constructing emancipatory practices that will prepare students with the knowledge and
skills to critique society and the courage to act to change society. In a developing country
like Pakistan, it is imperative that teachers, in their role as transformative intellectuals,
not confine themselves to their classroom or school, but see themselves as agents of

change in the larger society with the purpose of creating a more just society.

THE HISTORICAL CONTEXT

Pakistan was created in the process of decolonization following World War II, and
in the realization by the Muslims of India that they did not want a change of rulers, but
the right to determine their own future. When Pakistan came into being, it had to choose
its political system. It could have chosen monarchy, a legacy of the Mughals and its
colonial past. Having demanded freedom so Muslims could live in accordance with
Islam, it could also have chosen theocracy. The political leaders, however, chose
democracy. Quaid-i-Azam Muhammad Ali Jinnah on August 11, 1947, addressing

members of the first constituent assembly, said:

We are starting with the fundamental principle that we are all citizens and equal
citizens of one state...Now I think we should keep that in front of us as our ideal,
and you would find in due course of time Hindus would cease to be Hindus and
Muslims would cease to be Muslims, not in the religious sense, because that 1s the
personal faith of each individual, but in the political sense as citizens of the
state...You may belong to any religion, caste or creed - that has nothing to do with
the business of the state. (quoted in Rashid, 1985, p. 81)

While the constituent assembly worked to frame a constitution based on these ideals,
Jinnah ruled in the viceregal tradition, seeing it as the most efficient way to deal with the
pressing issues of the new state. The death of Jinnah in 1948, resulted in the redefinition

of the goals he had striven for. A struggle began between those who envisioned Pakistan
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as a secular, democratic state and those who believed it should be an Islamic, theocratic
state. Following Jinnah, viceregalism was sustained and personality politics took
precedence over institution building. These tensions about the nature of the state and
form of government have persisted throughout the history of Pakistan.

The idea of creating Pakistan had resonated among the Muslims living in Muslim
minority provinces in India, but the Muslim majority areas of East Bengal, Punjab and
Sindh acceded to Pakistan only at the time of independence. The Baloch and Pathan
areas were reluctant to join because of the absence of an agreed upon political framework
(Kazi, 1991). In some ways, the Muslim majority areas were already self-governing,
independence meant giving up traditional power (based on tribe, kinship, land) to those
on whom legal power was conferred. They agreed to do this because Pakistan was to be a
federation in which political power would not be centralized but would devolve to the
provinces. Instead of attaining provincial autonomy in 1955, the provinces were
amalgamated into "one unit” in an attempt to promote unity and eliminate ethnic
differences. Popular unrest and pressure for autonomy by the provinces led to the
abolition of the one unit in 1968. Failure of successive governments to grant provincial
autonomy or ensure the socioeconomic, political and cultural well-being of ethnic
nationalities resulted in the loss of East Pakistan in 1971, and is the basis of the serious
ethnic conflicts today.

The tension of "tradition versus modernity” can best be expressed in regard to
gender. Pakistan is one of the few countries in the world in which the number of men is
greater than that of women in the population -- 100 men to 93 women. The total literacy
rate is 45 percent, whereas the literacy rate for women is only 32.6 percent (Government
of Pakistan 1998a, p.111). The low literacy rate for women will likely continue to stay
relatively low, given the ratio of two boys' schools to each girls' school (Warwick and
Reimers, 1995). Progressive Islamic movements and progressive Muslim scholars in the
late nineteenth and twentieth centuries recognized the discrepancy between Quranic
reforms which had greatly improved women's status in the seventh century, and women's
social status in the nineteenth and twentieth centuries. They called for a reinterpretation

and reformulation of Islam in the light of contemporary sociopolitical contexts. For
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example, according to Muhammad Abduh (1849-1905) polygamy had been permitted in
the Prophet's time as a concession to prevailing social conditions. He noted that the true
intent of the Qur'an (4:3 and 4:129) was monogamy, because another wife was
permissible only when equal justice and impartiality was guaranteed, which he concluded
was impossible (Esposito, 1991). These ideas led to emancipation movements among
upper and middle class women and to the passing of laws, such as the Muslim Family
Law Ordinance (1961), which brought reforms in areas such as marriage, divorce and
inheritance. Thus, legislation was enacted to eliminate child marriages, restrict
polygamy, curtail a man's (and increase a woman's) right to divorce. However, in 1977,
the Islamization policy of General Zia-ul-Haq sought to reverse gains in women's rights
and to reinforce traditional and regressive attitudes and customs towards women through
a fundamentalist interpretation of the Qur'an and Shari'ah. Today women are once again
actively challenging traditional attitudes and customs and seeking legislation that will

give them equality.

THE EDUCATIONAL CONTEXT

The education offered in Pakistan does not address the issues of governance,
cultural differences or gender. In fact it ignores such tensions to the point that education'’s
relevance to society is being questioned. The education system is unable to address these
issues because it suffers from a crisis of quantity, quality and relevance. The crisis of
quantity is evident in the following statistics. In a population of 131 million, 27.9 million
children are not enrolled in school, and 43.5 million adults above the age of fifteen are
illiterate (UNDP, 1993). Primary enrollment represents only 74 percent of children with
52 percent of them dropping out before reaching class five. Secondary enrollment is 26
percent, and higher education enrollment is 1.9 percent of the relevant age groups
(Human Development Centre, 1999). These overall statistics hide as much as they reveal.
In this case they conceal the fact that the situation is worse in rural areas and among
females.

In Pakistan, all public schools and most private schools (with the exception of a

few elite private Cambridge schools where students sit for the GCE examinations) follow

6
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a uniform curriculum. For most teachers, the curriculum is the textbook. Teaching and
learning follows what Freire (1970) calls "the banking concept of education” where
teachers "deposit” textbook facts into "empty” students who are expected to memorize
and regurgitate these facts on examinations. Since the education system is driven by
examinations that assess students' knowledge of textbook facts, teachers are trained in
methods (lecture and recitation) to ensure students know the facts. If, by quality
education, one means churning out parrots, then "Pakistani schools would surely walk
away with all the prizes" (Hoodbhoy, 1998, p. 5).

Every education policy and every book written on education in Pakistan laments
the declining relevance of education to the lives of Pakistanis and to Pakistani society.

The 1998 education policy sums it up well:

Our system neither caters to the needs of changing demands in enhancing
employment opportunities, nor makes society more humanistic. In a world of
hardship and chaos, there would be little sympathy for educational approaches not
suitable to lead to affluence and satisfaction. The education as a whole has to be
humanistic and egalitarian to share resources, skills and provide services to the
less advantaged sections of the society....Education had been used as a change
agent in all societies but the dilemma in our context is that we are inclined to use
education to perpetuate tradition. This is not to undermine our proud heritage of
Islamic values but to sharpen the philosophical concerns to fulfill the future needs.
(Government of Pakistan, 1998b, pp. 7-10)

Hoodbhoy (1998), in the preface to Education and the State: Fifty Years of Pakistan
discusses the relevance of education, and questions whether the education provided in
Pakistani schools, colleges and universities "has relevance in a modem society and can
enhance employability and social consciousness, and can be an instrument of liberation
and positive social change” (pp. 7-8). He suggests "that society regard education as a
vehicle for change and progress instead of a means of simply preserving tradition and
culture” (p. 11).

This analysis leads educators to suggest that the purpose of education in Pakistan
should be the development of a democratic society, and calls for the "democratization of

education” in terms of access, content and practice as well as in its provision, facilitation
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and monitoring. The 1998 education policy therefore specifically mentions the need for
the, "[d]emocratization of education...as a basic requirement for economic development,
modernization of social structure and for providing equality of opportunity for all

citizens” (p. 29). It also calls for a "grand alliance between and among the government,

private sector, and donors” (p. 25) in the provision of education.

The education policy urges that education should serve the creation of a
democratic society in Pakistan. It is important to clarify our understanding of democracy
and citizenship, for these are contested concepts. I want to briefly outline the nature of

these contests even though it is not my task to propose specific ways of addressing them.

PERSPECTIVES ON DEMOCRACY AND CITIZENSHIP
Conceptual Ambiguities

At the dawn of the twenty-first century, democracy is by far the most dominant
political system in the world. The meaning of democracy, however, is as ambiguous as
ever. And the ambiguity is more useful than ever today, because evoking the term
"democracy" can be used to justify anything people want to do (Apple and Beane, 1995).
One can understand the use of the word "democracy” when people call for greater civil
rights or freedom of speech. Democracy, however, is also evoked to further the causes of
free market economies. Democratically elected leaders can become dictators, and
dictators claim they are acting democratically. Citizens in democratic societies in the
Western world are becoming passive and apathetic (Barber, 1984; 1998b) and in the
Third World the oppressed and voiceless are struggling for democracy.

While democracy is generally seen as a secular concept, with the state being blind
to the religious beliefs of its citizens, Esposito and Voll (1996) note that the late twentieth
century has seen an increased demand for political participation and empowerment
(democracy) and demand for the recognition of special identities (cultural, linguistic,
ethnic, religious ). In the case of the Muslim world (of which Pakistan is a part) the
concept of "Islamic democracy,” has sprung up. There are in Islamic history, a number of
important concepts and images that shape contemporary visions of what a democratic

society should be. Esposito and Voll also note that the authoritarianism seen in some
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Muslim countries "comes less from religious doctrine than politics and power, history and

political culture” (p. 198).

Contested Concept

Debates over the meaning of citizenship can be briefly outlined as clashes
between individual rights and common values, with proponents of each trying to find
common ground. Another debate is between radical followers of Marx and moderate
social democrats about the degree to which social rights must be expanded and the
conflict that emerges between civil, political and social rights. In addition to working
class demands, women, ethnic, and minority groups are also demanding rights. Women
claim that citizenship is defined in opposition to women and the sphere of work relegated
to them, and fails to deal with the private-public dichotomy. They note it is not simply a
matter of including them, but of reconceptualizing the very idea of citizenship.
Immigrants' (culturally different) and guest workers’ demands for citizenship rights have
led Kymlicka (1998) to propose fourth generation cultural rights. in addition to civil,

political and social rights.

A Working Definition

Given the contested nature of dcmocracy and citizenship, it is important to
establish my own working definition of democracy. First, however, I want to state what
is generally meant by democracy.

Democracy is a form of government based on the consent of the people and
equality of opportunity. In a democracy the citizens of a country, through elections,
choose people who will govern them, that is, make governance decisions on public
matters. Citizens are equal before the law, and the state should ensure equal opportunity
to education and work.

Regarding governance, I borrow Barber's (1984) notion of "strong democracy” or
the Islamic notion of "popular sovereignty" in which citizens govern themselves through
ongoing participation in decision-making about matters that affect them. Regarding

equality, democracy is conceptualized most often in terms of electoral equity and
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sometimes in terms of equality of opportunity. But electoral equity - even when
combined with equality of opportunity -- are insufficient conditions for democracy given
the economic and social inequality in most societies. A reconceptualization of equality as
equality of worth and rights is required, even if skills of strength and intellect differ.
Based on this notion, the state should ensure equality of opportunity and preferential
options for the disadvantaged groups in society. A third aspect is that of freedom. Like
Dewey, I believe freedom is essential for individual and social development. I think this
requires that we move beyond the notion of freedom from restraints -- a protectionist
view of freedom -- to reconciling the demands of individual liberty with those of human
rights, equality in dignity and rights and popular sovereignty, equally significant aspects
of democracy (Kelly, 1995).

Such an understanding of democracy will require certain conditions for its
development. Among these conditions are the provision of human rights, pre-eminent
among which is the entitlement to education for all and preferential treatment to
disadvantaged groups so all can develop their potential to the fullest: a free flow of
information so people are informed; creating spaces and opportunities for individuals to
critically reflect, analyze, discuss and decide issues and resolve problems in the interest of
the common good; and the democratic structure and dynamics of all social institutions.

Given this understanding of democracy and the conditions for its realization, the
education system which attempts to prepare citizens who strive to create a democratic
Pakistani society would have to differ greatly from the one I have described above. It
would necessitate schools becoming more democratic both in organization and practice.
It would require classroom practices whose aim is not for students to preserve tradition

and culture but whose

primary purpose must be to stimulate their passions, imaginations, and intellects
so that they will be moved to challenge the social, political, and economic forces
that weigh so heavily upon their lives and students should be educated to display
civic courage, i.e., the willingness to act as if they were living in a democratic
society. (Giroux, 1983, p. 201)

10
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I have only briefly dealt with the meaning of democracy and education for
democratic citizenship. In a critically guided interpretive study such as this, the meanings

will be clarified as I work with the participants of this study.

PURPOSE OF THE STUDY

The purpose of this study is to explore the possibility of educating students for
democratic citizenship in Pakistan through the teaching of social studies. Schooling in
general, and the teaching of social studies in particular, are considered necessary for the
development of the "educated person” so central for the creation and maintenance of
democratic society. Exploring possibilities will be derived through conversations with
ministry officials, analysis of curriculum documents and through collaborative action

research with teachers.

RESEARCH QUESTIONS

Through reflection on my personal experience as a social studies teacher, on the
sociopolitical context and the education system in Pakistan, I have arrived at some
questions which guide my inquiry into educating for democratic citizenship through the
social studies in Pakistan. The major guiding questions for this study are: How can we
realize the potential of social studies education for democratic citizenship? and What
does it mean for teacher development and curriculum development? Many specific
questions guide the inquiry into this major question. They are:
L. What are educators' current understandings of democratic citizenship,

schooling and social studies education in Pakistan?

[

Why have schools come to be the way they are today?
In what ways has social studies been understood and practiced in Pakistan?
What notions of citizenship do these understandings portray?

What kind of society do educators envision?

N v s oW

. What alternative understandings and practices of social studies can we explore to
foster the development of democratic citizenship in Pakistan?

7. What are the implications of these practices for school change?

11
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ORGANIZATION OF THE STUDY

This study has seven chapters. Chapter one introduces the study by describing the
personal, societal and educational context from which the question arose and an
understanding of democratic citizenship that guides the study. Chapter two reviews the
discourses of democracy in the liberal, Marxist and Islamic traditions. It also delineates
the conceptions of citizenship education that arise from the different democratic traditions
and argues for reconceptualizing democratic citizenship education in Pakistan as
liberatory praxis. Chapter three delineates the methodology used for this study which
included hermeneutic inquiry, action research and document analysis.

In chapter four, I have used historical analysis to trace the origins and
development of current educational practices and to understand how social studies
education has come to be the way itis. A critical analysis of the social studies curriculum
is also undertaken. Chapter five presents the conversations with education officials
addressing the questions of democracy, schooling and social studies. Chapter six
provides an account of the individual and collaborative classroom action research projects
undertaken with three teachers in Karachi. The chapter provides a description of their
educational biographies and their teacher education. The teachers' action research
projects and our conversational reflections on the research follows. Finally in Chapter
seven, [ consider what my findings indicate for education for democratic citizenship in
social studies classrooms, and I discuss implications for educational policy, curriculum

development, teacher education, and school change.
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Chapter Two
CONTEMPORARY DISCOURSES ON DEMOCRACY, CITIZENSHIP AND
SOCIAL STUDIES EDUCATION

SOCIAL STUDIES AS CITIZENSHIP EDUCATION

The raison d'étre of social studies education in a democratic society is the preparation for
democratic citizenship (Kaltsounis, 1994; Osborne, 1997; Sears, 1996b). This means
preparing students with the knowledge, intellectual and interpersonal skills required for
active and responsible participation in a democracy and the courage to act to make society
more democratic. However, as [ have noted earlier, democracy has a variety of
interpretations. This chapter attempts to delineate some of the contemporary and
historical discourses on democracy in the Western liberal, the Marxist and the Islamic
tradition. Particular attention will be given to how these have influenced the organization

and practices of education in schools and social studies classrooms in Pakistan.

UNDERSTANDINGS OF DEMOCRACY
Western Liberal Tradition

The Latin root word of liberalism is liber, meaning a free person; and the nearest
Latin equivalent to liber is liberalis, which means befitting a free person (Wintrop, 1983).
Democracy comes from two Greek words, demos meaning people and cratein meaning
rule. Democracy therefore means rule by the people. The term liberal democracy implies
that, for a free person, the only fitting form of government is self-government. However,
in a society in which there is socioeconomic inequality, the freedom to participate as
equals in governance, which is the prerequisite of democracy, is jeopardized. A society
divided into classes with opposing interests will likely result in governance in the interest
of the ruling class, rather than in the common good. In this section I will trace the
relationship between liberalism and democracy, both, historically and thematically. To
do this [ draw on the work of Crawford Brough Macpherson (1977) who argues that, as
soon as attention is focused on the relationship between class and democracy, a pattern

emerges.
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Macpherson (1977) argues that from Plato and Aristotle down to the nineteenth
century, "democracy was defined as rule by the poor, the ignorant, and the incompetent at
the expense of the leisured, civilized, propertied classes” (p. 10). Democracy was
interpreted by the upper classes as "class rule, rule by the wrong class” (p. 10). The upper
classes saw democracy as a threat, incompatible with liberty and hierarchy. Therefore,
until the nineteenth century, the Western tradition was undemocratic. Macpherson further
notes that during the same period there were democratic visions, democratic advocates
and even democracy in practice, although these never included an entire community. Pre-
nineteenth century visionaries and advocates saw democracy as a classless (no individual
ownership of productive land) or one class (everyone owns or is in a position to own
property) society, not merely as a system of government that would fit the class structure
of the existing society. This, according to Macpherson, is in sharp contrast to the liberal
democratic tradition since the early nineteenth century, which accepted class-divided
society and set out to fit a democratic structure onto it. Macpherson argues that liberal
democracy -- one person, one vote -- became possible because there was little threat to
class privilege in a class-divided society, and because of the habitual deference of the
lower to the higher classes. Before dealing with liberal democracy, I will first look at

democratic theory prior to the nineteenth century.

Precursors to Liberal Democracy

The concept of democracy can be traced back to the Greeks. Aristotle first
referred to democracy in Politics where he analyzes various forms of democracy, which
included a property requirement for voting, and argued for an aristocratic type of state.
Resnick (1990) points out that Aristotle had a negative view of the banausic (mechanical)
classes and a deprecatory view of the undisciplined life which he believed democracy
tends to foster. Aristotle, therefore, calls for a population royal that would "produce a
breed of outstanding virtue fitting for leadership in the state” and "aristocratic” one that is
"governed by those whose virtue equips them to be leaders in the holding of offices in the

state” (Aristotle, quoted in Resnick, 1990, p. 14).
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Macpherson noted that, in the Middle Ages, one did not find democratic theories
or calls for democratic franchise. This might have been because societies in the middle
ages were feudalistic and power depended on one's rank in society. In nations and city-
states of the later Middle Ages, the popular uprisings of the time were related to demands
for equality through leveling ranks and property, rather than for power through a
democratic political structure. Democratic theories for a fundamentally equal and
liberated society and for a democratic form of government appear in the sixteenth and
seventeenth century, but these theories call for a classless (More's Utopia and
Winstanley's The Law of Freedom) or one class (Levellers) society and for limited
(Presbyterians and Independents) or full democratic franchise (some Levellers). Some of
these democratic theories were put into practice in church government and also briefly in
the army. These democratic ideas and practices also influenced civil government,
especially during the English Civil Wars and the Commonwealth period.

From the above, it is obvious that an aristocratic spirit pervaded democratic theory
in the Western tradition until the eighteenth century. Not all people in this tradition were
regarded as possessing the potential to live a free life nor to rule. Macpherson argues, and
[ agree, that in the eighteenth century there were political theorists and actors who could
quite properly be called "democratic” as they demanded full democratic franchise and
economic equality. Jean Jacques Rousseau in France (1712-1778) and Thomas Jefferson
in America (1743-1826), though different in other respects, both saw private property as a
right. Rousseau argued that the right to land had to be limited in two ways: "a man must
occupy only the amount he needs for his subsistence; and ... possession must be taken...by
labour and cultivation” ( Rousseau, 1762/1913, p. 17). He suggested limiting property
rights for a more important reason -- the sovereignty of the people. For Rousseau,
economic equality was essential for sovereignty of the general will. Without it, he
argued, people would rule in class interest rather than for the common good. An
important function of the government then was to prevent extreme inequality.

The demacracy of Jefferson required a society in which everyone was
economically independent. Unlike Rousseau, Jefferson did not see everyone as a worker-

proprietor. He did not object to people owning huge estates as long as everyone had an
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estate or work sufficient to make him independent. Jefferson, like Rousseau, realized

economic independence was essential for democracy. In a letter to John Adams he wrote

Here everyone may have land to labour for himself, if he chooses; or preferring
the exercise of any other industry, may exact for it such compensation as not only
to afford a comfortable subsistence, but wherewith to provide for a cessation from
labor in old age...And such men may safely and advantageously reserve to
themselves a wholesome control over their public affairs, and a degree of
freedom. (Jefferson, 1813, quoted in Macpherson, 1977, p. 18)

Jefferson's prerequisite for democracy like Rousseau’s was equality of economic
opportunity. One limitation of pre-nineteenth century democracy was that it left out
women, who were regarded as a subordinate class because they were unable to own
productive property in their own right.

Macpherson (1977) argues that a sharp break occurred in the path from pre-liberal
to liberal democracy. Pre-liberal conceptions of democratic society as classless or one-
class were rejected. Liberal democracy, on the contrary, accepted class divisions and
built on these. Macpherson attributes this change to the fact that, before the expansion of
the right to vote, the institutions and ideology of liberal individualism were firmly
established. Accepting the competitive capitalist market society and the laws of classical

political economy, liberal democrats developed new models of people and society.

Protective Democracy

The two earliest systematic exponents of liberal democracy are Jeremy Bentham
(1748-1832) and James Mill (1773-1836). Bentham's theory was based on the utilitarian
principle of "greatest happiness for the greatest number," with happiness being defined as
the amount of pleasure minus pain. In his view, human beings were concerned only with
maximizing their own pleasure and avoiding pain. Although Bentham set out a long list
of pleasures (material and non-material), he believed that material possessions were basic
to the attainment of all other satisfactions. He wrote, "Each portion of wealth has a
corresponding portion of happiness” (Bentham, 1831, quoted in Macpherson, p. 25).

Bentham envisaged society as a collection of individuals seeking pleasure, in actuality,
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wealth and power, over and at the expense of each other. To maintain society, a structure
of law was needed: laws which would produce the greatest happiness for the greatest
number. This society required a set of lawmakers and law enforcers who would promote
a free market and safeguard the individual from a strong government.

Helped by James Mill, Bentham came to the view that the best way for individuals
to safeguard their own interests was to provide universal franchise by letting individuals
themselves choose and remove governors through frequent elections and secret ballots.
However, both Bentham and Mill put restrictions on universal franchise. Bentham
excluded women fearing no parliamentary reform would take place if they were included,
and James Mill argued that "all those individuals whose interest are indisputably included
in those of other individuals, may be struck off without inconvenience” (Mill, 1814/1937,
p. 45). The founding model of democracy in the modemn industrial age was not seen as a
morally transformative force but as a protection of the private interests of individuals in a
society. Macpherson (1977) writes, "The founding model of democracy took man as he
was, man as he had been shaped by market society, and assumed that he was unalterable”
(p. 43). It was on this point that the Benthamist model was attacked and a developmental

model of John Stuart Mill proposed.

Developmental Democracy

By the middle of the nineteenth century the working classes were beginning to
challenge the idea of property as their human conditions were deteriorating. John Stuart
Mill (1806-1873), the son of James Mill, could not accept the inhuman conditions of the
working classes as morally justifiable or economically inevitable. He came to abandon
the Benthamite theory of people, society, and democracy, and to replace them with a
more positive and moral model. J. S. Mill did not believe that individuals were simply
consumers and appropriators, but argued they possessed other powers and capacities that
could be developed.

The good society was one in which individuals could develop their human
capacities to advance such a society. J. S. Mill made a case for a democratic political

system which would not only have a protective role but would also contribute to human
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development. Such a system would achieve this by the involvement of all citizens in the
choice of government and this would require that they be informed, and form their
decisions in discussion with others. Democracy would thus advance them in intelligence,
virtue, and in practical activity (Mill, 1861).

J. S. Mill wanted to promote equality, but his fear of anarchy and hatred of
mediocrity led him to propose that everyone should have at least one vote, but the more
highly educated should have several votes. The weighting he gave to knowledge led him
to recommend an expert non-elected commission to make and amend legislation. He felt
that another way society would develop people's capacities would be through cooperation.
He deplored the effects of the class-ridden society and proposed the setting up of
cooperatives where workers would work for themselves to promote equality. He hoped
the cooperatives would result in better workmanship, more efficient production and

would displace the capitalist organization of production:

the healing of the standing feud between capital and labour; the transformation of
human life, from a conflict of classes struggling for opposite interests, to a
friendly rivalry in the pursuit of a good common to all; the elevation of the dignity
of labour; a new sense of security and independence in the labouring class; and the
conversion of each human being's daily occupation into a school of the social
sympathies and practical intelligence. (Mill, quoted in Macpherson, 1977, p. 61)

J. S. Mill's model was moral, but it was still fundamentally elitist. He believed
the educated were better than others and should be entitled to more political weight.
However, his followers dropped his non-egalitarian stipulations of plural voting and a

non-elected commission, retaining his main developmental case.

Social Democracy

At the end of the nineteenth century a group of liberal thinkers arose, including
Thomas Hill Green (1836-1882) in Britain and John Dewey (1859-1952) in America.
These liberals "championed for economic interventionist policies, welfare measures, and
a redistribution of wealth to remedy unemployment and poverty” (Wintrop, 1983, p. 85)

in the desire for a more egalitarian society. The writings of Green are representative of
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social democratic liberalism. Unlike the protectionists, who saw government as forcing
individuals to submit to its laws, Green saw political community not as relying on force,
but on consent of its citizens to freely accept their responsibilities to the state and to
others. In so doing, their own lives and liberties would be respected and promoted.

Green, envisioned freedom as an act that benefits, directly or indirectly, the actor
and others. It was an act allowed to others and an act which one enjoyed because it was
worth doing. The principal purpose of the state or government was to continually secure
and advance the common good by removing obstacles and providing favorable conditions
for the development of the people. The common good required the exercise and
advancement of freedom and rights which groups claimed for themselves and granted to
others, and the moral development of citizens. Green's theory of state and character of
liberal-democratic politics could thus be described as citizen-based.

Green formulated his views on liberal democracy during the time when a split was
occurring in liberal democratic tradition between capitalism and socialism. He refused to
take sides. In agreement with the socialists, he believed political rights were a mockery
given the inhuman conditions of laborers and he urged the state to deal with poverty. He
proposed a graduated income tax to support welfare measures and laws to strengthen the
bargaining power of labor. He disagreed with the socialists, noting that the failures were
not due to capitalism, but to the misunderstanding of it. His own view of property was

that it made the free life possible, and it was subordinate to the common good.

Just as the recognized interest of a society constitutes for each member of it the
right to free life... so it constitutes the right to the instruments of such life, making
each regard the possession of them by the other as for the common good, and thus
through the medium first of custom, then of law, securing them to each.

(Green, 1941, pp. 216-217)

This view that property was necessary for the free life and its possession was
subordinate to the common good represented a major break from previous liberal thought
and had a major influence on Western governments. Green noted that legal rights to
property were not inviolable, as Locke had claimed, and contended that, when forms of

property ownership were incompatible with the principles on which property ownership
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was grounded, the state had the right to legislate to remedy the situation. He proposed the
state legislate to help laborers become property owners so that they could acquire the
means to live free and political lives. Green's theorizing about property became a bridge
from liberal democracy to democratic socialism.

The social democrats, when included in the liberal tradition, show that liberalism
is not necessarily characterized by an atomistic-individualistic way of seeing society. Nor
is it tied to narrow conceptions of rights and liberty or the ideology of modern capitalism.
In Green's writing, obviously after Marx's Das Kapiral, social democrats tried to find a
middle path between the status quo and revolution by drawing on the past and
revolutionary concepts of the present to suggest alternative ways of organizing society.

The political thinking in liberalism, since the latter part of the twentieth century,
has revolved around two main ideas: participatory democracy as best propounded by
Benjamin, R. Barber (1984, 1998a, 1998b) and new libertarianism, seen in the writings of
F.A. Hayek and Milton Friedman who advocate a society in which the primary
mechanism of integration is the market. Barber seeks to strengthen the "democracy” in
liberal democracy by proposing a strong democracy. In what Brugger (1983) calls, new
libertarianism, Hayek and Friedman seem to loosen, if not altogether destroy, the

"democracy"” in liberal democracy. [ will deal briefly with the two models.

Participatory Democracy

When Macpherson wrote the book The Life and Times of Liberal Democracy in
1977, he noted "Participatory democracy is certainly not a model...it began as a slogan of
the New Left student movements of the 1960s...[and] spread to the working class” (p. 93).
The question he attempted to address in discussing the model was whether a change in
the political system was a prerequisite for change in society or vice versa. Macpherson
addressed ways to bring a change in the political system and proposed that it be linked
with the ethical principles on which developmental democracy is built.

The strongest proponent of participatory democracy today is Benjamin Barber
(1984, 1998a, 1998b). He terms participatory democracy "strong democracy," which he

defines as being:
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politics in the participatory mode where conflict is resolved in the absence of an
independent ground through a participatory process of ongoing, proximate self-
legislation and the creation of a political community capable of transforming
dependent, private individuals into free citizens and partial and private interests
into public goods. (Barber, 1984, p. 132)

Strong democracy rests on the idea of a self-governing community of citizens who come
together to take action in the interest of the common good. For Barber, the ultimate
political problem, therefore, is one of action -- not truth or even justice in the abstract

sense -- and the citizen is a political actor, not a speculative philosopher:

To be political is to have to chose - and, what is worse to choose under the worst
possible circumstances, when the grounds of choice are not given a priori or by
fiat or by pure knowledge (episteme). To be political is thus to be free with a
vengeance - to be free in the unwelcome sense of being without guiding standards
or determining norms yet under an ineluctable pressure to act, and to act with
deliberation and responsibility as well (Barber, 1984, p. 121).

Strong democratic theory posits the social nature of human beings and the mutual
interdependence between individuals and government. Because of the mutual
interdependence between individuals and community both aspects of the civic
relationship, the democratic community and the democratic citizen must be developed.
Barber proposes ways of extending the facilitating factors in present western society such
as civic education, leadership, religion and patriotism, and addressing the limiting factors
of scale, structural inequality, rights and the uncertainty of human vision both private and
public, in an uncertain world.

Barber responds to Macpherson's question of the primacy of politics or economics
by stating "Our fundamental argument for strong democracy places politics before
economics and suggests that only through civic revitalization can we hope, eventually for
greater economic democracy.” He goes on to suggest worker-owned cooperatives "not

only serve economic egalitarianism but foster civic spirit” (1984, p. 305).
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New Libertarianism

New libertarians believe that the switch in liberal thinking in the mid nineteenth
century was the beginning of a process of decay which resulted in excessive interference
by the state in the lives of citizens and in a movement towards totalitarianism. Hayek's
(1944) book The Road to Serfdom expressed this idea. New libertarians oppose the
present welfare state calling, for example, for the removal of subsidies on agriculture,
reduction of state provision for social security and pensions, and derationalization of
public schooling. New libertarians propose a minimal state, a state concerned with
formulating monetary, fiscal and budgetary policies and arbitrating and enforcing them.
Friedman (1962) advocates a society in which the primary mechanism of integration is

the market:

The widespread use of the market reduces the strain on the social fabric by
rendering conformity unnecessary with respect to any activities it encompasses.
The wider the range of activities covered by the market, the fewer are the issues
on which explicitly political decisions are required and hence on which it is
necessary to achieve agreement. In turn, the fewer the issues on which agreement
is necessary, the greater is the likelihood of getting agreement while maintaining a
free society. (p. 24)

From his analysis of American democracy, Friedman (1962) concludes that majority rule
is actually a coalition of minorities who have entered into deals with others to protect
their own special interests. In this kind of democracy the general interest is forgotten. He
therefore suggests taking decision-making out the hands of the state and putting it in the
hands of the market. Central to the argument that Hayek and Friedman make is their
view on property. Both see property as a basic right -- like life, liberty and the protection

and guarantee of individual freedom:

What our generation has forgotten is that the system of private property is the
most important guarantee of freedom, not only for those who own property, but
scarcely less for those who do not. It is only because the control of the means of
production is divided among people acting independently that nobody has
complete power over us, that we as individuals can decide what to do ourselves.
(Hayek, 1944, p. 78)
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Friedman (1962) suggests that, like life and liberty, economic rights must be
enshrined in the constitution of the United States of America. The society proposed in
libertarian writing takes us back to the starting of liberal democracy:; a society in which
individuals, equal in rights but unequal in everything else, choose to enter civil society
and engage in contractual relations with their fellows.

The ethical dimensions of developmental democracy, social democracy, and
participatory democracy are ignored in this model. It appears as if the new libertarians
have drawn on everything that is "cruel” in the liberal tradition and ignored all that is
"humane"” (Brugger, 1983). I believe that the new libertarians are making inroads into the
gains won by the social democrats of the mid-twentieth century and are undermining
democracy.

The movement towards participatory democracy today is an important next step
for countries in the Western world with a welfare system which has given people
economic independence. Genuine democracy requires people's active participation in
civil society. However, for class-divided societies, political democracy without economic
democracy is a farce. In class-divided societies, rule by the privileged classes means that
the state's coercive and persuasive apparatuses are in the hands of elites, inspiring fear

and preventing the active participation by those in the lower socioeconomic class.

Marxist Tradition

Karl Marx (1818-1883) could be termed a democrat, but he argued that
democracy was distorted under capitalism (ownership of private property) because
capitalist society is a class-divided society dominated by the bourgeoisie. Real
democracy, therefore, could only be attained after capitalism had been eliminated and
communism instituted.

Marx argued that human consciousness and social structure were determined by
people’s material conditions; more specifically the way human beings produced,

distributed, and consumed things:

Legal relations as well as forms of the state are to be grasped neither
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from themselves nor from the so-called general development of the human mind,
but rather have their roots in the material conditions of life, the sum total of which
Hegel...combines under the name "civil society,” that, however, the anatomy of
civil society is to be sought in political economy...In the social production of their
life, men enter into definite relations that are indispensable and independent of
their will, relations of production which correspond to a definite state of
development of their material production forces. The sum total of these relations
of production constitutes the economic structure of a society, the real foundation,
on which rises a legal and political superstructure and to which corresponds
definite forms of social consciousness. The mode of production of material life
conditions the social, political, and intellectual life process in general. Itis not the
consciousness of men that determines their being, but, on the contrary, their social
being that determines their consciousness. (Marx, quoted in Tucker 1978, p. 4)

For Marx, therefore, the form of the State emerges from the relations of
production and not from the general development of the human mind as Hegel had
argued. Unlike Hegel, who conceived of the State as involving a just, ethical and
harmonious relationship among elements of society, as eternal and as transcending
society, Marx placed the State in its historical context and subjugated it to a materialist
conception of history. It is not the State that shapes society, but soctety that shapes the
State. Society, in turn, is shaped by the dominant mode of production and the relations of
production inherent in that mode (Carmnoy, 1984).

Marx, again, in contrast to Hegel, argued that the State, because it emerges from
the relations in production, does not represent the common good, but is the reflection of
the class structure inherent in production. Marx's analysis of the mode of production in
capitalist society led him to reject the view of the State as representing the interest of the
whole society. He came to see the state in class-divided societies as the vehicle of class
domination. The state, Marx argued, is not above class struggles but deeply engaged in
them, acting as the instrument of the dominant class. Marx, in the words of Miliband

(1977) concluded that:

There may be occasions and matters where the interest of all classes

happen to coincide. But for the most part and in essence, these interests are
fundamentally and irrevocably at odds, so that the state cannot possibly be their
common trustee; the idea that it can is part of the ideological vein which a
dominant class draws upon the reality of class rule, so as to legitimate that rule in
its own eyes as well as in the eyes of the subordinate classes. (p. 66)
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Thus, because the bourgeoisie has control over the working class in the capitalist
production process, they extend their power to the State and to other institutions.

Marx thought that democracy without economic equality was distorted and,
therefore, impossible in class-divided societies. He presented two ways of abolishing the
classes and instituting "true” democracy/communism. One way was through the tactical
use of the ballot box and the other way through revolution.

In Marx's theory, the State in capitalist society is the repressive arm of the
bourgeoisie acting to repress the dominated classes and to reproduce the class relations of
production. Marx (and Engels) therefore argued for the expansion of democracy to curb
the power of the state. They recognized, however, that democratic forms were both an
instrument and a danger for the bourgeoisie. Democracy was used by the bourgeoisie to

create the illusion of mass participation and the masses could use it to seize power:

One side consists of the dominant class "utilizing" the forms of democracy
(elections, parliament) as a means of providing an illusion of mass participation in
the State, while the economic power of the ruling class ensures reproduction of
the relations between capital and labor in production. On the other side is the
struggle to give the democratic forms a new social, or mass content by pushing
them to the democratic extremes of popular control from below, including
extending democratic forms from the political sphere to the whole society
(Draper, 1977, quoted in Camoy, 1984, p. 51)

Marx saw the possibility, but not the likelihood, of the working class coming to
power through the use of the democratic process. He and Engels were convinced that the
victory of the proletariat and the establishment of a classless society would come about by
revolution. The revolution would not necessarily lead to communist society but initially
to a "dictatorship of the proletariat.” Marx felt that the dictatorship of the proletariat
might be necessary to protect the revolution and should continue only as long as the
capitalist class was capable of staging a comeback. Engels compared the dictatorship to
the 1871 Paris Commune, implying full popular participation in the working of the
dictatorship through universal suffrage as in the Paris Commune (Laski, 1967). With
communism, not only the dictatorship of the proletariat but the state as it currently exists

would wither away. "At that time, there is no need for a state because there is no need to
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repress one group for the purposes of another; everyone is working together, they own the
meansgf production together, and the political form of the state is a ‘complete
democracy™ (Lenin, 1965, quoted in Camoy, 1984, p. 59)

It is important to note that Marx considered both parliamentary and non-
parliamentary strategies to be potentially revolutionary and working classes could choose
either depending on their own contexts. It must also be noted that the whole of Marxist
theory rests on a view of human beings as potentially productive and cooperative.

The Marxist road to communal democracy has been criticized because none of the
communist states or those professing commitment to communism moved from the
socialist stage to real communism. Socialism has led to a reduction in the inequalities in
wealth, but inequalities in power, posited only as a temporary requirement until the threat
from the capitalist class was removed and the people could rule themselves, remains. The
transition has not occurred anywhere, and Milovan Djilas speaks of the power of a "new
class" (1957, quoted in Burbidge, 1991, p. 34) of privileged bureaucrats, the dislodging of

whom may require another revolution to achieve a true democratic society.

Democracy in the Islamic Tradition

In Muslim countries, like Pakistan, where the aspirations for greater participation
in making political and economic decisions are being expressed, Muslims have become
disenchanted with the continued exploitation and lack of progress promised by
capitalism, the moral bankruptcy of secularism, and the atheism of Marxism. As a result
they are now turning to Islam. Broadly speaking, three trends may be discerned in the
way Muslims respond to the sociopolitical realities confronting them: monasticism,
fundamentalism and progressive Islam. Monastic Islam is concerned solely with the
salvation of the soul. Monastic Islam is seemingly apolitical because it avoids conscious
political engagement. The truth is that in many situations silence is itself a political
option. Fundamentalist Islam exhibits a commitment to ritual practices and the letter of
the text, enmity to all who reject their views, a denial of any virtue outside Islam, and
most important for this study "a commitment to the establishment of an Islamic State in

which the sovereignty of God, juxtaposed against popular sovereignty would be supreme”
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(Esack, 1997, p. xi). "Undemocratic and illiberal, this type of Islam combines all the
ingredients of obscurantism with thoughtless antimodemnism" (Pasha and Samatar, 1996,
p- 198). Progressive Islam has at its heart rawhid, the belief in the unity of God. It
privileges the spiritual intent above textual rigidity (F. Rahman, 1982) and seeks to
interpret Islam to effectively respond to changing conditions of society and to realize its
ideals in the socioeconomic and political sphere (Esack, 1997). Both monastic and
fundamentalist Islam appear limited, as they do not offer viable alternatives for Muslim
societies in these modern/postmodemn times. Progressive Islam, however, offers great
possibilities. Unlike fundamentalist Islam it does not seek restoration of society to the
Muhammadan era in Medina, but reconstruction of society based on the liberatory
message of the Qur'an.

Monastics and fundamentalists approach the Qur'an in a selective and ahistorical way to
arrive at pure solutions based on a mythical and pure Muhammadan period which they
believe can be reconstructed today. For monastics through the transformation of personal
lives and for fundamentalists through the state. The ahistorical and piecemeal
interpretation of the Qur'an (F. Rahman, 1986) has led to many concepts that could have,
perhaps, served democracy, but have also been interpreted to justify monarchical and
dictatorial systems. In the political sphere, the revising and redefinition of crucial
elements of the Islamic tradition has led to the conceptualization of "Islamic democracy,”
which could facilitate the realization of democracy in Muslim societies. The redefinition
of these concepts requires that, in interpreting the Qur'an one keeps the historical context
in mind and ensures its underlying unity.

Two basic principles, that of rawhid (absolute oneness of God) and khilafah
(vicegerency), are essential to understanding Islamic polity. Tawhid, defined simply as
"the conviction and witnessing that 'there is no God but God,™ is the core of the entire
Islamic tradition. The consequence of this belief is that God's "will is the imperative and
guide for all men's sic] lives” (Ismail Raji al Faruqi, 1982, quoted in Esposito and Voll,
1996, p.23). Non-Muslims and conservative Muslims argue tawhid means sovereignty of
God. Therefore, it is impossible to have Islamic democracy which means sovereignty of

the people. Esack (1997) observes that rawhid is at the heart of a comprehensive
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sociopolitical world view aimed at realizing the unity of God in human relations and
socioeconomic systems. He quotes Ali Shari‘ati a foremost advocate of tawhid as a
worldview aimed at realizing the unity of God in sociopolitical relations and systems to

affirm the view of rawhid as the basis for equality and to show its revolutionary nature:

In our Islam, tawhid is a world view, living and meaningful, opposed to the
avaricious tendency for hoarding and aims for eradicating the disease of money
worship. It aims to efface the stigma of exploitation, consumerism, and
aristocracy...Whenever the spirit of rawhid revives and its historical role is
comprehended by a people, it embarks on its [uncompleted] mission for
consciousness, justice, people's liberation and their development and growth.
(Irfani, 1983, quoted in Esack, 1997, p. 91)

For progressive Muslim scholars tawhid, at the existential level, is a rejection of the
dualistic conception of human nature as spiritual and secular. At the sociopolitical level,
it provides a conceptual and theological foundation for an emphasis on equality within the
political system since all people are equal before God, and it provides for revolution
against injustice and arbitrary rule (Esack, 1997; Esposito and Voll, 1996).

A second concept that facilitates an understanding of democracy in Islam is that of
khilafah. Khalifah (Caliph) was the title given to the leader of the Muslim community
following the death of Prophet Muhammad, and the political system was called the
khilafah. As a political system, the khilafah lasted for two dynasties: the Umayyads (661-
750) and the Abbasides (750-1258). With the end of the Abbasides, the term came to
imply monarchy, but the original religio-political connotation was again revived during
the Ottoman Empire, which broke up after World War [.

A more important meaning of khilafah is that of vicegerent. According to
Shari'ati (1980, quoted in Esack, 1997, p. 94), the Qur'an places humankind in a "world of
tawhid where God, people and nature display a meaningful and purposeful harmony."
Esack notes that the Qur'an says that God chose humankind for His vicegerency on the
earth, and designated humankind as the earthly carrier of His responsibilities: Lo I am to
create a vicegerent on the earth,” God announced to the angels (2:30). By distinguishing

humankind as His vicegerent God made us the carrier of 'a great trust' (33:72) and the
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'recipients of enormous power’ (4:32-33; 16:12-15) (ibid. p. 95). To interpret democracy
in Islam, Mawdudi (1967) defined the concept of khilafah as

the authority of the caliphate is bestowed on the entire group of people, the
community as a whole, which is ready to fulfill conditions of representation after
subscribing to principles of Tawheed ....Such a society carries the responsibility of
the caliphate as a whole and each one of its individual[s] shares the Divine
Caliphate. This is the point where democracy begins in Islam. Every person in an
Islamic society enjoys the rights and powers of the caliphate of God and in this
respect all individuals are equal. (pp. 43-44)

This notion of khilafah as the whole of humanity is affirmed in the Universal Islamic
Declaration of Human Rights (1980), and is a foundation for the concepts of human
responsibility and of opposition to systems of domination. These two concepts have led
to Sunni and Shi'i scholars to develop distinct political theories described and conceived
as democratic (Esposito and Voll, 1996).

Within this general framework, Islamic democracy is seen as affirming long-
standing Islamic concepts such as shura (consultation), ijma (consensus) and ijtihad
(creative, intellectual effort, applying Islamic jurisprudence to new problems). The belief
that all humankind are vicegerents implies the necessity of consultation. Consultation has
commonly been interpreted as similar to representative democracy with vicegerents
delegating their authority to a ruler, and rulers asking for their opinion in the conduct of
the state. Progressive Muslim thinkers understand shura not as "one person ask[ing]
others for advice but, rather, mutual advice through mutual discussions on an equal
footing” (F. Rahman, 1986, pp. 90-91).

Another key operational concept is that of ijma, or consensus, which is a formal
validating concept in Islamic law. Accordingly, the final religious authority for
interpreting Islam is the consensus or collective judgment of the people. While it has
tended to be a conservative force in which consensus is seen as the end of interpretation,
others see consensus as having "great possibilities of developing the Islamic law and

adapting it to changing circumstances” (Hamidullah, 1970).
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A third operational concept of great importance is ijtihad, or the exercise of
informed, independent judgment. This is a key to the interpretation and implementation
of God's will in any given time and place. A Pakistani Islamist leader Khurshid Ahmed

presents this position clearly:

God has revealed only broad principles and has endowed man with the freedom to
apply them in every age in the way suited to the spirit and conditions of that age.
It is through the [jtihad that people of every age try to implement and apply divine
guidance to the problems of their times. (1976, p. 43)

The great Muslim reformer, Muhammad Igbal (the person credited with the idea
of Pakistan), in his book The Reconstruction of Religious Thought in Islam notes the

relationship between ijma, ijtihad and democratization:

The growth of the republican spirit, the formation of legislative assemblies in
Muslim lands constitute a great step in advance. The transfer of power of [jtihad
from individual representatives of schools to a Muslim legislative assembly
which, in view of the growth of opposing sects, is the only form Ijma can take in
modern times, will secure contributions to legal discussion from laymen who
happen to possess a keen insight into affairs . In this way alone can we stir into
activity the dormant spirit of life in our legal system. (pp. 173-174)

The above concepts and specific aspects of social and political operation offer a
way for developing an "authentic democracy in an Islamic framework.” As seen from the
above discussion, many of the concepts are not only political concepts but also offer ways
for organizing economic and social life within an Islamic democracy. The Qur'an further
indicates that, in organizing socioeconomic life in an Islamic societv, one must make a
preferential option for the marginalized, and institute justice even to the point of
revolution against the oppressors.

The Qur'an makes a clear choice for the mustad'afun (the vulnerable and
marginalized ) against the mustakbirun (the arrogant and powerful) even though the
former may not be Muslim (7:136-7; 28:5). This preferential option for the oppressed is
reflected in the particularized identification of God himself with the oppressed (28:5); the

lifestyle and methodology of all the Abrahamic prophets (11:89; 1:62; 12:23-30); and of
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Muhammad (peace be upon him) whom his wife A'ishah , described as a "living
reflection of the Qur'an” (Ibn Hanbal 1978, quoted in Esack, 1997, p. 100). Itis also
reflected in the Quranic denunciation of the powerful and the accumulation of wealth --
usurious transactions were prohibited with a warning of "war from God and His Prophet”
against those who continued such practices (2:279). Creditors were exhorted to recover
only their capital sums, "but if you dispense even of that then it would be more virtuous
for you" (2:219); and the Qur'an called for the liberation of women and slaves.
Furthermore, a number of verses link faith and religion with a humanism and a sense of
socioeconomic justice. A denial of these is linked with a rejection of justice, compassion
and sharing (107:1-3; 104; 22:45) (Esack, 1997, pp. 98-102). The above clearly indicates
that read, from the side of the marginalized and oppressed, the spirit of the Qur'an comes
to life and holds out the promise of socioeconomic equality and democracy.

Justice is expected to be the basis of the socioeconomic life in an Islamic society.
The Qur'an indicates areas where injustice may occur as in the trust of orphans and
adopted children (4:3; 33:5), matrimonial relations (4:3; 49:9), contractual dealings
(2:282), judicial matters (5:42; 4:56), interfaith relations (60:8), business (11:65), and
dealings with one's opponents (5:8). The Qur'an repeatedly contrasts justice with
oppression and transgression (3:25; 6:160; 10:47; 16:111) and obliges the faithful to
destroy the latter and establish the former. Justice is so important that the Qur'an states:
"Indeed we have sent Our Apostles with clear proof; And through them we have
bestowed revelation and the balance so that humankind may behave with gist (justice,
equity); And we have provided you with iron, in which there is awesome power as well as
(other) benefits for humankind” (57:25). The Qur'an calls on its followers to heed the
Apostle's message to struggle for justice, and legitimizes even the use of iron with "its
awesome power” to achieve it.

Scholars, like Ibn Qayyim al-Jawziyyah, believe that justice is the raison d'étre for
the establishment of religion: "God has sent his Messengers and revealed His Books so
that people may establish gist upon which the heavens and the earth stand. And when the
signs of justice appear in any manner, then that is a reflection of the Shari'ah and the

religion of God" (1953, quoted in Esack, 1997, p. 104).

~
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The reappropriation of the word jihad is important for Muslims to transform
themselves and create a truly democratic society. Jihad is popularly used for a sacred
armed struggle or war, but jihad literally means "to struggle,” "to exert oneself," or "to
spend energy or wealth" (Ibn Manzur quoted in Esack, 1997, p. 106). In the Qur'an, the
word is used to mean warfare (4:90; 25:52; 9:41), contemplative spiritual struggle
(22:78;29:6), and even exhortion (29:8; 31:15). The comprehensive use of the term jihad
in the Qur'an indicates that one is to struggle, to expend energy or wealth to transform
oneself (live a virtuous life) and society (rid it of injustice) by preaching, teaching, and,
where necessary, armed struggle to realize the will of Allah.

According to progressive Muslims, the Qur'an, in indicating the way socioeconomic life
must be organized in an Islamic society, clearly indicates how the political concepts
discussed earlier are to be interpreted and the potential for establishing Islamic
democracy. The desire to establish an authentic Islamic democracy is not an attempt to
be anti-western, but a critique of the western system which is seen as secular and

immoral. Muhammad Igbal presented a very strong critique of western democracy:

Igbal was undoubtedly a democrat...yet he bitterly denounced Western democratic
systems. Now, the essence of his criticism is that Western democratic societies
aim only at accomplishing materialistic ends....Igbal rejected Western democratic
systems because of their lack of ethical and spiritual concerns. It is not their
democratic forms and processes which are in error but their orientations and value
systems. (F.Rahman, 1986, p. 94)

TRADITIONS OF CITIZENSHIP EDUCATION

In discussing the democratic tradition I noted that, prior to the nineteenth century,
an "aristocratic theory of the state,” that is "one that assumes that there is a small group of
people that, by reason of birth or training, is especially fit for the business of rule”
(Resnick, 1990, p. 14) was dominant. Resnick argues that the aristocratic view --
meritocratic rather than hereditary in character -- is evident in modern political

philosophy in "elitist theory” which

can range from a fairly conservative notion of those groups who ought, by reason
of background or training, to fill important positions in the state (Mosca), to
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revisionist liberal interpretations that look to the masses in modern states to
choose, in periodic elections, between competing political elites to rule over them
(Schumpeter), to radical versions as in fascism, that look to charismatic
individuals or self-selected groups to provide the impulse and direction ostensibly
lacking in Western societies in their periods of alleged decline. (1990, p. 16)

Also evident in Leninist theory is the call for "a small group of politically trained cadre,
steeped in Marxism and revolutionary theory...to bring revolutionary ideas to the working
class and prepare the overthrow of a reactionary regime"” (ibid., p. 16). Political concepts
in the Qur'an have also been interpreted to serve monarchical and dictatorial systems.

Resnick (1990) argues that aristocratic practices are observable in most
democratic countries where the legislature, executive, and judiciary are separated from
each other and where people's participation is limited to electing members of the
legislature. Aristocratic practices are also observable in socialist countries where the
vanguard of the party rules and in [slamic countries where "clerical-lay alliance” (Iran)
rules and people’s participation is negligible.

The aristocratic view in these theories and practices are reflected in a form of
citizenship education, commonly known as “citizenship transmission” (Barr, Barth and
Shermis, 1977) or "socialization" (Engle and Ochoa, 1988) or "cultural transmission”
(Janzen, 1995; Martorella, 1996), which research shows is the dominant method of
teaching in social studies classrooms (Cuban, 1991; Fouts and Chan, 1996; Janzen, 1992;

Leming, 1994; Marker and Mehlinger, 1992; White, 1997).

The Aristocratic Conception of Citizenship Education: Citizenship Transmission
The most important duty of a citizen, for those who hold the aristocratic view of
the state, is to vote for appropriate representatives during elections. Citizens must also be
loyal to the state and its institutions, share common cultural values, obey the law, and
fulfill their duties (vote, pay taxes). This conception of citizenship views ordinary
citizens as limited in their capacity to make judgments about complex public issues and
problems, which are best left to political elites especially trained for the task. Citizenship

in this view consists of being informed about public issues and problems and voting for
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representatives best able to address them. This conception of citizenship requires citizens
to be knowledgeable about mainstream versions of national history, the structure and
function of public institutions and the rights and duties of citizens.

The knowledge in this conception of citizenship education is drawn from history,
geography and civics. While history classes in Canada teach students, for example, to
revere "saintly heroes and fervent Christians who built their heritage” (Hodgetts, 1968, p.
32), in Pakistan they emphasize the study of the life and times of Prophet Muhammad and
the righteous caliphs, and "ritualistic Islam"” (Hoodbhoy and Nayyar, 1985). Students in
Pakistani classrooms also learn "to follow the government in office,” "hate India,” and
"support military rule” (Aziz, 1992; T. Rahman, 1999). Geography is limited to the study
of names and places, and civics to the study of the structure and function of public
institutions and the rights and duties of citizens. This knowledge comes largely from
textbooks that cover topics and events superficially (Anyon, 1978, 1979; Aziz, 1992). In
addition, the knowledge is often outdated, inaccurate and biased (Aziz, 1992; Hoodbhoy
and Nayyar, 1985; Ramonowiski, 1996; Sears, 1996b). A most important function of
history and social studies texts in most countries is to promote patriotism and nationalism
(Aziz, 1992; Heater, 1990; Kazi, 1991: T. Rahman, 1999; Smith, 1995). They also "serve
a socializing and moralizing purpose” and "are incorrigibly hierarchic and deferential in
their sympathies” the purpose of which is for students to "accept unquestionably the
impressions and worldview created by the language of textbooks" and the maintenance of
the status quo (Aziz, 1992; Conley, 1989; Hoodbhoy and Nayyar, 1985; Ramonowiski,
1996).

Research in social studies classrooms indicate that not much has changed over the
century. History classrooms in 1907 and 1911 show teachers averaged 64 percent of
classroom discourse, with students taking a back seat in all observed exchanges (Stevens,
1912, quoted in Cuban, 1991) and history lessons were oriented towards memorization of
facts. More recent research indicates that instruction in history and social studies
classrooms tends to be teacher-centered with texts used every week and lectures almost
everyday. Teaching was dominated by textbook assignments, recitation lessons and an

avoidance of controversial issues (Fouts and Chan, 1996; Goodlad, 1983; Marker and
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Mehlinger, 1992; Shaver, Davis, and Helburn, 1978; White, 1997). The use of recitation
and lectures demonstrates that teaching usually occurs through transmission of knowledge

from teacher to student. Osborne (1991) explains how this works in classrooms:

The traditional view of teaching sees it as the transmission of knowledge and
skills, a one way sending of a message from expert to novice in which the
receiver's job is to take in the message as accurately as possible, without distortion
or alteration. (p. 26)

A number of social studies theorists (Apple, 1990; Banks, 1995; Sears ,1996b) argue that,
along with the transmission of knowledge, teachers transmit a "message” of what the
knowledge means and what the skills are to be used for. Apple (1990) examined these
messages and argued that they taught students to passively accept what they were taught
as true and to conform to the existing society. Anyon (1981) has demonstrated that
different knowledge is transmitted to students from different socioeconomic backgrounds
in social studies classrooms and Grant (1984, quoted in Hursh, 1997, p. 114), that it
differs according to gender and race.

The citizenship transmission model is an elitist model in several ways. First, it
excludes the experience of many groups, women, the working class, cultural minorities
from the curriculum and the textbooks (Banks, 1995; Bernard-Powers, 1997; Kazi, 1991;
Noddings, 1997: Osborne,1991; T. Rahman, 1999; Tomkins, 1986). Second, different
knowledge is provided to different groups of students, thus preventing disadvantaged
groups from receiving citizenship education of equal quality (Anyon, 1981; Apple, 1990:
Hursh, 1997; Kozol, 1991; Osborne, 1991; Yeo and Kanpol; 1999). Third, most students
are taught to passively accept what they are taught as true, to obey and show deference to
authority, to conform and follow directions (Apple, 1990; Cuban, 1993; Hodgetts, 1968;
Osborne, 1991; Ramonowiski, 1996; Sears and Parsons, 1991). Only a select, allegedly
academic few are encouraged to think for themselves (Osborne, 1991; Kozol, 1991).
Citizenship education, as described above, has the potential to alienate these groups from

participation in the public sphere (Sears, 1996b).
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Most important to this study is research that indicates that citizenship education

that emphasized

the use of printed drill in the class, the stress on factual aspects of the subject
matter, and the engagement of the student in various patriotic rituals (such as flag
raising ceremonies) have, if anything, a counter productive effect in civic
education. (Tormey, Oppenheim and Farnen, 1975, p. 19)

Torney, et.al. (1975) also found that a nationalistic orientation and the use of patriotic
rituals resulted in students who have "a lower level of knowledge and less support for
democratic values, but often higher interest in political participation” (p. 334). Such
uncritical attachment to one's country, Pratte (1988) argues, "too often leads to narrow
minded xenophobia” (p. 8) and he suggests educating for "a thinking loyalty, rather than
an unthinking loyalty" to one's country.

To promote the development of citizens who will institute democracy (political
and economic equality) an alternative form of citizenship education is required. There is
evidence of the use of other methods in the social studies classrooms but they are used
less frequently and are largely teacher-centered. Cuban (1991) provides evidence of
research in elementary classrooms that indicate teachers do use interactive techniques and
small group procedures but largely rely on the textbook and direct everything themselves.
Barr, Barth and Shermis (1977) also point out, that some teachers do use more
"progressive” methods, such as "discovery learning.” However, social studies scholars
inform us that a liberal democratic conception of citizenship education is dominant in
most curriculum documents (Banks, 1995; Masemann, 1989), has influenced the
"research, teaching, and writing of social studies literature by scholars and university
professors (Banks, 1995; Leming, 1992) but it had little influence on actual classroom

practice (Leming, 1992; Shaver, Davis and Helburn, 1979).

The Liberal Democratic Conception of Citizenship Education: Teaching the Social
Sciences and Reflective Inquiry

According to Resnick (1990) "Liberal theorists of the state emphasize the

representative and limited character of state authority and the existence of a significant
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sphere of individual liberty - political, economic and religious - for the citizens" (p.23).
Referring to influential liberal thinkers (Locke, Burke, Madison, and Hamilton) Resnick
argues that they believed that ordinary citizens would participate in social organizations
but would leave governance of the state, in so far as it did not conflict with their
individual rights, to elected representatives. Liberal democracy Resnick (1990) and
Barber (1984; 1998a) argue emphasize citizenship as an individual and private matter
rather than collaborative participation in matters of the state. As a result in most liberal
democracies citizen participation has been reduced to protecting individual rights and
voting for individuals who will govern in the interest of all. Voting is seen as a social
responsibility which requires citizens to be well-informed about the issues, use their
critical thinking skills to be able to sort out between true and false information and to
make decisions in the interest of the society as a whole. Citizenship education must,
therefore, prepare knowledgeable citizens who can bring this knowledge to bear in
making decisions and resolving the problems that face them and the nation.

Knowledge, in this conception, comes from the study of concrete problems of
importance to society and of interest to the students (Rugg, 1939; Hunt and Metcalf,
1955; Oliver and Shaver, 1966; Engle and Ochoa, 1988; M. Evans and Lavelle, 1996; R.
W. Evans, 1997). The outcomes that will accrue to students are "dealing with change,
complex problem solving and ethical decision making” (Drake, 1995, p. 28). The study
of personally-felt and socially-shared problems requires an interdisciplinary approach as
opposed to the study of separate disciplines (Drake, 1995; Beane, 1997; R. W. Evans,
1997). Engle and Ochoa (1988) argue that students involved in the study of social issues
learn far more, even in the area of basic facts. While it is essential to study contemporary
problems, Engle and Ochoa call for a study of history -- not just facts and events but

analytically:

Such history would need to go both wide and deep. It would need to expose the
problems of interpretation and the problems of verification that confront the
historian honestly...it would need to provide young citizens with the opportunity
to think about the history of our democracy and to think about its problems in the
light of that history. (1988, p. 137)
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The approach to teaching in the liberal democratic conception is reflective inquiry
which was first proposed by Dewey in 1933. This approach to teaching was taken up by
Hunt and Metcalf (1955) who suggested that controversial topics could be used as
beginning points for reflective thinking activities. Today, the strongest proponents of
inquiry are Engle and Ochoa (1988); M. Evans and Lavelle, (1996); and R. W. Evans,
(1997). The literature suggests two inquiry processes, one for testing truth claims, which
closely parallels the scientific method, and one for decision-making around social
issues/problems. The first is often called discovery and follows a structure of the
discipline's design (Bruner, 1963). It focuses on the way professionals in the social
science disciplines gather and verify knowledge as it is related to specific principles and
propositions in the discipline. Discovery stresses conceptual development, process and
problem-solving. Even though students are actively engaged in hands-on activities,
discovery is a teacher-centered approach as the teacher poses the problem, often decides
which method(s) will be followed and students are encouraged to move towards
predetermined answers.

The second inquiry method focuses on the inquiry into social problems with the
aim of preparing students to make decisions in the larger sociopolitical context.
Reflective inquiry begins with the identification and definition of a problem. Students
identify the value assumptions which will help in the identification of alternatives and in
making decisions. Students then identify alternatives and predict the consequence of each
alternative. They then decide on a course of action and justify their decisions (Engle and
Ochoa, 1988). Unlike discovery, inquiry is not teacher-centered as problems chosen for
study emanate from the interests and curiosity of the students. Students conduct the
inquiry themselves with the teachers acting as facilitators. Outcomes are not known and
because of different value assumptions different decisions may be arrived at. Itisa
generative process as it leads to the construction of new understandings and knowledge.
Inquiry is a more suitable process for the preparation of citizens in a democracy who
often have to make decisions in the absence of independent ground (Barber, 1984).

This conception of citizenship education addresses many criticisms raised about

the "traditional” citizenship transmission conception. Advocates argue that an issues-
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centered curriculum can bring the views as well as issues affecting groups that were
previously excluded from the curriculum into the classroom (Engle and Ochoa, 1988).
Both models, discovery and inquiry, call for students' active participation, but students
have a decision-making role and generate new knowledge in the social inquiry mode
which is more suitable for the kind of participation required in liberal democracy (Engle
and Ochoa, 1988; M. Evans and Lavelle, 1996). This approach is interdisciplinary as
knowledge from a number of disciplines is brought to bear on an issue as well as teachers’
and students’ own experiences (Engle and Ochoa, 1988, R. W. Evans, 1997).

The liberal democratic conception of citizenship education has been quite
influential in the discourse on social studies education, but it has generally failed to gain
acceptance in schools (Leming, 1989; R. W. Evans, 1997, Sears, 1996b). There are many
reasons for this lack of implementation. First, education officials have not been receptive
to a model of citizenship education that encourages reform of society and social
institutions. Brady (1993) observes that governments do not wants public institutions that
may challenge or openly oppose it and van Manen and Parsons (1983) point out, "what
social power (province or country) would support a curriculum whose stated goal was
reconstruction” (p. 6). Second, the failure of social studies theorists and teachers to come
to an agreement about what the vision of a good society is and to work together towards it
is another reason for non-implementation (Leming, 1989). Third, many social problems
facing society are controversial. Teachers and schools prefer to avoid such issues, fearing
a backlash from parents or interest groups. Fourth, the difficulty, to date, of defining the
precise nature of issues-centered education (M. Evans and Lavelle, 1996; Leming, 1989).
Fifth, the split between the intellectual realization of ideals and the assumed pragmatic
demands of survival in the classroom (Brady, 1993). Sixth, the structure and organization
of schools themselves that tend to reinforce the norms of hierarchical control and
undermine curricula and instructional reform (M. Evans and Lavelle, 1996; R.W. Evans,
1997).
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The Marxist Conception of Citizenship Education: Critical Pedagogy

Critical pedagogy is a form of citizenship education derived from Marxist theory.
It goes beyond classical Marxism drawing from other sources such as critical theory, the
sociology of knowledge, feminist theory, and cultural studies. This is an important
educational discourse at the university, but has not found its way into the social studies
curriculum or classrooms (Osborne, 1991; Sears, 1996b) except in a few cases (Smith,
1995; Chilcoat and Ligon, 1998). Many writers attribute the failure to implement critical
pedagogy to the fact that while critical theorists provide an "exciting vision of more
democratic schooling and society" they have failed to provide teachers with examples of
“transformative pedagogies” (Elisworth, 1989; Gore, 1993; Osborne, 1991; Wardekker
and Miedema, 1997). Critical theorists have also provided educators with insightful
theoretical and political analysis of schooling that allows them to challenge what Foucault
(1990) calls "regimes of truth” or taken-for-granted ways of understanding, speaking and
acting. However, this "language of critique” while important, has failed to provide
educators with a "language of possibility” (Aronowitz and Giroux, 1993; Giroux and
McLaren, 1992; Simon, 1992), a language that would provide teachers and students with
hope and courage to transform their lives, the teaching and learning in classroom, and the
organization of schools and society. Another reason for non-implementation often
mentioned in the literature is the unnecessarily obscure language used in writing on
critical pedagogy which hinders it from being accessible to those for whom it might be
most useful (Gibson, 1986; Osborne, 1991).

Citizens in the critical pedagogy conception are seen as active participants in the
affairs of their immediate community, their nation and the world with the intention of
transforming the larger social context in the interest of a more just and equitable order.
All citizens must participate actively in discussing social, economic and political issues
(Smith, 1995; Chilcoat and Ligon, 1998), make decisions about them and work
cooperatively to address them so as to promote the common good (Chilcoat and Ligon,
1998). Citizens must be knowledgeable about the structures and processes that privilege
some groups at the expense of others and must work to change them (Apple, 1999:
Giroux and Penna, 1988; Banks, 1995; Osbome, 1991) .
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Citizenship education must begin with an analysis of society to see how it can be
made into a genuine democratic society, one that is responsive to the needs of all -- not
just a privileged few (Chilcoat and Ligon, 1998; Giroux and McLaren, 1992; Osborne,
1991; Smith, 1995). This analysis will provide the answers to the kinds of knowledge,
values and social relationships that are to become part of our educational practice.
History is important. Students should learn how society has come to be the way it is and
to realize that society is not given and therefore they can take actions to change it (Smith,
1995; Giroux and McLaren, 1992). Knowledge is derived from students’ culture and
experience, therefore student experience and culture must become part of the curriculum.
But teachers must go beyond to introduce students to the wider world of knowledge and
ideas. Teachers must also recognize that students' experience might contain unacceptable
values (classist, racist, sexist). They must, therefore, use students’ experience to have
them engage in thoughtful reflection and connect this educational activity with action for
social change (Banks, 1995; Bartholome, 1994; Giroux and McLaren, 1992; Osborne,
1991; Shor and Freire, 1987). The aim of teaching is not "to fit" students into existing

society but to

stimulate their passions, imaginations, and intellects so that they will be moved to
challenge the social, political, and economic forces that weigh so heavily upon
their lives. In other words, students should be educated to display civic courage,

i.e., the willingness to act as if they were living in a democratic society. (Giroux,
1983, p. 201)

To achieve this aim, critical pedagogy insists on democratic classrooms -- classroom in
which there is a more equal relationship between teachers and students. Students must be
involved in selecting what they are to learn and in deciding how they are going to learn
(Apple and Beane, 1995; Chilcoat and Ligon, 1998; Sehr, 1997; Volk, 1998). Classroom
interactions must serve to empower students to understand their world and to take action
for social change. In Freire's words, they must learn to read the word and the world. This
means students must critically reflect on knowledge to see how it is linked to both history
and existing sociopolitical conditions so that they become "both personally reflective and

socially conscious" (Osborne, 1991, p. 54). Self-empowerment must be linked to social
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change. Therefore, classroom interactions must prepare students to take action as a class
related to the area under study or in collaboration with groups working for social change
outside the school.

Critical pedagogy has been influenced by the ideas of Paulo Freire. Freire's
strategies of problem-posing and dialogue are often used. Problem-posing involves
engaging students in the study of problems that the students themselves identify or
recognize as important. Teachers must recognize that students may not be able to identify
problems as they are part of a "culture of silence” or the problems they identify may be
distorted by ideological constraints. Freire, therefore, stresses the importance of teachers
and students working together so that "the teacher-of-the-students and the students-of-the
teacher ceases to exist and a new term emerges: teacher-student with student-teachers”
(Freire, 1970, p. 67). Another approach, borrowed from Freire, is dialogue. Dialogue for
Freire is not competitive, but cooperative. It is not an interaction between one-who-
knows and one-who-learns, but a process in which people collaborate as both knowers
and leamers, in which all contribute. It is an "act of creation”, not of transmission or
domination (Freire, 1970, p. 77). To engage in successful dialogue requires love,
humility, and faith. Teachers must respect their students for who they are and what they
can become. Humility will enable them to see themselves as learners and their students
as teachers. And faith in the ability of each to grow and become fully human (Freire,
1970).

Because everyone is encouraged to work cooperatively towards the common
good, cooperative learning is an important methodology in critical pedagogy. However,
in critical pedagogy it is not simply a method of helping students to achieve high scores

on tests but

a framework for thinking about how power is allocated, how decisions are made,
how multiple perspectives can be heard and validated. Cooperative learning can
allow us to create participatory communities, classroom models of democracy,
spaces for discourse and critical examination of the ways in which certain voices
are silenced by ... our current models of teaching. (Sapon-Shevin, 1991, p. 12)
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The Islamic Conceptions of Citizenship Education: Islamic Socialization and
Liberatory Praxis

Two conceptions of citizenship education emerge from the Islamic tradition. The
first, what I have called Islamic socialization, emerges from the present system of
education provided in most madrasahs (religious schools) where the aim is to prepare
students to restore the Islamic state as in the time of Prophet Muhammad in Medina and
the righteous caliphs. The second, emerges from the writings of Islamic reformists and
progressive Muslim scholars of the late nineteenth and twentieth century who sought to
unite and strengthen Muslim communities through a reinterpretation of Islam and Islamic

tradition in light of the sociopolitical realities of the contemporary world.

Islamic Socialization
Islamic socialization begins with the premise that the most important duty of a citizen is
to be well-versed in knowledge of the Qur'an and sunnah and to know one's duties to
Allah, to his people and to the state.

The curriculum of the madrasah consists of two branches: revealed knowledge
and knowledge acquired through intellectual endeavor. Revealed knowledge is
knowledge derived from the Qur'an, hadith (tradition, conveying a saying or action of
Muhammad), figh (Islamic jurisprudence), philosophy of religion and linguistic sciences.
Knowledge acquired through intellectual endeavor is knowledge received from a study of
the natural sciences, the social sciences and mathematics. There is a strong bias towards
the study of revealed knowledge in the madrasah and a suspicion of science -- which is
seen as being in opposition to Islam, as Islam is based on revelation and not empirical
observation (M. S. Khan, 1986, p. 30). Anything inimical to the tenets of Islam is
excluded from the curriculum (M. S. Khan, 1986; Nayyar, 1998). Since the attempt to
merge the secular stream of education with the madrasahs in Pakistan in 1979, the
textbooks prescribed by the government for social studies are being used in some
madrasabhs, albeit in different proportions and emphasis. The exception being those

madrasahs which prepare students for the matriculation examinations.
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Education in the madrasah consists of the study of a number of textbooks.
"[E]mphasis [is] on factual information and memorization and neglect[s] understanding”
(M. S. Khan, 1986, p. 29). "Students are given quarterly, biannual, and annual
examinations, passing of which form the criterion for promotion to the next grade”
(Nayyar, 1998, p. 229). M. S. Khan states that "corporal punishment was considered a
rule rather than the exception the madrasah. The rod was regarded as a valuable auxiliary
of the teacher's art....But to protect the children from undue [punishment]...It was laid
down that punishment should be limited between three and ten light strokes” (p. 25).

Recognizing that the madrasahs are not preparing citizens to play the role called
for in today's society, a seminar was held in Islamabad in 1986 to discuss the need for
changes in the curricula of the madrasah. Professor Khurshid Ahmed head of the Jama't-

i-Islami in his opening remarks said:

It is a fact that the leadership which is emerging in all the spheres of life today,
and the way and with the mental attitudes the national policies are being
formulated, the religious education has little or an insignificant impact on it...It is
a fact that [the effect of] the curriculum of our religious schools is quite different
from what it was during the Muslim rule; at that time the system of education
accorded well with the civic and governmental requireiiicnts of the time, and was
producing results that the religious system of education is not giving. (Ahmed,
quoted in Nayyar, 1998, p. 236)

However, Nayyar notes that his "guarded criticism of the madrasah curriculum was
vehemently contested by other speakers” (p. 237) who feared change would lead to
difficulty in finding people who could correctly read the Qur'an or lead the prayers and to
arguing that it was not the curriculum that was the problem but the lack of conscientious
teachers and students (Nayyar, 1998).

It is the kind of thinking expressed above and the failure to use ijtihad that Iqbal
(1968) argues is the cause of the immobility of Islam in the last five hundred years. He
blames the ulema (religious scholars) for closing the door to ijtihad and for stopping the

dynamic process of reinterpretation of Islamic teachings and principles to new situations.
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Liberatory Praxis

In my effort to conceptualize citizenship education as liberatory praxis I have drawn on
the writings of the Islamic reformists and progressive Muslim scholars of the late
nineteenth and twentieth century. The ideas given below are only illustrative of what
citizenship education as liberatory praxis might include. Citizenship education conceived
of as liberatory praxis calls for active participation by all citizens in self-government
because sovereignty resides in the people. Because citizens have to govern themselves,
they must be well-informed about the issues of society use ijtihad to understand the issues
and participate in discussions to make decisions in the interest of the common good.
Citizens must work together to create a society based upon freedom, equality and
brotherhood/sisterhood.

Knowledge in this conception comes from studying the Qur'an and sunnah itself
"rather than from post Muhammadan legal or theological tradition” so that interpretations
are "free from legal or 'orthodox’ meanings which tradition has accorded them” (Esack,
1997, p. 84). Another source of knowledge must be the culture and experience of the
students themselves. Students must study the problems and issues in society bringing the
knowledge of all the disciplines, their knowledge of the context and knowledge from the
Qur'an and sunnah to bear on it. Students must study history critically so they can
respond to the demands of today's world. As Igbal stressed "a false reverence for past
history and its artificial resurrection constitute no remedy for a people's decay” (Igbal,
1968, p. 151).

Liberatory praxis requires that teaching practices be democratic and take place in
democratic classrooms. A number of teaching practices are implied by this conception.
The first is critical inquiry of social issues and problems. Students should study
significant social issues going through a process in which they become informed about
the issue and take action based on the information. Students must collect information on
the issue from the sources mentioned above, engage in a historical inquiry to see why it is
an issue, subject the information to ijtikad, discuss the information with each other and
find ways of addressing it. The ways of addressing the issues and the actions taken to

address them must be liberating.
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The teaching practice of discussion is implied in the Islamic concept of shura.
Shura means mutual discussion on an equal footing. Students must engage in open
discussion in preparation for their role as citizens. This understanding of shura
challenges the traditional authority of the teacher in the classroom and calls for a more
equal relationship between teacher and student.

Great stress is laid on cooperation and working for the common good. Classroom
practices based on individualism and competition must be replaced by cooperation. A
cooperative classroom environment must be created, in which students learn and work

together so that all may realize their potential.

Citizenship Education in Schools in Pakistan

There are two streams of education in Pakistan: the secular stream and the
madrasahs. The madrasahs were first established in India in the thirteenth century and
were the only formal system of education, educating religious leaders and people for state
employment. When the British colonized India in the eighteenth century they estzblished
an education system to educate Indians for clerical positions in the civil service. The
secular stream is a legacy of the colonial tradition. Citizenship education in social studies
classrooms in the secular stream follows the citizenship transmission model. Citizenship
education in the madrasahs follows the Islamic socialization model described above.
While content knowledge in both streams is different, teaching and learning practices are
similar because the colonial system reinforced educational ideas and practices similar to
the education imparted in the madrasahs. For example, the majority of Muslim scholars
define the Qur'an as "The inimitable revelation, the Speech of God revealed to the
Prophet Muhammad through the Angel Gabriel [existing today] literally and orally in the
exact working of the purest Arabic” (Ibn Manzur, quoted in Esack, 1997, p. 53). The
belief of Muslims in the unchanging nature and universalism of the Qur'an facilitated the
acceptance of the universalism and "truth value” of the ideas contained in other texts. M.
S. Khan (1986) observes that in the early days of Islam learning centered around teachers
rather than schools. Outstanding teachers who leamnt the tradition attracted students from

near and far who sought knowledge from them. The teacher played an active role while
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the student passively listened to the teacher. Lyman (1996) suggests that the prestige
accorded the Great Books in liberal education and the resultant importance of the author
and passivity of the reader may be responsible for the prevalence of passive education
conducted by books and lectures in classrooms. The importance of the teacher and of
books in both traditions reinforced the authority of the teacher and the passivity of the
students. The emphasis on conformity and acceptance rather than critical thinking and
inquiry in the madrasahs facilitated the institutionalization of colonial teaching practices
which also encouraged students to passively accept rather than critically think about what
they were learning.

Knowledge in both traditions is seen as consisting of objective facts and education
as developing mastery of facts. The predominant method of teaching is transmission of
knowledge and leaming memorization of knowledge. Warwick and Reimers (1995) in
their study of classrooms in Pakistan showed that teachers usually lectured to students
who passively listened to the teacher and the assignments in which students were
involved were generally reading the textbook or answering end-of-the-chapter questions.
Since knowledge consists of facts and facts can be subjected to empirical verification,
standardized tests have been developed to measure knowledge and determine
effectiveness of teaching and learning.

The citizens produced through this system of education are passive. They lack the
ability to critically analyze their society, find creative solutions to the issues and concerns
facing their society and to act with courage to make their society more democratic. If the
education system in Pakistan is to prepare citizens who will actively and responsibly
participate in creating a democratic society than it will have to move from citizenship
education as socialization into the existing society to citizenship education as liberatory
praxis.

As can be seen from this review, the concept of democracy from the Greeks to the
present times has theoretically been conceived in different ways. Different conceptions of
democracy have given rise to different conceptions of citizenship education. Resnick
(1990) argues that aristocratic practices (hereditary, meritocratic, theocratic) are

observable in most democratic countries and I have argued that they are evident in
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socialist and Islamic countries. The review indicates that the aristocratic view in these
theories and practices are reflected in a form of citizenship education commonly known
as citizenship transmission in most social studies classrooms. Liberal and liberatory
theories are common in the university but these have generally not found their way into
social studies classrooms.

This study sought to understand why citizenship transmission predominates in
Pakistani classrooms and how the conception of citizenship education as liberatory praxis
can become the practice in social studies classrooms in Pakistan. It is hoped that by
researching into why social studies education has come to be the way it is and exploring
alternative understandings and practices we will come to a deeper understanding of how

to educate for democratic citizenship in social studies classrooms in Pakistan.
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Chapter three
THE RESEARCH ORIENTATION

In the previous chapter [ presented the historical development of different
discourses on democracy and the corresponding conception(s) of citizenship education. I
have noted that, while liberal democracy is the predominant political system in the world,
citizenship transmission has remained the predominant conception of citizenship
education. [ have also demonstrated that piecemeal interpretations of the Qur'an have
generally served political systems of monarchy (hereditary) or dictatorship (state).
Challenges to the monarchical and dictatorial political systems in Muslim countries have
come from two sources: fundamentalist Islam and progressive Islam, both of which find
Islam incompatible with materialistic ends of liberal democracy and the atheistic stance of
Marxist communism positing religio-sociopolitical ends. Fundamentalist Islam seeks to
realize these ends by the establishment of an Islamic state wherein the sovereignty of God
would be supreme and enforcing the Shari'ah (literally path, religious law of Islam) as
fundamentalists understand it so as to restore the Islamic society of the Muhammadan era.
Progressive Islam borrows tools for analyzing the world of the oppressed from Marxist
theory, but derives its inspiration from the liberatory message of the Qur'an and the
struggles of all the prophets to create the kingdom of God on earth. Fundamentalism
characterizes the citizen as obedient to the will of Allah as fundamentalists understand it
thus transmission of knowledge is called for. To realize the liberatory message of the
Qur'an means to adopt teaching and learning practices designed to create the material
conditions for a more equal and just society.

A study concerned with the quest for the possibilities of educating for democratic
citizenship through the teaching of social studies requires that one first obtain an
understanding of the context within which citizenship is being considered. As a study
concerned with understanding, it was inherently a hermeneutic study. Hermeneutics
performs a philosophical task and provides a research methodology in this study.

Because hermeneutics is concemned with understanding human situations hermeneutic

insights will be relevant to understanding how teaching and learning social studies has
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come to be the way it is and through critical reflection the actions needed to create
alternatives. The methodological task relates to the way of arriving at knowledge from
experience. Therefore, the philosophical hermeneutics of Hans-Georg Gadamer (1989)
and the critical hermeneutics of Jurgen Habermas (1972) inform the theoretical grounding

within which the research question is addressed.

NEED FOR AN ACTION ORIENTED CRITICAL UNDERSTANDING
Hermeneutic Inquiry

Hermeneutics is the study of understanding and how it is revealed through
interpretation. Hermeneutics was originally concerned with the interpretation of texts in
the fields of theology, philology and law but present day hermeneutics extends beyond
texts to oral speech and human action. Modern hermeneutics emerged as a response to
the application of empiricism employed in understanding the natural world to the study of
the human or "cultural" sciences. Modern hermeneutics drew together the science and art
of interpretation into a general theory of knowledge known as the Giesteswissenschaften
which provided both the methodology and conditions for valid knowledge unique to the
human sciences.

The first individual to attempt to develop a framework for the conditions of
knowledge unique to the human sciences was Schleiermacher. Schleiermacher sought to
integrate the "regional hermeneutics” of philology and theology into a "general
hermeneutics” so as to arrive at a method for valid interpretation. To address the question
of explanation and understanding he made a distinction between the grammatical and
psychological aspects of text interpretation. Grammatical interpretation was concerned
with the objective features of language, while psychological interpretation was concerned
with the inner thoughts of the author. The problem with Schleiermacher's hermeneutics is
the problem of objectivity and subjectivity. Objectively there was the problem of how to
distinguish the author's individuality from common language and subjectively there was
the problem of mediation between an emphatic understanding of the author and

appreciating the individual differences between subjectivities. Ricoeur (1981) explains
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that at the practical level grammatical and psychological interpretation cannot be carried

out as one excludes the other:

...not only does one form exclude the other, but each demands distinct talents, as
their respective excesses reveal: an excess of the first (grammatical) gives rise to
pedantry, an excess of the second (psychological) to nebulosity (p.47).

Gadamer gives interpretation a more ontological grounding. He does not see the
task of hermeneutics as specifying a distinctive method but as explicating a "distinctive
type of knowledge and truth that is realized whenever we authentically understand”
(Bernstein, 1986, p. 89). Central to understanding for Gadamer is the notion of prejudice
which is our history, tradition or forestructure. Gadamer argues that our understanding
will be prejudiced because of our tradition but that our tradition makes understanding
possible as well. "They are simply the conditions whereby what we encounter says
something to us" (Gadamer, 1984, p. 235).

According to Gadamer (1989) arriving at understanding is conditioned by the
horizon of the reader and the horizon of the text which determine the limits within which
the text, oral speech or human action can be interpreted. For example, every person
engaging in interpretation comes with a history -- personal, educational and societal
background, linguistic ability, familiarity with the subject matter, questions and
expectations. The text, speech or action itself is conditioned by time, culture, and the
intentions of the person who produced it. Arriving at understanding is much more than
understanding the meaning present in texts, speech or action alone. It also transcends
attempts to find out what the author or interpreter had in mind. Arriving at understanding
is a mediation of all.

Understanding occurs within language. Language is central to hermeneutics and
to our understanding the world because it is through it that the subject matter of the text is

disclosed. Palmer summarizes this hermeneutical principle well:

Language shapes man's [sic] seeing and his thought — both his conception of
himself and his world (the two are not separate as they may seem). His very
vision of reality is shaped by language. Far more than man [sic] realizes, he
channels through language the various facets of his living - his worshipping,
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loving, social behavior, abstract thought; even the shape of his feelings is
conformed to language. (1969, p. 9)

Language as being, and the mediation between text and interpreter come together in
conversation. Gadamer uses the example of conversation to illustrate the hermeneutic
experience. Like the reader reading a text, the participants in the conversation do not
place themselves within the subjectivity of the other but both direct themselves to the
topic of the conversation. Conversation suggests both philosophical and methodological
aspects of Gadamer's hermeneutics (Carson, 1984). Gadamer, however, does not see
conversation as a method but uses conversation to illustrate how understanding occurs.

Habermas' critique of Gadamer revolves around questions of language, scientific
knowledge, tradition and economic and political domination. Habermas questions
Gadamer's claim of universality by pointing out that the technical language of science is
monological, while the everyday language of communication is dialogical. He, therefore,
questions the possibility of bridging the gap between the two. Habermas challenges
universalization in another way, arguing that language is always constrained by social and
economic structures of domination, and interpretation of meaning must include an
understanding of the social and political factors of domination. Therefore, in place of a
trusting hermeneutics, Habermas proposes a "depth hermeneutics,” or a hermeneutics of
suspicion. Habermas suggests that participants in conversation by using critical reflective
interpretation can uncover distortions and arrive at truth. In Knowledge and Human
Interests (1972) he explains how Freudian psychoanalysis might be applied to bring these
distortions to the attention of participants.

The writings of Paul Ricoeur seem to indicate the possibility for dialogue between
epistemology and ontology and thus re-addresses the question of validity. His writings
also provide a link between Gadamer’s hermeneutics and Habermas' critical hermeneutics.
Ricoeur disagrees with the dichotomy between explanation and understanding and
suggests both are necessary for the "appropriation” of a text. Ricoeur explains that
"appropriation means to make one's own what was initially alien, so that interpretation

brings together, equalizes and renders contemporary and similar” (Ricoeur, 1981, p. 185).
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Appropriation is not about seeking the intentions of the author but an increase in self-
understanding through the actualization of the meaning of the text.

Of particular interest to this study is the way in which Ricoeur mediates the
problem of tradition and criticism in the Gadamer-Habermas debate in which Gadamer
holds that understanding is linked to tradition and Habermas argues that tradition should
be subjected to critical reflection for authentic understanding. Ricoeur observes that a
closer study of their works reveal that both have the same ethical goal, that is, to stop the
domination of technical reason and to defend practical reason. Both Habermas and
Gadamer believe the essence of being human is to be dialogical and it is this dialogical
character of being that is threatened by technological society. Riceour’s dialetic which
projects critical distance as a precondition for understanding reflects Habermas's critical
approach to the recovery of dialogue. But he holds that critical interest itself can only
originate in the tradition in which it is situated. Ricoeur (1973) shows how both tradition

and criticism are essential to understanding:

First, that a hermeneutic of tradition can only fulfill its program if it introduces a
critical distance, conceived and practiced as an integral part of the hermeneutic
process. And, secondly, and on the other hand, that a critique of ideologies too
can only fulfill its project if it incorporates a certain regeneration of the past,
consequently, a reinterpretation of tradition. (pp. 159-160)

Forms of Hermeneutics

In Education and Hermeneutics Shaun Gallagher posits four kinds of
hermeneutics, each of which takes a different stance towards the question of
interpretation. These forms of hermeneutics are: conservative, moderate, radical and

critical.

Conservative Hermeneutics
Gallagher classified the work of Friedrich Schieiermacher and Wilhelm Dilthey
as conservative hermeneutics because, for them, hermeneutics is guided by the romantic

desire to understand the original intention of the author and to objectively transcend the
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limits of history. It is assumed that truth will be arrived at through the use of correct
methodology.

Moderate Hermeneutics

Moderate hermeneutics describes the work of Gadamer and Ricoeur who reject
the possibility of objective interpretation and suggest that we are conditioned by the
prejudices of our historical tradition. This is reflected in Gadamer's rehabilitation of the

notion of prejudice:

Prejudices are not necessarily unjustified and erroneous, so that they erroneously
distort the truth. In fact, the historicity of our existence entails that prejudices, in
the literal sense of the word, constitute the initial directedness of our whole ability
to experience. Prejudices are biases of our openness to the world. They are
simply the conditions whereby what we encounter says something to us. (1984, p.
235)

Gadamer distinguishes between two kinds of prejudices. "Blind prejudices” limit our
interpretive powers and prevent us from gaining absolute access to textual meaning.
"Justified prejudices” facilitate interpretation and allow some access to textual meaning.
Understanding, according to Gadamer, occurs in "a fusion of horizons" (1984, p. 273) in
which a dialogic encounter between reader and text leads to an enlargement of our own
horizon, to new meanings, and deeper self-understanding. As interpreters, however, we
can never achieve complete or objective interpretation since we are limited by our
historical traditions and, there is no finality in understanding. Moderate hermeneutics,
unlike conservative hermeneutics, is dialogical in character. It involves creativity not just

reproduction.

Radical Hermeneutics

Radical hermeneutics, is inspired by Nietzsche and Martin Heidegger and is
reflected in Jacques Derrida's deconstructive approaches and in John Caputo’s notion of
original difficulty. In this view, interpretation is neither an application of method, as

conservative hermeneutics claims, nor is constituted as dialogue as moderate
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hermeneutics suggests. Radical hermeneutics, likes to deconstruct the meaning of the
text, not to establish an authentic or even creative interpretation, but to challenge the
concepts of unity, identity, or authorship which operate in and around the text,

demonstrating that all versions of a text are contingent and relative.

Critical Hermeneutics

Critical hermeneutics is represented in the writings of Habermas and Karl-Otto
Apel who have been inspired by Karl Marx, Sigmund Freud and theorists of the Frankfurt
School. The aim of critical theory is individual and social emancipation from the systems
of domination. Critical hermeneutics is employed to arrive at distortion-free
communication and liberating consensus by uncovering the ideological and
extralinguistic factors that distort communication. Following Marx and Freud, Habermas
proposes a hermeneutics of suspicion, a distrustful hermeneutics aimed at arriving at
"true” understanding. Like moderate hermeneutics, critical hermeneutics is hopeful that,
through communication we can create something new, or even affect nonlinguistic,
material emancipation.

Conservative hermeneutics with its romantic desire to reproduce the meaning and
intention of the author, does not offer possibilities for new understandings. Radical
hermeneutics which suggests the impossibility of truth, conversation and transformation
does not offer the possibilities for change. For this reason moderate hermeneutics and

critical hermeneutics will inform this study

Aporias of Hermeneutics

In his discussion of hermeneutics and education Gallagher (1992) raises the issue
of the aporias of hermeneutics. His discussion is germane to this study because the very
same issues raised in the aporias of hermeneutical theory -- reproduction, authority, and
conversation; objectivity, distortion and transformation -- are raised in educational theory.
Further, the approaches to hermeneutic theory -- conservative, moderate, critical and
radical -- can be associated with respective citizenship education approaches. For

example, Hirsch (1988) in his book, Cultural Literacy: What Every American Needs to
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Know has argued that the aim of citizenship education should be the reproduction of
traditional values and beliefs which reflects the principles of conservative hermeneutics.
The aporias of authority, distortion, transformation are also obvious in the conduct of
conversation. Gallagher (1992) argues that each aporia can best be seen in the debates
that have occurred between the moderate hermeneutics of Gadamer and a major

proponent of the other approaches.

Aporia of Reproduction

The aporia of reproduction centers around the question of whether one can
objectively understand the original meaning of the author by employing a particular
method, as the conservatives like Emilio Betti claim. Gadamer (1989) states that his
major concern is not to identify a method but to investigate "what is common to all
modes of understanding” (p. xxxi) and to understand "what happens to us over and above
our wanting and doing” (p. xxviii). Gadamer argues that objective truth can never be
arrived at, no matter how exacting the method one uses because interpretation is always
constrained by our prejudices. Gadamer suggests that the best the interpreter can do is to
become aware of his/her prejudices and neutralize the "blind prejudices” and preserve the
"justified prejudices." Becoming aware of prejudices for Gadamer "is not a process of
transparently understanding prior thoughts or a prior self...[But] only come to make sense
in the encounter with other views" (Smits, 1997, p. 287). Hermeneutics for Gadamer is
not about reproducing original meaning but creation of new meaning. Whether reading a
text, or interpreting conversation or classroom events, we do not simply reproduce but
give the text, conversation or event a new meaning.

Understanding is a creative process. "To understand is always to understand
differently” (Kanu, 1993). Conversation facilitates the encounter with other views. In the
to and fro of conversation views are exchanged and new understanding arrived at.
Conversation is not a reproductive but a creative process, a process of coming to a better

understanding.
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Aporia of Authority and Emancipation

The aporia of authority and emancipation is based on Habermas' critique of
Gadamer. For Habermas, language is always distorted by extralinguistic factors
(economic status, social class) which serve to distort all communication and
understanding. Habermas argues that hermeneutics focused exclusively on language is
inadequate to its task and proposes "depth hermeneutics." Depth hermeneutics uses
critical reflection to uncover ideological distortions and promote emancipation. Gadamer
responds by pointing out that the power of critical reflection is overestimated and
"implies its own freedom from any ideology." He suggests that critical hermeneutics
could only be accomplished in a "continuing exchange of views and statements”
(Gadamer, 1989) but not by claiming ideological neutrality.

Critical hermeneutics posits that conversation that is not critically reflective is
reproductive and serves to legitimate existing power structures. Therefore, it is important
to be aware of the extralinguistic forces that act to distort communication between the
partners engaged in conversation. This is especially important in a hierarchical and
unequal society like Pakistan. As feminist and postcolonial writers have shown, these
factors have served historically to exclude women and other cultural groups from
conversation. The best way to become aware of distortions is by engaging in critical
reflection which brings reproductive forces to the fore, helps to neutralize them and
moves us to better understanding and, if critical enough, to emancipation. However,
Gadamer reminds us that critical reflection may require continuing conversation as new
forces may emerge but will not necessarily lead to understanding that eludes the forces of

control or escapes the blinders of ideology.

Aporia of Conversation

The aporia of conversation questions the "possibility or impossibility of truth,
conversation and transformation” (Gallagher, 1992, p.23). For Gadamer the aim of
hermeneutics is to overcome the duality of subjectivity/objectivity by showing that
understanding does not occur through application of a method but through language in the

process of conversation or dialogue. Conversation, for Gadamer, "is a process of give
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and take between self and other, but is always oriented to something which requires
understanding. Thus truth does not come from those involved in conversation, but rather
from the process of attending to that which requires understanding. On the other hand,
Radical hermeneutics suggests that there is no possibility of arriving at truth, that all
interpretation is false. Conversation which is about placing trust in language and
believing that meaning is possible is too trusting. Even the distrustful henmeneutics that
seeks emancipation from false consciousness and liberation is not suspicious enough for
radical hermeneutics. In real conversation, both trust and suspicion is required. Trust is
needed for the conversation to occur in the first place and for it to continue. Suspicion is
necessary to neutralize the blind prejudices and uncover the extralinguistic forces that act
to hinder understanding.

Gallagher suggests that these aporias are really one aporia, the aporia of
"ambiguity and the finitude of understanding” (1992, p. 343) which we cannot avoid, but
must find a way with which to live. Gallagher calls for us to recognize that interpretation
always falls somewhere between reproduction and transformation, between absolute
hegemony and absolute emancipation and conversation between trust and suspicion and

through which we can never find absolute knowledge, but only partial understanding.

CONVERSATION AS A MODE OF RESEARCH
Conversation as a Hermeneutic Activity

Establishing a conversational relation is a hermeneutical endeavor rooted in
Gadamer's moderate hermeneutics which considers interpretive acts in their widest
possible sense as the ontological task of understanding the nature of human being-in-the-
world. Moderate hermeneutics helps us realize that, as educational researchers
attempting to answer questions of educational importance we are not beginning our
thinking from scratch but partake in a continuing and evolving conversation which began
long before our arrival and which continues with our participation. Thus we enter what
Michael Oakeshott (1959) calls "the conversation of mankind[sic]."

Research based in a philosophical hermeneutics gives priority to the question

(Gadamer, 1989). According to Gadamer, questions are implicit in all experience. When
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we have an "experience" -- when something does not conform to our expectations -- a
question "arises" or "presents” itself to us. When this happens, we experience what
Gadamer calls a "radical negativity: the knowledge of not knowing" (p.362). Only when
we realize and admit that we do not know, can we ask a "right question,” a "true
question,” a question that breaks open the being of the object we are inquiring into, to
reveal its multiple dimensions and the areas that need to be understood.

The openness of the question, in the sense that the answer is not determined in
advance, allows understanding to occur. If the question already has a predetermined
answer, it closes off the possibility of arriving at understanding. The openness of the
question allows it to accommodate both pro and counter arguments. Through a
dialectical process these positive and negative arguments are judged until the counter
arguments offer no positive contributions to the question at hand. Only by going through
this process does one come to knowledge.

Conducting the conversation is not a separate activity but a way of coming to the
question. When a question arises, we engage in hermeneutic inquiry/interpretation.
Often, in our attempts to understand on our own we have to acknowledge that we do not
know. This acknowledgment requires us to engage in conversation with others who share
the world from which the question arose, have an interest in the question and a desire to
come to understanding.

The conversation then proceeds with the genuine interest of the participants to
hear each other’s voice and a willingness to work together to develop an understanding of
the subject of the conversation. The participants’ desire to understand the subject, in this
case "the potential of social studies for democratic citizenship,” encourages them to
engage in conversation. The researcher asks questions which encourage the participants
to keep thinking about the subject at hand and preserve an openness towards it. As
Gadamer (1989) notes, "[t]he art of questioning is the art of questioning even further, that
is, the art of thinking. It is called dialectic because it is the art of conducting a real
dialogue” (p. 367).

In what Gadamer terms a "genuine conversation” the participants are not

concerned with winning an argument or defending a position. Instead, they must allow
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themselves to be conducted and sustained by the subject matter to which they are
oriented. Conversation often has the appearance of what Barthes (1978 quoted in Carson,
1986, p. 80) calls "discursus” -- a running from place to place, of taking twists and turns

which may lead to unexpected insights into the subject matter so that

[w]hat emerges in its truth is the logos, which is neither mine nor yours and so far
transcends the interlocutor's subjective opinions that even the person leading the
conversation knows that he[sic] does not know. (Gadamer 1989, p. 368)

In conversation, meaning emerges through language. To allow language to
perform this function, an openness to the question must be preserved so the possibility of
arriving at true understanding by the premature formation of opinions and conclusions is
not closed. Openness may be preserved by the participants’ giving due consideration to
what emerges in the language of the conversation, as the words spoken may provide
insights unexpected by the researcher or the participants (Carson, 1986).

In conversation, one must attend to both what is spoken and to what Gadamer
(1989) calls "the infinity of the unsaid." This implies that any linguistic account carries
within it unspoken meanings and possibilities of understanding that must be explored and
articulated as possible sources of illumination for the topic under investigation. This
means that, during the research conversation, the researcher needs to be sensitive to what
is implied as well as to what is left unsaid. Either may be a criticism or a positive
contribution to the discourse.

Superficially, conversation is an attractive mode of research. It is a natural form
of dialogue which allows an easy exchange of ideas and experiences. But how does this
form of intercourse take place in an authoritarian, hierarchical, and patriarchal society like
Pakistan where there is inequality in authority and socioeconomic status, segregation
between the genders, and where preserving the status quo often prevents conversation
between different groups from taking place? Can these differences be eliminated in the
pursuit of understanding the same question? Would it be sufficient to simply interpret the

language of the conversation, ignoring the power/knowledge nexus and the context?
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Habermas, recognized the importance of understanding and meaning central to
philosophic hermeneutics. He charged that Gadamer is politically naive because he fails
to recognize the elements of distortion and deformation imposed by "extrahermeneutical”
factors (force, compulsion, coercion) rooted in power relations on interpretation and
understanding. He argues that, insofar as philosophic hermeneutics denies the
dimensions of power in interpretation by focusing exclusively on language, it remains
inadequate to its task. What passes as truth is ideologically distorted (Gallagher, 1992, p.
17).

To counter the limitations in philosophic hermeneutics, Habermas proposes a
"depth hermeneutics.” He argues that an adequate frame of reference for the
interpretation of meaning must recognize how language itself is distorted by social,
economic, and political factors of domination and therefore distorts interpretation and
communication. Participants in conversation will be unable to recognize these distortions
unless they engage in critical reflection on the historical/evolutionary perspective of their
situation. Through critical reflection, participants can uncover deceptions and distortions
and challenge what they have taken as given both in their personal lives and in the social,
economic and political systems that dominate their social lives. The intent is
transformation (Habermas, 1972). Conversation thus becomes a hermeneutic activity that
goes beyond understanding to critical reflection aimed at challenging existing domination
and affirming the freedom of the participants to re-make their society. However, as Shor
and Freire (1987) remind us, conversation may be an important process in bringing about
self-empowerment and is fundamental for social transformation, but, it is not enough. If
conversation is to lead to social transformation, it must connect with other efforts being

made in society.

Partners in Conversation

Following the notion of conversation as explicated by Habermas's theory of
distorted communication and Gadamer's statement about keeping the question open
through genuine conversation, I entered into conversation with education officials and

teachers about the potential of social studies education to prepare students for democratic
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citizenship. In search of potential partners from the federal and provincial ministries of
education, I consulted with two colleagues regarding participants. While one was very
hopeful my requests would receive a positive response, given the university I represented,
the other colleague was skeptical. He noted the hierarchical nature of Pakistani society
and the important positions held by these bureaucrats. In order to partially obviate this
difficulty, letters of request were written by associate directors of the Institute for
Educational Development, Aga Khan University (IED, AKU) holding positions
comparable to the education officials and who were known to them introducing me and
my research intentions. A brief summary of the research proposal stating the research
question, the reason for the research, the methodology to be used, and the role and rights
of participants was attached. A consent form stating the rights of participants and the
responsibility of the researcher to maintain confidentiality and the anonymity of the
participants, and assurances that the data would be used solely for academic purposes was
also attached (Appendix A). Six letters of request were sent out, but only one acceptance
was received. I sent out more letters and received two further positive responses. This
experience made me aware of how hierarchical structures can constrain the realization of
desires, the lack of importance given to education and research, and it caused me to
wonder about the possibility of conducting conversation in the Gadamerian sense.

The three teachers were selected from among the participants who had attended
the social studies Visiting Teachers Program (VTP) at the [ED,AKU. The teachers were
selected to reflect the diverse cultural and educational landscape in Pakistan. They came
from the private and public schools, Matric and Cambridge schools, schools catering to
the poor/lower middle class, middle class and elite. I also chose teachers who were
different in terms of sex, religion, ethnicity and professional education to see if these
differences would affect the way they addressed the research question in the
conversations and in their classroom practice.

The participants consisted of three education officials and three teachers.
However, in the actual conduct of the conversations five education officials participated.

The pseudonyms of the participants and a brief background of each is given below. The
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real names and office of the education officials and the real names of the teachers and the

schools where they teach have been concealed to ensure anonymity.

The Education Officials
Aqil Aqil is an education official in the Ministry of Education, Islamabad. He
Has a Ph.D. and has been with the Ministry of Education for the last thirty
years.
Farman Farman is an education official in the Ministry of Education, Islamabad.

He has a Ph.D. and had been teaching at a university before coming to the

Ministry of Education.

Mushtaq Mushtagq is an education official in the Ministry of Education, Islamabad.
He has a Masters degree and has been with the Ministry of Education for

the last thirty years.

Mehrunissa  Mehrunissa is an education official in the Education Department,
Government of Sindh. She has a Masters degree and prior to joining the

Education Department had taught in a school and at a university.

Shagufta Shagufta is head of a nongovernmental organization (NGO) working to
provide education, training, and resources to other NGOs. She has a

Masters degree.

The Teachers
Anila Anila began teaching seven years ago on the completion of her Masters in
economics from Karachi University. At the time of the study she was
teaching economics and commercial geography to female students of
classes nine and ten in the morning shift and social studies to male
students of classes seven and eight in the afternoon shift at a private

school.

63

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Malik Malik began teaching in 1992. He has a Bachelor of Education from
Karachi University in the subjects of Urdu and Pakistan Studies. He
teaches social studies in a government middle school (classes 6-8) which
he joined in August 1998. Just prior to becoming a participant in the
research he had attended a two months professional development program

in social studies.

Salma Salma started teaching in 1991. She has a Bachelor of Education from
Karachi University. Like Anila and Malik, she too had attended a two
months professional development program in social studies. Salma
teaches in the Cambridge section of a private school in the morning shift

and in the Matric section of the same school in the afternoon shift.

Conducting Conversations

The research conversations with the education officials and the teachers were
conducted between December 1998 and June 1999 in Islamabad and Karachi. AsIhad
already introduced myself and my research intentions to the education officials and
received their consent, [ proceeded to arrange a mutually agreeable time for the
conversations. Three research conversations, ranging from thirty to ninety minutes, were
held with two officials in Islamabad and a conversation of approximately one hour with
the third. In Karachi, two conversations of approximately ninety minutes each were held
with two officials. When I met the education officials for the first conversation, I spent
some time in introductions and worked to develop a personal/professional relationship to
help facilitate conversation and to understand how they lived their lives.

I personally met with each teacher to explain the research question and to see if it
was of interest to them. We conversed briefly about the question and the roles we were to
play and I sought their consent. After they agreed, I held an individual conversation with
each teacher. This was followed by three more individual and five group conversations

throughout the duration of the research.
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All formal conversations both with the education officials and the teachers were
audio-recorded and transcribed. The transcriptions served two purposes. When returned
to the participants prior to another conversation, they allowed participants to verify ideas,
express an idea differently or further develop an idea. The transcriptions also enabled me
to return to the conversations to analyze and hermeneutically consider what they said
about education for democratic citizenship and to share my interpretations of our
conversations with them.

My original intention was to observe the teacher lessons and engage in
conversations with them to identify how their classroom practices might help prepare
their students for democratic citizenship. However, soon after the study began I realized
that the teachers were unable to translate their desires into classroom practices for

democratic citizenship, and we moved into action research.

ACTION RESEARCH

I was originally introduced to action research in my Master’s in Education
program. I was attracted to action research at this time because I felt it was a process
through which teachers could move from isolation to community as well as empower
themselves as professionals to improve their own practices and the contexts in which they
practice. The potential of action research lay in Carr and Kemmis' (1986) claim that
action research is a collaborative yet self-reflective inquiry process, in the fact that theory
was embedded in and arose from practice, and in the possibility of improving the contexts
in which these practices are carried out. During my Ph.D. program I took another course
in action research. This course traced the development of action research from Kurt
Lewin, to its application to education by Wilfred Carr and Stephen Kemmis, to Terrance
Carson and Dennis Sumara's (1997) reconceptualization of it as "living practice,” a
reconceptualization of action research to include "solitary, meditative practice” and
activities such as "reading,” "thinking," and "drawing" with a focus on the person of the
researcher who is asked to account for "the way in which the investigation both shapes

and is shaped by the investigator” ( p. xiii).
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The readings and discussions in the class around this reconceptualization
disturbed me greatly. Everyone else seemed to accept this reconceptualization of action
research. Why was I so disturbed? Was this a postmodern reading? (wasn't everything
these days?). Was it a conceptualization suited only to the North American context?
How was [ interpreting this conceptualization coming from a Third World country?
Reflecting on it I tried to discover what was disturbing me, but it eluded me.

It was not until the necessity to use action research arose that [ was able to put my
finger on what disturbed me. It was the way I had interpreted the historical development
of action research. Using a modermnist notion of progress as linear I understood Carr and
Kemmis as replacing Lewin and Carson and Sumara’s conceptualization as replacing Carr
and Kemmis'. I also interpreted Carson and Sumara's (1997) reconceptualization of
action research as apolitical focusing only on the personal. Without its participatory,
collaborative, and political dimension action research did not speak to me. However, a
rereading of Carson and Sumara (1997) made me aware that they were not ignoring the
political, but emphasizing the need to take into account the complexity of relations
between those collaboratively engaged in action research, the complex nature of the
practice we are trying to understand and improve, the complex and ever evolving relation
between us and the world, and to be thoughtful and act compassionately so as not to

reproduce the relations of power that our thoughts and actions seek to overturn.

Decision to do Action Research

My decision to use action research resulted from the need to collaborate with the
teachers to translate knowledge of what teaching for democratic citizenship required into
classroom practices. I chose action research because I realize teaching is complex,
idiosyncratic and difficult. I believed the collective self-reflective inquiry that action
research calls for would allow teachers to understand and improve their practice and the
contexts in which these practices are carried out ( Kemmis and McTaggart, 1988).
Action research as a collaborative effort which involved teachers at every stage of the
process would provide ownership as well as the support and challenge needed to engage

in new practices. The knowledge derived from these practices would be "personal
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knowledge" (Polyani in Carr and Kemmis, 1986) which would be more reliable and
informed so important in Pakistan, where schools differ greatly in material conditions and
where teachers usually feel that what is taught at the university is not applicable in their
own classrooms. Finally I believed action research would encourage reflection on
knowledge that would help teachers see the theory underpinning their practice, generate
new theory from their practice, thereby eliminating the theory-practice divide, and
recognize that the knowledge derived from the research could be the basis for social
action. During research the objective limits in the given context constrain actions. By
recognizing that these limits are socially constructed, teachers can act to alter these limits
and create spaces and possibilities for change.

My role in the action research process was twofold -- as a facilitator and as a
researcher. As a facilitator, my role was to engage with the teachers in planning,
implementing and reflecting on their classroom practices to the degree they determined.
In my role as researcher, [ observed and recorded their actions in the classroom, critically
reflected on them and engaged in reflective conversations about the data to see how their

practices and the school were affected.

Conducting Action Research

I began the action research by sharing with the teachers the method of action
research. I specifically discussed the theory and the sequence of steps in the self-
reflective spiral of reflecting, planning, acting and observing as I wanted them to
participate in conceptualizing the research as well as in the continuing spirals. The first
stage consisted of the individual action research projects during which each teacher and I
planned, implemented and reflected on their classroom practice. I used script taping and
diagramming/mapping to record classroom observation. Script taping required scribbling
frantically to ensure one got down everything that was said, who said it and the gestures
and facial expressions that accompanied the statements. On returning from an
observation my research assistant and I would sit down and complete our own notes, and

then get together to compare notes and prepare a final draft of the observation.
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While this procedure was time consuming it was very productive. Occasionally
we translated words or viewed a classroom event quite differently. When this happened
we had to negotiate meaning and work towards "inter-rater agreement.” Short reflective
conversations were conducted immediately after the lesson when time permitted, when it
was necessary, and after every two weeks for more critical reflection on the data. The
individual action research projects were followed by a collaborative action research
prcject during which teachers came together to reflect on their individual action research
projects, to plan together for action based on their reflection, to implement the plan in
their classrooms and to collaboratively reflect on the process and product and the nature

of their collaboration at the end of the research.

DOCUMENT ANALYSIS

This study is concerned with understanding how teaching and learning of social
studies has come to be the way it is in Pakistan and how new practices can be developed
to serve democracy. I conducted a review of education policy documents, curriculum
guides, and textbooks within a framework of the sociopolitical history of Pakistan. A
brief descriptive overview of the documents that will be analyzed in chapter four is

provided below.

Policy Documents

In the historical review, I have analyzed the education policies of 1947, 1959,
1972, 1979, 1992 and 1998. The report of the 1947 educational conference, which was
held just three months after Pakistan gained independence from colonial rule, consists of
the address of the founder of Pakistan Muhammad Ali Jinnah and the convenor of the
conference Fazul Rehman. It presents reports from the various committees - primary and
secondary, women's education and so on as well as the resolutions of the conference.

The report of the Commission on National Education 1959 is by far the most
extensive report on education in Pakistan. The report was prepared after receiving replies
to an exhaustive questionnaire covering all aspects of education at all levels. The

questionnaire was printed and sent to individuals and institutions throughout Pakistan.
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After four months of discussion with educationists and leading public officials, it was
adopted..

The 1972 and 1979 education policies proposed radical changes to the education
system. These documents state the aims of education and then outline their
implementation at every level of the education system.

The 1992 and 1998 education policies were both framed by the Nawaz Sharief
government. The 1992 policy in his first term of office and the 1998 in his second term
of office. Both policies begin by deliberating on the state of education in Pakistan,
provide detailed aims for education and implementation strategies for improving quantity,

quality and relevance of education for Pakistan.

Curriculum Guides

The existing curriculum for social studies education was prepared in 1973 in light
of the New Education Policy 1972-1980. Since 1973 only a few changes have been made
to the curriculum document itself because successive reviews (the last in 1995) have
found the content suggested for social studies suitable. For this reason, only the 1973
curriculum document has been analyzed.

The curriculum document gives a brief overview of the history of social studies
and sets out the aims of teaching social studies. This is followed by the presentation, in
the form of a grid, of the objectives, concepts, contents, activities, audio-visual aids and
evaluation methods for each chapter included in each textbook for classes one to ten.

(Appendix B).

Textbooks

All schools in Pakistan, with the exception of the Cambridge schools, are legally
bound to use the textbook written and published by the Government. Some private
English medium schools do use texts published by private publishers but these also
follow closely the curriculum prescribed by the government. The social studies textbooks

prescribed by the Government and published by the provincial textbook boards are all
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paperback and cost less than a Canadian dollar each. The quality of the paper used is
poor and often fails to last the entire academic year.

The textbooks published for the primary classes (1-5) have a few colored maps,
pictures and illustrations. The texts for the secondary classes (6-10) are in black and
white with only a few maps in color. Texts for the primary classes consist of less than a
hundred pages while those for classes 6-8 a little over a hundred pages and the text for
classes 9 and 10 over 200 pages. Pages are covered in text with an occasional picture or
illustration. Very few if any tables, graphs and charts are found in the texts. While maps
are referred to in the text to further understanding of the content, the same is not true for
the illustrations, pictures or the occasional graph or table.

At the end of each chapter there are a few "WH" questions, a few fill in the blanks
and sometimes a section entitled Practical work which ask students to draw a map, collect
samples of something, and so on. The answers to all the questions and fill-in items are in
the text. Differences most noticeable in the texts published by local, private publishers
are in the better presentation and paper used, in the colored illustrations found throughout
the texts and in the price.

The Oxford University Press (OUP) is the only foreign publisher, publishing texts
locally for use in the primary classes in schools in Pakistan. Its texts are mainly used in
the Cambridge schools and in some of the more elite private English medium schools.
The national social studies curriculum is very repetitive. For example, the curriculum
calls for a chapter on transportation and communication in classes 3,4 and 5. The texts
published by the OUP deals with all forms of transportation in class 3 and ali forms of
communication in class 4. Having satisfied curriculum requirements, they include new
topics such as the ancient past of Pakistan in class 5. The OUP textbooks are superior in
their presentation and in some content areas than the government or private published
textbooks. Like the other texts the questions and fill in items also call on students to
provide answers using the text. However, a section entitled "Things to do” calls for
students to be more creative. At the end of each textbook are two to three pages of

"Teacher’s notes" which suggest ways the teacher should deal with each chapter, activities
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the teacher can use and in some cases directs teachers to supplementary materials but only
its own publications. The price of these texts are about five Canadian dollars.

Children in classes 6-8 in the Cambridge schools study geography and history as
separate subjects. The texts used for these classes are usually imported from British
publishing houses. These texts focus on world geography and world history. In classes 9
and 10 students can continue to study the disciplines of geography and history but they
are required to study and are examined in Pakistan Studies in the GCE examinations.
Pakistan Studies is social studies with a focus on Pakistan.

The social studies textbooks for classes 3-8 and the Pakistan Studies text for
classes 9-10 published by the Sindh Text Book Board (STBB), the social studies texts of
classes 1-8 printed by a private local publisher GABA, the texts for classes 1-5 published
locally by the OUP were analyzed. The textbooks published by the three textbook boards
of the other provinces (Punjab, NWFP and Balochistan) were examined. As insignificant
differences were noted between them and those published by the STBB they are not

included in the study.

Critical Analysis

The textbook is the instructional tool in social studies classrooms in Pakistan.
The centrality of the textbook in the teaching and learning of social studies is the key
motivation for its analysis. The textbook analysis sought to answer "What knowledge is
of most worth in the preparation of citizens in Pakistan? The conflict over what should
be taught indicates that it is not only an educational issue but an inherently ideological
and political one. Apple (1999) suggests we highlight the political nature of the debate by
asking "whose knowledge is of most worth?"

In order to answer the questions: what and whose knowledge is of most worth, a
brief historical inquiry of the political, economic and social context was undertaken
against which each education policy was written to see how the context influenced the
content of the policy. Each education policy was analyzed to reveal the ideological
underpinnings and to identify the directions it suggested for education in general and

social studies in particular.
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Education officials in Pakistan translate the policy directions for education into a
national curriculum document for each subject. The curriculum document sets out the
aims of teaching and learning social studies, acts as a blueprint for textbook writers,
informs teachers of what and how the subject is to be taught, how student learning is to be
assessed, and guides the preparation of external examinations. The analysis of the social
studies curriculum document was guided by the following questions: What
vision/aspiration does the curriculum hold for Pakistani children? What is deemed the
most important knowledge for citizens in Pakistan? Whose benefits are served and
whose are not in the production and legitimization of this knowledge? What are the
consequences for developing democratic citizens?

The battle for "what" and "whose" knowledge will enter the classroom, is played
out on yet another turf, that of textbook writing and publishing. Textbook writing and
publishing is controlled by the educational bureaucracy. Schools are bound by law to use
only the textbooks prescribed by the government. The authority of the textbook is
enhanced by the fact that it is the instructional tool in social studies classrooms. Its
authority is unquestioned because teachers in Pakistani schools do not have access to
other instructional resources.

To answer what and whose knowledge is of most worth with reference to my
research question a representative sample of social studies textbooks used in Pakistani
schools were analyzed. The analysis was guided by the following questions: What
ideological message(s) undergird the textbook? What notions of democracy, of the role
of government, of citizenship are developed? How is the question of difference in
gender, ethnicity, religion dealt with? What notion of Islam is presented? What tension,
conflicts, contradictions are embedded in the text? What consequences does this

knowledge have for development of democracy and democratic citizenship?

Media Analysis
Ellsworth (1997) takes up the analytical concept "mode of address,” common in
film and media studies, and applies it to education with the intent of making "visible and

problematic the ways that all curricula and pedagogies invite their users to take up
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particular positions within relations of knowledge, power and desire” (p. 2). However,
she notes that viewers/students do not just take up the abstract position assigned to them
by a film/curriculum mode of address but often refuse, resist or act in self-directed and
intentional ways. She states, "Our pleasures in the movies stubbornly refuse any rigid
dichotomies between simple, pure acts of highly receptive, complicit reproduction of the
positions offered us on the one hand, and critical resistance to or refusal of those positions
on the other” (p. 35).

Ellsworth's use of mode of address to study how students are addressed
specifically within the classroom practice of dialogue and how they actually take up,
refuse or resist that address to imagine and enact social and cultural identities, is of
special importance to people who are interested in social change. Once the relationship
between text and a person's response is figured out, changing the text or teaching the
person how to resist or subvert the position the text invites them to take is possible(p. 22).

I use the analytical concept "mode of address” to analyze how the curriculum,
especially the social studies texts, addresses students. What positions do the
curriculum/textbook encourage students and teachers to take up? How does this
positioning serve to control as much as possible how they read the text so as to accept the
ascribed position? How does this positioning shape who they become and how they act
in the world? The answers to the questions what and whose knowledge is of most worth
are crucial because they will indicate the text's mode of address, not easily visible but
which call on students to take up a position which it constructs for them. How do
teachers and students take up, resist or subvert the positions the text constructs for them?
How does their relationship to the text affect how they act in the world? Can different
modes of address encourage other ways of being and acting in the world? Can individual
and/or social change in the way we come to be and act in the world be fueled by the way
students and teachers are addressed by curriculum (and pedagogy)?

This study is a quest for possibilities of how social studies education can serve the
preparation of democratic citizens in Pakistan. The identification of possibilities requires
an understanding of the historical and current movements that are shaping education in

general and social studies education in particular. In chapter four I have addressed this
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requirement by briefly reviewing Pakistan's sociopolitical history and its influence on
education, and analyzing the textbooks to see what students are learning today. In chapter
five I engage in research conversations with education officials. The conversations would
be similar to what Gadamer (1989) calls genuine conversation in that all the participants
shared an interest in the question, directed themselves to the questions and were open to
the new questions that arose during the conversation. Chapter six details the individual
and collaborative action research of the teachers. The teachers undertook a critical inquiry
of their practice so as to improve it and the context in which it is carried out. The action
research and the conversations aimed at understanding and improving their practice were
guided by Gadamer’s philosophical hermeneutics and Habermas' critical hermeneutics
which involve taking distance from one's practice first to understand and then application

of that understanding to improve it.
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Chapter four
SOCIAL STUDIES EDUCATION IN PAKISTAN

INTRODUCTION

Education is not neutral, and schools do not function in a vacuum. They are
deeply implicated in the history, politics and culture of a society. The sociopolitical
situation influences education.

Pakistan was bom in the aftermath of World War II when the colonial empires
were collapsing and struggles for freedom of the colonized were becoming more urgent.
In the Indian sub-continent, the struggle for freedom took an unexpected turn when the
Muslims of India, unable to receive adequate assurance from the Hindu majority that
living together was possible, decided to fight for a separate country where Muslims would
be able to live in accordance with Islam. Deciding on the nature and form of education in
this nation meant reflecting this reality. Pakistanis decided that the education system
would be guided by the [slamic principle of universal brotherhood, social democracy and
social justice. Over time, and in the face of new realities, the question of the ideology
that should guide education was asked again and again. While the answer remained the
same, its interpretation differed.

This chapter attempts to uncover these different ideologies and to demonstrate
how they have influenced education in general and the teaching and learning in social

studies classrooms in particular.

OVERVIEW OF PAKISTAN'S POLITICAL HISTORY
Post-Independence Era (1947-1958)

The post independence era can be divided into the beginning years (1947-1951)
and the crises of succession (1951-1958). Both are part of an era in which Pakistan was

run virtually as an administrative state.
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The Beginning Years (1947-1951)

The beginning years were fraught with challenges. Conditions between Pakistan
and India were not propitious. Internally, Pakistan was "challenged by divisive ethnic and
provincial forces (when Urdu was declared the national language in 1948 riots broke out
in East Pakistan with the demand of coequal status for Bangla), denied the essential
elements required to govern a contemporary state, destabilized by communal conflict (it
is estimated that twenty million people became refugees seeking homes in the other
Dominion, of which three million perished in communal riots), and generally unprepared
for the responsibilities of administering to a diverse population, separated spatially and
temperamentally (East Pakistan was separated from West Pakistan by a thousand miles of
Indian territory)” (Ziring, 1997, p. 64. Explanation in brackets mine).

These problems were faced with the same spirit that led to the creation of
Pakistan. For little over a year, the independent state of Pakistan was ruled by Quaid-i-
Azam Muhammad Ali Jinnah, its founder and first Governor-General. Jinnah was a
committed constitutionalist but the extreme circumstances necessitated his "center{ing]
attention on executive decision-making, on the centralization of authority and on crises
management... Jinnah('s] authoritative voice...all but silenced the representative
institution” (ibid., p. 100).

On the death of Jinnah, Liaquat Ali Khan, the Prime Minister took over
leadership. Opposition to Liaquat Ali Khan began immediately over his choice of
Nazimuddin, a Bengali, as Governor-General and his settling of the Muhajirs (refugees
from India) primarily in Hyderabad and Karachi was not seen favorably by the indigenous
people (Kazi, 1991). Opposition to the Prime Ministers policies led to intrigue and
maneuvering among the politicians that opened the way for members of the bureaucracy
and armed services to play more formidable political roles. In 1951, Liaquat Ali Khan
was assassinated.

An important event during this era was the adoption of the Objectives Resolution
by the constituent assembly on March 7, 1949, which established a framework for
drafting the constitution.. The Resolution stated that sovereignty belongs to Allah and

Pakistan was created as a homeland where the Muslims could live their lives in
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accordance with Islam. More generally, the guiding principles were to be democracy,

freedom, equality and social justice (Callard, 1957).

The Succession Crises (1951-1958)

The optimism of the initial years soon gave way to a succession of political crises.
These crises led to the office of Governor General becoming all powerful, the dismissal
of the prime minister, the dissolution of the first constituent assembly in 1954 and the
formation of a cabinet dominated by civil-military bureaucrats. At this time the phrase
“controlled democracy” was coined and "Pakistan’s dominant personalities concluded that
the Pakistani nation wanted strong leaders, not weak democracy.” (Ziring, 1997, p. 169)

In 1955, the provinces of West Pakistan were united into a single administrative
unit. The purpose of this reorganization was to balance the power of East Pakistan and
deny it representation commensurate with its population as well to eliminate ethnic
identities. The action proved to be divisive rather than unifying and served to diminish
political activity and heighten the role of the country’s civil-military bureaucrats.

In 1956, a constitution was framed making Pakistan a Republic with a president as
its head. The first President was Major-General Iskandar Mirza. Although power of
decision was vested in the parliament, the President was provided expanded powers.
Parochial loyalties and personal ambition led to the President dismissing the Prime
Minister and appointing another whose government resigned two months later. The
instability of governments (seven in ten years) resulted in the call for an end to the
charade of parliamentary government. Khan Sahib, a parliamentarian claimed, "We are
unfit for democracy” and called for a "revolutionary council” comprised of "ten best men”

to run the country (Ziring, 1997, p. 206).

Pakistan's First Martial Law: The Decade of Development and its Aftermath (1958-
1970)

On October 7, 1958, Martial Law was imposed under the authority of President
Iskandar Mirza, and General Muhammad Ayub Khan was made the Chief Martial Law
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Administrator (CMLA). Following Mirza's resignation, the office of the Prime Minister
was eliminated and Ayub Khan took on the office of the President.

With the formation of One Unit, problems arose as the different ethnic
nationalities found it difficult to shed their ethnic identities for an abstract national
identity. Ayub noticed that other traditional power groups such as the feudal lords, tribal
leaders and religious fundamentalists were not willing to give up their power in the
interest of the nation. He therefore established the National Bureau of Reconstruction to
encourage these groups to help in the creation of civil society and help build the nation.
Through his efforts at reconstruction, reforms were instituted in many sectors.

Ayub conceived of a political order without political parties, but with a form of
grassroots government called Basic Democracies. The system called for villagers to elect
representatives from among themselves to form a village council responsible for
answering public needs. The system was, however, dependent on the services and
expertise of the civil administration that controlled all resources. Instead of the people
the civil administration became powerful.

In the economic sector, prices were lowered, import of foreign-made goods
restricted, and large economic units encouraged. Since the large economic units were run
by a few business families, Ayub was accused of encouraging the development of
Pakistan's "twenty -two" leading business families. Although this regime instituted land
reforms, "[t]he power of the big landlords was altered, but hardly affected, by the
reforms” (ibid., p. 234).

In the social sector Ayub introduced the Muslim Family Law Ordinance in 1961.
The Ordinance aimed at protecting the weaker female by setting a limit on the age of
marriage for male and female, imposing restriction on the husband's right to divorce his
spouse, safeguarding the wife's rights and those of her children to specified property.
This Ordinance was met with opposition by Muslim ulemas (Islamic scholars). Ayub
found it difficult to address the issue as the constitution did not clearly specify the role
and place of religion in what was to be a pluralistic and secular state.

In 1968, amidst celebrations to mark the "decade of development,” people all over

the country launched protests and strikes demanding an end to military rule and the
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holding of general elections. The political crises forced Ayub to hand over control to
General Muhammad Yahya Khan in March 1969.

Realizing the seriousness of the crises, General Yahya Khan abolished the One
Unit scheme and reconstituted the former provinces of West Pakistan. He announced
general elections, in which the provincial distribution of seats was based on population.
In the 1970 elections the Awami League of Sheikh Mujib-ur-Rehman won 167 seats in
East Pakistan and the Pakistan Peoples Party (PPP) of Zulfiqar Ali Bhutto won 81 seats in
West Pakistan. Neither won a single seat in the other part of the country. Reluctance to
allow the Awami League to form the government led to province-wide protests in East
Pakistan. The situation deteriorated into civil war and the demand for secession. At the
request of the secessionists, India joined the war. On 17 December, 1971, Dacca fell to
Indian troops and a new country Bangladesh came into being. Only after ripping the
country asunder, demoralizing the people and undergoing complete humiliation itself did

the military hand over power to Zulfiqar Ali Bhutto.

The Civilian Era (1971-1977)

Bhutto took over power as President and Chief Martial Law Administrator. This
dual and interrelated role gave him absolute power. Bhutto had won the elections on the
PPP manifesto that was an attempt to merge Islam with socialist ideas and liberal
democratic values. In line with his socialist agenda he nationalized private banks,
industries, schools and colleges. The unexpected action pleased the people but caused a
"precipitous drop in Pakistan's international credit, as well as a flight of capital” (ibid. p.
384).

The dissolution of "one unit" and restoration of the original provinces led to
demands for the promotion of the culture of the people. In 1972 a bill for the promotion
of Sindhi language in the Sindh Assembly led to riots between Muhajirs and Sindhis
(Ahmed, 1998). A challenge by the Balochistan government to the authority of
Islamabad led to a major military campaign in that province.

In 1973, the constituent assembly unanimously adopted a constitution, making

Pakistan an Islamic Republic with a parliamentary form of government and all significant
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powers centered in the office of the Prime Minister. Zulfigar Ali Bhutto became the first
elected Prime Minister of Pakistan. Within a few years, Bhutto's commitment to his
party's ideals of social justice succumbed to the creation of a personality cult. Having
reduced the power of the industrialists and the bureaucrats (he had earlier dissolved the
elite Civil Service of Pakistan), he set out to destroy the feudal system and the rural
power structure. He announced land reforms that reduced land holdings and declared the
resumed land would be distributed among landless farmers. Feeling he had eammed the
urban and now the rural vote by weakening all power groups and seeing the opposition in
disarray, Bhutto called for elections.

Soon after the call for elections the divided opposition found common ground and
formed a coalition of parties called the Pakistan National Alliance (PNA). The
fundamentalist parties in the PNA appealed to the people to overthrow Bhutto because of
his un-Islamic lifestyle and his secular and socialist policies. The 1977 elections were
followed by claims they had been rigged and protests from the opposition demanding
fresh elections. Hoping to curb the opposition’s protest by placating the fundamentalists,
Bhutto banned alcohol, closed amusement establishments and declared Friday as the
weekly holiday. The opposition was not appeased, protests turned violent and the army
had to be called to assist the civil administration. The army refused to be used as the
instrument of official violence against its people. The government's inability to control

the situation led to a military coup d'état.

The Military Rule of General Zia-ul-Haq (1977-1988)

On July 5, 1977, General Zia-ul-Haq imposed Martial Law and became the Chief
Martial Law Administrator. He put Bhutto and the opposition leaders in "protective
custody” until law and order could be established. He dissolved the national and
provincial governments, suspended the constitution and promised to hold elections within
ninety days. Zia called for elections, but seeing the following Bhutto still had among the
people, postponed them indefinitely, arrested Bhutto, and tried him for plotting to kill an
opponent. Bhutto was sentenced to death and was hung, even though it is generally

believed that the verdict was fixed.
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While in power, Zia began to see a political future for himself. The call of the
opposition for imposition of Nizam-e-Mustafa (Rule of the Prophet), Zia's own devout
observance of Islamic tradition and conviction that Islam was the only force that could
bind Pakistanis together and prevent further unraveling of the political and social fabric
led him to begin converting Pakistan into an Islamic state. Economically he instituted
changes in the banking system by introducing mudaraba (profit and loss sharing) and
imposed ushr (tax on agriculture). However, the egalitarian practice of abolishing the
institution of riba (usury) and muzara‘a (share cropping or ground rent) was conveniently
ignored (Haque, 1985).

In the sociocultural sphere he instituted zakat (a proportion of wealth to be given in alms)
and issued the Hudood Ordinance (punishments prescribed in the Qur'an and sunnah)
enforcing the Islamic code of behavior and harsh penalties for infringements. He
introduced an Islamic judicial system comprising of Qazi courts (headed by religious
judges) alongside the secular judicial system and imposed Islamic laws such as gisas (the
right of pre-emption) and diyar (the Islamic law of evidence which equates the evidence
of two women with that of one man).

Politically he formed the Majlis-i-Shura (consultative assembly) of selected
people to perform the task of the legislature without the powers associated with it. For
the first time in the history of Pakistan, about three percent of the population were
declared minorities and could vote only under a separate electorate system. In 1983, the
political parties joined together in a Movement for the Restoration of Democracy (MRD)
and protest demonstrations against Martial Law spread throughout the country.

Having assured his presidency through a referendum and having amended the
constitution to reduce the legislature to an advisory body, in 1985 Zia held elections on a
non-party basis, lifted martial law but did not end military rule. The MRD stepped up
pressure for a transition to democracy. Zia responded by dismissing the Junejo
government, dissolved the assemblies and declared the Islamic legal code would be the
supreme law of the land. The political climate further deteriorated, ethnic, communal and

sectarian strife increased and Zia was forced to call elections. However, before the
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elections could be held, Zia's plane was sabotaged, and he was blown to pieces during a

flight.

A Return to Democracy: The New Civilian Era (1988-1999)

Following the death of General Zia-ul-Haq the country came under the transitional
rule of President Ghulam Ishaq Khan, a career bureaucrat and Chairman of the Senate.
The elections of 1988 were largely fought between the PPP (the legacy of Bhutto), and a
coalition of parties called the Islamic Jamhooria Itehad (IJI or Islamic Democratic
Alliance) which adopted the program of Zia-ul-Haq. The PPP gamered more seats than
the IJT but neither had a majority. After the PPP formed alliances with other parties, the
leader of the PPP Benazir Bhutto was asked to form the government.

The Pakistani nation looked to her to write a new, democratic chapter but "her
democratic propensities were... more apparent in the opposition than in service of the
nation" (Ziring, 1997, p. 528). When her government refused to accept the electoral
victory of the opposition in the Punjab and tried to undermine the provincial government
there. It lost the confidence of its coalition partners and her government was accused of
corruption. The needs of the nation: healthcare, education, gender equity, inflation,
unemployment, curbing ethnic and sectarian violence went unattended. Using the powers
granted him under the 8th Amendment, the President dismissed the government,
dissolved the assemblies and asked a former Chief Minister of Sindh Ghulam Mustafa
Jatio to form a caretaker government.

The IJT government of Nawaz Sharief was formed after the 1990 elections. For
the first time in the history of Pakistan the government was in the hands of a coalition of
the business and commercial class with fundamental religious and ethnic groups. The
government's industrial background led to its unleashing the forces of capitalism in the
name of national renewal and reconstruction. This led to huge gains for big industrialists
but far too little improvement for the larger public.

In 1991, in keeping with his legacy, Nawaz Sharief pushed through the National
assembly the Shariet Bill (coming from shari'ah, the religious law of Islam) which called

for a more stringent Islamic legal system and a religiously ordered educational system but
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not for Islamization of commerce and banking. The bill was not approved by the Senate.
Fundamentalists criticized the government for lack of commitment to Islamic principles,
and secularists for the conversion of Pakistan into a theocratic state. A constitutional
crises followed the appointment of a new Chief of Army Staff (COAS) by the President,
who did not consult the Prime Minister. This led to a confrontation between the Prime
Minister and the traditional power source, the civil-military bureaucracy. Ghulam Ishaq
Khan dismissed the government of Nawaz Sharief on 18 April, 1993. Nawaz Sharief
declared the action illegal and unconstitutional, and the Supreme Court ordered the
reinstatement of his government. Chaos resulted as neither was willing to back down.
The army chief forced both men to step down in the larger interests of the nation. An
interim government was appointed.

The 1993 elections were fought between the same two parties. The elections
returned Benazir Bhutto to power. Elections for the President, also brought her candidate
Farooq Leghari to power. People expected the government to address the issues facing
the nation now that it was assured its five year term. However, the government focused
on political rivalry (war with Nawaz Sharief continued, and a family feud between
Benazir and her mother/brother duo, which ended in her brother being gunned down on
September 21, 1996) ignoring the multiple socioeconomic problems burdening Pakistan
and the ethnic and sectarian disturbances rocking the nation. On the economic front, the
IMF warned it would only do business when the nation's fiscal account was strengthened.
Seeing the government's ineptness at dealing with issues facing it, the President dismissed
the government on November 5, 1996.

In February 1997, following the fourth general election in nine years, the people
voted in Nawaz Sharief giving him a two-thirds majority in the National Assembly, a
majority sufficient for him to make changes to the constitution and address the multiple
problems burdening the nation. The new government, however, used its majority to
consolidate its own power. Under the guise of accountability, it launched a victimization
process against the opposition. It used the national assembly not to debate but to rubber
stamp bills. Its party members stormed the Supreme Court when it was hearing a petition

against the Prime Minister. It got rid of the elected government in Sindh and imposed
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governor’s rule, and it ordered a crackdown on journalists who had helped the BBC make
a documentary on the Prime Minister. The only institution left with any power was the
army. Differences had begun between the government and the army in the aftermath of
the Kargil crises, but the dismissal by the government of the COAS and Chairman Joint
Chiefs of Staff Committee General Pervez Musharraf on 12 October, 1999, while he was

in Sri Lanka, proved to be the last straw, and resulted in a military coup the same day.

Military Rule Again (1999-)

The Military coup of General Pervez Musharraf was warmly greeted by most
Pakistanis and international acceptance soon followed. His promise to work towards
national integration, a buoyant economy and the establishment of "true democracy"” is
exactly what the nation is yearning for, and towards which they hope to see him taking
bold and quick strides.

This brief historical review of Pakistan's sociopolitical history indicates Pakistanis
have always desired democracy. Pakistan's constitutions have clearly indicated Pakistan
to be a democratic state with power residing in the people. The manifesto of the Pakistan
Peoples Party (PPP) that brought Z.A. Bhutto to power tried to merge the desires of the
people in a framework that included Islam, socialism and democracy. Even military
dictators have been forced to share power with the people as a way of legitimating their
rule, and the present dictator has promised the institutionalization of "true democracy.”

Whenever dictators have usurped the power of the people, the people have risen
against them to regain that power. However, while defiant to dictators they have been
unable to remain vigilant during democracy. Education is seen as a way of preparing
citizens for their role in democracy. I turn now to education policies adopted during each

of these governments to see what education they suggested.

ANALYSIS OF PAKISTAN'S EDUCATIONAL POLICY DOCUMENTS
Each distinct political transition has resulted in the development and
implementation of a new education policy, as each government claimed that the

education system was not adequately meeting the needs and requirements of the nation.
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The dismal state of education in Pakistan today with adult literacy 38%, primary
enrollment 74% and a drop out rate of 52 % before children reach class five (Human
Development Centre, 1999) clearly shows that the education system has not met the
needs of the country. But poor education was not the only reason. Unlike countries that
claim education is neutral, in Pakistan, education has always had an ideological basis.
Item one of the supplementary agenda of the Pakistan Educational Conference in 1947
asks, "What should be the ideological basis of education?” The answer was the Islamic
principles of "human brotherhood, social democracy and social justice” (Government of
Pakistan, 1947, p.3).

However, each political transition brought in a government with its own ideology,
one different from its predecessors, and each saw the education system as the state's
ideological apparatus (Althusser 1972). Through this apparatus they could bring the
population into direct contact with their ideology and reproduce it. The differing
ideological perceptions of each government were reflected in the education policies and

were responsible for specific changes in the national social studies curriculum.

The Pakistan Educational Conference 1947

After independence in 1947, Pakistan faced multifarious problems. While dealing
with the immediate problems, the government recognized the need to address the long-
term objectives of national development. One of these was the restructuring and
reorientation of the education system. This required that the limitations in the present
system used to serve colonialism be recognized, a vision for an independent Pakistan be
developed, and suggestions as to how best education could help realize that vision be
acquired. Addressing the delegates, Fazul Rehman, the Minister in charge of education
pointed out that the educational system that had been inherited "was intended to serve a
narrow, utilitarian purpose,” had a "literary” bias in which "unrelated ideas and facts
pass[ed] for knowledge." This system, he concluded, did not prepare people for "the
business of living” or for meeting the "needs of the changing society.” The founder of
Pakistan, Muhammad Ali Jinnah, said, these limitations required an "education policy

and program on the lines suited to the genius of our people, consonant with our history
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and culture and having regard to the modem conditions and vast developments that have
taken place all over the world" (Government of Pakistan, 1947, p. 5).

Fazul Rehman's inaugural address, envisioned Pakistan not as a "theocratic state”
in which the ruler is a "vice-regent of God on earth” and the government a "sacerdotal
class deriving its authority from God," but as "a modern democratic state” based on the
Islamic principles of the "universal brotherhood of man [sic], social democracy and social
justice." In such a state "ruler and the ruled alike are equal, [the ruler is] but a
representative of the people who have chosen him to serve them" (ibid., p. 6).

The task envisaged for the educational system was the "building of a modemn
democratic state” whose citizens would be educated in "body, mind and character” to live
a good life themselves and contribute to efforts to improve the lives of others. To
accomplish this task, the education system was to be "animated and guided” by the
[slamic principles of "universal brotherhood of man [sic], social democracy and social
justice” and the "democratic virtues of tolerance, self-help, self-sacrifice..." found in
Islam.

Fazul Rehman said the aims of education in a democratic society must include the
"vocational,” "social or political,” "spiritual” and "physical” elements. He attached the
highest importance to the spiritual element because it helped "purge men's minds of
barbarianism and turn them to humanitarian purposes” and to do this it needed to be
universal in outlook and "must eschew sectarian and nanow doctrinal lines." The

sociopolitical element entailed "training for citizenship.” He stated,

The possession of a vote by a person ignorant of the privileges and responsibilities
of citizenship...is responsible for endless corruption and political instability. Our
education must ...[teach] the fundamental maxim of democracy, that the price of
liberty is eternal vigilance and it must aim at cultivating the civic virtues of
discipline, integrity, and unselfish public service. (p. 8)

He noted that education must serve to make all members of the body politic,
citizens of Pakistan, "no matter what political, religious or provincial label one may

possess” (p.8).
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The delegates to the conference were asked: What should be the ideological basis
of education? Fazul Rehman had expressed in unequivocal terms that the education
system was to be based on the Islamic principles of "universal brotherhood of man[sic],
social democracy and social justice” (ibid., 3). The delegates agreed with him, for the
conference resolution reads, "Education inspired by Islamic ideology emphasizing among
its many characteristics those of universal brotherhood, tolerance and justice” (ibid., p.
43).

A number of major problems were identified and ways of addressing them
suggested. Illiteracy in a democratic state was seen as a "grave menace” to the security
and well-being of the State; therefore, it was the duty of the state to provide "boys and
girls universal, compulsory and free basic education... in the shortest period of time" and
to promote "adult education.” To address the language issue he suggested we follow the
Russians, who "instead of forcing different national groups into the narrow Russian mold
have made all languages the medium of instruction.” He suggested Urdu play the same
role as Russian, and English be retained as it allowed "access to the secrets of Western
science and culture." University education and technical education was to be improved to
raise the intellectual and moral tone of society and promote industrial development.

The educational conference, in the revolutionary spirit that had given birth to
Pakistan and was animating her, envisioned an educational system that would prepare
citizens for a democratic society based on equality, justice, tolerance, self-sacrifice and
public service. Education, therefore, had to prepare citizens with the knowledge and
dispositions needed to realize such a society. These values were to guide all decisions.
As a result, education, so essential to all citizens in a democracy, was to be compulsory
and free. Recognizing that many adults were illiterate, the education system was to
provide adult literacy. The intent to address the issue of tolerance and respect for others

is evident in the way the conference purported to deal with the language issue.

Report of the Commission on National Education 1959
In December 1958, a Commission on National Education was appointed by the

Martial Law Government of Ayub Khan. Its task was to evolve a national education
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