Addressing Injustices through MOOC:s:
A study among perturban, marginalised,

South African youth

Taskeen Adam

i

WY T

pus— DU

Ki n gdlege

Centre of Development Studies

University of Cambridge

Thisthesisis submitted for the degree Bbctor of Philosophy

Febrwary 2@0






Declaration

This thesis is the result of my own work and includes nothing which is the outcome of work
done in collaboration except as declared in the Preface and specified in the text.

It is not substantially the same as any that | have gtdaimor, is being conctently submitted

for a degree or diploma or other qualification at the University of Cambridge or any other
University or similar institution except as declared in the Preface and specified in the text. |
further state that no satantial part of my dissg&tion has already been submitted, or, is being
concurrently submitted for any such degree, diploma or other qualification at the University of
Cambridge or any other University or similar institution except as declared in faedamd
specified in theext.

It does not exceed the prescribed word limit for the relevant Degree Committee.

Signed:

Date: 24 February 2020

Taskeen Adam

Cambridge






Abstract

Addressing Injustices through MOOCs: A study among peHurban, marginalised,
South Africa youth.

Taskeen Adam

The legacies of colonial rule continue to impact everyday life, particularly in education. These structural
inequalities are often reinforced and amplified
neocolmialism, which is where hegemonic powers indirectly control or influence marginalised groups
through the internet or information technology. In striving for justidgented online education models,

this study analyses to what extdfassive Open Odme Caurses (MOOCs), produced both
internationally and locally, support (or could support) the needs, preferences, and aspirations of
marginalised South African youth and address the material, ce#pistemic, political, and
geopolitical injustices theface.

To evaluate what South African peniban youth desire in their education and futures, as well as the
challenges they experience, a separnt survey was conducted with 250 youth from five townships in
South Africa. Responses showed that whilgtigi@ants strongly value and aspire to further their
education, financial difficulties, infrastructural barriers, family problems, and lack of emotional support
and life mentorship limit them from achieving this. Participants reflected on how colonigbarttbid

legacies have affected their educational experiences and identities through inferior quality of education,
forced languages, forgotten histories and incongruent values, cultural norms and practices.

In parallel, semstructured interviews wereonduced with 35 MOOCdesigners, from South Africa

andthe USA to investigate the ways in which efforts, if any, were being made to reach students most

in need of quality education. Interviews covered themes of openness, accessibility, and justice. It wa
foundthat, dependingonthe MOO#2 si gner 6 s understanding of soci al
they placed varying emphasis on addressing different forms of injustice. Some focused on resource,
access and infrastructural barriers, while othersdedwrissues of content relevance and knowledge
production. Furthermore, MOOde si gner sd attempts to address inju
identities and lived experiences, highlighting the importance of plurality of thought and epistemic
diversity inthe producers of MOOC:s.

Drawing on the historical injustices and lived experiences of the youth, and the attempts to address
injustices by the MOOGQlJesigners, it was ascertained that there is nestredits-all formula to

creating equitable MOOC%Rathe, depending on the purpose and target audience of the MOOC,
nuanced approaches to addressing injustices are suggested. These approaches are shaped by various
leverage points that influence the types of, and the extent to which, participatory snatteasibility

measures, knowledge sources, assessment and critical pedagogy are implemented. Additionally, the

i mportance of these | everage points varies over
implementation and assessment. Bearingind the broadranging injustices that youth participants

raised, these approaches are presented with great caution that educational technologies and open
education are not panaceas but if designed and used appropriately and justly, can be toolsidor. libera
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1 Introduction
1.1 MOOCs in South Africa

With increasing connectivity throughout the
such agdviassive Open Online Courses (MOOCSs) becoming more established, there has been
great optimism for the reduction of global educational inequalities, particttaough the

0di sruptiondé of traditional cont entoqudityl i very
higher educatiofMacharia 2014; Moura et al. 2017; Rambe and Moeti 20MDOCs offer

flexible learningand freeorlow o st access t o course content f
to anyone with an internet conniect. However, the philanthropic and egalitarian claims of
MOOC pl atforms are challenged by count-er <cl a
imperial i sm6é through the dominance of MOOC prov
consortia and theesultant unidirectional cot®-periphery export of knowledge from these
universities to the rest of the wor{@zerniewicz et al. 2014; Rambe and Moeti 2017:633)
Furthermore, egalitarian claims are undermined by studiessuchRaa t r u @016:39Bal aj i
which analysed6 edX MOOCSs run in 2013 and 205hd found that 1% of participants had

a bachel orodos degr ee nb6B% driginptededrom deedded coumtries mal e

This research is situated the South African contéxwhere colonialism an@partheid

followed by insufficient attempts at reform, has led South Africa to be one of the most unequal
countries in the worldwith a Gini coefficient of 0.6(World Bank 2019) Educational
inequalities have been exacerbated by neolibergp ol i ci es i n edu2@ti on s
higher education system has perhaps become evandtitist than it was prior to 1994, with

soci al class now acting as a major fistallin
(Cooper 2015:248)Furthermore, university spaces remain culturally alienating for black
students and centres Eurocentric muium and pedagog§Chikane 2018a; Nyamnjoh 2016;

RMF 2015) Such educational inequalities reached a tipping point in 2015 and 2016 where
university students broke out in protest for free, decolonised educatien tinedbanners of
#RhodesMustFall and #FeesMustFall (ibid.).

In light of these stark educational qqeral i t i es, three of Sout |

historically-white) universities have also joined the global online education movement with

1 Research byreich andRuipérezValiente(2019) discussed in Section 2.4.8hows that such inequalities still
persist intai20172018.



MOOCSs on the Coursaf FutureLeardand edX platforms. These are among the first MOOCs

that are independently producéem the African continent and are among the first to
contribute to the MOOC space from African contexts and perspectives. This presents a unique
opportunity to ascertain whethand in what ways, the contexts and locations of MOOC
production and MOOC dggners influence the ethos and design of MOOCs. This research
focuses on MOOC production from South Africa and the potential for these MOOCSs to truly

democratise educational opparitiesfor marginalised groups in South Afriéa.

1.2 Research Framing

This research is situated at the intersection of two themes: the injustices faced by marginalised
youth in South Africaand the potential of MOOCs to support the educational needs of
maminalised groups. To investigate these themes, a transdiscipindyragratic approach

is taken in that | draw oa range otlisciplines and bodies of knowledge needed to analyse and
better understand the topic. Bodies of knowledge from the fieldsumfaédn, philosophy,
politics and international relations, development sisdiand engineering and technology

studies were drawn upon throughout this study.

The first pool of literature that frames this research are the critiques of the Open Educational
Movemen{OEM). Three lenses of critique are relevant here. The first isabkberal critique

which probl emati ses 6éopenwashingbé; the use o
of free access and open licensing, for branding, marketing andeamal interests, such as in

the case of MOOC platform®Veller 2014; Wiley 2011b)Thesecond is the social injustice
critique which probhemadi sssgblbed ideandf odop
that open educational programmes need to make a concerted effort to centre issues of social
(in)justice if they are to addressluecational inequalitiegBali et al. 2018; Hodgkinsen

Williams and Trotter 2018; Lambert 2018; Watters 20T4E third is the neocolonialitque

which builds upon the social injustice critique to further emphakeseulturalepistemic and
geopolitical imbalances within the OEfAdam 2019; Lockley 2018; Piron et al. 20£7)

2 Coursera can be reviewedhdtps://www.coursera.org/

3 FutureLearn can be reviewedhdtps://www.futurelarn.com/

4edX can be reviewed attps://www.edx.org/

S6Educational opportunitiesd is intentionally used as
only refers to one dimension of educationaldse

6 Portions of text from my journal articl&dam (2019) is reused throughout this thesis. This is in accordance

with the University of Cambridgebs guidelines for ussa
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To properly interrogate these critiques, conceptions of justice néedctarifiedas justice has

a multiplicity of meanings. As this research attempts to es$dinjustices perpetuated in
MOOCs, andnvestigate the use MOOCsastools for liberation, an analytical framework is
first needed to distinguish what injustices are preseM®OCs and what injustices can be
addressed through MOOCs. This researchwdraipon multidimensional social justice
frameworks which highlight redistributive, recognitive and representational injuéficeser
2005; HodgkinsotWilliams and Trotter 2018; Lambert 2018} well as decolonial thought
which highlights coloniality of being, coloniality of knowledgedacoloniality of power
(MaldonadeT or res 2007 ; Mi gnol o 210 @evelop tNedDinensiu Gat s |
of Human Injusticé-rameworkwhich highlights three distinct yet overlapping and reinforcing
injustices, namely; material, culturapistemic, and political/geopoliticahjustices This
synthetisation of theories of justice from the Global North@habal South in itself serves as

a contribution to knowledge.

In addition to social justice and decolonial discourses, embodied cognition and the capability
approach provid&ey theoretical underpinnings for this research. Embocbhegaition theory
descriles that knowledge is formed by interpretation through our sensorimotor capacities,
which are rooted in our biological embodiment and shaped our cultural Higtogla, Rosch,

and Thompson 1992 he capability approach highlights that individuals and communities
decide for themselves what they have reason to valdeegard as a goeguality life, as

opposed to a universal set of principles dintawhat they ought to valu&en 1999)

1.3 Research Aims and @stions

Building on literature that argues for an explicit focus on justice in open educational
programmes, the maeim ofthis researcls to establish factors, decisioasd practices that
contribute tadesigning justiceriented MOOCs. With this in mindhis thesisresponds to the

following overarching research question

To what extent do or could Massive Open Online Courses (MOOCS), pardhlose
produced in Soutlfrica, support the educational needs, preferences, and aspirations
of marginalised, perurban South African youth and address the material, cukural

epistemic, political, and geopolitical injustices they face?

This researchugstion is broken down intedr subguestions, the former two focusing on the
marginalisedperiurban South African youth and the latter two focusing on MOOC designers.
As a grounded theory approach was taken, this meant that important themes ant researc

3



guestions emergefilom the data, as data collection and analysis happened iteratively. The
grounded theory approach was used differently between the two research participants groups
T the marginalised petrban youth and the MOOC designéras differen approaches were
needed toegach different objectives. For the marginalised,-pdsan youth, the capability
approach and grounded theory approach strongly shaped the reseaquiestidns which

sought to understand from the marginaljgeetiurban Soth African youth themselveshat

they have reason to value.

As the overarching research questions aims to determine whether MOOCs can thgpport
educationaheedspreferencesand aspirationsf marginalised pefurban South African, the
first researchsub-question (RSQ) sought tbrst establish these needs, preferences and

aspirations:

Research subquestion 1: What are the needs, preferences, and aspirations of the
marginalised, perurban youth in South Africa, specificallggardingeducation and

technology?

Similarly, before dscussing whether MOOCs can address the injustices that marginalised
youth face, thesecond research question sought to first establish what injustices the

marginalisedperiurban South African youth face:

Research subquestion 2: How do historical injusties, particularly colonialismn
apartheid and their legacies, impact treglucationof marginalised perurban youth

in South Africa?

Shifting then to the production side of MOOCSs, the latter researchisegiions emerged out

of the semistructured intenews with MOOC designers. It was obsenthdtterms such as

openness social justice, and decolonisation had different meanings to different MOOC
designers. As this research was uniquely positioned to investigatel¢hef context and
situatedness of MOC designers and MOOC production centres, the third research
subquestion soughttmap conceptions of openness to MOO

drawing on embodied cognition theory:

Research subquestion 3: What is the impact of a MOOC desigéerenbodied,
distributed, situated cognition on their understanding and enactment ohege in
MOOCs?



Moving from conceptualisations of openness to conceptualisations of justice, the fourth
research sulguestion sought to investigate how differing conceptmfn@n)justice, analysed
through the Human Dimension of Injustice Framework, mesult in different ways of

addressing injustice

Research subquestion 4. Wh a't ar e Sout h African M
conceptualisations of justice and how do they attemptdeoesd these injustices in and
through their MOOCs?

1.4 Contributions td_iterature and Practice

As Bali (2014:44)hi ghl i ght s, conducting research on |
devel opmentsdé in the fi el -desearGhthaeazinkaowkedgd owe v e

literature and practice which this researchtabutes to:

1 MOOC production from Africa: Although there is more literature emerging, there is
still very little research on the impact of MOOCSs in Africa. Moreosech literature
tends to focus onissues ofaccess and adaptatioof MOOCs and OER to Aitan
contexts with little focus on MOO@roductionfrom the continent. This study aims to
contribute to literature on MOOC production from South Africa.

1 Research ormarginalised MOOC non-users: Much of the research dfiOOCs use
the data oexistingMOOC paticipants to highlight the imbalanced composition of the
participant pools (i.e. predominantly white, male, vesluca¢d wealthy and fronthe
Global North.” However, the literature afh stops at problem identification. This
research builds upon these findings and has taken the difficult task of conducting
research with MOOC nontusers from underrepresented demographics (i.e.
marginalised, blaclyouth from uncer-resourced areas in SouMfrica) to understand
why they have chosen not, tr are inhibited fromtaking MOOG.

1 Qualitative research on MOOC nonusers: Existing researclton MOOCsleverage
of the unprecedented access to large sets of student dgtertbtatively analyse
learnng patterns which has thus resulted in hundredguahtitativestudies. This
research has chosen to takbighly qualitative approachfocusing on getting an in

depth understanding of the lives of the marginalised youth hendetducational needs.

" This is expaded on in Section 2.4.3.



1 Centring educational needs over technological panacedduchresearch within the
MOOC space takes a techoentric approach, centring MOOCs as disruptive
technological solution for democratising access to education. This resesteadin
takes a novel startingoint of first identifying anccentringthe educational needs of
marginalised groups, investigatinghetherMOOCSs can in fact address their needs,
beforeevaluating how antb what extent

1 Centring MOOC designersand epistemic diversity While most critcal researcton
MOOCs highlight the contertentred and pedagogical shortfallsthin MOOC
design® this research focuses on environmental and contextual fasuamsunding
MOOC production as wedlls the epistemological framing of MOO@sawing on the
few studies that highlight how MOOC designer identities are integral to the
development of the ethos of the MO@Ross et al. 2014}his study emphasises the
critical role of MOOC designersé backgrounds and
MOOCs and argues for epistenaity diveree MOOC designers if we aim to produce
justiceoriented MOOC:s.

1 Designing justiceoriented MOOCs. While there is increasing discussion of
designing for justice within th@EM,® this study is among the first to contribute to the
design of justicerientedVOOCs This serves as the main contribution of tessarch.

In addition to contributing to knowledge, it serves as a practical guide to MOOC

designerendeavouring to desigasticeoriented MOOG.

Beyond the MOOC space, is the contribution of ienensions of Human Injustice
Framework, which draws and vaus theories of (in)justice originating from the Global North
and Global South to create a holistic framework that higtdighaterial, culturagpistemic and
political/geopolitical injustices. The applications of this analytical framework can be applied

broadly to any analysis of injustice, within the educational space and beyond.

While these aforementioned contributionskag, the main motivation for this research project
wasto challengeghedominance of knowledge production from the Global Northsdrmiv the
valuable contribution that epistemologies and practices from the Global South can have on the
global knowledge lse, particularly in the space of global online education wieiots to be

framed by Western epistemologies, values, norms anddgegu

8 This is illustratedn Section2.4.6
9 For example, Lambe(R018)and HodgkinsoWilliams and Trotte(2018)discuss social justice in relation to
open education.



1.5 ImportantDefinitions

For the remainder of thesis themarginalised, petiirbart® South African youth of this study

are termed OPotenti al MOOC Participantsdo (PN
of 6MOOC designerbpemam faod coNOOQ mMbmet 1 act or s ¢
teamd i nvol vedesignmgat M& OCr. 0 & MDD Caifedhfereducatorst or 6 i
or academics that appear in the visual content and who are subject experts in the topic of the
MOOC 6 MO OsGpportte amdé ar e t hose whlesignprocess thiough t he N
guiding instructors in content creation, advising on digital pedagogies, managing the MOOC
production, and providing technical support. Depending on the size of the MOOC team or

centre, the rolesna responsibilities vary and overlap.

Tedhnology, often used in thithesis is defined here as the practical implementation of
scientific knowledge. Information Technology (IT) is defined here to mean the use of any
computers, storage, networking andestiphysical devices, infrastructure andqasses to

create, process, store, secure, and exchange all forms of electrorfRalegta 2019)

As geopolitical inequalities are frequently mentioned in tiissis terms are used to
differentiate between groups of countries with diffeldiengls of power and wealth. The terms

60 @lb al Nort hd and 06 GI o Head hier8rohical, hnéavolationary, u s e d
counterhegemonic way of referring to geopolitical imbalances as a result of colonialism and
neocolonialism(Hollington et al. 2015; Santos 2014) h o wwWevsetre ron 6 , 6devel o
60 devel ogsousay dvheee it is more appropriate e.g. it is compamance in literature

to SNastem@mEt emol ogiesd rather than 6GI obal N ¢
terminologies are all problematic as they homogenise diverse groups of cologeid®y to

do away with them eradicates the history of colesimaland hides the neocolonial relations

with former colonies.

1.6 Chapter Summaries

Chapter 2 begins by outlining the history of education in South Africa, from colonialism to

apartheido political emancipation. The 2015 student protests for free, decoladsedtion

10 periurban egions are denselyopulated regions on the outskirts of major cities and usually house the cheap,
unskilled and senskilled working force that cities depend on.

11 Connectivist MOOCs (c®@OCs ), use the term MOOC o6facilwediat o
this study. FutureLearn uses the term dbdeducator
platforms reviewed.

r 6, h
0, ho



is highlighted as a key turnimgpint in South African higher education. The second part of the

chapter discusses the history, evolution, trends and debates in the OEM and MOOC space.

Chapter 3 outlines the conceptual framework of the resealtcfirst draws upon embodied
cognition theries and the capability approach to set the theoretical underpinnings of this
research. Thereafter, | delve into theories of social justice and decolonial discourses, eventually
bringing them together to form tli@mensions of Human Injustid&amework.

Chapter 4 sets out the methodological approach of the research. Social constructionism as an
epistemology is explained as well as its compatibility with a realist ontology. Rationales for a
grounded theory methodag and mixedmethods approach are givemelregionabetaonline

course is explained along with the surveys and stmctured interview asdata collection

methods.

Figurel-1 diagrammatically depicts the flow of data chapter§, 7, 8, and 9.

Potential MOOC Participants . MOOC Designers
Chapter 5 ! Chapter 7
PMPs: Understanding their MOOC Designers:
needs, preferences and . Investigating the impact of
Who are they? aspirations : embodiment on Open
. Educational Practices
Responds to RSQ1 Responds to RSQ3
______________________ +""""_.""""_‘ U
Chapter 6 : Chapter 8
Wh?.t are _ttl;]ew V|veton PMPs: Investigating the impact | . MOOC Designers: Exploring
Jus 'Cec‘jN' tr_esr;ec 0 of colonialism and Apartheid ! conceptualisations and
education on their education ' approaches to addressing
injustices
Responds to RSQ2 : Responds to RSQ4
Chapter 9

Towards designing
justice-oriented MOOCs

Responds to overarching RQ

Figure 1-1 Flow of chapters

Source: Aut hor 6s own

Chapter 5 draws on the capability approach to understand the lives of the PMPsyllpayti
regardingeducation and technology. Finding®m the Wellbeing Survey highlight their
difficulties in life and what they deem a goeqdality life. The Education and Employment

8



Survey findings highlight their educational aspirations, shortfalldearding preferences. The
Technology Survey findirgy ascertain their access, usage and perceptions of technological
devices. Finally, the Feedback Survey presents findings from the survey coraftestieaving

done thebetaonline course. It highlightsheir experiences, suggested improvements and

preferences on interaction in learning.

Chapter 6 places more emphasis on historical and predayinjusticestiiroughinvestigaing

the impact of colonialismapartheidand their legacies on the educationgberiences of the

PMPs. Material inequalities in trgiality of schooling in historicallyvhite andhistorically-

black areas are highlighted. PMPs share experiences of racial discrimination, highlight the
dominance of Western wayd-being, unpack the corfgxity of language choices, and
elaborate on the l&oof accommodation of their cultures in their education. Opinions on the
significance of the educatorsé race i s unpac

of education.

Chapter 7 turns attation to the MOOC designers. Drawing on embodiedidam theory, the

first hal f of the chapter i nvestigates the
understanding and enactment of openness. Fouexioaustive categories that emerged from

the daa, namely their personal background, academic lvaokg, life experiences and

political inclinations, were drawn to outline the strong influence that their identities have on

the epistemological framing of their MOOCs. The second half of the chapteasi@OOC

designer interviews conducted in South iédy with those conducted in Cambridge,
Massachusett$o highlight key differences in the ethos and framing of MOOC design between

the two regions.

Chapter 8 contextualises itself in the wake of decolonial student movements in South Africa

that have causkfaculty, in this case MOOC designers, to reflect on the injustices in the higher
education system. The <chapter unp gustices, MOOC
shaped by their opinions on social justice and decolonial discourses circulatingngpply

t he Dimensions of Human I njustice frameworKk
attempts to address injusticesand through there MOOCare disseted in terms of their

emphasis on material, cultw@pistemic and political/geopolitical injuséis. Various

contesting approaches to addressing injustices in MOOCs are highlighted.

Chapter 9 pulls together findings from the previous chaptersotdline approachedo

designing justiceriented MOOC:s. Its aim is to highligfactors,decisions and pcdices that



contribute to designing justieariented MOOCs. Four decisianaking spheresn MOOC
design are outlined: the framing of the MOOC; the conceptit#dn of the MOOC by the
design team; the situating of the MOOC in its societal, political amolcgmmental contexts;
and lastly, constructingnd implementinghe MOOC.The chapter argues thi#at there is no
onesizefits-all framework for designingusticeoriented MOOCSs; the path taken depends on
the purpose and target group of the MOOC anduislegl by the MOOG and MOOC

d e s i gphilespphiéal underpinnings. A key difference between designing justierted
MOOCs and designing justiegientedMOOCsfor marginalised groupss highlighted.
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2 Historical ContextandLiterature Review

2.1 Introdudion

This research brings together two themes, the injustices faced by marginalised youth in South
Africa and the potential of MOOCs to support marginalisedigs. Two literature reviews are
thus necessary. Secti@r2 outlinesthe historical context of South Africa, from colonialism to
apartheid to political emancipatiomhroughout this historical overview, | outline how
education was used for different agendas from conditioning the suppressed into obediently

abide to creatirg a workforce for the mining industry.

Sectiors 2.3 and 2.4 shifts focus to recent debates in open and online educatiordigiked

divide is reviewed, before unpacking the histories of the Opercdicun Movement (OEM)

and MOOCs, from their original visions and purposes to their current instantiations. They are
also reviewed in terms of their ability to respond to educatimsalkes in the Global South,
particularly SubSaharan Africa. Current treeddebates and recommendations are highlighted
regarding MOOC design. Finallip Section2.5, the OEM and MOOC:s are critiqued through

three lenses, namely, the neoliberal, social injustice and neocolonial critiques.

2.2 HistoricalContext

2.2.1 Colonisation of Southern Africa

Centuries ago, societies in the southern tip of Africa were largely agradbnoanadic; the
oldest indigenous inhabitants being the Khotawith later settlements by agriculturalist
Bantu tribegRoss 2008} In these precolonial s@eties, education was lifelong and embedded
into daily life (Christie 1985)Learning was largely experiential, and elders passed on history

and tradition through songs, poems, and st¢Gésistie 1985)

In 1652, the Dutch East India Company (DEIC) arrived, led by Jan van Reibeeck, poaset u
trading post which transformed into a colqiiRoss2008:23)'* The following century saw a
formali sed O0genocidatlhe rkahcaiiscaend (tiobidode.x)t.i rIphaa
labaurers on the farms of settleolonisers.Alongside Khoisan labarers, approximately

60,000 slaves were broughtttte Cape from Indonesia, India, Madagascar and East Africa
between 1652 and 18tF{Ross 2008)Between 1795 1803, the British conquered the Cape.

2The Khoi were huntegatherers and the San wegstoralists.

BThere are three authors referenced in this reseatcthwi t h e s ur n a(2088)réfdRsasRoliert RossRo s s
¥ The first Europan encounter was with Portuguese explorer Bartolomeu Dias in 1488.

5 This date marked the abolition of the overseas slave trade.
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By the 1830s, slaves were released as the British argued that by preventing them from taking

therabour freely to market, O0the arrangement
precepts and wedRoss 2008:40% SHaf/eoyare forcedjlabosirtwére replaced

by capitalist wagéabour principles wherelabo er s had a O6choiced to

was designed to flourish based their marginalisation.

As British influence grew, they frequently clashed with Afritabes’ and won by reducing

S

p i

tribes to poverty, O6burning theRoss2008B:41¥ ds and

On what remimed, they would install magistrates to control the chiefs and thereby bring

6civilisationé (ibid.). African tr ifomally wer e

brought under colonial rule by 1857 (ibid.). Over the next century, the natiets dl@came

the bottom rank of the colonial hierarchy an

power(Mamdani 1996:23°

While the DEIC had not paid much attention to educafid@rjtish setters used education to
assert their language, traditions and vaki€ghis was done through edtishing a formal
schooling system, making English the official language, and anglicising chyhgastie
1985)?? Quality of education developed along social and racial lines: richer whites attended
private schools focusing on social advancenidmsen 1990:19;2f Khoisan and exslaves*

mainly received@ucati on t hat would creat(€hristiel®8pci | e

18R0ss(2008:40)0 u t | i n e kDetemlzet 1834 all slaves in the Camee liberated, although the-slaves

still had to endure four yearsiobndage as scalled apprentices before they could enjoy their freeloml n r eal i t y

a large number of eslaves continued to work as labourers, with conditions for labour determined by the Master
and Servant Ordinance which was written in gross favour of the employers (ibid.).

"These clashes were mainly wig® the amaXhosa in the
18 Prior to hese clashes between the British and the African tribesstiitiat wars had been occurring in a quest

for land and power. These were somewhat fuelled by the Europeans who were in close proximity and who had
brought in a variety of resoces (Ross 2008:37)The wars on the east coast culminated with the Zulu kingdom
under ShakaThere had also been conflict between the@s (a new mixace group formed from the Dutch
having sexual relations with Khoisan women) and the African t(iRess 2008)

19 The tribe chiefs were givea salary in excinge for running the local territory. In order to preserve the chiefs
respect in his community, all orders went through him as direct intervention would devalue téeachitedrity.

In this process, traditional practices began to be gsi differenty than in the preolonial era. One distinction

was that chiefs originally would have a committee to help in decisiaking, but with the colonial influence,

more individual power was gradually tak¢hlamdani 1996:2)

20 Teaching largely took place in churches and was mostly reaflihg Bible.

21 Going to school, being Christian, and dressing in Eurojs@da clothing made one respectable and civilised

in society(Ross 2008)

22 1n 1829,the South Africa College was formed, which later, in 1918, became the University of Cape Town
(UCT) (Phillips 2003)

23Subsidiesvere introducedh 1893 for poorer white communiti¢€hristie 1985:34) There was also a town and
country divide where white Boer (Dutaettler) children received less formal education, mainly through the
church (ibid.).

%Theexs | aves, along with indentured | ahlheoexteentary., woul d
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Platzky Miller 2019:72%° and African tribes mainly received education from missionary
schools that aimed to spread O0a Wendibeacm way
t hem wo r (Khristia 198i:36sJansen 19985

With the discovery of d?f aaditieerdevelopraemtdbf agmoningl i n
industry to exploit this, there were massive economic, political and social ch@iyesie

1985; Ross 2008)Three new social classes were formed: a small group of wealthy mining
capitalists, welpaid skilled workers, and a large group of unskilled workers for manual labour
(Christie 1985) This shift to a mining economy necessitated an industrial workforce and
Africans were thus taught the Induatfiraining Curriculun{Jansen 1990:198; Platzky Miller

2019) One mining capitalist that benefitted immensely was Cecil John Rhodes, who attempted
to monopolise the tiving mining industry(Platzky Miller 20B:74; Rotberg 1988F

In 1910, he British consolidated four polities into the Union of South AfffcBrom this

stemmed legislatio which put black people in inferior positions relative to white workers,

paid them minimal wages, zoned them to resevas, removed their rights to land ownership

beyond these reserv@Shristie 1985:46; Platzky Miller 2019:7@ducation was necessary to

suppat the growth of the industrialised capitalist system. For whites, the British government
introduced free compulsory ecaton. For blacks, education remained of a poorer quality, but

with a more industrial skilkbased focus. In line with thBifferentialed Education Policy

(1922) state schools were mandated to teach 1in
studentgrom the opportunities and jobs of the Englidminated societidansen 1990:198%

25 A big acknowledgement needs to be made to Joshua Platzky Miller whose extensive literature review and
bibliography of South African education contributed immensely to the writing of Section 2.2.

26 At the same time, other cultures anddaage evolutionwere taking place. Through bringing in slaves from
Indonesia, Islam was also brougbtSouth Africa

’Prior to the 186006s, the main commodities were wine,
28 Rhodes used his increasing economic power, coupled with ltisgdgower asPrime Minister at the time, to
take measures |ike the 1894 Glen Grey Act which sougl
work in whiteowned (andarticularly Rhodesowned i n d (Piatzky Miles2819:74; Rotberg 1988:4v0

71). Sectior?.2.5discusses how the Rhodes statue at UCT became the symbol of colonial exploitation in the 2015
#RhodesMustFall campaigtior decolonised education.

29 The four polities were the Britisbontrolled Cape and Natablonies, and the Boaontrolled Orange Free

State and TransvaéFeinstein 2005:34; Ross 2008:4Preceding the Union of South Afa, the AngleBoer

wars (188601881 and 1899902) were fought for control over land and natural resources; the British eventually
won. When the constitution foréliNew Union was being drawn up at National Convention, no black people were
representedChristie 1985:46)

30 This included théMines and Works A¢l.911),the Natives Land Act (1913)nd various other policies.

31 This point of black students being prevented from learning to speak English is particularhntratethe
languageof-instruction debates in Chapters 6.
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2.2.2 Apartheid South Africa

As manufacturing industries emerged, more people migrated into increasingly ovearowd

cities Political unrest fomented as African workers rebeldnting better jobs, wages and

living conditions(Christie 1985:52; Ross 2008:11%) 1948 the Afrikaner nainalist party

(NP) won the whiteonly election and came into powmveith plans to formally cement racial
segregationapartheid TheGroup Areas Acf1950)zoned people in urban areas according to
race?>whi |l e 6dompas6 pass | apkedromfmoving toend throegh t r i ct

urban areas.

Over the 196006s, apdlitical or gani gChristieon angc
1985:53) On 21 March 1960, 69 people were killed and 178 injured while protesting against

pass laws in the Sharpville massatréhe African National Congress (ANC) and Prnic an

Congress (PAC) were banned and black leaders like Manddl&iaalu were imprisoned

(Christie 1985:53)Resulting fom this, the Black Consciousness Movement (BCM) formed
from the Sout h Af rican Student so Organi sat
(Magaziner 2010; Mangcu 2012) St ev e B i Iclodéew onida Bols,SCesaing,Fanon,
Senghor and other antolonial thinkers, contributed immensely to the ideological framing of

the movement (ibid.). Its main aim was to tackle the psychcdbgimensions of oppression

in the minds of black people anastil in them the courage to fight against an unjust system

(ibid.).

Over the 197080s, increased labour agitation and a stagnating economy forced the state to
offer small reformgChristie 1985:54}* Numerous political groups formed at this tinfrem

student organisations to trade unions, many of whiaapartheidgovernment banned. One
pivotal moment in South African history occurred in this period wheaghetheidgovernment

decreed Afrikaans to be the medium of instruction in schoolsAfAkaans was associated

with the oppressions @ifpartheigthere was mass protest, mobilised through the BCM and the
SASO. On 16 June 1976 thousands of student protesters took to the streets and were met with

violent police brutality, killing hundreds studentgHirson 1984

32TheGroup Areas Actvas built upn theNative Land Acf1913) The most developed areas and prime locations

were allocated to whites.

33 The massacre was one of the biggest catalysts for formirkdhbimo we Sizwe (MK), the militant wing of the

ANC, after nonviolent resistance seemed fati

34Pass laws were abolished, the growth of a black middle class emerged, coloureds and Indians were given voting
rights in separate houses of parliament, ands like thelmmorality Actand theMixed Marriages Actwere
dismantled Christie 1985:54)

35This became known as the Soweto Uprising.
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Fortunes turned at the end of the 198006s whe
the South African economy further. In 1989, FW de Klerk became president, unbannirgy partie

like the ANC and PAC and releasing politicalgoners. After much negotiation with state,

military and businesses, the ANC ran in the first-nacial elections in 1994 and won.
However, It eradicated 6al | vestiiggetbe o f \%
fundamental (capitalist) social relatordAlexander 1993:94)Thus, while political power

shifted to Africans, the underlying unequal sseconomic structures were still left intact, and

the country shifted fronapartheidto neoliberalism(Bond and Garcia 2000; Hamilton 2014,

Platzky Miller 2019)%¢

2.2.3 Education in Apartheid South Africa

Jansern(1990:19697) summarises five major periods lifack educational history in South
Africa. Thefirst wastraditional African educatiomefore colonialists arrived. The second was
the eraof slave educatiofased on Christian religious instruction. The third wassion
educationin the early 1800s whircintroduced a European form of education &® sbhools.
The 1920s then brought the fourth er&ative educatiomvhich introduced the first mandated
segregated curricula and finaBantu educationvas introduced in 1953endrik Verwoerd,
the Ministerof Native Affairs in South Africa, summarised 1953 the intended type of

education:

Grhere is no place for him in the European community above the level of certain forms

of |l abour €é What is the use of teaching
use it in practice? That is quidsurd. Education must train people in accordance with

their opportunities in life, according to the sphere in which theydifguoted in

Lapping 1987:109)

Bantu education had a dual purpose; the first was to train black people in the skills required to
support the extractive economy, and the sdcemas to shape their ideologiesdhgh the
distortion of their histories, customs and practices, reinforcing their positions as subservient to
whites(Jansen 1990:202J he latter purpose sougbtmake them uncritical thinkersbedient

and submissivéPlatzky Miller 2019:80)

36 Drawing onthe work of decolonial scholars, the direct oppressive regime may have ended politically, but
coloniality (which is unpacked in Secti@rb) lives on in vealth inequality, labour relations, culture, architecture,
textbooks and imdsets(MaldonadeTorres 2007)
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Mamdani(1996:1)hi ghl i ght s t hat while col oni al pr oj e
(seen in the 17 century), the strategy impartheidturned to indirectly controltig and
suppressing natives. Thihange can be seen mpartheideducation which shut down
missionary schools, limited and tailored the type of knowledge black people would access,
normali sed their oppression as énforcedaealveand n
languages, and grhasised tribal identity through ethnic pri@@hristie and Collins 1982)
Ross(2008:37)highlights that the intense ethnic identities and divisions of South Africans

ower e al most -cenluryc roefa tniionnedt.e ent h

In 1959, theExtension of University Education Actr eat ed segregated Otr
bladks which were controlled by the stg@hristie 1985:56) This prompted the founding of

South African Committee for Higher Education (SACHED), a distance education programme
that was revolutionary ingttime and context. A small number of black students were able to
enrol at London Universityand later atthe University of South Africa (UNISA) for
undergraduate degre&sLondon University only provided examinations and no distance
tuitonorlearmnes upport so SACHED O6devel oped its own
encompassed 0 c o urlearaing mravitoenremt that svould meket the meeds of

di sadvant age dMotal@a B0hai7h Theiri leamé support included aemic
counselling, study materials, study timetables, contact time with staff, a reading room, and
financialsupport(Motala 2017:3)

While Bantu education was being formulated, white education was also undergoing
restructuring througimfluence from United States universiti@datzky Miller 2019:80) The
systemtransformed from being used for social control to being made marketable and adapted
to the needs of business and indugiMash 2006:5) Individualised competition and career
advancement were emphasiseand educational models began to be systematised,

standardised, and commodifigdid.).

3T UNISA was partnered withater because it was first thought of as an organ of the Apartheid regime. However,
perceptions changed as it opened its doors to black
edcationd6 that promot ed i dneaondpeagefulessbjugatifiidtalarr@ET7)UNISAr ced s u |
is the oldest open university in the wofldanwar 2013) It has over 400 000 students and is regarded as one of

t he wo r juniversitiesfkargvar 2013; UNISA 2019)
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2.2.4 Education Reforms) Post1994 South Africa

The first two decades pe$994 saw a number of education reform poli¢lsssen 2017:164;

M. Young 1990)*8 Segregated education was officially dismantled, and constitutional changes
guaranteed that, 6l e]l]veryone has a right to
(McConnachie, Skelton, and McConnachie 20Elnding for poor schools in historically

black areas increased considerably, essentially providing free education for many students
(Dass and Rinquest 20%%) Regarding the curriculum, Jans€2019a:1)highlights that
educational reforms in this period wdede sha
terms like antiapatheid education, liberation pedagogy, reconstruction and development
educati on, and of course that wubiquitous ref
after the end ofpartheid P a u | oPedagogyiof tkebQGppressads a key influence

(Criticos 1993; Naido@015)

With the vision of improving basic education to represent the new democratic South Africa,
OutcomeBased Education (OBE) was proposed in 1@3dtha 2002; Chisholm et al. 2000;
Jansen and Christie 1999)While it placed a strong emphasis developing a new improved
curriculum, itsapplicationin varied sociecultural settings was not tek into accoungBotha
2002:367) Poorlyresourced government schools were not adequately equipped and lacked
teacher training in learneentrel OBE pedagogiegBotha 2002; Chisholm et al. 2000:4
12)4! Smaller steps were neebléo transition into a new education system as the OBE
philosophy was based on international movements in education that were not contextualised to
South Africa (Botha 2002:367)With the explosion of enrolments, high dropt and failure

rates, inadequate finances, undesourced schools, shortage of educational materials, and
underpaid and inadequately trained teachéasic education remain® dire need of

improvement (ibid.}?

%There are four authors referenced with Molmgwhsreas name 6
I. Young (1990) referto Iris Young.

391n Apartheid, funding for schooling was igated at R1211 for a white learner and R146 for a black learner. In

the new system, schools were split into 5 quintiles, based on location. QuinBlevire rated as riee paying

schools. Théocationbased quintile system reached many poor schodllggk areas, but it was not perfect, and

some have been left o(McConnachie, Skelton, and McConnachie 2017)

“WOBE constituted a 6r a ddl apprdachesroktleKodmerfregimenand inattempteducc at i o
dewelop investigative, creative and problem solving skills, over prior cohised approachéBotha 2002:362)

41 Botha (2002) also outlines that older teachers were still entrenched in the old education system and its
Eurocentric paradigm.

42 OBE underwent several iterations thereafter. These it@smtttempted to improve OBE by reducing the

number of outcomes and giving more guidance on what and how to teach. However, each new iteration required
teacher training which seldom happened wdktent it was needed.
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In higher education, academics and policymakers gave considerable thought to issues of
identity, culture, language and globalisation in higher educéfitoete, Makgoba, and Ekong

1997; Malgoba and Seepe 2004Additionally, epstemological considerations regarding
African knowledge and the role of African universities had been interro@adedink 2004,
Nyamnjoh 2004 Prah 2004; Waghid 2002Although these discussions have translated into
reform to some exter{lCooper 2015)the higher edwation space has increasingly become

more industryfocused in line with a neoliberal visi¢Bond and Garcia 2000; Vally 2007)

In terms of access, there has been a mass increase in Africans at histiowicaty
and -coloured universitiesas well ashistorically-white Technikons Howe\er, intake of
Africans in historicaly-white universities remagimuch lower. Conditions drastically differ
between historically whites universities (HWUs) and historically black universities (HBUS),
where the latter are severely undesourced and havegr infrastructuré¢Jansen 2003;anga

et al. 2017; Nash 2006h 2012, white students were still the largest group in three of the
countryo6s :hna UnmversityWtiGape Town (UCT)(34%), the University of
Stellenbosch (68%), and the Univigysof Pretoria (54%)(Cooper 2015:254% The
completion rates of white students are 50% higher tharofhialtack student¢Swartz ¢ al.
2018:4)

The 2017 Higher Education and Skills Refddfaluleke 2019:27highlighted that half of the

28 milionyout h not i n any educational i nstitutio
money fYA feeslber 18% bcould not study becalt
Factors that contribatto sustained equality in higher education include inequalities in basic
education that limits further education choices, high tuition fees, alienating institutional culture

and lack of academic, career and emotional sugadper 2015Maluleke 2019; Swartz et

al. 2018)

Beyond the education sector, inequality in the country increased. Despite Black Economic
Empowerment (BEBY, unemployment went from 14% in 1993 to 29% in 2@&inn,
Leibbrandt, and Oostlizen 2014:2) As of 2019, the unemployment rate is 29.1% and youth
unemployment is at 58.2%Trading Economics ZZ). New class dynamics have emerged

43 The University of Witwatersrand/\(its) notably had 43% African (South African) students as its largest group
by race (Cooper 2015:254)

44 This means that 1.4 million youth ageé8E24 were not attendindue to lack of financial resources.

4 BEE is an affirmative action policy to redress inequalities. This is done through givitlg feaple (this
includes African, Indian, Coloured and Chsg) economic privileges (e.g. employment preferences) over whites.
Broadbased Black Economic Empowerment (BBBEE) is an amendment of the BEE Act.
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with a black capitalist elite that are strongly interlinked with political pdwiemn et al. 2014:6;
Southall 2014) Access to higher edation remainghe primary key to escaping poverty
(ibid.).4

2.2.5 Contemporary Decolonial Student Movements

South Africa has a strong history of courb@gemonic movements, particularly ones led by
studertactivists (such as the BCM). In 2015, universitydstut protests broke out for
decolonised education, under the banner of #RhodesMustFall. A statue at UCT
commemorating Rhodes was the centre of this movement, as a symbol of institutional racism
and a cultrally alienating university environme(€hikane 2018a; Kamanzi 281Nyamnjoh

2016) Students drew on the work ofdhtz Fanon, Steve Biko, the BCM and other counter
hegemonic movements. This evolved into a mass student movement, #FeesMustFall in 2015
and 2016 demanding free, quality, decolonised educdtmed 2017) These protests
expressed studentso di si lolities* and somghintd chamget h r a
structural inequalitie in access to higher education; high tuition fees; fardric curricula

and pedagogies; a lack of African history and culture that reflected their personal histories and
identities; and racist institwnal structure, culture and aestheti¢€hikane 2018, 2018b;
Gibson 2017; Lange 2019; RMF 2015:8eyond this, student demands across universities
also included ending the outsourcing of workers; clearing of student debts; bringing back
expelled and suspended studentspl@arising the police and prate security presence on
campuses; and free sanjtggads and tampon®loosa 2016)Overall, students highlighted

their disillusionment with thé&ack of sociceconanic, racial, cultural and epistemological
reformationof their universitiegChikane 2018b; Heleta 2016)

Moreover, HBUs and HWUs hatlifferent demands, highlightingpaté many Uesarey er s i t
still marked by differences based on the material, cultural and social positions of their separate

hi st dLanga et al. 2017:abstracfpemands from HBUs specifically focused on free
educdion for the poor and middle class, subsidised by the wealthy. Their demands also
included requests for 10 GB of data (whereas HWUs have free WIFI), safe and decent

accommodation with cooking facilitieand increase of library textbooks (ibidjBUs had

46 Although graduate unemployment is a concerndntB Africa, those with a degree are far more likely td fin
employment, particularly better paid employmékian der Berg and Van Broekhuizen 2012)

47 Rainbow nation is a term used in South Africa that refeysutting aside differences and uniting together as
one people.
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been protesting for these for many years prior to the #FeesMustFall protests, but only got the

media attention when HWUs began protesting(t@mga et al. 2017:6)

The student protests sparked heated and pertinenededrad discussions around educational
reform between students, activists, journalists, academics, and university senior management
in the coutry (Chikane 2018a; Heleta 2016; Jansen 2019a; Langa et al. 2017; Mamdani 2016;
Mbembe 2016; Nyamnjoh 2016; Ramaru 20Q%With various discourses, meanings and

vi ewpoints on de ¢2017:06867swrk is aseful inJuadarstanding she
movement] dr aw on t hsrtede pcorsuictiiad n s6 Fafhelfiishaguesi x he
for an absoluteeplacementf European knowledge by locahd/orindigenous knowledges.

This extreme stance allows for marginalised knowledges to be reclaimed but runs the risk of
nativism and fundaentalism(Mamdani 2016) The second argues fdne decentring of
European knowledge amelcentringof local and indigenous knowledges. The caution with this

is romanticising local and indigenous knowledges as infallbledgkinsorWilliams et al.

2017) The last stance argues that knowkeslgre entangled and inseparable in a way that is
not regional, but rather travelling across space, and evolviigtiwie, such that knowledges

are better engaged with thematically rather than regionally.

While | draw on the work of Jans€B017, 2019apnd gpreciate his critical analyses of
decolonisation student movements, his work primarilyu$es on aecolonised curriculum

ignoring other issues raised by the student movem@atssen 201754). By decoupling
curriculum i ssues franging candernsdoa mdtitstional strubtieerandb r o0 a «
culture, he creates a strawman argumentbyengphasig t hat many probl ems

mindsets and pedagogical practices, will nosbeed by revising curriculum alone:

6[t]eachers i nterpret the curriculum to
backgrounds, politics and preferences. Theadies of decolonisation do not dwell on

this space for too long, for their concernistimne d: what t o Oput i nt
(Jansen 2017:169)

48 For example, Mbemb&016) questions the limitef decolonisation of education in light of neoliberalism,
Heleta(2016)traces thehe roots of Eurocentrisiend epistemic violence at universitiasSouth Africa,Ramaru

(2017)gives her feminist reflectionsf the #RhodesMustFall movement, and Mamd20il9)interrogates the
dynamicsbetween relevance and excellenpkace versus ideagndjustice against academic freedofhese

delates are unpacked in depth in Sec8dn 3

“Yo6Fallistoé is the term given to those students and a
and #FeesMustFall movements.
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The reason | highlight this point is l@ese the former part of his statement is useful
understandingnow teache@identities impact learning, however, the latter part overlooks the
broadranging issug that students raised, particularly issues of cultural dissonance,
institutional racism ah the lack of black academic and senior manageitiedf 2015:6;
Swatz et al. 2018:3627). These discussions and other critical reflections on decolonial
thought will be unpacked in more detail in Sech.3as thepurpose of this section is simply

to outline decolonisation of education as a turn in South African higher education reformation.

Having discussed injustices in the historical context of South Africa, the following sections
provide a liteature review ofthe Open Education Movement and MOOCSs, reviewing the
inequalities present in these movemeatspng other factors.

2.3 The Open Education Movement

2.3.1 The Digital Divide

Before unpacking the Open Education Movement (OEM), it needs to be contseduaiihin
the dgital divide. n 6 Ret hi nki ng t he [ROOB:B)argués: Di vi de 6,

Meaningful access tiCT comprises far more than merely providing computers and
internet connections. Access to ICT is embedded in a complex array of factors
encompassing physical, digital, human and social resources and relationships. Content
and language, literacy and edueatand community and institutional structures must

all be taken into accoulidt

Graham et al(2015) similarly define five categories of barriers of information equality:
representation, contribution, access to information, connectivity, and-newdrel
networks/techologies. Thus, the problem of connectivity is not just a technological challenge

but a socigtechnical ondGraham et al. 2015Prawing on this, although Stfeaharan Africa

now has a virtual O6presenceb, i t autorshid, does
voices, narratives and contributiof@raham etal. 2015) ex acer bati ng O0exi st
(Czerniewicz 2018:6)°

Rohs and Ganf2015)use Knowledge Gap Theory, which argues that information is absorbed
differently by recipients depending on their seemnomic(Tichenor, Donohue, and Olien

50 CzerniewicZ2018)outlines that existential inequality comprises five dimensionsdssiélopment, autamy,
freedom, dignity and respect.
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1970)°! to identify three aspects in relation to the digital divide: the Access Gap, Usage Gap
and Reception Gafregardingthe AccessGap, as of 2019, only 39.6% of Afrcahave

internet access compared8®.7%of Europe and 95%f North Americans.> This disparity is

mainly attributed to lack of resources and infrastructure. Where facilities exist, there are
inequalities in bandwidthistribution, price and internet speeahich are further shaped by
soco-economic factors of gender, age, employment, educational background, neighbourhood
and household inconfRohs and Ganz 2015} The Usage Gap refers to how those with access

make use of the internand its opportunities. This usage dependsamal is limited bythe

indi vi dual 6s basi c c¢omp devetandlanguagesrspokemoadgk i | | s,
other factor{Rohs and Ganz 2015) The Reception Gap deals wit
interpret informabn. Information literacy is needed in searching and sorting through for
relevant content through the flood of information availghiganagunawardena, Williams,

and Adams 2013)Thus, those with higher soeawonomic statusan betterextract greater

benefits from the educational possibilities available.

Given thathose of higher socieconomic status generally benefit greater from access to digital
technology thereby reproducing and reinforcing existing inequalities, the followingosecti
discuss the OEM and MOOC:s.

2.3.2 History of Openness

Opemesshas its roots iimany fields such as op@ource software, open design, open data

and open government (i.eansparency of government documents and procegdivgsler

2014:1; Wiley 2016)Openeducation focused on here, is a term that has exlaver time

and 6covers a range of phi lingsacocgsshto edgcatienfod pr a
t hose wi s hiWeler et al. 2018:¥2089)n &i nce the 19600s, op
manifested in different movements, namely; opduncation in schools, distance education and

open learning, 4earning and ote education, open access publishi@pen Educational

51 The Knowledge Gap theory highlights the privileges that those with highersoeimmic have, and how these
factors interrelate and reinforce each other: 1.) bettetmunication skilli terms of reading and undensting;

2.) broadeexisting knowledge baskie to formal education; 3.) mosecial contact®f those in the same class

that lead to knowledge exchange about relevant topics; 4.) abil#gléct and sorinformationand lastly; 5.)
accesgo official meda (Rohs and Gan2015).

52 These statistics were obtained frottps://www.internetworldstats.com/stats2.htm

53 Furthermore, hie intersection of these factors reinforce inequality. For example, in developettias the

gender gap for access to connectivity is marginal at 2.3%, but in developing countries that gap is 7.6%, in both
cases men having more access to than wqiii€h2016)
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Resources (OER)open practices, social media and MO&Qgordan and Weller 2017)
Despite a history in distance education, the digitised and online aspects has shaped and
catalysed open education tod@arrow 2017:131)Thus, the current focus is traceable to the
OER movement, paricl ar 'y MI Tdés OpenCour seWaWdlersi t e
2014:6)

A well-acceptediefinition of OER is outlined by UNESCR002)

deaching, learning and research materials in megium, digital or otherwise, that
reside in the public domain or have been released under an open licenmserthest
no-cost access, use, adaptation and redistribution by others with no or limited

restriction®

The foundational legal aspect OERist he A5 Rs BWiley 204 lapUsdrsimust be
able to Retain, Reuse, Revise, Remix, and Redistribute for something to be degened

Since 200G, Open Educational Practices (OEP) have become more popular, and connect the
variousmovement®f open educatim(Jordan and Welle2017; Weller et al. 2018)OEP are

much less defined, but shfficusfrom content and access to practices and proc¢Sbéss

2011; Geser 2007; Knox 2013:21; Weller 20X2)onin(2017:18)outlines OEP as:

6 c o | | ve practicastthainclude the creation, use, and reuse of OER, as well as
pedagogical practices employing participatory technologies and social networks for

interaction, peet ear ni ng, knowl edge creat¥on, and

OEPs such as cital pedagogy andiorthierarchical learning can be used as a means to
equalise imbalances in knowledge produc{iBali 2014; Farrow 2017)These areliscussed
furtherin Section2.4.4

54 Not all MOOCswould not meet the basic definition of open outlined by Wig@11a) but are usually
discussed under the open banner.

%5 HaRler and May$2015)push the definition of open content beyond legal freedotedonologicaffreedom,
and freedom iterms ofedu@tion and participationhowever the legal freedom is still seen as the entry point in
defining whether something is open or ndechnological freedonrelatesto ensuring that software and
technological limitations of accessing the contsnmeimoved, sutas the use of propriety software or not making
the content backward compatibleeEdom in terms adducation and participatiomequires knowledge exchange
to the level of critical engagemeniscussion and reasoning.

56 This definition ties together edier definitions of OEP that focus on OEP in relation to GERlers 2011)OEP

in relation to on open pedagogies and social learf@asey and Evans 2014&jhd OEP that address issues of
power relations and inequalifZzerniewicz et al. 2017)
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2.3.3 OER in the Global South
In terms of OER produidn, SantodHermosa et al. (2017106) calculate that 89% of

Repositorie¥’ of Open Educational Resources (OER) come from Europe and North America,
with only 1% from Afiica. This is consistent with Bozkurt et £2018:84 85) who highlight

the dominance of open echtion publications from the UK, US&pain and Australia, leading

them to ask,Can openness in education serve as a mean to democratise education in

devel oping countries € when the résearch 1is

Factors that inhibit th&lobal South fully engaging in OER dlude connectivity issues,
inadequate resources (besides QERck of support for educators, lack of accommodation of

local cultural and institutional practices, and lack of sustainable fur{dedos Arcos and

Weller 2018; Thakrar, Wolfenden, and Zinn 2008)e recent Research on Open Educational
Resources foDevelopment (ROERA4D) project showedtlilespite adaptation being a core

el ement of engaging with OER, O6édeducators in
OER created in the Global North for use in their original form, thereby unwittingly reimdorc

Nort hern epi s {HedgkinsonWilkameeted. B0L7:5) Reuse Obéas 1 s0,
with the dominance of -Einmgduis$t iOERpdgkiemisit ean me
Williams et al. 2017:57)Moreover, alreaglrenowned institutions maintain their power and
prominence because educators depend on 06t he
organi sations from which t he OER originate
(HodgkinsonWilliams et al. 2017:59)

2.4 MOOCs

2.4.1 Evolution of MOOCs

MOOC:s are largecale, online courses aimed broadly at a dispersed participaniDzooé!

2012) In 2019, over 13500 MOOCs existed, with 110 million stusleand partnerships with

over 900 universitiet€Shah 2019a)® While someearlier versions of MOOCs displayed great
similarity with, and emerged owff the OER movement, later versions diverge considerably
from standards of 6 o0pennpdsfiketbaacess,dpesoarcewh et h e

have certification fees, afat carry institutional credits. These later MOOC provid#ten

57 SantosHermosa et al. (2017) define a repository as having more than 50 resources and limit the study to
English.
58 Statistics provided by ShgB019a)do not include China.
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takeonadyear z e r ¥ @ssumiegnat sadden tdigcovery in online learning and its
methods, without recognition of prior work in fields of open, distance and online learning
(Weller 2014:128; Weller et al. 2018:121)

MOOCs wvary in type: t h-egcicmagn dore OGodaarigpaar rdddd
semiformal or norformal®° and can vary in purpose from showcasing renowned professors

or cuttingedge research to providing gateway skills to prospective undergraduate
(Czerniewicz et al. 2014MOOCs were generally classified as cMOOC (connectivist MOOC)

or xXMOOC (eXtended MOOCSs), although they now lie on the spectrum between the two
taxonomies. cMOOC:s typically utilise ipontal, connectivist pedagogié3ownes 2008)In

this approach, learning is understood as engagement through sharing and reflecting with others,
such as through blogs aveets. Focus is less arhatis learnt buhowit is learnt, i.e. through
networks and connectivityMackness and Bell 2015:31XxMOOCs tend to be structured
around lecturecentred teachm recorded in a digital form, where knowledge of predefined
learning objectives is transferred didactically and is assessed predominanigghtautomated
grading or peer assessm¢Ratru and Balaji 2016:54} Hybrid MOOCs are becoming more
common; they leverage xMOOC platforms that providesture, narrative and resources, yet
decentre the role of the teacher as the expert and encourage conr@utosgsiphies such as
learning through peer networkRoss et al. 2014 MOOCSs can alsaiseblended learning
models$® such as MOOGvrapgng®* where faceto-face elements are incorporat@eacon

et al. 2018; Patrural Balaji 2016) Alongsde MOOCSs, other open education platforemsst

such as Khan Academy, PderPeer University (P2PU) and Alison, whiofffer selfpaced

curated content that it connected to a university systemratructorfacilitator.

®The heading of the section as o6evolutiond is to del
through disruptive innovatio(Daniel 2014)

50 Formality would likely include accreditation, which will likely requireetitudent to pay fees, thus changing

the nature from a MOOC into a formal ordigourse.

51 Further variations of MOOCs exist such as SPOCs (Small Private Online Courses), DOCCs (Distributed Open
Collaborative Courses), SOOCs (Social Online Open Cours€)CR (Participatory Open Online Courses),

BOOCs (Big/Boutique Open Online Coas, ROOCs (Regional Open Online Courses) and others.

2There are three authors referenced (20M)rdfehsitoslenRess.e ar ¢ h
83 Blended learning involves an integration of online and-faciace approdues.(Patru and Balaji 2016)

64 Wrapping is a form of blended learning used in MOOCs which involves the tuiseefson learning groups

which may or may not be done by the MO@esign teaniDeacon et al. 2018)
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As 0f 2018, at least 41 MOOC pfatms were showcased on Class Cengdlah 2018)and
108 on MOOC Lis{MOOC List 2018)° The most popular MOOC platforms originate from
elite universities or from Silicon Valley corporato(se€lable2-1).%

Table2-1 List of major MOOCplatforms on Class Centrah 2018

Platforms Founding Partners Students | Additional

Coursera Stanford University, University of £ o T - New paid subscription model
Pennsylvania, and Johns Hopkin; million - Offers an IMBA
University - Partnered with Google, World Bank,

CISCO, BCG, Intel

edX Massachusetts Institute of Fwmy - Non-profit and opensourceplatform
Technology, Harvardniversity, million software(Open edX)
and UC Berkeley - High partnering fees

- Partnered with Microsoft, IBM
- Lecturercentric
- Micro-masters

XuetangX Tsinghua University Fmn - Facilitatesselfproduced contenby
million students
- Focugson interactivity and blended
learning
-Created thoughevamping Open edX
Udacity Stanford University, Google, Fwmn - Commercial revenue model
Facebook, AT&T million - Nanodegree program

- Partners include BMW,mazon, |IBM

Futurelearn Open University Fyor - Studentcentric
million - Top 200 universities can acgse
- Many specialist organisation partner

>28 other >13.3 -Many aretermed#S IA 2y I £ Q
platforms million wountry-a LISOA TA0Q
- Majority use OperedX

Sour ce: A tabldcompded frooimformationin Shah(2018)

Since 2015 numerousdMOOC platforms have emergém countriesother than the USA and

UK, andin diverselanguages, e.g. XuetangX (China), MiriadaX (Spain), MéxicoX (Mexico),

France Université Numérique (France), EduOpen (Italy), M8&@C (Thailand), SWAYAM

(India), and Edraak (Jorda($hah 207). These pl atf or ms-speei feced:]

85 Class Central and MOOC List are both MOOC search engines; they aggregate MQ@®€arfonis platforms

into one place.

66 While 2019 statistics have been releasbdy exclude MOOCs from China in the analysis. Thus, the 2018
statistics are used here, which do include China. A notable occurrence in the 2019 statistics is that SWAYAM, an
Indian MOOC platform, became one of the top MOOC providers after a merge b&tR€Eh and SWAYAM

(Shah 2019a). °
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0regional 6 while the ©platforms ({Shabh®01% he US
presumably because they are in English. Of@aamately 9600 MOOCs in existence in 2017,

more than half are produced in English, followed by Mandarin Chinese and Sfraésh

2019)%” The Open edX platform has made it possible for approximately 1600-sradg!

MOOC platforms to exigFuture Trends Forum 2018) but al so e miwemtdcs ed X6
pedagogy into thse platform&®

2.4.2 MOOC Production from SuBaharan Africa

In my earlier research in 2017, 15 out of the 100 university partneis1@4 of the 2240
courses (7.3%were from the Global SouffAdam 2019) To date, few MOOCs from Africa
exist and most of these emerge from South Afffé&Reasons for low MOOC production
include overworked staff, lack of funding for technoland software required, lack of staff
skilled in technological and instructional desi§iigh production costs and prioritisation of
funds for more urgent nee@Sonole 2018).

Currently, MOOCgelating toAfrica are produced in three main waysdam 2019) Firstly,

African universities can partner with an existing MOOG@tfdrm. This has been the case in

South Africa with universities that are internationatiyhked, have funding, or are home to
renowned professors (ibid.). UCT, being highly ranked internationally, were eligible to partner

with platforms like Coursera arfeutureLearn (ibid.). The University of the Witwatersrand,

which is not topranked internabnally but had sufficient funding, was able pay for
membership on ed¥BayesBrown 2014) The University of Stellenbosch was not4igmked

but joined FutureLea i ni ti ally as a O6centre ordéfessorxcel | e
(FutureLearn 2019}

In the second case, a US or European institution, with funding andceesppartners with an
African insticatednthe MOOC. @tween thkeu@pbn e x am
University and TESSA (Teacher Education in Sita har an Afri ca) i n the

%7 This was determined through approximations from information provided on Class Central (Shah 2017). At
least 5100 MOOCs are produced in Eslgli

68 XuetangX from China has completely revamped the Open edX backend arslaffeenvisioning of the
MOOC space, with a bustling community section and a channel fgpreglficed conter{Shah 2016)

59 Due to the arrival of settlezolonisers, South Africa developed better infrastructure in comparison to the rest of
the continent. Today it is one of the most industrialised diversified economies on the continent and is
categorised as an uppeiddleincome economy by the World Bak020) Consequently, South Africa is often

an outlier when compared to other African economies.

"0 Hiring staff who do have these skills would be an add#i@ost.

"> This will be discussed more in Secti®r2.2when limitations in platform choices are interrogated.
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Education Relevant for 216&tent ur y Af r i ¢ al®arndFutureLsaen 20180Y Fut ur e
Partnerships can also happen with institutions like The World Bank such as ilN¢weir

Economy Skills for Africa PrografCT (NESARICT) with CourseraTrucano 2013)As
well-intentioned as such partnerships can be, they can be undermined bynploalances, as

well as issues like funding rules and Eurocentric methodolad@esth 2012;T hi ong d o
2005)"3

The third case is MOOCs created about Africa by a-Aitan university, without
partnerships to anAfrican institution. In 2018, nine out ofvelve MOOCSs relating to Africa

were not from Africa; the remaining three were from South African univerqiidam

2019)"* This demonstrates the high production imbalance of MOOCs about Africa. One
example of this is the University of Aberdées 06 Af r i c a: Sustainabl e L
MOOC (FutureLearn 20184} In such courses, Africans may be inclddekenistially as
subjects of research through interviews, or in footage of nameless impoverished féuilies

not as collaborators who can influence what questions are asked nor shape the production of
the MOOC. This can lead to stereotyping and stiggima. The point here is not that MOOCs
relating to Africa need to comexclusivelyfrom its geographic lation, but that Africans

should play a large role in producing content about Africa and for African needs, else there is
risk of others usurping Aitan narratives or presuming they know the needs of Africans. This

can lead to reproducing patronising caédtiendencies and dependency models.

No distinct MOOC platform from Africa exists due to high costs and server limitafideny
private educatio institutions offer lowcost paid online courses, with partially or fully free

2 Another example is the partnership betwEenle Polytechnique Fédérale de Lausanne (ERRt)15 African

universties through thtMOOCs4DEV programméGloy 2018; Noukakis, Escher, and Aebischer 2016)

73 Thiongi (2005)problematises such a relationship where data is collected ldggatiee informants; call them

research assistafts whi | s tlogy dné theoretgaihoond oi s done by the 6col oni al
their 6conceptualisation of the worl do.

“This was done through a keyword search on Class Cent
> The MOOCs introduction videopens with anolder Europearwoman speaking about Africa, with the

University of Aberdeen as the backdrop. It then goet® @how pictures from Africa whilst emphasising how the

course will give access to experts at thaversity of Aberdeen. The course does not idtém but it cretes a
subjectexpert vs subjedtivide. Despite the topic being Africa, the centring of the University of Aberdeen would

make anrAfrican participant feel that that is where knowledge lies, and theorisation happens, rativeinehan

they ae.

6 In 2015 Tte African Virtual University attempted to launch the first African MOOC platform, however upon
researching the site, only 5 archived courses dxifgis:/avu.org/avuwebiau_newsletters/launebf-avu-mooc

platform/ A similar scenario is seen with the National Open University of Nigeria with only 1 course on it:
https://www.nounmooc.org/f there are others, theyochots ur f ace on a Googl e search
Pl atfor mbd
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courses, such as SlateClbend Beni African University in Nigerf& Contrary to principles

of openness, paid courses generate revenue for the production of-gmlacdlly-relevant
courses. Getsmarter, a South African company, ofigedively expensiveonline courses
costingupwards of £200Grom prestigiousiniversities with no focus on catering to the needs
of marginalised?® Udemy, although feprofit, is built in Turkeg/ and has a strong culturally
diverse approach with lowost courses from people in all parts of the world, also putting a

variety of locallycreated African language courses onlfiddemy 2018)°

2.4.3 MOOC Access, Inclusion and Diversity

MOOC:s increase access in a number of ways; theyegddraccess, they have no prerequisite
conditions, thg provide highquality, curated learning materials from experts in the field that
may not have otherwise been found or credtezhd they provide flexibility in learning,
accommodating those who arenking and raising childre@Palmer2015) In rural areas or
conflict zones where mobiji is not easy or safe, they may provide some level of access to
content(MoserMercer 2014) Additionally, the technological designs of MOOC platforms
strive to include people with disabilities, andsinowcommon practice to includeaturedike
transcriptgDraffan et al. 2015)

This is all accessibl e 06as (Pamer@0l3whicltyionot hav e
the @ase for many people in the Global So(lthurillard and Kennedy 2017 echnological

barriers for participants to access MOOCs include lack of ICT infrastructure, lack of devices,

high data costslow digital and internet literacyand lack of skilled ICT professionate

maintain equipment and provide supp(Richards and Diallo 2015However, as mobile
penetration increasesgc@ss to online learning is becoming more realis@derillard and

Kennedy 2017:14Bali and Sharm@017:26)uti nes t hat 6l earner s beyoc
are unlikely to reach thgotential promise of MOOCSs due to a number of barriers, particularly
economi c, l i ngui s tEducaticmal dnd leguiste thallenyéds ingudelad 6 .
education levels; loviteracy levels | ow proficiency in English

used by most MOOCs; and limited experience with distance andissited learningCastillo

" More information about SlateCube can be foundhtipis://www.slatecube.com/

8 More information about Beni African University can be foundhuitp://www.gbam.tv/celebritnews/gossy
ukanwokefounderfirst-online-universitynigeria

7 GetSmarter offers onlineourses from MIT, University of Oxford, Harvard University, Yale, London School

of Economics, University of Cambridge, UC Berkeley, and UCT. More information about GetSmarter can be
found athttps://www.getsmaerr.com/

80 On Udemy, one can learn Twi from Ghana or isiXhosa from South Afddamy 2018) More information

about Udemy can be found attps://www.udemy.com/

81 This facta particularly refers to xMOOC:s.
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et al 2015; Liyanagunawardena, Williams, et al. 20 B3yond this is té lack of local and
cultural relevance of MOOCs to varied contex@astillo et al. 2015)and the cost of

opportunities forgone elsewhef®anid 2012)

Al t hough MOOC platforms philanthropically cl
knowledggRohs and Ganz 2018} hristensen et al2013)found, from reviewng 32 MOOCs

on Coursera, that 79.4% of st egdaeuelf26l3:34Ad a b:
highlighted thatin emerging countrie¥ 6 al| mo s t 80% of MOOC studen
wealthiestand mostwel ducat ed 6 % o h200H €@heney@qddreparted tlhah . 6

45% of Courser@ 24 million participants came from the Global Squhowing improvement
However,most recent statistics from a review of all courses on 8id Harvard MOOCs on

edX, seen iTable2-2, show that unequal access between countries of higher and lower Human
Development Indexes (HD¥ still exists(Reich and Ruip@&@zValiente 2019)

Table2-2 Enrolment and completion rates for 202018 based on all Harvard and MIT edX courses.

Country HDI | No. of enrolments | No. of Certifications % enrolments % certified within
within year year

Very High 954426 14341 55.58 68.7

High 305950 3322 17.82 15.93

Medium 401982 2912 23.41 13.95

Low 54975 298 3.2 1.43

Source: Supplementary Material in Reich and Ruip$§@®nte(2019)

As demonstrated iffable 2-2, completion rates are far lower in countries with lower HDIs.
Jordan (2015) highlighted that the median completion rate in 2015 was 12.6% and further
studies in 2019 show that it has reduced below 1B#ch and Ruipére¥aliente 2019)As
completion was initially used as a success metric forQ@®, this was originally a major
concern in the MOOC community. However, newer discussions perceive MOOCs through a
0 d ri onp@del where participants come to take what they wish to and leave, and emphasis is
placed on engagement rather than compldiiaiowich 2013; Murray 2019)This indicates

82 The countries relating to this staiisare Brazil, Russia, India, China and South Africa. The study reviewed 32
courses on Coursera, spanning 200 countries. These are emerging countries which means that the situation is
likely to be worse in lowincome countries.

83 HDI is a country compogitmeasure provided by the UN based on three dimensions: a long and healthy life
(life expectancy index), knowledge (education index) and a decent standard of living (gross nabama[@is|]

index) (UNDP n.d.)
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that MOOCs are intended as supplementary esuigr degree holders, rather than for those
seeking amore robust education, as would more likely be the case for partisigfaom

developing countries.

Beyond access is the issue of inclusion, and by extension div&sitgnt MOOC platforms

from theGlobal North tend to export standardised education to a diverse and complex pool of
global participants, overlooking the drse knowledges existing amongst these participants
(Knox 2016:82; Patru and Balaji 2016:1By promoting hegemonic Western knowledge
systems, tts poses a further threat to dwindling heterogeneous, diversified global knowledge
systemgqCzerniewicz et al. 2014:124Jhus xXMOOC:s ironically tend to limit the ideals and
aims of emancipatory and affmative education, the very thing they claim to off€nox
2016:16)

Bali (2018) furtherc aut i ons agai nst tokenistic inclus
references to other cultures whilst still reifying dominant worldviews. Inclusion needs to be
factored from the inception of the MOOC thrbugpnsidering contextual, cultural and materia
differences between participants, particularly those of marginalised groups (ibid.). This
involves more learnetentred approaches where learners participate in decrsaing and
knowledge production throbgut the learning proce¢Bali and Sharma 2017)

Beyond O6simply creating t hai@la30e) incdusivty i nvi t
needs to go further supportand remove barriers for those thatérea ot e q utiboneca bl y p
in their capacity to take up these beneg(Kesldie 2012:266)Reich and Ruipére/aliente
(20199 ar gue t hat while technol ogi cal solutions
connections througladvisers, tutors, and peer groups provide rfast important student
supports. 6 Si20m9)foand that ppen_educdlianal programnresleveloping

countries were most successful when implemented with some form of learner support e.g.
through blendedearning models or faem-face study groups. Partnering with local
community groups who umdstind the needs of the marginalised learngrsvides more

sustainable learner supp@rambert 2019 aurillard and Kennedy 2017)

Exclusion is &0 a concern in MOOCs. Who is allowed access to MOOCs, and who gives this
access, creates unequal power relations. Regions such as Crimea, Sudan, Iran, Cuba, Syria,

North Korea and Somalia, for example, haaeefd bans from accessing MOOCs due to U.S.
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sarctions (Lockley 2018; Ware 2014). Thus, as they host the major servers of edX and

Coursera®*t he U. S. has contr ol over who can acces

2.4.4 MOOC Power Structures, Pedagogies andié¢daatory Practices

The ability to learn from and engage with a diverse participant pool in a MOOC is highly
dependent on the MOOCOS power structure i.e.
(Crosslin 2016) The power structure usad based on the MOO@esigners personal or
disciplinary epistemological viewpoints i.e. objectivist or subjectivist stances, which influences

the pedagogical approach taken in a MOQ@2osslin 2016; Ross et al. 20F2)Drawing on

the cathedral and bazaar analogy of Raym@@®d1) Farrow(2017)describes the vertical

cathedral power structure as a-thpwvn dissemination model where authority and decision

making power lie in the hands of a few, while the horiabbazaar model ispen to a wider

range of people and public scrutiny, thus harnessing of collective intelligence.

Crosslin(2016) similarly outlines thregopower structures and corresponding pedagadiiats
are prevalent in MOOCs: exgeinstructor (instuctivism/cognitivebehaviourism),expert
instructor andactive guided participant (constructivisamdor social constructivism), and
distributed expertise of a collective group (connectivi&m)hile MOOC platforms were
originally assoiated with instructivism, they include constructivist and social construéfivist
pedagogies, and it would be too simplistic to class all xMOOCs as thg Stanart 2013)

Crosslin(2016)argues that no pedagogical approach is betterastdagpproach is better suited

to achieving dferent aims. When expert knowledge needs to be gained from an educator,
instructivist approaches are better, whereas if more can be gained from reflection -and self
discovery, a constructivist approach may beemsuitable (ibid.). If it is beneficial tengage

and interact with others on a given topic, a social constructivist or connectivist approach would
be more suited. MOOCs may have one dominant power structure but may draw on a

combination of pedagogical paches at different points in the MOOCGdik.

Although instructivist approaches have been extensively critiqued for their unidirectional

transfer of content to the worlKnox 2016:82) connectivist approaches also have their

84 Even FutureLearn in the U.K. has adhered to U.S. regulaifarsreLearn 2017).

85 While these decisions are made by the MOOC designers, it is argued in Gh#peMOOC platforms play

a large role in setting the standard pedagogical approach. MOOC designers need to make concerted efforts to
incorporate other approaches if they wish to.

8 These power structures and pedagogies are explained more detail iarGhayiten discussing findings.

87 FutureLearn, for example, centres itself around social learning which is directly connected to social
constructivism(FutureLearn n.d.)
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shortcomings (Goldie 2016) Criticism of connectivism is that dning becomes too
overloaded, unstructureahd chaotic with floods of information, and require high levels of
seltdirected learningLiyanagunawardena, Williams, et al. 2013his camegatively impact
participants who | ack sufficient support an
largescale crowebased learning, isolated small group clusters mé&ym, limiting
opportuniti es f(Giltani étgll2014)anddn other cabea pagients may

feel like their opinions are going unhegrennan 2013)cMOOCs carleave unprepared
participants feeling alorend isolated, unable to meaningfully connect with others, and feeling

overpressured to engage with commur{Byennan 2013; Mackness and B&ll15:32)

In challenging vertical powestructures, the call for critical pedagogy in open education
chall enges 6domi nantpoecomnemilc famd@Edrmew s oai o
2017:139) Critical pedagogy rejects the idea that knowledgeeutral, arguing instead that it

is inherently political (Freire 1970; Habermas 1971Ross (2018:2¥8 describes critical
pedagogy as 6a tool to expose and deconstruc
manipulates soal mores so that their view becomes the dominantvbv i ew. 6 The ap
encourages learners to question the roots of knowledge production and validation, breaking
knowledge hierarchies and asymmetrical power relations in the learning pfereass 1970)

Critical pedagogy strives for emancipation from oppression through the development of a
6criticd alusae$Worrs(andBirotnmé(2014) highlight how open education

philosophies and critical pedagogy can converge:

060The pedagogi cal \vitadnureateidialoguwepaadcanedscenstiuct t h @
the teaberstudent binary, by increasing access and bringing together at once disparate
learning spaces. Openness can function as a form of resistance both within and outside

the walls of institutions. But opeaducation is no panacea. Hierarchies must be
dismanked i and that dismantling made into part of the process of edudatiois

potentials are to be realized. o

In deconstructingtheteachert udent binary, students agge O6pr
in critical analysis of the forces that shapevhe r (Kishaheloe 2008:16)However, whether
the critical educator needs to relimgju all authority, reducing themselves to peers ef th

students versus admitting 6that they are in

8%Thee are three authors refer enc eRoss{2008)teferste WaymeRResar c h wi
89 Critical pedagogy will be discussed further in Section 3.2.2
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authority in their actions in supports of st
the following section(Kincheloe 2008:17)

2.4.5 MOOC Educators

The role of the educator differs in MOOCSs as their massiveness limits the abilitgoogléy

know and engage with individual students dneir work Educators in both xXMOOCs and

c MOOCs have thus taken a @ackneds era [Bell i2005:39;r ven't
Rodriguez 2012)Ross et al(2014:58)ar gue t hat t hi s Oftheteachef s] t F
out of tAdeMOOQdIlI i ne three dominant ways in
MOOCs are redeed (ibid.). Firstist he di st ant frock staro | ectul
expert content to the masesceparitn cstpatnitc ovi o
common in cMOOCs where the role of the teacher is reduced to a networ¥ bed¢hird is

when automated processes O0Oserve as proxy tut
XMOOCs) or algorithms and artificial ielligence facilitating personal learning paths or
networks. The role of the teacher is deemed subordinate to teghimolthe digital, connected

world (Bayne and Ros011) In the implementation of their hybrid MOOC, howewRoss et

al. (2014:64)found that despite their efforts to-dentre herole of the teacher, participants
desperately wantedtese and engage with o6an embodied, a
this we can see that a fine balance is need®Elea the sagen-a-stage model and the teacher

asnetworknode model.

Moving beyond this reduction, Ross e{2014:62)argue thab MOOC t eacher i dent
only relevant, but essgal, to the success of this new form of education at €chleere has

been much research already on the impaetdatator8identiesin educationHenkel 2000;

Keddie 2012; Watson 200%)owever MOOC models often overlotilese impactsDrawing

on literature of academic and teaching identities, Ross (@04/4:66)illustrate how academic

identity and teaching practices impact the MOOC design process:

0 Tehlecturer will both feel and project a teaching identity though negotiation of
disciplinary, institutional, theoretical, professional, gisonal stances. Diminishing

or mischaracterising the teacher role could result in lack of appropriate atterthen to

®ln this swedgeabledtere n6 ke Webd and students tKopmsel ves
2011:22)
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ways in which complex negotiations of people, space, objects, and discourse constitute

any educational se%ting, including MOOCs.

MOOC educators thus play a large role in shaping and framing the MOOC, deciding what is
prioritised or omitted, what padogies and philosophies it embraces, how participants will
interact and how involved they will be in the learning process. Beyond tedsics1OOC
development is influenced by production team, the instructional designers, and project

managers.

2.4.6 MOOC Design

In bringing the above factors together, the process of designing a MOOC is crucial. However,
to date, MOOCshalee en desi gned 0 o rfComole20d5a:247pnd thede h o c
is little literature that clearly articulates MOOC design processes. MOOC designers may make
use of Instructional Design (e.g. thRDDIE model i Analysis, Design, Development,

| mpl ement ati on and Eval uat i opprpachb Conceptualisen i n g
Create, Communicate, Collaborate, Consider, Combine, Consolidate) principles to design their
MOOCs (Branch 2009; Conole 2015b; Conole and Weller 20T8&ple 2-3 identifies key
principles from severadtudies that present clear guidelines and best practices to designing
MOOC:s.

%This connect s (2007:168sentiments ip $edtigh2.5 where he emphasised hteachers interpret
the curriculum to students based onittieo vexperiences, backgrounds, politics and preferénces
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Table2-3 Summary of selected literature on MOOC design

Literature

Principles/ Stages

MOOC Design Principles. A Pedagogical Approack
FNRY (KS [ S| NBARNR #Mairta, SH
Sangra 2013)

Analysis:These principledrawon an outcone-based
approach to learning, emphasising social
constructivism.

The authors outline 10 principles:

1.

© 0N ®WDN

Focus on competenelased outcomes

Design througla learnercentred approach

Outline a clear plan of milestones and tasks

Design for collaborative learning

Foster social interaction through social networking
Encourage peer assistance

Provide quality criteria for knowledge creation

Provide opportunitiesdr small group discussions

Provide precise criteria for assessment and peer feedback

10. Make appropriate usefanedia and technology to enhance learning

Five Principles for MOOC Design: With a Case Stu
05N} 1SS hQl I NI IyR {S¢

Analysis:These principledrawon an outcomebased
approach to learnig, emphasising social
constructivism.

The authors odine 5 principles:

1.

o w

Create meaningful, relevant content
Encourage cognitive and social engagement
Provide tools for students to measure progress
Consider accessibility to diverse learners
Design with a laye scale in mind

MOOCs Design and Developmentngghctive
Learning Pedagogy and

Instructional Design Model in MITx Courses on the
edX PlatformKauffman and Kauffman 2015)

Analysis:These principles are based onautcomes
based approach, emphasising constructivist
principles.

The authors outline the 5C Model for MOOCs Design:

1.

a s~ wDN

Construcintended learning outcomes

Considecognitive prior knowgdge and motivational beliefs of learners
Createcontent structure

Conceieactive learning activities

Conductassessments
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Designing Effective MOO(I30nole2015a)

Analysis:The schema is useful in that it does not tie
the MOOC designers down to a specific pedagogic
approach yet flags major decisions that need to be
made on variougsspects of MOOC Desighgives a
full breadth of MOOC design possiii$, instead of
presenting one philosophical or pedagogical vision

The author first outlines a @imensional classification schema for MOOCs, and proceeds to discuss it in

relatioy’

1.

© 0NN

e
N R O

G2 GKS 1t/ Qa [SFNyAy3
Openg the extent towhich the MOOC is open
Massiveg the size of the MOOC in terms of number of participants
Diverseg the diversity of the participant population
Multimedia¢ the type of multimedia to be used
Canmunicationg the extent and ways in which communication is em@ged between participants
Collaborationg the extent and ways in which collaboration is encouraged between participants
Reflectiong; the extent to which reflection is encouraged by partaifs
Learning pathwaysg the choice of usage of learning pathvgayr Personal Learning Environments (P
Quality assurance the degree to which the MOOC has undergone a quality assurance process

583aA3y CNIYSg2N]l ® Y

. Certification¢ whether the MOOC will offer certificaticend in what form
. Formalg whether the MOOC will be linked to aral educational offering
. Autonomy ¢ the extent to which the participants are expected to work independently or be gu

through their learning process

A roadmap for offering MOOC from amIC
institution (Abidi et al. 2017)

Analysis:These principles centre the needs of
participants from Lowand Middlelncome Countries
(LMICs) and thus focus on factegroundingMOOC
design beyond @dagogy

The authaes highlight 3 factors at the planning level:

1.

oo wN

Realign teaching philosophy to cater to global, diverse audience.

Quiality control the course through doubtdecking it with various grougseforeimplementation
Consider needs of a diversedience

Provide gidance and learner support throughout the course

Design for technological accessibility for people from LMICs

Publicise the MOOC in a variety of ways to ensure it reaches prospective participants

Source: Authads own
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While all the papers mentioned MOOC patrticipant diversity to some extent, AbidRéx1al)

was the only paper that placed concerted emphasis on environmental and contextual factors
surroundingMOOC creaton as it focused on design in LMICs. The rest focused on what
happensn the MOOC.Other useful papethatdiscusseatontextual factors, although nas

a MOOC design framework, nc | ud €201B)aiGi eéssni ng good practic
MOOCs 6, and L &061mddro we tt o allMOG@dagogical guideline for

practitioners?o.

2.5 Critiques of the OEM and MOOCs

This section outlinethree critiquesegardingthe OEM and MOOCs that are relevant to this
research, namely, that they damco-opted for neoliberal agendas, that they can contribute to
injustice, and that they can promote neocoloniaf$m.

2.5.1 TheNeolibera Critique

Wiley (2011b)and Watterg2014)r ai se t he cwaskirmgd,f whe@reea col
organi sations use t h elvesas pan ofthepgnenovementobutgtd r t r ay
use propriety practices or freemium models. We(B14) similarly argues that while the
6battle for open has been wondé (i.e. the ope
now has market value and tkexxists new challengesiidirecting the movement forward.
Open is being reinterpreted as simply o6free:

(ibid.). Moreover, it is being used for commercial interests and branding (ibid.).

Commercial MOOC platfions, for example, offefreeto-access courses by removing the
human support cost factor (i.e. unbundling content from teacher support). These models,
however, can exploit academic labour and promote neoliberalism in edu@sadiemm 2019;

Hall 2013; Weller 2014)While MOOC platforms may have had egalitarian ideals in earlier
iterations thasought toremove cost and access barriers to education, challenge conventional
accreditation as signalleod competence, and prwote lifel ong | earni ng, 2018
of MOOGCb as ed Rhghrr@EebMOOC platforms, including edX, moved to their next

phase of monetisation, after having built up a considerabl&et share and brdi(Reich and
RuipérezValiente 2019:131)

92Where necessary, | specify if the critiqsei ai med at t he OEM or at MOOCs, el s
generally to both.
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Within this ceoptation of the open movement, it is important to understand the Silicon Valley
narrative (myth) of O6disrupti ve ithiscaseééei ono,
broken eduation systenfWatters 2013; Weller 20145 This narrative servesan ideological

justification for neoliberal technoapitalism, where broader forces (e.g. policy makers and
industry interests) seek to neoliberalise higher educ@fi@ier 2014:158)Weller(2014:123)

argues thatthear rati ve rhetorically c¢claims that o0t
external agents are required to make sweepir
narrative, MOOC platforms rose to fame, above other initiatin open educatioti,asthe
technological disruptive innovator to save higher education (ibid.). Student protests against

high tuition fees in countries like South Africa, Nigeria and Sierra Leone al&o ceopted

into the Silicon Valley educatiers-broken narrative, witsuggestionson how MOOCs could

save African education systenlslourdoukoutas 2017)instead of fixing problems in the

education system caused by neoliberafisirockley (2018:146)asks6 | s what we ar e
with 6opend assiccessrefaileres and sanctioned ignoranée Are these terms
synonymous with pedagogic concepts likeerestconvergencea n d | Fakei palticd s

good® 6 Thoms olidd2s) (p200iOnlt t h ainstrumentlizéy professiopabzeye t o
vocationize, corporotize, and ultimately tect
in MOOC platforms.

2.5.2 The Social Injustice Critique

Beyond the critique of current manifestations of openness not being whatteraded irthe

original conceptuadiation, there is further critique that the original conceptualisatfon
opennesdself is inadequatéWatters 2014; Winn 2012While open education was founded

on oO0xamtamd the belief t hgUNERCOR@?2 Wellerk014.23 a pu
openness is oftoe)skadmutckealnd od&iil eiydbison of 060
' icensingo; I f these base requirements are
emphasis has been put on legal freedoms but not emougitice and equity. Wattef2014)
argues t hat icalpreuarél ndar sleologxallyfreg @ Is not synonymous to

equality or justice. In a systematic literature review on conceptions of open education, Lambert

93 The rising costs of education is claimed to be the mairnefas which it is claimed that education is broken.

This is ironic as costs have risen due to a decregsehlic funds for education, as neoliberal policies increase.

94 Other initiatives in the OEM did not match the neoliberal Silicon Valley narratitee way MOOCs did
(Weller 2014)

% After independence was achieved, many structural adjustment programs fromothie BAhk and IMF
influenced the policies of developing countries. Structural adjustment programs and neoliberal policies led to
many African univerigies increasing their tuition fee~ederici, Caffentzis, and Alidou 2000; Mamdani 2016)
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(2018)highlights that while the UNESC@002)definition of OER centred social justice, the
social justice aims became hiddenabsent in subsequent yearsitdrature. It was instead
replaced by what she calls O6openness deter mi
some kind of inherent po{teanbét2@L&2D) Bagneaetahe s an
(2015:247s i mi | arly state that 0Oiitaviiusofpatulaovorthe | v t

ifthat 1 s probl ematic. o

While this mg seem to simply be a definitional issue, lack of an explicit concern for jifstice
means t hat 6opennessd6 in education can be a
unaddresseflLambert 2018:226)Open access doast imply equitable access. In striving for

a new vision, Lambei2018:239)provides the following justiceriented definition for open

education:

60pen Educat i oantof free digitaky erhlded eedng materials and
experiences primarily by and for the benefit and empowerment ofprateged

learners who may be undespresented in education systems or marginalised in their
global context. Success of social justaligned programs can be measureday any

particular technical feature or format, but instead by the extent to which they enact
redistributive justice, recogWitive just.i

Alongside justice is the issue @fthics Liyanagunawardena et al2013) reportedlittle

reference to ethical considerations in research literature on MOOCs. MOOCs have become a
testing ground for pedagogical experimentation in digital lear(ilage, Caird, and Weller

2014) for example the use of adaptieatning path&® Student data privacy in MOOCs also

a concern as students must accept certain user agreements to be able to access the MOOC
platforms(Khalil, Prinsloo, and Slade 2018)ittle attentionis paid to how MOOC platforms

collect, analyse and use détzerniewicz 2018)as well as the role that third party data brokers

play (Prinsloo, Slade, and Khalil 2019)

% There arevarious contestingd e f i ni t i o niese arnpacked at terigih Bection3.4.

97 Theconcepts of redistributive justiceecognitive justice and/or representational justice are unpacked in Section
3.4

% While learning analytics can be wititentioned, different learners receiving different levels/qualities of
education based on algorithms may promote inequality. Furthermore, students may not be fully awarg that th
are receiving a differedt | ear ni ng pathd to others.
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2.5.3 The Neocolonial Critique

Neocolonial critiqes of OEM/MOOCs resemble social injustice ctieg with a specific
emphasis on culturapistemic and geopolitical inequalities between former colonisers and ex
colonies(Adam 2019)

The first neocolonial critique challenges the notion tip@inmess is inherentgnd universally

good. Lockey (2018)hi ghl i ght s t hat the tenets of Oéoper
contexts, and should not be thought of as an absolute requirement in differingtsgontex
especially given global inequities in powand privilege. Western conceptions of justice

centre around debates concerning liberty and property rights, which is not always of central
concern in alternative conceptions of justifeockley 2018)'®° In open educational
programmes in developing country contexts, foe x amp | e, the o6l egal s t
materials (copyright or openly licenced) was of little consequence so long as it was free to the
end user 0; of greater concer disadvantaged leamers or s
(Arinto, HodgkinsonWilliams, and Trotter 2017; Lambert 2019:1)

The second neocolonial critique is thatthe k e wepdo lged ¢cs of knowl edge
wor sened i n an 0 p e n(Czexnmewicza2018d)nAs Piram disat. ap e 0
(2017:abstractargue

0 éa conception of open access that is limited to the legal and technical questions of
the accessibility of science without thinkiagout the relationship between cented a
peripherycan become a source of epistemic alienation and neocolonialism in the
Southo

Reinforcing a cordo-periphery model, Global South education systems are flooded with free

open content from the Global Noystifling attempts by local providers to create local content
(Czerniewicz 2018; Lockley 2018y hi s i s seen through the emg
6awarenessod of OER i n danetuWde muchpto address recogmitive i e s
injustices (HodgkinsonWilliams et al. 2017:57; Lambert 2018:231for example, the
emphasis on 6localising and distributing OEF
Cape Town Open Education Declaratid@th Anniversary: Ten directions to move Open
Education forward CPT+10 2017) a s s u me s ting dnd adapting 8T&EM ©HERato fit

99 Western conception of justice are unpacked in Se&iéri

100 ockley provides the example of Korea, wheopyright was an extremely foreign concept as copying was a
sincere form of flattery andhat would gladden the authors. L@001:1121describes that Kelans viewed
intellectual creations as public good to be shared.
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| ocal needsd i s suf fWestermcentric epistamblagied emloceddedsin d e r |
the content. Even when <content i's transl at e
intellectual orientations of the Endlis pea ki ng a c aanaimiAltbachc20l4:6)ur e 0
The dominance of English in OER and MOOCs ma
culture, |l ocal academic content, arAtbachour ses
2014:6) Open education can thudifle k nowl edge productioloy i n tF
reinforcing the cognitive injustices that prevent African researchers from fully deploying their
research capacities in the service of the community and sustainable local development of their

c o u n (Pirop 2087)Rather than funding being given to Global North institutes to promote

OER aoption and reuse in the Global South, this funding could go directly to the South to

createlocal content and implement programmes in ways that best suits them.

A third neocolonial critigue of OEM and MOOC:s is to challenge the assumed superiority of
Wesern krowledges and epistemologies. In color@apansioracross the worldknowledge

was legitimatised through a European interpretation of it rather than through its own narrative
(Said 1978; .BaiiasdnShamnd20Z268) &) gue t hat 6both xN\
cMOOCs tend to perpetuate and privilege dominant, colonial perspectives and marginalise
alternatives from the gl obal sout ho. MOOC
knowledge is superior to knowledge from atipdaces. This can be seen in the promotional
materials of edX and Coursera which adverti
professorsodo atl'Agt Pmru mewvesr i2t0il8s 6.3) observe
implicit condescension toward natfiliated institutions in the U.S. or abroad encourages
Udacians, edXers and Courserians, to enrol not only in online, branded courses but-to be co
opted by the ier est s of power f ul i nstitutions 1in t
modelsaredesigde t o 6f avour the mainstream, the trac
and Sharma 2017, 26) . Open knowl eddmwugh hus 0
reinforcing the use of Western knowl eldge as
epi st e m®iroo e al. 2&19)°?

101 University ranking systas define educational excellence accordingelite U.S. context§ O6 Ne i | 2016)
neglecting cultural, socipolitical or infrastructural contexts in othesgions.

102 This article, and its English translation can be foundttms://journals.openedition.org/rf§8292#text The

guoted text is in paragraph 44. As it is an online article, there arageorpumbers.
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2.6 Conclusion

The first half of this chpter gave an overview of the history of colonisation apattheidn

South Africa and how these legacies still impact the lives of South Africans today,lpastic
through the highly unequal education system. 288, neoliberal policies have worsdne
inequality in access to education. In 2015 and 2016, student protests for free, decolonised
education shook the country, causing universities to reflect arattfemating and exclusionary

institutional culture and structure.

The second half of this chter focused on global developments in education through the
impact of digital technology and the internet. The evolution of the OEM and MOOCs were
reviewed, higplighting various challenges to engaging with these movements from the Global
South. This seatn also reviewed current trends and debates in MOOCSs, highlighting themes

of access, di versity, pedagogy, participat.
principles. Lastly, three critiques of OEM/MOOCSs were given, namely, the neoliberal critique,

the social injustice critique and the neocolonial critidueese three critiques form the basis of
arguments throughout the rest of tthiesis where more juste-oriented approaches to MOOC

designis investigated.

43



3 Conceptual and Analytical Framework

3.1 Introduction

This chapter outlines the conceptual and analytical framework used thehis The bodies

of knowledge that | draw upon seek to uncover histbraoad presentlay systems of
oppressionn general life, and more specifically education andlobalised online education.

As the sourcesof these injustices are focused upon, rather than their manifestations, the
selected bodies of knowledge were chodes to their ability to helpnalyseinjustices!??

Five main bodies of knowledge are drawn mipo form the conceptual framework: embodied
cognition and critical pedagogy in Secti8r2, the capability approach in Secti88, social
justice theories in Sectidh4, and decolonial thought in SectiBb. This can be seen kigure
3-1

Capability Approach

Social Justice i Decolonial
Discourses i Discourses

Dimensions of Human Injustice

Material Injustices
Cultural-epistemic Injustices

Political & Geopolitical Injustics

Figure 3-1 Summay of conceptuaframework

Sour ce: Aut hordéds own

The chapter firssets out to unpack the philosophical underpinnings taken in this research,
which is drawn on from embodied cognition theory. Embodied cognition takes an
epistemologicastance that knowledge shaped by our biologicanvironmental, contextual

103 This is in contrastvith specific discourses on raagender culture,etc of which there are many.
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and hisbrical factors whilst at the same time taking a realsttological position, which
contends that a prgiven world exists. Thus, our situated knowledge shapes our journey in
discovering this reality. Critical pedagogy, which emphasises the politics amflé&uge
production, is coupled with embodied cognition, and together they serve to unpack injustices

which marginalise certain ways-being and way®f-knowing1°4

After establishing the broad philosophical contours of the conceptual framework, the gapabili
approach adds further theoretical underpinnings from the view of moral and political
phil osophy. I n I ine with embodiapallityapprgath t i on 6
serves to evaluate wellbeing through the stance that individuals and ogresaefine for
themselvewhat they have reason to value, rather than having universal standards dictate what

a good life ist%®

Following this, conceptualisatms of (in)justice are unpacked through social justice and
decolonial discourses. Whilst soguastice and decolonial theories have overlapping themes, |
argue that they have largely been regarded as separate discourses because of the different
intellectwal histories and foundations of these discourses. Brarging (often contesting)
contemporayi®®social justice frameworks and theories (that are often applied universally, e.g.
through human rights frameworks) are from the Global North, particularliyy8# and are

rooted in the histories and contexts of Global North discourses on j@isto¢ 1785; Mill

1863; Nielsen 1979; Nozick 1974; Nussbauf2, Rawls 1971; Sandel 1998; Sunstein 1999)
These discourses are sometimes not the most relevant to the contexts of the Global South.
However, more recerglobal justice frameworks from the Global North have emerged that
emphasise geopolitical inequadd and issues of recognition and representation from
marginalised peoples globalfifraser 2005; Miller 1999; Pogge 1994; I. Young 1990)

Decolonial discourses, dhe other hand, have evolvedom Global South scholars who aim
to dismantle global power imbalances, including injustices in terms of whose and what
knowledgesount(Connell 2014; Grosfoguel 2011; Ndlowatsheni 2013; Nyamnjoh 2012;

Mowaogl-seingd refers to an ontological emphasis on way
Owaof-enowi ngoé epgifetremaloogincal emphasis on what counts
way-of-being.

105 The capability pproach strongly influenced the research methods of this study. This is discussed in Chapter

4,

1061t is crucial to note that many religiopsesented social justice frameworks across time, but this paper focuses

on the contemporary and dominant theoried fthape how social justice is implemented today.
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Sant os 2014 ; . Ddealooia gedrees vie@ 806r) in contestation with the

universalisation of Eurgentric framewdks of human value¥”’

Through drawing on recent global justice theory from the Global North, and the decolonial
thought from the Global South, Secti8ré shows how these bodies of knowledge begin to
converge. Through this comggence, | construct the analytical framework for thissis the

6Di mensi ons o f (DdH) FramreworknTihis feameworle Iéverages the strength
of both Global North and Global South theories on justice to build a more robust and holistic
approach The DoHI highlights three intersecting and reinforcing dimensions of injustice:

material, cultual-epistemic and political/geopolitical injustices.

3.2 Embodiment Cognition

3.2.1 EmbodiedCognition in Continental Philosophy and Cognitive Sciences

The ter memembddiosely descri bes theboglyaodthenect i
world (Leigh 2019) Embodied cognition theorists differ from classic accounts of cognition

that focus predominantly on internal cognitive processes which overlook environmental

factors.Varelaet al.(1992:173highlight two main facets of the term entdded cognition:

dirst, that cognition depends upon the kinds of experience that come from having a
body with various sensorimotor capacities, and second, ttiiese individual
sensorimotor capacities are themselves embedded in a more encompassincahiologi

psychol ogical, and cul tur al context. o

Whilst useful work on embodiment in education deals with the first kinaesthetic angle of
embodimen(Leigh 2019)'°this conceptual framework focuses on the second aspect in terms
of the biobgical, psychological and cultural contexts that influence cognition, learning and

knowledge prduction due to its ability to help analyse epistemic injustices.

Embodied cognition aims 6to expose the inade
in its rigid separation of the mind from the body, cognition from emotion, and reason from
imagin a t i(Johmgbn 1987:abstracfRather, the body and its sensorimotor capacities are
inextricably linked with memory, emotion, language, and life experiences (ibid.). On the one
hand,thereist he O0i nwar d6é e mpi raipregivén werldhatiswunderstood n ot i

07 For examplewhilst Wronka(2016) in alignmentwithth&J n i t e d (ROAR)aiticulatidrsof socialjustice,
argues thabhuman rights is the bedrock of social just@@ciples, decolonial discoursesek to decolonise such
human right§rameworks(Barreto 2018; Maldordgo-Torres 2017; Zembylas 2017)

108 For example, learning through dance, movement, sports therapy, or ventriloquism.
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and recovered through n esersegVarela et al. 1992:173)0On the otherthere isthe
6outwardébé soci al construct i vcosstructsand prajents wh e r ¢
the world(ibid.). Embodied cognition aints find a middle way between these two positions,

a Omutual speci fi candthe pe@eiversdeafy eadh pthet dnctevolve r | d
together (ibid.).

Varela et al(1992:149)argue thatknowledge depends on being in a world that ispasgble
from our bodies, our language, and our social histony short, f r om our embodi r

Johnsor(1987:14)emphasises this role of the social sphere:

60ur communi ty h edfpmanywskourifetpatternspTheytecane d c o
shared cultural modes of experience help to determine the nature of our meaningful,

coherent understandirgd our fiworldo . 6

This is not only in the present, but due tousnulativecultural evolution(Tomasello 1999)

whereby thedenvi r onment i n whi cdhastahhstonhitsetiiaand thisi nd d
history owes its form to the activities of humanrigs, which are in turn conditioned by the
devel opme n(Dernp 2008:806)Md0bwell (1996:126)descr i bes thi s a

natur eo, hi ghlighting that human beings devi
i nto | anguage and higtoricallg accumolated wisdont dboutswhat ses 0
reasonfor whatd McDowell (1996:126)f ur t her argues that fort i's

i nheritors of a traditd ofmestdthe@inkerni gtaagnec eiébn. cr i t

3.2.2 Embodiment and Critical Pedagogy

While embodied cognition theorists strongly emphasise the role of the environment, the body

and culture, it isoften spoken ofapolitically. Drawing on Freirg(1970) critical pedagogy

brings together the concepts of emlsadicognition,with the recognition of imbalansen

social orders, to set out a praxhat uses these concepts to strive for social change. This
pedagogy involves constantly developing a 6
perceive social, pdical, and economic contradictions, and to take action against the

oppressive element o f  (Freiee 1970:1y)0

An importanta s pect of criticlalr efeldeaxgiomgggnisessthevthd rciht
embodieh at ur e of t he pr aoevioir {Ddod2084r88)Boorarguestiain s e t C
educational practice cannot be separated frome 6 essent i al nature of

continuous reflexive critique is needed by the practitioner of the interrelatedness of the self and
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the world (ibid.). Through this, oneisabletachge oneds practice throu
withtheam of o6 mut u a | (Fréire TZ0)Critcad reflexovity dequires practitioners
to critique the sao-cultural world and its external impositions on us, as well as critique

ourselves. This requires critique of our embodied transaqtizos 2014)

Door (2014:90)highlights that both our thoughts and actions cadofea b i t u a | and em
such that o6éthk wayrweeakatlyntbun actionso.
(1970)argue that when onetake a consci ous stance to invest
world in relation to others, a process of om
oppressor and oppressed are transfdinwWhile we are initiated into the world through
enculturdion of a second nature, these views can be critiqued and changed when we reach a

state of critical consciousness.

3.3 Capability Approach

The capability approach (CA), from the view of moral and jwalit philosophy:® is a
theoretical framework about welllbgy, agency and justi¢®osterl&en 2015; Robeyns 2016;
Sen 1985hb}*° Sen (1983, 1985ajleveloped the basis of the CA from his critiqpfeother
approaches to human development such as utilitariafitsentarianismand resourcisrwhich
he viewed asarrowly focusd on the wrong leverage points, e.g. utility, liberty otrdisition
of primary goods.

Capabiiyher e r epr e s dreetiom to@aechieve adlesng (56ns1987:49 original

italics), where one has the possibililyt o | ead t kee oki rscheofhalsi fre als
(Sen 1999:87)This links to embodied cognition in that it emphasises the role of context,
situatedness and o6informabdrehl eturahi pmopiva
evaluations on their owh i v i(Hirgg 017:12324; Sen 1985h) S €1992,s2009)

conscious intention was to create an epaded and flexible approach incorporating dsee

concerns and dimensions, as opposed to a naenieory that defines how things ought to

be to have a goeduality life (Robeyns 2005While happiness and subjectivity are part of the
capabi |l it yenapdporeocsa cnho,t O6aSc cep't a | btioninghyttiandi d u a |
highlights o0the si gn{Hirai 2067r125pthu fillowipguabsimilac r e a s

109 The capability apprach can also be viewed from the perspective of social sciences or welfare economics,
however, in forming a conceptuaamework, the philosophical point of view is most relevant.

110 Robeyn(2016) highlights the three core principles as wellbeing, development and justieever in this
dissertation, agency more accurately describes how the capability approach is used.

111 Nussbaun{2000)more clearly notes that some capabilities are undesirable to promote such as capability fo
cruelty. The CA is interested in capabilities that are intrinsically valuable.
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stance as embodied cognition theoristsicepto f mud u a | sSpé&areld etalat i onod

1992:173)*?Sen takes note of adaptivegaf e nces, where oneds prefe
oppressive eleants of society, arguing that careful ethical evaluation of preferencesdsd
(Oosterlaken 2015:3)2 He, however,cautions gainst labelling peopés preferences as
6adaptived too easily as they may have o6diff

and the CA holds agency in high regé@bsterlaken 2015:5)

CA differs from other poverty frameworks as
(inputs or resourcgs dreedom o achievé capabilitieg and dctual achievemeat
(functioning$ (Sen 1993) Inputs become capabilities by going througimversion factors

which influence the level to which capabilities candsmerated. Three sets of conversion

factors are ideified: individual (e.qg. literacy, gender, and disability), social (e.g. social norms,
religion, and gender roles), and environmental characteristics (e.g. infrastructure, public goods,

and politics)(Sen 1981; Zheng009)!14

Capabiliies can beconverted to functionirgydependingpn t he il dhbiceandual 6s
agency(Haenssgen and Ariana 2017 The CA also acknowledges that people pursue not
onytheir own well being, but may want to pr omo
rel i gi o(Oasterlalkr 201553

3.3.1 The Capability Approach and Education

Vast scholarship exists regarding the application of the CA to educgliank 2016;

Nussbaum 2006; Walker 2005; Walker and Untiken22007) Although Sen steered away

from generating a definitive 1|1ist of capabi
capabilities in terms of education, such as

(Sen 1984:497) 6 bei ng a-mfoe mmERD1985b:188)1 and O6beaeakeng abl

112 This similarity arises due to the fact that whitanbodied cognitiortheory andthe capability approach
acknowledge thahe multiple perspectivesxist, apurelysubjectivestances not taken. Instead, they both argue

that thesemultiple perspectiveare not alwaygqudly valid, nor should they be accepted unquestioningly.

¥l'n a wutilitarian approach, oneds happi tedhatshereis a st a
no moral need for initiatives to reduce pove®psterlaken 2015:5)

1141n Section3.3.2 a fourth conversion factor ebciotechnological factors is discussed.

115 While the CA has been highly influential in Human Development Approach used by the United Nations
Development Programngklirai 2017) it has been critiqued for its highly individualist appraddbwever further

works by Evang2002) Ibrahim (2006)and otherson collective capabilities have sought to address this.

118 For example, a person who is fasting may have the same functioning as a person starving due to lack of food,
however the former has the capability and resources twieateas the latter does n@obeyns 2016; Sen

1992:52)
17 Emphasising agency, S€m99, p. 28) sees theincompoor as odactive participant(
O6passive and docile recipients of instruction or of d
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partn | i t er ary an dSes XO84&97{Clark 2016) Additionally, iSeénd3®9)

notes howinextricably linked education is with other capabilities such as social and political
forms of participation, w o Qheekn2016) Sandaeyn ofy , fer
Nus s b d20xh)3ist of ten central capabilities, two of them relate strongly to education;
60sense, imaginati on an {ClatkB046)@apability listsrejardingr act i
educationareunpacked further in Section 4.3.5 on survey design as thesmflisencedthe

design of swveys.

3.3.2 TheCapability Approach and Technology

The impacts of technologies on capabilities are not clear cut: they could have unexpected
positive or negative effects on capabilities; they could expand the capabilities of one group but
reduce the capabilitieof anothe (thereby increasing inequality}® or expand one capability

of an individual but reduce other capabilities for that indiviqQ@aisterlaken 2015:9)*°

Technology is embedded in various aspects of the CA as inputs, conversion factors, and choices

of agency. For example, having a mobile phone is a resource, yet having quality internet
connection could be the conversiontéagqHaenssgen and Ariana 2012phnstong2012)
addsthatasocibe c hnol ogi cal envi r on m@thushighlighgirgthe s on e
need for a class afociotechnological conversion factoia additionto the original three

conversion factorsHaenssgen and Ariané2017) further assert thattechnology has a
transformativedimension that influences and modifies the characteristics ofiofhés These
transformative prperties are dependent on the sot@gchnological context, thus these

technol ogi cal objects are different from any

118 |f some of the population have certain capabilities and that influence the norms sbdledy, it aatally

further disadvantages those to whom this capability is constrained. For example, if online advertisement of jobs

is the new norm, those who have access to the internet in the community have the ability to apply for the job.
Those thatlo not have irdrnet are further disadvantaged as their ability to gain employment is reduced. A similar
analogy could be made for how the technological changes impact important capabilities such as affiliation,
healthcare, political participation, and nyaothers.

119 Similarly, education is often seen as something unquestionablydpas was outlined in Section 2.2 through

various examples of how education was used to supress and subjugate people, education can also have serious
negative consequencédnterhalter etla(2007)similarly outline the negative consequences of harassment in an
unsafe school environments. Therefore technology, like education, can diminish as well as enhance other
capabilities.

120 For example, a clock, a car and now arguabiypabile phone, hae become so embedded into our social
structureand norms that theinform how we think, act and behayeaenssgen and Ariana 201Another

example is if a workshop was advegtisthrough Facedwk, and one could not connect (conversion factor) to
Facebook, then onedés capability for soci al inclusio
sociatechnological context.
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or as extensions of the human body iaued he tr

c a p a b i(Haenssger and Ariana 2017:6)
Figure3-2 below graphically demonste this inclusion of technology in the CA framework.

Individual Agency

Individual Technological
@ Conversion Choice and ;ﬁ?ﬁ?&fﬂiﬁy
Environmental Social Factors Agency External Conirol

. » x Achieved
m 1 g Capability Set @ 4 Functionings
1 I |

Means fo Achieve Freedomto Achieve Achievement

Technical Objeck
All Other Objects

Figure 3-2 Technologyaugmentedapability approach

Source: Haenssgen and Arig2817)

For those who have access to technology, it can allow them to flourish in new and important
ways. Coeckelbergh{2011) terms this flourishment as the difference betweboman
developmeri@(minimum requirements to a@vie human dignity) anchuman enhancement

(the maximum for human flourishment in which the best life achievable is poskiblajgues

tha technology is an extension of the mind, an extension of the memory, and consequently an
extension of the capabikis to achieve human flourishméitiid.). In juxtaposition, those who

do not have access to certain technologies have limited capabHitiesermore,iose that

have extended O6technol ogi cal capabi |dadadi es 6,
in order to meet the threshold of a minimally decent life. Thus, the basic capability to satisfy
6el ementary and rtatuico (8énrilgo:46)anpnge as aame withim a
community, or betwen communities (or countries) technologically advance. By example,
Zheng and Wal sham (2008) ext en dievngexdusion( 2000)
in e-society as being a form of capability deprivation, and thus framing the digital divide as the
aeprivation of capabilities that are essential in am @ c | (Ehteng ®2009) Looking at
capabilities through a netechnological lens may hide what new basic capabilitieaesded

as societal functioningds change with the in

The CA has discussed evaluatinglibeing and quality olife; however, the intention of this
conceptual framework is to go further to build a conceptualisation of (ilcgugtlexander
(2016:) argues that a theory of wellbeing cannot be tantamount to a theory of justice as some

judgements needtobemaden or der to achieve the(OSQtter.
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2011)\wor k departs from that of Se wikiichcapabilitieshat it
are valuable through a (partial) capability theory of justleerthermore,Platzky Miller
(2018:145)argues that capabilitiscussionseldom account for historical injusticesdathat

dtlhose wishing to use these frameworks and tools must therefore incorporate sensitivity to
historicall egaci e s, particularly the ways Thenm whi c
following sectionghus review conceptualisations of justjqeaying attention teheir rootsin

light of hisorical injustices

3.4 Social Justice

In this section, | argue thavhile Western theories of justice are designed from and for their
contexts(Section3.4.1), some recent theories sbcial justice have begun to take a global
apprach to justicgSection3.4.2, acknowledging geopolitical inequalities and focusing on
human dignity for all rather than those with a particular citizenship. Taspité diffeent
intellectual and geographical histories, these global justice theories from the Global North are
beginning to converge with issues that decolonial scholars from the Global South have raised
for decades. Additionally, these theories of gllokocial juice have been applied in South
Africa, resulting in a growing pool ddcally-groundedsocial justicditerature(Section3.4.3.

| demonstrate thatgst2015, the South African social justice literatuskes a further

decolomal turn.

3.4.1 Western Theories of Justice

The dominant understandings of social justice accepted globally today are developed from
debates and discourses from the Global North, promoted through global institutions like the
United Nations. While there are maogntesting conceptualisations of justiwithin Western
discourses, they draw on a similar intellectual history wkets the framingf the debates.
Additionally, they are developed from their own evolving worldviews and contexts. This is
true for all treories rooted in particular regionsntexts and frames, but it is dominant Western
theories of justice that are often applied universally and it is Western theories of justice that

have often overlooked (or justified) global injustices such as slaveglamialism.

Key philosophers in Wesin theories of justice include Plato and Aristotle from Ancient
Greece, Augustine and Aquinas from medieval Christianity, Hobbes and Hume from early
modernity, Kant and Mill from the later modern period, and Rawisare contemporary times
(Pomerkau 2019)Four main schools of thohgcan be said to have emerged from debates
between these Western scholars (as well as others) on jusiiidarianism (Bentham 1789;
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Mill 1863), Libertarianism (Nozick 1974) Kantianism (Kant 1785; Rawls 197]1)

and Aristotelianism(along with neeAristotelianism(Nussbaum 2002; Sandel 19p8

The work of Rawls, an American philosopher, is expanded on as his work is a prégcurso

social justice theories used to build the analytical framework. Raw{4971) opposed
utilitarianism and revived a Kantian version of social contrabte or y wi t h hi s t he
asf ai rHessdnceptuali sed 6the veil of ignoranc
wher e o ngerdsr, racey rthnic identity, level of intelligence, physical strength,
guicknessstamina etc. is unknownWith this approach, Rawls arguesotasic principles:
6equality I n the assignment sodal abhdaesonamicr i ght
inequalities, for example inequalities of wealth and authority, are just only if they result in
compensating befits for everyone, and iparticularfor the least advantaged members of
society??(Pomerleau 2019y3

Rawl s6s work has been extremely influenti al
Englishspeaking countrie@omerleau 2019 few contemporary scholars have challenged

his work, offering alternatives. dtick (1974) a libertarian, was opposed to the compromise

of individual liberty for the sake of socEconomic equality and prasted as little regulatio

as possiblé?* Nielsen (1979) a socialist, was opposed to both Rawls and Nozick and
considered equality to be of greater importance than individual liberty. SEade)*?° a
communitarian, argues that the wellbeing of community takes precedence over individual
liberty, and views that Rawls does not place enough emphasis on community and community
values!?® Payge (1994)takes a globalist stance on justice, extending Rawls egalitaigay

on justice, tht seemed to only work intranationally, to making it more globally appli¢able.

As we can see, Western thought cannot be homogenised into one point.dfilovesver, all
these theories build upon and interact with each other anatims mand values ofié evolving

21 These schools of thought were outlined3ande(2010)

22T elaborate on the latter, a president or person in office may have more authority and wealth and this would
ideally be in the st interest ofhe nation.

123 As highlighted by Pomerleg2019) what Rawls does not acknowledge in
is the inequality between societies and that O6justic
poorer societieso.

124Nozick wasa colleague of Rwls. He viewed the redistribution of wealth (such as through tax) as unjust, if one

has justly acquired it.

125 An interesting side note is that Sandel has a popular MOOC on edX called Justice. It is highly engaging,
following a Socratic Method of teachimghich differs from conventional xMOOCs.

126 sandel1998)argues that community has a dgradluence on personal identity and values.

27Poggg(1994) proposesg | obal egalitarian principal of distribut,]
people, proposing a&x for extracting resources.
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contexts setting the framef the discussion. For example, t@phasiof justice in relation
to property rightsi ndi v i du adr dberty, rmayg hot be, of centratoncern in

conceptualisations of justice in ndvesten societied?®

3.4.2 Global Social Justice

In |ine with all/l the O6turnsod t h-eahangimgrwerldc ur r e |
(Mbembe 2019%%° there is a much greater recognition foices from the (global) margins,

and this is represented well in the global justice framework of Nancy Fraserigvdretwn on

to buld the DoHI Framework in SectioB.6.

Building upon Rawls, Fras€l999, 2005) an American criticatheorist and feminist, has

produced a comprehensive framework that@adg to contemporary problems of globalisation

and identity politics in relation to justice. She highlights that we can no longer look at justice

in a territorial way considering trarstional corporations, international currency, international

NGOs, massnedia and the internet, among other global forces. She discusses concepts of
distributive justice and recognitive justié®in her earlier workgFraser 1995, 2002; Fraser

and Honneth 2003and then bringin representative justice into her later wafksser 208).

The key conceptinFraser wor k on justiceyodoswbpahtvicepwsats
as that which is required to make possible that all participants are on an equal footing in social

life (Bozalek 2014; Fraser 2005} Lambert(2018:2275 u mmar i ses Fr aser 6s t |
of socialjustice:

0 Re di s fusticebsuhte mostdongtanding principle of social justice and involves
allocation of material or human resources towards those who by circumstance have less
(Rawls, 1971)Recognitivgustice involves recognition and respect for cultural and
gender difference, anepresentationajustice involves equitable representation and
political voice (Fraser, 1995; Keddie, 2012; Young,7199. 6

All three dimensions armterrelated and reinfoneg but are not reducible to each other and

thus stand as their own dimensiofisaser 2005) The oppositeend of redistributionis

2'n South Africa, for example, Ubuntu philosophy is
(Menkiti 1984:171) In this philosophy, prioty is given to the community rather than to the individual;
personhood is founded on the interrelations betvpeaple(Platzky Miller 2018)

129 Mbembe(2019)highlights various turns such as the decolonial turn, the ontological turn, the cultnraheur
Anthropocene turn, the new material turn, the affect turn. | would even add the open turn onto this list of turns.

B0 Fraser is critical ofhe overemphasis of identity politics i.e. recognition based solely on race, gender, sexuality,
ethnicityetc, as this drawds attention away from maldistri b
increasing wealth inequaliffFraser 1999)She is also critical of liberal feminism for this reason

Bl This concept is similar to the emphasis on capabilities in the capability approach.
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maldistribution, where people are inhibited from participating equally due to economic and
class structures, for example inequalities in infrastructure,atida¢ health care etc.b{d.).

The oppositeend of recognition is misrecognition, where hierarchies of status deny people
equal respect and opportunity for example, race, gender, sexuality, religion, nationality (ibid.).
The oppositendof representatio is misrepresentation anasframing, where frames prevent

the marginalised from challenging the forces that oppress them (ibid.). 2@88joutlines
misframing as the defining form of injustice in the age of globalisation where international
corporations and transnational organisations are shiétdeddemocratic control.nl all of

these dimensions, she differentiates betwediirmative responseswhich pushes the
boundaries of the frames but essentially accepts thentraarglormational responsewhich

guestion the framsetting itself.

3.4.3 Conceptialisations of Social Juse in Education in South Africa

In the past 15 years, social justice theories from the aforementioned Global North social justice
scholarsin addition to the work of Sg(1999, 2009}%2 have been applied to analyse injustices

in the South African education system and have birthed a pool of social justice literature
specifically relevanto South African contds (Bozalek and Boughey 2012; Dachi and Tikly
2008; Hlalele 2012; HodgkinseWwilliams and Trotter 2018; Pendlebury and Enslin 2004;
Tikly and Barrett 2013; Walker and Unterhalter 2P0

One example is that of Pendlebwagd Enslin (2004) who draw on the work of Young

(1990)*33 Nussbaum(2000) and Miller (1999) to emphasise how political injustices and
educational injustices are inextricably linked. They argue that redistribuistieej alone is
insufficient in light of domination and oppression that function to exclude people. Beyond
justice inoutcomesjustice needs to focus @noceduress u ¢ h  disriminatay pactice

commonly built into the institutiongrocedures foschod admissio®(Pendlebury and Enslin

2004:33) Their work highlights structural ineqlities particularly relevant to South Africa,

such as the difference between external exclusiongjeagtheid and internal exclusion, which

i s Opretence of i ncl usiremahontemngies oftddélileeragon,e vi o u

silenced or igoredd (Pendlebury and Enslin 2004:32)rawing on this, they argue that

32While Sen is of the Global South, much of the scholarship he draws on is from westdgatioas of justice.

Sends 6doubl e 8.5.3, fravensing bptB woelds &nel cotnpaong (See Se@ibrB.2, is likely to

have contributed to the strength of his cafigbapproach and his ideas on justice.

¥BThere are four authors referenced i n(1990hréfesstolissear ch
Young. (M. Young (1990) refers to Michael Young).
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Geducational xcluson i both external and internél serves as &arrier to genuine political

inclusion and participation, as well as to s#dfvelopmen&(Pendlebury and Enslin 2004:47)

From this we see social justice concepts being applied and built upon locally, making explicit
issues of power, domination, and exclusion within the South African dorRest2015,
however, social justice discourses in South Africa take a decolonidtounrthe influence of

2015 and 2016 student protests for free, decoloresedation(HodgkinsorWilliams and
Trotter 2018; Luckett and Shay 2017; Unterhalter et al. 20T9)s turn is expressed in the
recent works of Unterhalter et §2019:10433**on higher education and inequality

6 Ov er teWlw geard, this focud in the South African literature has increasingly
sought to grapgl with the issues and complexities of decolonising university curricula

as a central soci al justice concern with
Important heres the literature that has emerged dealuitty the period since 2015 and

the systerwide student protests captured through the #RhodesMustFall and

#FeesMust Fal | movements. 0
We also begin to see anplicitemphasis on epistemic injustices:

0 A r e s oudeba seen betveeen this notifpf common goodland scholarship

about collective forra of belonging, epistemologies, culture and values, sometimes
described as a feature of African ways of knowing (Waghid, 2014), epistemic/ethical
relationships (Hoffman &letz, 2017) or postcolonial epistemologies (Mamdani, 2017,
Nyamnjoh, 2012; Mbembe, 26) which identify common experiences of knowledge

hi erarchi es, di spossession, r a(Unteshatter v i ol €
et al. 2019:79)

Drawing on the notion of epistemic injusticéspdgkinsonWil liams and Trottef2018)build
upon F{e05) gabd mistice frameworR® to develop asocial justiceframework for
understanding Open Educatiof@sources and Practices in thel§alloSouth This framework
is used infSection3.6to build theDoHI Framework.

B34 Unterhalter(2003a, 2017; 2007; 200® a renowned South African scholar in the field of capabilities, justice
and education, and thusetldecolonial turn in her work shows the impact of the student decolonisation protests
on theorisation of justi

135 F r a s (8005 work highlights recognitiveinjustices in terms ofecognition and respect for cultural
differences (i.e. different waysf-being) but it does not make explicit the epistdogical dimension.

56



3.5 Decolonial Discourses

3.5.1 Overview of Decolonial Thought

This section explores the theoretical framing of decolonidligcolonial discotses rose out

of var-tcolusenidbead e pi slatmAnedca CaribbeandAsia Middle Easts

and Africa( NdI ovu Gat s hdteni und@r iffesing4n@de¥y and banners, but
highlighting one central themeolonialism is not simply an event in history that has passed,

but is rather part of a broader and ldagting project. In this df@ader understaiy,

decol oni ality speaks f r o the stavet tede, irmperalism, hav e
colonialism, apartheid, neolonialism, underdevelopment, and ddx@ralism including
WashingtonConsensus and structural adjustment progi@resfrom the sixtesth century to

date ( NdIl ovu Gat s h Betaolonial thdvémerdts8 &rgue that despite political
emancipation in the late 30century, @omains of culture, the psyche, mind, language,
aesthetics, religion, and (Ndonmy Gathemhesniha2@ly5

In Africa, and within African diasporadecolonial movements have existed under various
banners such asEthiopianism, Garveyisni\egritude, PatAfricanism, African Socialism,

African Humanism, Black Consciousnebfovement,and Afican Renaissance0 Nd | o v u
Gatsheni 2015:488)Notable African scholars, intellectuals, poets, and activists who have
engaged in the longtanding impacts of colonialism include Blyd€967) Fanon(1961,

1967) Nkrumah(1967, 1970)Chinweizu(1975, 1987; 1980) a n d T1B86)caman@so
others®* Nk r umah is known fofcotonnahgsmdbe-i nehims
colonial i sm: The Last Stage of (197@)prel Ami@l| i s mo
(1974)f ocused on underdevel opment 6 and 6depe
coloniality which had been the main focus after paitl freedom, schol ar s
(1986)focused on the psychological, epistemological, cultural and linguistic manifestations of
coloniality( NdIl ovu Gat s.heni 2015: 487)

While the early African scholarship has been largely disparate, The Latin American decolonial
scholars such as Quijaf@000, 2007) Dussel(1997, 2006) Mignolo (2002, 2007, 2011a,
2018) MaldonadeTorres(2007, 2016, 204) and Grosfogue(2002, 2007, 2011, 2018pave

been highly influential in formalising decoloniality as a school of thought. In particular, the

136 |t is important to note that while these scholars spoke of the-dtamgling impacts ofmperialism and
colonialism, they did not speak under a wunified fr ame
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term coloniality was coied by Quijano, and further developed by Mignolo and Maldonado

Torres:

0 Co | itynis different from colonialism. Colonialism denotes a political and
economic relation in which the sovereignty of a nation or a people rests on the power
of another nationwhich makes such a nation an empire. Coloniality, instead, refers to
long-standng patterns of power that emerged as a result of colonialism, but that define
culture, labour, intersubjectivity relations, and knowledge production well beyond the
strict limits of colonial administrationg.hus, coloniality survives colonialism. It is
maintained alive in books, in the criteria for academic performance, in cultural patterns,
in common sense, in the saifiage of peoples, in aspirations of self, and so many othe
aspects of our (MamchadeTorree20@243)i ence . 0

Drawing upon this conceptual distinction, Maldonddwres(2016:440)defines decoloniality

60t he dismantling of relations of power

reproduction of racial, geler, and gegolitical hierarchies that came into being or

found newand morepoe r f ul f orms of expression in

Thus, decoloniality refers tthe processof the removal of colonial legacieather tharthe

historicalperiodin which colonial rule collapsed c ol oni al i sm ¢ antmeo t
broader vave of Euro-North Americarcentric modernity that radically transformed human
historyb( Nd |1 ov u Gat s.hTae three 2raith Boncé@s6ir) decoloniality are thus

coloniality of powercoloniality of knowledgeandcoloniality of being

Coloniality of powerr e f er s t o ¢ gdf Gdxual,political, epistemic, kdor®mid,
spiritual, linguistic and racial forms afomination and exploitati@(Grosfoguel 2007:217)
These hierarchies are intersectional and entanglgghrticularéhe racial/ethicband &uro

American/norEuro-Americard divides whichdransversally reconfiguéeall power relations
(Grosfoguel 2007:217Mignolo (2007:155y ef er s t o t hi s as t he

Coloniality of knowgdge focuses on epistemic hegeryon p ar t i oalilica ofl y

knowledge generation, as well as questions of who generates kaoatedge and for what
PDOOPI(®™A® ovu Gat s hleassists huhdefstantl @ @Jw @ndogenous and

indigenous knowledges have been pushed fiihe barbarian margins of society (.1 b i d .
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Coloniality of beinge mphasi ses Ot he ef f ec tnseandfnotontylinoni al i
t he nfMalddnadisTorres 2007:242)lt refers to the ontological dimension of coloniality
6expressed partly in West ehrincacli vdiilsiczoautrisoend sb yi
the meaning of Being, ootbe more precise on its exclusive possession, control, and exercise

of the phil os(@pnhalez20X1:7)e xi st enced

Thus far | have expanded on wifdé)coloniality is, however, of key importance to thisesis

is what decolniality is not or rather, among the various schools of thought, which decolonial
stances | have chosen to align with. In doing this, it is useful to distinguish between similar
discourses that exigt the same space. The first is that decoloniality edm¢squate to anti
colonialism. NdlovaGatsheni(2015:488)outlines thatanticolonialism becamedargely an
elite-driven projecd w h acdk elite bolught to take the place of white colonial powers under
the guise of nationalism or Africanisatigfanon 1967; Gayatri Chakravorty. Spivak 1990;
Mbembe 2001)Decoloniality involves challenging racial hierarchéeslasymmetrical power
relations,wherea anti-colonialism seems to only address the former. Grosfa@0€l7:212)
highlights that decoloniality

ds not an essentialist, fundamentalist, @hiropean critique. s a perspective that is
critical of both Eurocentric and Third World fundamtalisms, colonialism and

nationalism. What all fundamentalisms share (includhng Eurocentric one) is the
premise that there is only one sole epistamaidition from which to achieve Truth and

Universalityo

The second distinction is between decolatyiahnd postcolonialism. These theories share
similarities but diverge on key points. Both critique the colonial experience beyond a political
and economic lens, dealing with themes of culture, ideaitymodarity. The first difference

is that postcoloialists begin their critique in the nineteenth century, whereas decolonialists
mark the unfolding of modernigoloniality in the sixteenth century when domination and
exploitation of noAWestern people beganaitransformed over timgsrosfoguel 200218).

The second difference is that postcolonialist tend to focus on metanarratives, whereas

decol onialists focus on Oquestions of power,
questions( Nd | ov u Gat s.hleenthird differénbe: isAtBatl decoloniality claims to
trace its foundati onssi dteo otfh i nmokdeerrsn (Migyofam it. hee.

2011b) whereas postcolonial scholagsaw on poststructuralist and postmodernists, i.e.
Western scholars (albeit those that are-cedical of the Westy Nd| ovu Gat s.heni 2
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This third point can be contesteldany of the decolonial scholalawe in fact draw on

Western scholatd’ and itwould be difficult to envision that these Western scholars have never
influenced their work, even if to highlight contradictions. Furthermore, to exclude crucial and
relevant work from the West, such as crititedory from the Frankfurt school, merely base

of its social location, seems countistuitive to countering hegemony. Mbem{d®99)warns
againsghat besiet&dti ond whereby onlrgpemitted®e who
produce knowledge.

While African and Latin American decolonial workave beemutlined above, other notable
work in countethegemonic and decolonial thinkingeludeC o n n é€2014)8authern Theory
and S e@old)Bepsteémologies of thedsith.

3.5.2 Embodied and Situated Knowledges in Decolonial Thought and Feminist

Standpoint Theory
Linking with embodiment, decolonial scholars such as Grosfoguel make explicit the
Obodypolitics of knowl edgeo, wher ebwerone s
str uct (Grodogudl 2007:213) Grosfogid (2007:213) highlights 6t he s dfo c u
enunciation, that igjeopolitical and bodypolitica | | ocation of the subj ¢

juxtaposition to t hdisentbdded aneinlotatedn peuttaldyand r 6t h
objectivity of the egepolitics ofknowledg® . S i mi | astahdyojnt tHe@ists argueshat

0 [he docial situation of an epistemic agetier gender, class, race, ethnicity, sexuality and
physical capacitiés plays a role irforming what we know and limiting what we are able to

k n o @Bawell 2019)

Feminist standpoint theists and decolonial theoristifdr semantically in discussing social

location.Grosfoguel2007:213)emphasises that:

6l't is important here to dihset iongouiiasahi otnhée.
The fact that one is socially located in the oppressed sidevaérrelations, does not
automatically mean that he/she is epistemically thinkimogh a subaltern epistemic

location. Precisely, the success of thedern/colonial worlesystem consist in making

subjects that are socially located in thygpressed side dhe colonial difference, to

think epistemicallylike the ones orthe dominant positions. Subaltern epistemic

perspectives are knowledgeming from below that produce<atical perspective of

137 For example, Maldordo-Torres(2007) draws on Levinas and critically reflects on the works of Heidegger,
Sarte, Husserl and Derrida.
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hegemoniknowledge in the power relations involved. | am claiming an epistemic
populism where knowledge produced from below is automaticallye@atemic

subaltern knowl edge. 0

In contrast, feminist standpoint thgodeal withthis concernby clarifying the difference
between @erspectivérom a social locatiodue to simply being a member of that marginalised
group versus astandpointwhich is earned through collective political struggkéarding
1991:127)

A useful concept from feminist standpoint theorists is that margidagjiseups are socially

situated such that they are more aware of inequalities and assumptions than those that are non
marginalised, and this can give them an epistemicrdadga through having @uble vision

(Bowell 2019) This epistemic advantage can, however, remain unrealised due to lack of
political consciousness and the need to supr
to fit in (ibid.). Feminist standpoint theories remain committed to whhea ¥ t er m O st r
objectivismd which ai ms t o e r aurithroagh ehe di st o
marginalisation of certain knowledge grouptarding 1993) Strong objectivity is achieved

through acknowledgement of social location, and resultantly reflection andrisglie of

oneds standpoint, r a totaeon'® Debobomal thoaghte sintilarlp n o f
speaks of the pluriversal in place df ¢ u ni v e r pluiversalitywib aot eulturdl

relativism, but the entanglement of several cosmologies connected today in a power
differentialb(Mignolo 2018:x)

One short f al |[(2007)hieraechiesssfthatgtwfeeh @oses dualities; one is either
from one epistemic location or another. Howeveg attermah of colonialism left degacy of
confusedand intersectingdentities and culturedt is useful to draw on postcolonial scholar,
Bhabha(1994:2) who argues that the colonised subjeafrisither self nor othérbut ratheia
hybridisedd e nt i t erness bf thé sEifHe emphasises that cultareontinuously evolve
and arenot fixed to one period. The notion of fixity in duke is a result of stereotyping by
colonialists(ibid.). Hybridity happens at the level of race, languageralitee, culture and
religion and occurs in various intensities and forms. FgA861) similarly highlights that
precolonial practices have been lost or vear@ndthat identities today are a combination of

our experiences. He asserts that pegsentdayidentiiesbe formedor the currenhybridised

13846 St roljectyism is compatible with social constructionism, as it similarly takes the stance of an objective
real ity that i s spcaldocationved through onebs
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being. Singh(2009) argues thathybridity lies on a spectrum of influencevhile some are
actively pursuing the culturef the colonisersothersunknowingly adopit. The effects of
Western invasion cannot lslemoved but a critical consciousness allows one to be aware of
ingrained colonial logicAs identities are hybridised, this brings in new questions of what a

decolonised education looks like.

3.5.3 Decolonisation of Edtation

A key feature of decoloniisg educaion is the liberation of the min@he Black Consciousness
Movement (BCM) from 19600s sought to consci e
Man i the enlightened, refined, civilised, cultured niamvas notthe ideal and universal

archetype that tlyehad been taught to beliey®lagaziner 2010)Throughthis process,he

attitudes of theolonisedchange to wanting to reclaim their identities and lost humanities

For Fanon(1961:159) a liberatingeducationnvolved ®pening their minds, awakening them,

and allowing the birtlof their intelligencé in the end everythgpdepends on the education of

the masses, on the r ai &9 mMoweverfwhat boastitutes @ e | 0
decolonised education remains under debate. This section discusses these debates drawing on
theworks of foundational decolonial thinkers adlives contemporary critical thinkéf§ who

have reflected on the 2015 and 2016 decolonial movements in South Africa.

3.5.3.1 Local Relevance

As has been argued previously, knowledge is inextricably linked to paditids power
(Habermas 1971; Jansen 2019Who decides what knowledge is, what is put into the
curriculum, what is left out, and what is hidden are all questions of the politics of knowledge
(Apple 2012; Giroux and Penna 1979; Jansen 20I3awing onFanon, Dei and Simmons

(2010) argue thatmarginalised stilents and their communities adésjointed from their
educationwhich is set by the dominant powers, in the dominant powers languagehwiith

pur pose of further i n@dhust &adecolahisethiedueation Gloulda g e n d
meaningfully connect with their daily livesd needs and address¢the pi r i t ual and e
harmé that schooling can causeamwmpmut akei opprest

of themselvegDei and Simmons 2010:9, 16@yurthermore, e assessments used need to

9 Freire(1970:35)calledthisa écr i ti cad. consciousness

140 While broadly in support of decolonial movements, critical thinkers that | draw upon such as Mamdani,
Mbembe, Lange and Jansen would not take a &épuristd dec
from the Global South. In fact, they eiqilly critique this notion obnly drawing from Global South knowledges.

As is demonstrated seen, they fredliereference Global North thinkers in their works.
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provide students wit ho displaytthem brdliance,ntalentogng or t u |
educatim a | e x BeilahdéSmmensd 2010:12)

Beyond the need for democratisation of access to knowledge, is the peed f

0 dhegemonization of knowledge, iéesternigtion of knowledge and eeuropization of
knowl € iNgé¢ ® v u 2EBARNASanguage is a repository of knowledge and
culture, a decolonised education needs to recognise voices, groups, methods and
epistemologies that have been excluded through lanqugga non 196 7 ; .Thus,i ong 6 o
a decolonised education deals with so@atl epistmological recognition that lies at the
intersection between knowledge, power and ide(itiynge 2019:86)Drawing on the work of
Honneth(1995) Lange(2019:87)argues that recognition is important for setinfidence, self

respect and setfisteem and defines the ethical soctétppplying the concept of recognition

in practice, however, is complex. In relation to the student movements in South Afrige, Lan
(2019:91)cautions that:

6t he call for recognition operates simult
level and that the conflation between knowledge and igetemds ¢ focus the

di scussion about curriculum on Africani sa

Mamdani(2019)makes this point clear in the example of University of Dar es Salaam, where

a nationalist curriculum was scfacusontocalanch e wi t
regional challenges, including labour market needs. While acknowledging the importance of a
relevant curriculum, Mamdaii2019:20)cautiorsagainsthis6 pr o-bbkewmi ngd appr oa

mightpo d u ceh mder at sé rather than éreasoning gra

Africanisation i s 6epi stemol ogically and p
unani mous wunderstanding of what i dangéafydsr i c an
and cultures, OAfricand knowl edgesMbehmbeul d n
2019:241)

Lange(2019:95)ar gues i nstead for Oegrepercdagbgytheantli am
students and their blackness, of their selves, their bodies, their identities and in particular their
direct and indirect (intergeneratianknowledge) experiences of the wodtf? This approach

decentre€uro-centric knowledge and makes room for engaging withueality of epistemic

“INote here the use of the soci al | usholdglt dhiscanhectomn of 6r
will be fully expanded in Sectio8.6
142 ange draws on theork of Mbembeg(2001)to make this argument.
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traditions and their entanglements, particularly those in the Global South. Through a focus on
institutional culture and the learning environmemtg. factorssurrounding content and
curriculum,emphasis is placed on revising language of instruction, pedagogy, assessment, and
assumptions of student autonomy (ibid.). H&aetors that impact the #ity of a student such

as historical inequality, home backgrounds and secanomic standards are considered.

Regarding plurality, the difference between diversity epidtemic diversitis noted Despite

the existence of black lecturers and a grovidtagk studenpopulation, the institutional culture

has been inhospitable to black identifleange 2019:85)n the calls for decolonisation, black

students (and academics) highlightedttthey hada assimilate into a culture that was alien to

them (RMF 2015) I n &6t r amee$sesrovethe lasbfewdyeaps, cosmetic changes

have been made in universities such as African print graduation gowns, a few more black
academics in senior positions, and renaming of sites to African heroes, however the
institutional structures, cultus@nd administat i ve functi oningbés has r
(Lange 2019:85) As Makgoba and Seep€2004:22) argue, diversity is not about
multi-rac i al i sm but about a O6reorganisation of p

different waysof-knowing and way®f-being

3.5.3.2 Global Excellence

Mamdani (2019:16) argues thatwhile relevance is important for Afriauniversitiesto

decolonise, they also need to strive forexcellenced The chal l enge i n highe
andelssvnvher e, is to be both responsi Hehighlightst he | o
that the problem with excellence is thetandards which indicate rigour have largely been
formulated in the West. African universities may be in Africa, but have been and are shaped

by the institutional form, intellectual contemandresearch methodologies the colonial and
Enlightenment expeence( Ma md a n i 2019:16; NdTlovoangao sheab
Mamdani(2019)contends that the strength of a theory lies in its comparisons; Europe is the
bastion of theory because, in their mission to conquer the world, they cormaatedjorised,

classified, mapped and orddre everything. However, thetheorisedeverything from their
Osuperi or 6 c owitlhtha ekt agptleeredeperce poinhe &Vest have created

theories that the rest of the world now follows.

Thus, knowledge has become institutionalised by hegampowers. Ad.ange (2019:93)
highlights6 k now!l edge itself has a history and the
shaped by poweaelations that are themselveso r n i n  h i s tDeimand &aronsc ont e x
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(2010:9) similarly discusst he need f or 0decol oni sation at
probl emat i s e sprtihsems66E utrhorcoeunginefiaxoed, makingdhardto o ur s e
oppose inbuilt 6hegemonic form, décoapisig and
educationis affirming and validating local experiences and epistemologies, such as oral
traditions or reljious lensesvhere a plurality of voices, experieas; histories and knowledges

can be legitimised, claimed and celebrated.

Drawing on Mamdan{2019) local experiences should not only be validated in isolatai
interactwith otherepistemologies (including Western ones but moreifipally SouthSouth

relations that decentre the metropole) in order to make comparisons and build theory with the
strength ofmultiple reference points for a more holistic overall picture. This isnia ivith
Fanon(1961:164) who expressed the need for So«8buth irteractionsi Wh at we want
hear about are the experiments carried out by the Argentinians or the Burmese in their efforts
to overcome il literacy or t.Mandahi(2010:86)fucher al t e
assets that in building theory, it is unavoidable to be subjective as we see the world through

the lenses that we know and understand. Thus, aligning with critical pedagogy, one needs to
conscious of oneds subj eebisv imtGhsdd).sdEm@assingc r i t i
knowl edge exchange between different epi ste

subjectivities thereby strengthening the global knowledge base.

The work of Hoadley and Galari2019) push tle discussion on validatioaven further,
highlighting lack of discussioron evaluation of decolonised content. retognising that
knowledge has become institutionalised through a Western perspéotiyeyurther enque

how o6intellectual validity odestablsletfitphadds es as
at all(Hoadley and Galant 2019; Jansen 2019bW)thout an evaluative framework, it is hard

to engage with the practice of doing decolonisation. This disjoint betwighrtheory and

practicalities remain ho#as of debaté_uckett and Shay 2017)

3.5.3.3 Neoliberalismin Education

In Section3.5.], it was highlighted that coloniality did not end with the end of colonisation but
has tranbrmed. This section focuses on neoliberalism in education; from the
institutionalisation of knowledge to the corporatisation of knowled§fecan education
systems today are a historical product of remnants of precolonial traditions, and colonial,
exploitative educational models, as well as a new imposition of neocolonial policy borrowing

(Enslin and Horsthemke 2016)hese neoliberal policies, for example, structural adjustment
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policies set by the World Bank and the International Monetary Fund, turned higher education
in many developing counés into a private good and aligned its goals with industry needs
rather than a pursuit of knowledg€hisholm et al1999; Mamdani 2019)As outlined by
Baatjes(2005:1) Higher Educatiomnstitutesin SouthAfrica dcannot escape the onslaught
neoliberal militancy that claims to provide the revolutionary solutions to gum@blems in a

county still heavily stained with the deeply rooted legacies of apasiheid

Thus, as important as discussions hostorical injustices arethey should be analysed in
conjunction with the neoliberal agenda of commaodification, capitalisation and industaalisati

of education models effecting the entire globe presefihslin and Horsthemke 2016)

Auerbach et al2019) in their experience of trygnto set up a decolonial programme at a pan

Af rican neol i ber al the logice ef nevlibérgim arerjustfat gotenitad t h
politicising force as arfy Highlighting neoliberal forcedyibembe(2016:30)states:

Wniversities today are large systems aitheritative control, standardization,
gradation, accountancy, classification, credits and penalties. We need to decolonize the
systems of access and management insofar as they have turned higher education into a
marketable product, rated, bought and dmtdstandard units, measured, counted and

reduced to staple equivalence by impersonal, mechanicaldests

Auerbach et al(2019)and Soudierf2019)highlight that attempts by academics to decolonise

their courses and faculties are often stifled when this come<sonflict with the institutions
neoliberal aims or its public image. Lan@19:94)argues that to gain institutional support,
mobilising a critical mass of concerned acagsnis needett o 6 deaut hori sed it

3.5.3.4 Material Realities

Thus fardiscussiorhas mainly theorised decolonisation tewhsoloniality of knowledge and

power. This section focuses on their entanglements with material inequalities. As depicted in
student demands highlighted 8ection2.2.5 the demands for decolonisatioheducation not

only highlighted epistemicinjustices butdealt with their material realities as well. They

brought to the fore the soegconomic strggles they face such as travel costs from the
townships to university, cost of textbooks and poor living condifibasga ¢al. 2017; Moosa

2016; RMF2015) Whi | st the student soé viodemaedsincudede f r o
broader societahimssuch as rights of worke@ndthe ®lidarity with trade uniongMoosa

2016)
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However, discourses that have been taken updiitutions, conferences and peeviewed
journals tend to theorise students calls for decolonisation as a call to addresses epistemic
injustices in the curridum, that is decoupled from the need to address ®sm@nomic
problems at the societal levdlhey (e.g(Jansen 201F)ocate calls for decolonisation within

the university space, and particularly in its curriculdrhe multilayered background of the
student movements thus needs to be kept in mind to not exclude the voices of marginalised
university students that do nowealys end up in peeeviewed journals. Drawing on Section

3.5.1, decolonial thought sought to goeyondmerely addressing material and economic
injustices, to addreshe colonisation of the mind, however many works on decolonisation
seem to nowonly focus on the epistemic injustices, and overlook material injustices.
Furthermore, epistemic injustices are focused on with university as its locus (as the
institutionalis@ place of knowledge production), with a narrowed vision of decolonising at the
level of curriculum, and in some cases, simply decolonising reading lsssnarrowing can
exclude other sites of knowledge production, and in a way reifies the univershg anly

place of knowledge productidfi® Figure3-3 depicts a nomexhaustive attempt to illustrate the
broader magement of decolonial thought and the different levels at which it is discussed.

Culture &
Language
Knowledge &
Education

Decolonisation Legislation
Medical Care Infrastructure &
Urban Planning
Decolonisation of
Governance ~~ g4y childhood Education  TVET colleges and
Development private HE Institutes

Decolonisation Informal Education
Primary and

Secondary of the University Online
Education Management and Power |nstitutional Culture

Curriculum University

Decolonisation
of curricula

Figure 3-3 Levels ofdecolonisation

Source: Aut hords own

13 The locus of enunciation is particularly important to my research that looks beyond the site of the university
to understand the perspectives and secionomic conditions of youtbutsideof the university spacéat do not
have the |l uxexprefsoomng@auulentfMamdani A016:/68)r si t vy
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3.5.4 Digital Neocolonialism

In my article on digitalneocolonialism and MOOC¢$Adam 2019) | defined digital
neocolonialismasthe use of technology and the internet by hegemonic powers as a means of
indirect control or influence over marginalised group ocountry In dgital neocobnialism,
hegemonic powers need not be a nation sten colonialism, butould be a corporation or

institution.

Digital neocobnialism is a form of economic, social, or cultural hegemony exercised through

the internet and technologKnowledge Commons Brasil 2034}y attempts to control a
community, exploit it economically, and erase its ider(fifjartini 2017) Similar discourses
includecybekrcolonialismicyber imperialisntentred around the dangers of forced dependence

on information technology from digitdy-advanced countriegDanezis 2014) and data
colonialismfocusing on ethics in the collection and use of ¢stadel View Culture 2016)
Technology colonialism(Simmons 2015)and technecapitalism (SuarezVilla 2009:3)
focusing on 6corporate power 6 and dhe xpl oi t
contemporary knowledgeconomy. For examplehe ubiquitous impact gflatform apitalism

via companies like Amazon, Google, Facebook, Ali Baba, Uber and others, have captured the
market share and formed monopolies, using mergers and acquisitiondlef sorapanies to

feed their data needs and to eliminate competition. Such platform models have an insatiable
need for more data and will go to | engths t
(Srnicek 2017)Economic motives are often masked as charitable actions such as Facebook
Free Basics which aims to expand data acquisititmuntapped aregSolon 2017)

Technology is often considered synonymous Wwi
became uncriticised goals set by the United Nations in the chiristem o f -deveoge débwn d er
world in 1949Sachs 1992; ldch 1992) Through dolising Westerprogressdemocratisation

of access to technology has become an urgent necessity without questioning the essence of

t ec hnol o @gemwocratizaioa Wwithout adcdrresponding ontological transformation will

just end up replicating and rging the techb | ogi c al under fhomsod i ng o
2001:67)

Whilst vast amourst of literature focus owho is left out by theligital divide and the nevbig
datadi vi de, adverse incorporation into these
Heideggen(1977)warned ofa time when calculative thinking might someday come to be the

only form of thinking, and we can see this with the rise of technocracy. Technology is changing
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what we know, as well as how we corteeknow it (Laurillard 2008) which leads to the

amplification of epistemic injustices.

Discourses problematising inequalities embedded in information technology include
decolonial computing, critical software studies, &nitical algorithm studies. Uisg critical

race studies, feminist theory, and decolon@bpectivessuchdiscourses push beyond simply

isolating the problems to its use and content, to discussions of who creates information
technol ogy, who its desi gadoaidgityifthatis, thegpargistemth e 6 e
operation of colonial o g (At 80&7). These critiques frus on who has power, who has

agency, and whose agendas pr@moted, through analysing how information technology is
developed, distributed and capitaligéthrtini 2017)

Decolonising technology aims to destabilise hegemonic, capitalistic, and neoliberal practices
embedded in technology through subversively turning it into tools for resistaddieration.

The level at which technology should be dise decolonial futures varies widely between
scholaractivists, ranging from seeking aeavisioning of the uses of technology in our lives
through radicateform, to taking a more weary artiichnology, beyondeform stance
(Feenberd 999; Heidegger 1977; lllich 20Q1)

3.6 Analytical FrameworkMerging Social Justice and Decolonisation

Discourses

As argued in SectioB.4and3.5, social justice and decolonial discourses have bdkenting

each other in the past decade, particularly in the South African education landscape, and have
begun to converge. In this section, | tie together social justice frameworks andngsdcolo
approaches to have one unifying analytical framework fdresmsing injustices. The intention

is to shift away from the historical baggage and terminology of the two schools of thought that
have become associated with certain parochial meaningsntitza holistic understanding of

the injustices that need to hedressed** The reason for focusing on injustice, rather than
justice, foll ows Se&reds mi eas o Mmimgustopenratieentiaa b b e o
pursuing a transcendental justiceigthmight not be feasible despite providing a complete
orderingnh e v a | (Mirmi201612% Sen 2009)

144 5ocial justice applications tend to be more associated with redistributive justices and decolonial discourses
tends to be more associated with Africanisation. In both casess fhisiting. These interpretations of titwo
discourses are depicted in Chapter 8 through interviewee responses.
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Recent papers from Hodgkinsavilliams and Trotter(2018) and Lambert(2018) discuss
socialjustice frameworks for Open Education Movement (OEMjhhghting three levels of

justice: redistributive justice, recognitive justice, and reptasenal justice.While both
papers d r a w(2005h muli-dinaeas@mnab fsamework for social justice, | use
HodgkinsonWi | | i a ms d20IB)intempretationdar itsransfamativedimension that

bears resemblance to decolonial discourses, as well as its specific relevance to South African
contexts (and the Global South in generat)th& level ofedistribution HodgkinsorWilliams

and Trotten(2018:207)place strong emphasis on addressirggroot causes ohaldistribution

with a call torestructureeconomic models. At the level icognition they explicitly mention

epistemic injustices through what they tesyacculturation o6 whi ch woul d respe
epistemic positions and acknmadge alternative authorities on what is considered to be
worthwhile knowledge and dispositios (ibidl.).}*> Additionally, drawing on Luckett and

Shay (2017:12) whose work, in turn, has been influenced by the student protests for
decolonised education, Hodgkins®illiams and Trotteruse their concept ofeframing
beyond representation, to highlightsettindie nee
itsel fo

The transformative layer of Hodgkins®illiams and Trotter (2018) converges to the
decolonial approaches that focus on systematat structural domination and oppression
through notions o€oloniality of poweycoloniality of knowledgeandcoloniality ofbeing As
decolonial discoursestress the entanglements of these injustiGessfoguel 2007:217)it is

hard to disentanglsuch injustices separately, but | have attempted to with caution.

The framework inTable 3-1 maps connections between social justice and decolonial
approaches to addressing injustices, where | highlight three Dimensions of Human Hifustice
(DoHI): material injustices, culturapistemic injustices, and political/geopolitical injustices.

| have ntentianally kept the table generic as this bridging of social justice and decolonisation
is a useful analytical tool beyond the OEfA.

5 1n F r a s(B005) multi-dimensional frameworkepistemic injustices are not mentioned; she emphasises

cultural recognition (i.e. different wayaf-being). The inclusion of epistemic injices (i.e. the marginalisation

of different waysof-knowing) is included bydodgkinsorWilliams and Trotte2018)

18 nitial inspiration for this merging came fromablogpd t it 1l ed 6 Can we (Adametal oni ze
2019)

147 As Janseif2017)and Andreotti et a(2015)highlight, thee are various contestations in terms of what it means

to be decolonised, thus, | aim to highlight only broadlyfying features
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Table3-1 Merged social justice and decolonial approacteaddressing injustes

Social Justice Ameliorative Transformative Decoloniality Dimensions of Human Injustice
Framework Response Response (Merged Social Justice and Decolonial Approaches)
Redistributive Redistribution: Restructuring: Coloniality of being Material Injustices:
Injustices of resources of economic model| + Addresses the causes of resource, infrastructgesdgraphicabnd
Coloniality of power socieeconomic inequalities stemng from human hierarchies
Recognitive Recognition: Reacculturation: Coloniality of knowledge Culturalepistemic Injustices:
Injustices valued, respected, | plurality of + Addresseslominant conceptions of knowledge that exclude
esteemed perspectives, but | Coloniality of being differing histories, values, narratives, and worldviews
always fallible
Representational Representation: Reframing: Coloniality of power Political and Geopolitical Injustices:
Injustices social belonging parity of rights + Addresseslomestic and internationaklations of power that
Coloniality of knowledge reproduceracial,class, sexual, gender, spiritual, linguisticd
geographical hierarchies
Source: Adapteffom HodgkinsorWilliams and Trotter (2018)ith my own addition&*®
“The 6Ameliorative Response6 and the 6Tr an sWilamsmead Troites (20&.s pTomes e®D ecood luammisa lairtey é u
of Human I njusticed columns ar e ghtedio Bectiod.®lr awi ng on decol oni al thought
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As decolonial approaches emphasise the entanglement and reinforcement of the various

oppressions on each othErgure3-4 best representsis with overlapping injusties.

Culturalepistemic Injustices

| RRNB&aaSa R2YAylyid wO2yOSLliAzya 27
1ly2etft SRISQ UKIUd SEOfdzRS RAFTFSNRAY 3
histories, values, narratives, and

worldviews
Political and Geopolitical
Material Injustices Injustices
Addr th ; f Addresses relations of power _ .
Wl ?rw;’ rcels?m QKFG NBLINRRdIZOS wOflaasz aSEdz
esource, infrastructu al'ta gender, spiritual, linguistic, 5 .
socieeconomic inequalities 3S23INI LIKAOFE S FyR NIYOAIEQ
hierarchies
Figure 3-4 Dimension of Human Injustice
Source: Aut hords own

3.7 Conclusion

In this chapter, | have drawn upon various theories to formulate my conceptual framework. |
outlinedthe philosophical underpinnings through embodied cognitiearywhich views that
knowledge is embodied and situated. | supplement this with criticalgpgdawhich
emphasises the dimension of critical consciousness. Following a knovesdijeated
viewpoint, | drew on the capability approach which centres the humans involved in determining
for themselves what they have reason to value in life. Therghftiscussed the histories and
evolutions of social justice and decolonial discourses which wenedtiag/n upon to build the

analytical framework for this research: The Dimensions of Human Injustice.

In the subsequent chapters that follow, differentspaftthe conceptual framework will be
drawn uporwhere relevantChapter 4 on methodology draws oa tapability approach which

strongly influences the design of survey questions. Chapter 5 again draws on the capability
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approach as it attempts to undenst#he lives of the Potential MOOC Participants (PMPs) and

what they have reason to value, partidylarith regard to education and technology. Chapter

6 and 8 both use the Dolframework where Chapter 6 investigates the injustices that the

PMPs face an@hapter 8 reviews how MOOC designers conceptualise and attempt to address
injustices in their MOOC<Chapter 7 draws on embodied cognition and critical pedagogy to
examine how MOOC designerso embodi ment and
conceptualigtion of openness and open educational practices. Chapter 9 draws on all of the

previous chapters ®ynthesise approaches to designing justieented MOOCs.
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4 Methodology Chapter

The epistemological framings and theoretical perspectives of thisekdeare been touched
upon in the conceptual framework. This chapter builds upon this to clearlyeoiitéresearch

paradigm

This chapteclearly outlineghe theoretical framingf this researcin Sectiond.1 Here social
constructionisni the epistemological standeken in this researdhis explained, along with
its canpatibility with a realist ontologySection4.2 explains the rationale forgunded theory
as the methodology and Sectii3 explains the rationale for a mixed methods apprabaah
uses data colléion methods such as surveys amdine course rungvith the marginalised
groups in South Africalfie Potential MOOC Participan@ahdsemtstructurednterviews with
the MOOC designerssection4.4 highlights my positionality iad reflexive thoughts on this
researb and Sectiod.5gives a brief summary of the fieldworRectiond.6elaborates on the
beta onlinecoursé*® and surveg which were conductedimultaneousi® at five different
fieldwork sites in parurban areas in South Afric&ection4.7 outlines the process of the
conducting semstructured interviews with MOOC designdérsm South Africaas well as a
handfulfrom Cambridge USA.

4.1 Theoretical Framing

The epistemologicatance taken in this researclsasial constructonism, whichbares strong
resemblance to whambodied cognition theorists call nrobjectivian (Varela et al. 1992)
Constructionismis built upon symbolic interactionism armmhenomeanlogy, andbecame
popular through the work @erger and Luckman(l1966) Constructionisnt®! according to
Crotty (1998:42) is the view that

6al l kenamduwheeefdrg all meaningful reality as such, is contingent upon human
practices, being constructed in and out of interaction between human beings and their
world, and developed and transmitted within an essentially social cantext

149 The online course was agional beta online course designed by Khwela. | am one of #ieunders of
Khwela. This relationship is discussed in Section 4.6.4.

10 The surveys were built into the onlineurse.

1Depending on field of study, some authors use the term constructianisothers use the term constructivism.
Thi s r esear c hl1998a2)defmitios an@ usestthe terén constructionism so as to not to be confused
with learning theorieof constructivism (developed by Jean Piagat) social constructivism (developed by Lev
Vygotsky). Whilst they are very silfar, they refer to learning theories rather than epistemological positions.
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Constructionismemphasiss interaction interpretationand intentionalityand differs from

subjectivismwhichv i ews t hat Omeaning does not c¢come

andobj ect but i s | mpos e d.e. aocompleeehiabobapyelojectived y
reality (Crotty 1998:9) This research approach thus differs from strands of-ginstturalist

and posimodernist approaches thratytake extreme subjectivist stances.

Building upon constructionism, social constructionisnoves beyond the individual to
incorporate the sociahto the meaningmaking procesghat is, thehistoryand culture which
Oprecede uswear@inbdo rtno idwhtindeah chébrendtfbu nct i on as
available systenof intelligibility Crotty 1998:52, 54; Young and Collin 203°2 This
epistemological stance thagonglyoverlaps with embodied cognition thgdhat understands

culture as guiding human behaviour

This researchtakes the approach thabcial constrationism can bedat once realist and
r el a t(Grotty 1998:63) Young and Collin 200%? This is because there is a distinction

fr

t he

betweer eal i sm and objectivism. Realism is &d6an

outside the min@(Crotty 1998:10) Obj ect i vi sm i s iold asserting phatst e mo

meaningge Xxi sts in objects i nde(Crettyd®10)Drawingbn any

(

Heidegger and MerleaBontywhoar gue o6a worl d already there

objectivist @istemology,Crotty (1998:63)a s s e r t s ructiorasm in Gpistemaogy is
perfectly compatible with a real i gogetharn

el ements of objectivity and s ulCroaycld9B8:44) t y

Drawing on the abovelable4-1 outlines theresearchparadigm Sectiors 4.2 and 4.3 will
respectivelyoutline the rationalefor a grounded theory methodological approach amikead

methodapproachn data collection.

¥2There are four authors cited in this (200d)eeterte h
Richard Young.

ont

t o

wi t h

153While a reabt position is taken here, this is not the case for all social constructionist stances. There are various

definitions of constructionism, some that put it much closer to stilag@u (Taylor 2018).
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Table4-1 Researctparadigm
Ontology Realism
(Away of understanding what is)
Epistemology Social Constructionism
(Away of understanding how we know what we
know)
Theoretical perspective Embodied Cognition Theory

(A set of assumptions about reality)

Methodology Grounded Theory
(A system of method®r processesnforming the

study)

Methods Mixed Methods

(The methods and technigues used to gather and (Qualitative andQuantitative Methods)
analyse data) 9 Pilot Studes
1 Surveys

9 SemistructuredInterviews

Source: Aut hords own

4.2 Rationale foiGrounded Theory dglethodolay

The methodology sed in this research isaunded theorywhich seeks taconstructtheory
about issueshat areof importance in peoplédives (Glaser 1978; Glaser and Strauss 1967,
Strauss and Corbin 199@ocial constructionisns not only corpatible withgrounded theory,
but it has infuenced later workCharmaz 2008)Grounded theoris both a research product
and & analyticmethod(Charmaz2008) of which the latter is focused on hefes there are
ontologcal and epistemological differences between earlier traditional WGilkser 1978)
and later evolved work&Strauss and Corbin 199@his researclaligns more with the latter.
This methodology was chosen deits strong resonance with the capapiipproach that
centres commmities defining for themselves what have reason to véBem 199). The

capability approach was usedimdorm thedesignof the survey questions (See Sec#o8.5.

In line with grounded theory methods, an inductivprapchwas usedo produce theory that
emerges from the research context, as opposed to forcing data into a predeterminex theory
hypothesigGlaser 1978)While traditional grounded theory was averse to reviewing literature

before data collection, this research is more in line ®ttAus and Corbi(l990)who argue
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that literature can be engaged with proactively and interwoven regearch process,
stimulating thinking angiresentingé anot her v oi ce ¢ ondstheoteticdli ng t
r econst(MiscBonnernand Francis 2016:29ata ollection and analysis happen
concurrentlyin a groumled theoryapproachand this was evident in my research where the

data analysifrom Phas 1, informel the adaptation cfurvey questions iRhase 2 ang.

Straus and Corbi(i1990)outline three forms of data colkéon and coding: open, axjand
selective codingvhich wereused heuristicallyo inform mysurveydesign Openended survey
guestionssuch as what challenges the PMPs face and what they view as an ideatrie
askedn order to openly code for adadth of categorietn the data analysisxial coding was
used to focus on interconnecting thepEeticularly to see whereducation and technology
fitted into the broad lists of what the PMfsd challengingor value in their livesLastly,
specific surveyshat focused on technology, education and educational inequaliéesused
t o under st an dseléctedorfiathec develepgnendf thesttsedretical propositions
(ibid.).

Grounded theory emphass constant compans (Glaser and Strauss 1967; Strauss and
Corbin 1990) and this was done in various ways. Firstly, sites were chosen in different
provinces thatised different languagesome areas motesterogenouand others itangua@s

used Thisallowed me to compaiteetweerdifferent circumstances in the differdotaions®*
Secondlydifferent data collection methods were used such as observationgg the online
course surveys anchiterviews, which allowethe tocompareand triangulatemerging themes
from various angles. Thirdlydata was collected from two gnos with different interests
surveysandthe online courswith the PMPsand interviews with the MOOC designéra/hich

added multiple perspectives for comparison.

While groundedheory outlines a systematic process, it is also sympatheate twifficulties
and realities of fieldworlas well as the researcli®rbility to think creativelyand thus does
noto r i genfdrteyadtools or coding processéblills et al. 2016:30; Strauss and Corbin
1990). Rather these tools and processes are meant to encourage deigyg tbirdevelop
0t heor et i c(dbid) Braeswhile grounded tlyedry was usdtie research did not

follow a strict alignment to thgrounded theorgodingprocess yetlrew imnensely from it

154 More details on the differences between fieldwork sites is given imo8ec6.1
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4.3 Rationale for Mixed Methods

This research uses mixed methodhich iswhenaresearchrcombines elements glialitative

and quantitative approaches to achieve greater bremuthdepth of understanding and
corroborate findings frorthe diferent approachgdohnson, Onwuegbuzie, and Turner 2007)
The researchconsisted of two main partshe online courseand surveys conducted with
marginalised groups in pewrban areas in South Africihe PMPs) and semistructured
interviews with MOOCdesigners based in South Africa and the USA. The purpose was to
analyse what the marginalised groups need, want airé &jin terms of their education, and
compare it tovhat MOOC designers create and proyideorderto understando what extent

theMOOCs being created are ableaddress the needs, wants and aspirations éflies

The study*>® with the PMPsinvolved the testing of aregional online coursen Career
Develpment designed by Khwel&® Although much data was collected on the course
platformitself, e.g. the baseline and endline testing, this has not been includedesdhech

as the purpose of this study was to understand the PMPs experdra@ng an ofine
course'®’ Thus what has been focused inthis researchin terms of thenline coursgis the
difficulties | facedfacilitating thecourse the observations of the PMi#®&ile doing the course,
andthe feedback survey outlininggliPMPsexperiencesfadoing the courseMore details on

thisis given in Sectior®.6.3

The survey comprising ofqualitative and quantitativguestionswere built into thecourse
There were 6 suburveysat the beginning of thenline course, ad a seventh survey the
aforementioned feedback surviegt the end of thenline course Surveys were chosen above
interviews as quantity was importantdapture the responsegall PMPsthat partook in the
study(of which there were more than 25Qpen-ended questions were usedjther a breadth

of responsesandquestions with predefined answers were used to understaschtbeor depth

of thethemesMoreover,the operended answers from Phase 1 were turned into predefined
lists for later phasesof researchto determine some sort of rankimg the importance of
themes>® More details on the surveisgiven in Sectio.6.5

The word O6studyd is used to refer to the holistic
conducting surveys at varioleations.

16 Khwela is a social venture which aims to provide marginalised groups in South Africa with access to online
courses in order to educate and empower them, and moreover to assist them in finding employment. Fam the co
founder of Khwela. This il be expandedn Section 4.4 and Secti@n6.3

157 The topic of the course and the course content is of less importance for this study. This type of data was more
important to Khweldo show quantitative proof of improved learg doing the course to potential funders.

18 The process of Phase 1 feeding into Phase 2 and 3 is part of a grounded theory approach.
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On the otheend ofdata collecon, semistructured interviews were conducted vathMOOC
designers Semistructured interviews were chosen in order to d&sgaly and flexiblyunpack
themedo gain a fuller understandingf how MOOC designers sought neake their MOOCs
accessible andpen,andwhether and how they attempted to address injusticesigh their
MOOCs. Ofinterestwas thepersonal and professional identity of the MOOC designer, and
semistructured interviews allowed for these identities égoshown through thstories and
examples they would share (as opposed to a static suMersgdetails on thesemistructured
interviewprocesss given inSection4.7.

The mixed methds approach was not only useful, bessentialin discovering and
corroborating themes, triangulatifigdings and findingoverlaps and gps between what the
PMPs need and what MOOC designers are credaetoonenboom and Johnson 2017)
Through including a diversity of views, latitons, andlata collection methods,regorous and

exhaustive analysis of thedmegesearchewvasable to be done.

4.4 Positionality and Rigexive Thoughts

My positionality as a South African woman of Indian ethnicity played a major role in the
research andannot be neglected. As an Indian South African, | straddle the fence of
disadvantage and privilege. Whilst experiencing racial discatiin and marginalisation in
many ways due to my race and religion, it is not the same as the experience of tt&oBtack
African. Thus, in some ways, | am an insider, and in other ways, | am an outsider. As there is
racial tension between Indian anddigeople in South Africa, where many Indians (in public

or in private) view themselves as superior, | needed tofyecegnisant of my positionality in

relations.

The interdisciplinary nature of this research would not have been podsinb¢ for my
professional background in various sectors. My electronic and electrical engineering
background was important in building the online course and implementing it in computer
centres that had many technical issues and constraints. The yeank af W edgation,
edtech and NGO sectmn South Africa were of crucial importance to this work to tapping

into my existing networks in the space, particularly my connection to Siyafunda.

While it was often difficult to separate my work with Khwedesocial ventoe of which | am
the cefounder,and the PhD research, it was comforting to know that my PhD research was
having tangible realvorld impact.In this thesis, | have outlinatkcisions | have made in my

capacity as céounder versus in my capé#gias a reseaher.As Khwela sought to critically
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analyse the course and see how best it can be improved, there was no conflict ofaitterest

Khwel ads goals and the researchodés goal s.

A big lesson learnt for me was truly working with the communityherathan assgéng my

views and preferences on them. | had gone iacsumsciously with the mentality that | was
providing a free course and 6they should be
what they can get 0, mentalitcidphilantropy and eéevelopmei®fo b | e ma

Thus, | was guilty of the same talown attitude that | criticise in this thesis.

One of the hardest parts, emotionally, for me, was trying to keep a distance from the
participants. Some of the answers thatipigdnts gaven their surveys (for example, relating

to rape) deeply distressed and saddened me as it was beyond my ability to help them and far
beyond the problem | am seeking to address in this research pfojeatias nevertheless,
inspirational to wrk with such esilient communities and to see how important helping others
was to their life philosophy, despite their personal difficufttés.

4.5 Summary of Fieldwork

Field work consisted of three trips to South Africa and one trigdambridge (USA) as
outlined inTable4-2. The subsequent sections of the chagitez detailed descriptions of the
fieldwork sites,and the processes used to condbetbeta online coursesurveycollection

and the serastructured intervies.

¥This |lesson was |l earnt when one of my venues was car
the localstaff at one of the Computer Technology Centres (CTCs) regarding the food they preferred. | was overly
concerned with cost efficiencyhile they were concerned that the participants are unlikely to have eaten and thus,

| needed to provide breakfast.

180 In whatever way | could, | would assist participants after the course with further questions and queries far
beyond the research objectiyésit it was very draining knowing that the problems they are facing are far more

complex than my research or myself Webbe able to assist with.

161 Sometimes, participants who had finished the course would come back on another day to assist me gith helpin
others. By the last day in Ivory Park, | barely needed to do anything as there were many assistants who had learnt

all the troubleshooting.
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Table4-2 Summary of fielwork

Phase 1: 20 Marchg In this trip, surveys andnline courseworkshopswere
South Africa 29 June 2017 conducted at 3 sites
I Cosmo Cityn Gauteng
I Inandain KwaZulu Natal
I Mankwergin Limpopo
Thesurveys were processed and analysed before contini
with further data collectonin subsequent phases

Data collected:
I 116 usable surveys were collected
1 21 interviews conducted
Phase 2: 19 August; Due tocomplicationsat the Cosmo Citgite, a new site hac
South Africa | 11 September 2017 to be choserat the last minutewhich resulted indelays and
not as many surveys andnline course wedkshopsbeing
conducted
1 Ivory Parkn Gauteng (new site)

Data collected
1 40 useable surveys weosllected

PhaseXx: 10¢ 17 April 2018 | The interviews done i€ambridge (USAgyere opportunistic
Cambridge as | was travellinthere for a conference. These interview
USA however, greatly shaped the researds | was able tc

compare between South Afrinaand Cambridge MOOC
designers As time was limited, | could not conduct as me
interviews asn South Africa.

Data collected:
1 7 Interviews were conducted i€@ambridge (USA
and 1 was done on Skype

Phases: 2¢ 26 June 2018 | A finalround of surveysand orine course workshopws/as
South Africa conductedat two sites:
1 Ivory Park in Gauteng
1 Umgabda South in Kw&ulu Natal (new site)
Data collected:
1 94 useable surveys were collected
9 7 interviews were conducted

Source: Aut hordéds own
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4.6 Online Coursand Surveys
4.6.1 Fieldwork Sites

As the aim of thestudywasto understand perspectives of marginalised youth, fieldwork sites
where one could access such marigged youth were chosen. Due to the legacy of the Group
Areas Act®?in South Africa (Sectior2.2.2, historically-black areas still are the poorest and
most undeiresourced in terms of infrastructure and ameniti@sldwork sites were thus

chosen in historicaliplack areas.

Peri-urban regions were choséor two reasonsFirstly, these areas have higher access to
technology'®®in comparison to rural aregand community members aiamiliar with digital
devicesgiven their proxinty to the city Secondly, many people who live in these areas have
migratedfrom rural areas in hope of access to work or educational opportunities from the city.

Suchpeoplefit the participantriteria(Section4.6.2.1%4

Finding a computecentre in such regions is rare but due to my prior work with an organisation
called Siyafund®°( i si Zul u f, Ikknew dbeut antl veaa able t)gain access to such
locations. Siyafunda is a social entrepreneurship that sets up Compalgrology Centres
(CTCs) in marginalised communities, where they offer IT courses at affordable prices. They
have over 80 centres sgp around South AfricaAs | was running a free online course to
members of the community, Siyafunda graciously allowedtonuse their centreResearch

was conducted at five CTCkrequested centres that were 1.) in ppghian regions, 2.) in a
variety of provinces, 3.) had 2030 computers, and 4.) had or could have access to internet.
Siyafunda partnered me with cesgr according to these requirements and the centres

availability to host me.

182The Group Areas Act relocated populations to live in areas with their own race groups.

183 There is electricity supply in most of these areas, albeit erratic.

184 This is in comparison to rural communities who may be living agrariastjiles and are les&dily to have a

desire for formal education or online education. Furthermore, such digital/online educational models are likely to
be incongruent with the amenities in those areas.

165 More information about Siyafunda can be found airtivebsite https://www.siyafundactc.org.za/
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https://www.siyafundactc.org.za/

Thedemographicsf fieldwork regionsare summarised ihable4-3.

Table4-3 Populationdemographics of the five reseandgions

Cosmo City Inanda Mankweng | Ivory Park Umgababa
KwaZulu KwaZulu
Province Gauteng Natal Limpopo Gauteng Natal
Nearest Main City Johannesburg | Durban Polokwane | Johannesburg| Durban
Area Size (km2) 9.9 26.8 14.6 9.21 6.23
Population Size 44295 158619 41298 184383 10814
Population Density
(per km2) 4476 5915 2823 20020 1736
Gender (%)
Male 50.33 47.98 46.82 54.16 48.43
Female 49.67 52.02 53.17 45.84 51.57
Race (%)
Black African 97.23 99.40 98.31 98.82 98.78
White 0.43 0.06 0.49 0.08 0.60
Asian 0.51 0.15 0.26 0.15 0.12
Coloured 0.86 0.22 0.67 0.19 0.40
Other group 0.97 0.17 0.26 0.77 0.10
Language (%)
isizulu 22.16 88.33 0.90 21.38 91.14
isiXhosa 9.93 452 0.20 7.43 1.90
Afrikaans 1.17 0.28 0.18 0.40 0.68
English 7.35 2.35 1.54 1.71 2.64
Northern SothqSepedi) 13.26 0.25 83.72 23.28 0.12
Seswana 11.52 0.46 0.69 2.64 0.65
Sestho 6.66 0.58 0.50 4.55 0.27
Xitsonga 4.69 0.08 2.14 22.44 0.28
Tshivnda 8.27 0.04 1.39 3.02 0.02
isiNdebele 6.68 1.39 0.63 5.25 0.92
Sign Languag 0.30 0.67 0.20 0.31 0.66
Other language 8.00 0.64 1.19 5.41 0.55

Source:Adrian Frith(2011a)who uses data from the 2011 cengBtatistics South Africa 2011)

The following subsd®ns provide unique chartistics and features of each site that may

have impacted theesearch
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4.6.1.1 Cosmo City

Figure4-1 shows the location of Cosmo City in relatimnJohannesburty®

N1

90 124

Randburg 12
y Sandton

Rosebank
ddepoort 1§

M18

— P e S

X S Sy 3 -
J < *Johannespurtthv“‘ >
g Trjmeb 15916

F S PR

IS ,//. “\\"“\._ g s

Figure 4-1 Positionof Cosmo City imelation to Johannesburg

Source: OpenMaps

One might question the arbitrary nature of the segmenting of these regions, however the
segmentsndicate significant differences in living conditiobstween historicallvhite and

black aread®’ Cosmo City is different from other sites in that it is a governmentdost
housing development project initiated in 2004 (i.e. {apstrtheid, whereas th rest are
townships formed duringpartheid®® As Johannesburg is already quite ethnicédilerse ad

this city was built with the intention to mix people, there are a plethora of languages spoken
within the place, as indicated Trable4-3.

166 Unlike the other four research sites which are defined as main places, Cosmo City is definedmace aifb

the main place of Roodepoort. Despite this, Co€lity compares in popation size and area to the other research
sites.

187 For example, in North Riding, a syitace adjacent to Cosmo City with an area of 8.35, ikhe population

size is 1974 (i.e. a population density?86.50 per km2and 53.3% of thpopulation is whit€Frith 2011c) This

is in stark contrast to Cosmo City which has an area si@®06fkn?, a populatiorsize of 44 295 (i.e. a population
density 0f4,476.06 per kmand 97.23% of the population is bla@kith 2011b)(seeTable4-3). This is just one
indicator of the differences in living conditions, let alone that differences in infrastructure, services and amenities.
168 An empty plot of land was bought, and el housing was built for those who were living in surrounding
informal settlements. However, what was intended as
added extensions and back rooms to earnaypmff the propertf{Myambo 2014) Despitethis, amenities in
Cosmo City are stillar better than other poorer areas, with newly built schools, libraries, and community centres.
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Thebeta online courssas run at £TC within amulti-purpose centreas seen ifigure4-2.16°

Phob of participants sitting behith computers at th€osmo
City venue

Redactedhs imagecontains pictures of partgants.

Figure 4-2 Cosmo Citywenue

Source: Aut hords own

Figure4-3 shows the first batch of participants that completetourse

Phob of participantsreceiving certificates

Redactedhs imagecontainspictures of partigants.

Figure 4-3 Participants on completion of the course

Source: Aut hordéds own

169 The multipurpose centre had a clinic, a computer room, printing facilities, sewing classes and a community
hall.

85



4.6.1.2 Inanda

Figure4-4 shows the location of Inanda in relation to Durban.
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Source: OpenMaps
Unlike theethnicallydiversesites based in Gauteng, Kidau | u Nat al i s t he

and thugsiZulu is the most widely spoken langua@eeTable4-3). Due tothe prominence
of isiZulu, the English of participants was lower than in other regions and more translation was

needed.’®

The CTC venue in Inanda was unique in that it was a computer training centre designed for
people with disabilities. This meant thiis site had a higher proportion of people with
disabilities.Although unplanned for, this difference enriched the data as it included the voices

of those with disabilities.

Figure4-5 shows one of the participants who had a dlggil@ind was thus using crutches.

170 staff and research assistants were ableelp with this, and my basic understanding of isiZulu proved crucial.
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Phoo of participantwith crutches iting behird computer

Redactedas imagecontains pictures of partgants.

Figure 4-5 Participant with disability using crutches

SourceAut hor 6 s own

Figure4-6 shows the venue used in Inarida.

Phob of participans sitting at computers at tHaanda venue.

Redactedas imagecontains pictures of partgans.

Figure 4-6 Inandavenue

Source: Aut hordéds own

711t is not visible in the picture, but the back row had computers that were adapted to special needs.
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4.6.1.3 Mankweng

Figure4-7 shows the location of Mankweng in relation to Polokwane.
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Figure 4-7 Location of Mankweng irelation to Polokwane

Source: OpenMaps

As can be aen, the area Isss developethan the other sites, as Polokwane is a much smaller
city. Mankweng is unique as, although it is much more rural than the other sites, it is the home
of The University of Linpopo, a historicalhblack university.Figure 4-8 shows the cre

outside the university entrance, with goats and informal settlements just across the road.

Figure 4-8 Ambiance ouwtide the entrance of University of Limpopo

Source: Aut hords own
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The CTCthat was offered in Mankwengeen irFigure4-9, was located withinhte university
Thus participants at thisite tendedto have moreformal educaion than at othes.!’? In this
region,themajor languagspoken iNorthern SothgSeeTable4-3).173 Conducting the study
at the university was useful in that it was a weatled safe space, however it brought its own
difficulties such asieeding usernames and passwords to access cosj@ute restrictions on

the use of Yotiube which limited some of the functionality of the course.

Phoo of participans sitting at computers at tidankwengvenue.

Redactedhs imagecontains pictures of partjgants.

Figure 4-9 Mankwengvenue

Source: Aut hordéds own

172 Whilst the online course was meant to dmed at those not in university, itag hard to control against
university students partaking in it.

173 Due to the proximity to the university, English was more commonly understood which was beneficial as | have
no basic understanding of Northern Sotho.
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4.6.1.4 Ivory Park

Figure4-10 shows the location of Ivory Park in relation to Johannesbfrg.
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Figure 4-10 Location of Ivory Park irrelation to Johannesburg

SourceOpenMaps

Due to its proximity & Johannesburg, is home to people with diverse African ethnic
backgrounds. This can be seen in the languages shovablie4-3. The hory Park CTC was
located on the premises of a police station and a fire stamoithus proved to be a very safe
location for both myself and the participahf3Due to the safe location, efficiency of staff
internet access, availability of cesfficient lunch options, and streams of potential participants

from the area, thenline coursevasrun more times at this venue than any other.

174 |lvory Park borders another townshigerfibisa, which makes the area appear as one huge township.

175 As ICT is sought after, bregks happen quite often at ICT centres, and this location mitigated against that
problem.

176 lyory Park was the most efficient afl the centres. The assistants atdbetre were very keen to use the online
course afterwards and asked me to write a trouble shooting document for them to continue using the course while
| was gone.

90



Phob of participans sitting at computers at tHeory Parkvenue.

Redactedhs imagecontains pictures of partgants.

Figure4-11Ivory Parkvenue

Source: Aut hordés own

4.6.1.5 Umgababa South
Figure4-12 shows the location of Umgababa South in relation to Dutban
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Figure 4-12 Location of Umgablaa inrelation to Durban

Source: OpenMaps

177 As the Inanda venue was not available in the tivieldwork, Siyafunda offered me a CTin Umgababa.
Located along the coast, it is far more scenic than the other sites, despite thecsnoimic conditions that

persist.
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The Umgababa site was added as | wanted to balance out the dominance of the sites located in
Gautengd-"8 Similar to Inanda, Umgabaltead a high dominance of isiZulu speakers as can be

seen inTable4-3.

The Umgababa CTC was located in a municipality centre where the ward councillor is based
This site needed the most improvisatiditme CTC ended up being doubleokedbutthe ward
councillor, for political reasons, did not want me to cancel the course as the participants were
there and were promised a cout§eThus, | was forced to improvise, and it worked
surprisingly well. As most participants had mobile prsoend | had brought a Vi router),

we did the surveys and the course primarily from mobile phtf&&rious problems arose

such as phones not having enough memory space or battehpolifever, overall the mobile
phone experiment proved successidhen desktops later became awadille participants opted

to continue on their mobile phones as they were more comfortable with their phones than
desktops?®! Figure4-13shows the empty hall in whighe participants did the course their

phones anéigure4-14 shows the original venue.

18 This was because language and ethnicity play a big role in relevance. Gauategilier in its ethnic diversity
asother provinces are more homogenous.

179 Cancelling the course would make the participants disgruntled and cost him votes.

180 The course platform had built capacity for mobile use, however it had not been tested.

81 Those whose mobile phones had died lgydfternoon continued on the desktops.
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Phob of participans sitting in empgy hall atthe Umgababavenue.

Redactedhs imagecontains pictures of partgants.

Figure 4-13 Emptycommunityhall wheretheonline coursewas run

Source: Aut hords own

Phoo of participans sittirg at computersit the Umgababavenue.

Redactedas imagecontains pictures of partgants.

Figure 4-14 Umgababavenue that was double booked

Source: Aut hor 6s own
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4.6.2 Participant Selection
An exanple of theKhwela posters used to advertise the course is givéfigare4-15. This
poster was sent to theiyafundaCTC staff, who, throughWhatsApp and word of molut

advertised the cours@sthe community8?

Phoo of participantsitting at a desk.

Redactedas imageontains pictures of partgants.

Figure 4-15 Poster used to advertise the course

SourceKhwela

Since the study focused on marginalised groupseded to be ensured that gasticipants
indeed came from marginalised contexs.the study was being conducted historically
black periturbanareas it waslikely thatthe participantsvould predominantly bérom low
sociaeconomic backgroungbave low education leveland expdaenced other intersectional
disadvantageghat woud definethema s 6 ma r ¢° Thesd fac®rs weie. later verified
in the surveys to ensure that participadhts fit this descriptionSection4.6.3. As Khwela
targets unemployed youthiwo further criteria were stipulated that the participants be
unemployed/underemployed and youthder 35).84

82MOOCs or the fact that the course would be run online, was not mentioned ivéine lavas a concern that

mainly those who studied at the CTC would attend, skewing the data tsaech participants, however

observations of many participants struggling to use a computer, showed that this was not the case.

18 Furthermore, byrespomdig t o t he advert and attending the course
some way, as opposed to others in the communtyo mi ght be 6di scouragedd and wur
or further studies.

184 These additional criteria helped to ares that the participants were indeed marginalised. | was part of this

decision in my capacity as -dounder. As the stipulation corimented the research study, there was no conflict

in my roles as PhD researcher andaander.
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4.6.3 Participant Demographics

This section highlights important demographics about the participantgjndfiiom the
surveys®, that is referred to in subsequent chapt@eble 4-4 shows the sample siznd
demographics of participants at each site. This table can be compa@eadadied- 3 which shows

the geneall demographics of each research site region.

Table4-4 Demographics of participants at the five sites

SampleDemographics Cosmo City Inanda Mankweng | Ivory Park Umgababa
KwaZulu KwaZulu
Province Gauteng Natal Limpopo Gauteng Natal
Nearest Main City Johannesburg| Durban Polokwane | Johannesburg| Durban
Sample Size 45 36 35 87 47
Gerder (%)
Male 13.33 16.67 45.71 11.49 31.91
Female 86.67 83.33 54.29 88.51 68.09
Race (%)
Black African 100.00 100.00 100.00 98.85 95.74
White 0.00 0.00 0.00 0.00 0.00
Asian 0.00 0.00 0.00 0.00 0.00
Coloured 0.00 0.00 0.00 1.15 4.26
Other group 0.00 0.00 0.00 0.00 0.00
Language (%)
isiZulu 17.78 91.67 0.00 14.94 93.62
isiXhosa 0.00 8.33 0.00 10.34 2.13
Afrikaans 0.00 0.00 0.00 0.00 0.00
English 11.11 0.00 0.00 2.30 4.26
Northern Sotho (Seped 15.56 0.00 62.86 27.39 0.00
Setswana| 20.00 0.00 2.89 4.60 0.00
Sesotho 11.11 0.00 22.86 8.05 0.00
Xitsonga 8.89 0.00 2.86 22.99 0.00
Tshivendal 6.67 0.00 5.71 4.60 0.00
isiNdebele 6.67 0.00 0.00 1.15 0.00
Sign Languag 0.00 0.00 0.00 0.00 0.00
Other language 2.22 0.00 2.86 1.45 0.00
Source: Authorods own

The patrticipant pool iTable4-4 correlates with the papation demographics of the research

locations inTable4-3, and is deemed a regentative sample of the population, except in the

185 The surveys will be explained in Sectiér6.5 The surveys drawn upon to present the demographics are the
Background Survey arttie Education and Employment Survey.

95



case of gender. In every site, there were considerably more female partitipevgst this
skewsthe data, it may indicate th&#males aremore aspirational in wanting to attend the
course and/or haveegreater likelihood of being unemploy&dThe correlation with language

can best be seen graphicallyFigure4-16 andFigure4-17.

Statistics of language usage per site
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Figure 4-16 Statistics of language usage per site
Source: Authords own
Language breakdown of participants per site
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Figure 4-17 Language breakdown of participants [site

Source: Aut hor 6s own

186 Gender was not an aspect that was controlled for in the selection process and so the dominance of female
participants happened organically.

187 participants were asked why there were so few men and three answers/emré gimany men are involved

in drugs, 2.) the men are not interested in attending such a course, 3.) the men are working and cannot attend the
course. This phenomenon alone needs further research but is beyond the scope of this research. It leould also
noted that the courses were run weekdays so those underemployed would not have been able to attend.
However, the target was unemployed youth, so this was not a limitation of the research.
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One slight deviance within the two graphs is the split between Northern Sotho and Sesotho in

Mankweng!8 What was also gathered from the survey data wasrthst of the participants

second language was English, and not anothecakf language. This can be seerFigure
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Figure 4-18 Second language of participants

Source: Aut hordéds own

Figure4-19 shows the age distributiori the participant$®
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Figure 4-19 Age distribution of participants

16

>40

18 This could have been a problem of data collection as paopiankweng identify as Pedi and eefto their

language as Sepedi (a dialect of Northern Sotho), whereas the survey used the term Northern Sotho, which they
might not have been familiar with.
189 When data is aggregated across the sites, it is becausavi®no significant difference begen sites, and
the information is better understood in aggregation.
190 As mentioned earlier, the study was mainly directed at youth. However, it was not practically possible to turn
someone away because they were oldan Bb.
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Source: Aut hordéds own

Figure4-20shows the religious breakdown where 90% of participants indicated that they were
part of a religious group&’! Christianity and the Zionist Christian Char¢ZCC)-°2were the

most popular ofeligions!%3

Religions of participants
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Traditional specify God Christian
Church

Figure 4-20 Religion of participants

Source: Aut hordéds own

Participants were asked whioey were raised by, and the number of participants raised by
single mahers is particularly high at 42.80% as can be se€igime4-21.1%

Primary guardian(s) of participants while growing up
45.00% 42.80%

40.00% 36.00%

35.00%

30.00%

25.00%

20.00%

15.00%

10.00%
£ 00% 0.80% 3.20% 2.80% 200
0.00%

13.20%

Aunt or Uncle Both parents Grandparent(s)Mainly father Mainly mother  Relatives Sibling

Figure 4-21 Primary guardian(s) of partipants while growing up

1 Religion is important to rte as Chapter 5 will touch on how religion links to their hope, faith, wellbeing and
aspirations.

192This is unrelated to Zionism in terms of a Jewish Nation State.

1937CC, Ikhenana of God, and Nazaretaall religionsthatmerge African traditions with Kristianity in some

way (Cabrita 2014)

194 This correlates with national statistics from the 2017 General Household Survey which states that 43.1% of
children lived with their mothersnly (Caxton Central 2019)
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Source: Aut hordéds own

The number of children that participants have watcheal to their relationship status, and it
showed that 40.8% of the participants were single and paféitsis can be seen iRigure
4-22.196
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Figure 4-22 Number of children based on relationship status

Source: Aut hordéds own

Figure4-23 shows the participants educational levels. 19.21% of participants have cdntinue
with further education after high schd8l.This percentage isigher than normadue to the

Mankweng site having a large number of university studéhts.

195 This further confirms that the participants experience intersectional disadvamiéiglesit is true that a child

is raised by theammunity in these areas terms of carajiving, when it comes to daily necessities, it is hard for

a singleparentto provide forhisher children in terms of gettindpemaccess to education and other financial

needs.

B0 r ef er sresponse wherd & mlatiknship status was indicated but number of children was not
indicated.

97 Undergraduate refers to those both pursuing undergraduate studies and completed undergraduate studies.

198 At Mankweng, everybody had congpéd high school (Matrjand 30.56% were pursuing further studies, some

even honours degrees. The national average for black students goingarieea bachel or 6s degr ¢
completingmatric is around 5%Maluleke 2019)
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Education level of participants
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Lower Secondary School 23.68 34.48 0 18.29 27.27 20.09
Higher Secondary School 5.25 10.34 0 1.22 6.82 3.93
Matric 55.26 41.38 25 73.17 56.82 55.46
Private Tertiary Education 5.26 0 16.67 2.44 4.55 5.24
Technikon Diploma 2.63 0 19.44 1.22 4.55 4.8
m Undergraduate University Degree 7.89 6.9 30.56 2.44 0 7.86
m Honours degree 0 0 8.33 0 0 1.31

Figure 4-23 Education level of participants

Source Aut hor 6s own

Figure4-24 shows the employment status of the particip&t¥#t¥he 43.91%unemployment

rate of participantalignswith the youth (15834) unemployment rate of 39.6% of the country
(StatisticsSouth Africa 2019)and may be higher considering the study was targeted at those
seeking job oppdunities.

Employment status of participants

Unemployed 43.91%
Temporary employment (wages) 12.61%
Self employed (own a shop/business) 8.26%
Self employed (odd jobs when they come)6.52%
Regular employment (salary) 28.70%

0.00% 10.00% 20.00% 30.00% 40.00% 50.00%

Figure 4-24 Employmenstatus ofparticipants

Source: Aut hordéds own

199 A shortfall in the survey question was that housewife/etglarer/caregiver was not on the list. Thiss aptly
brought to myattention by a participant in Phase 3, but unfortunately was too late to change.
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4.6.4 Regional beta online course

Theregional beta online courseas done in conjunction with Khwela, a social venture which
aims toprovidemarginalised groups in South Afrigéth access to online coursesorder to
educate and empower them, and moreover to assist them in findingyemaptoAs | anone

of the co-foundes of Khwela?® | was able to merge the research objectives of the PhD and
thebet a testing of t&KhaximiseaodusdingresburceseThecparinershig
with Khwela was mutually beneficialheKhwela teansupportedny PhD research Bydping

to designthe coursesupplementindunding for the study, anassisting irfieldwork. Khwelg

as a social venturdenefittedfrom my knowledge and expertise iofiplementing edtech in
low-income regionss well as my reearch skills in collecting ¢, processing and analysing

it in order to provide recommendations for improving the course

The course was designed on the WordPress Learning Management System (LMS) called
LearnDasIt%! As the course was designed with urtesourced contexts in mind, content was
predominantly in the form of text and pictures, with a few short optional vidé®be course

was free to acce€s online but was not advertised beyond the scope of the ras€hrc

The studyconsisted of fulday couse with participants. The participants were informed and
preparedy the local stafthat this was a study for Khwelat the beginning otachfull-day
coursel explainedresearch projeaterbally;?% highlightingthat data will be collected in order
to design courses that better suit their neadd contextslt was explained that bsigning up

to the course platform amrtaking in théeta online coursendembeddedurveys, they were

consenting for their data tbe usedThis was then explained againm written form & the

200 The Khwela team consisted of myself and Sandiso Sibisi, the otHeurder. Additionally, we had various
volunteers and assistants who assistetifferent stages.

201 This was chosen by Khwela because it was a readgle platform that was easy to use and the other co
founder, Sandiso Sibisi, was already familiar with it. An LMS was chosen, rather than creating an app, as financial
resources, skillsral time was limited, anthe study was meant to gather data to inform the design of an app or
website that would best suit the needs of the marginalised groups. Learndash scales to be useable on computers,
tablets and mobile phones, which proved more uisk&n imagined. The piform had some drawbacksr use

in this context, such as inability to work offline, but was deemed overall acceptable.

202 7ulu voiceovers were added to the videos before going to-Rwia Natal to test whether participants would
appreciate this.

203| would not term it open as it needed a user account to access it.

2041t was not advertised as it is quite rugged; the intention was to build a proper platform from the findings of the
study.

2051t was crucial to explain the research véigbas participants mapot have fully understood what they are
signing up for on the online course as they are already unfamiliar with this concept.
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beginning ofthe survey section in the courdé The beta onlinec our se was c al

Car eer De %eTheoppgnanme for.the full day course can be seéigure4-25.

Khwela

educating and empowering the unemployed to work tomorrow

Khwela Pilot Programme - Inanda

8:00-9:00 Participants arrive and set up accounts
9:00-9:15 Course Introduction
9:15-10:45 Complete Surveys
Background Survey - 5 min
Wellbeing Survey - 30 min
Finance Survey - 5 min
Technology Survey -15 min
Education and Employment Survey - 15 min
Educational Opinions Survey - 15 min
10:45 -11:00 Tea Break
11:00 - 12:00 You - Self Assessment
12:00 -12:30 Lets see what you know already! (Baseline testing)
12:30 - 13:00
CV Writing - Persuasive CV Process
13:00 - 13:45 Lunch
13:45-15:45
13:45 - 14:15 CV Writing - CV Standards and Formats
14:15 - 14:45 CV Writing - Accomplishment Statements
14:45 - 15:45 CV Writing - Customising your CV
15:45 - 16:00 Tea Break
16:00 - 16:20 Summary (Discussing what we learnt throughout the day)
16:20 - 16:40 Lets see what you have learnt! (Endline testing)
16:40 - 17:00 Feedback Survey

Figure 4-25 Full day courseprogramme

Source: Aut hor 6s own

Prior to thecoursedesign, a humanentred design workshop was hddg Khwela with
marginalised youth to ensuwews of marginalised youttvere incorporated into the course
design from inception. Details will not be expanded on here due to brevity, but pictures of the
workshop can be seen kigure4-26 andFigure4-27 .

206 The dual process or verbal and written explanations were a double measure to ensure that participants
understood that data waging collected for research purposes.

207 The course was an amalgamation of career development information from Indiana University (USA) and the
University of Cambridge (UK), with permission from both universities tage their cor@nt. The content was
modfied and adapted to South African needs and contexts, and specifically the education levels and types of jobs
the participants were likely to be applying for. Overall, it took about two weeks to design and create the online
coursePrior to this, time waspent reviewing and taking MOOCSs, in order to get a feel of what an online course
should be like. In addition, literature on MOOCSs for developing country contexts was reviewed.
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Phoo of participans sittirg at tables in a workshop.

Redactedhs imagecontains pictures of partgants.

Figure 4-26 Humancentreddesignworkshop informing design of the Khwela platform and content

Source: Aut hordéds own
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Figure 4-27 Example ofeedback frondesignworkshopparticipants

Source: Aut horés own
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Figure4-28 shows the full outline of the course the navigation panel, and how the course
home page appearsSigure4-29 andFigure4-30 show examples of the content of the online

career deelopment course.

About Career Development Mentorship Login Employment Workshops

Education For Sustainable Development

Basic Career Development

B Posted on March 19, 2017 by sandisos
Course Status: Completed
Job searching can be a daunting process, but can also be rewarding and energizing if one can allow it to be.

The basic career development course, guides job seekers with three of the basic tools for finding a job namely;

a curricula vitae, cover letter, and interview strategies.

Prospective employers often know you only as a CV and a cover letter. These documents must argue for you in
your absence and somehow, convince their reader that you can do a particular job very well. You are lucky if an
employer spends more that 20 seconds reading your CV, therefore it needs to be easy to read and grab their

attention in a positive light.
Learning Objectives:

o Understand the purpose of a CV and how it an be used as a customized personal marketing tool
o Be able to apply the standards of professional language and communication and traditional CV formats
o Know how to write accomplishment statements that clearly and compellingly promote your strengths and

skills

Course Materials

Note Book Pen

Course Content Expand All | Collapse Al

Lessons Status

1 Introduction

2 Let's see what you know already!

4 CV Writing

5 Feedback Survey

B << J<

Figure 4-28 Screenshot of course outline

Source: Khwela
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NAVIGATION

¥ Introduction
@ Background Survey
@ Well-Being Survey
@® Finance Survey
@® Technology Survey
@® Education and Employment Survey
@ Educational Opinions Survey
¥ Let's see what you know already!
@® Baseline Test: Let's see what you know alreadyl
¥ You
@ Beliefs
® Values
@ Personality
@ Personality: Multiple Choice Questions
@ Skills
@ Skills: Multiple Choice Questions
¥V Wiiting
@ Persuasive CV Wiiting
@ Persuasive CV Wiiting: Multiple Choice Questions

@ Persuasive CV Writing: Gather your raw material into

an "everything" document

@ CV Standards

@ Standards and Formats: Multiple Choice Questions
@ CVFormats

@ Resume Standards: Multiple Choice Questions

@ CV Writing: CV Self Review

@ Customising your CV

@ Customising your CV: Link what you've done fo the

employer's needs

@ CVExamples
@ Endline Test: Let's test what you have learntl

» Feedback Survey



0
@ Vvalues

w-m orespectssponswenessi '! = wcommlty
El‘u? ; honesty UI""""""""“_. ilfif:djm @ Personality

@ Personality: Multiple Choice Questions

E t

O I n e q rI o s

m @ Skills: Multiple Choice Questions
-+

Your values are aspects of work that are important to you. For example:

o A flexible schedule

o Doing work that helps others

o Upward mobility

PROGRESS

o Lots of vacation time 4

¢ Werkng uih pecple | ke I ——

o Treating people respectfully

These are just a few of many possible work values. Knowing your values helps answer the question “why do this
work” and is essential for opening the door to a satisfying career. In fact people often leave a job or career

because it doesn’t satisfy one or more of their values.

While some of your values may change as your life roles and circumstances change, many may remain
consistent over your entire life. Values are also personal and the words we use to describe them may mean

different things to us than others. Take the value of “success”. Many people want to achieve success but what

Figure 4-29 Example ofiValue®section of thecourse

Source: Khwela

~sua-sion —
pers e the o

rt of @ Persuasive CV Writing
a h at @ Persuasive CV Writing: Multiple Choice Questions

gettlng ‘wt o P CV Wit Gath terial int
ersuasive riting: Gather your raw material into
you Wan an "everything” document

@ CV Standards

Introduction
@ Standards and Formats: Multiple Choice Questions

When writing any document, you must keep in mind the situation: To whom are you writing? Why are you
@® CV Formats

writing? What words can you use to get what you want? You need to answer these these questions before you
@ Resume Standards: Multiple Choice Questions

start:
@ CV Writing: CV Self Review

o Are writing to a potential employer?
@ Customising your CV

o Do you want this employer to hire you for a specific position?
@ Customising your CV: Link what you've done to the

o What type of employee is the employer look for?
employer's needs

The purpose of the CV is to convince the potential employer that your past experience proves that you

can do the tasks required for the present job or internship. If the resume succeeds, you will be offered an

@® CV Examples

interview to prove it in person @ Endiine Test: Let's test what you have learnt!

Think of your CV as a marketing tool. If it's helpful to you, think of your resume as a marketing device with a

single customer, the employer. Remember that marketing does not demand full disclosure. Your CV should

include only the most relevant, persuasive information about yourself.

PROGRESS

So what do employers find persuasive and relevant? The rest of the chapter will answer this at length, but the

Figure 4-30 Example of théPersuasive CV Writinggection of thecourse

Source: Khwela
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This thesisdoes not analyse the content of the course, but rptrécipants experiences of
doing the courseHowever, the course content does intertwine with the research overall

research, and where it is importantéfer to he course content, it is memted.

4.6.5 Surveys

The surveys were Google formsmbedded into thenline couse,and were thus captured
digitally which eased the data collection procdssere were many shortfalto this though;
data was lost if the internet power was cyt®® and partigpants who struggled with typing
and English may have given shorter or unclear ansf®fssummary of the questiorns the
seven surveysan be found ifrigure4-31.

In all the surveys, perceptions amregented and not facts. In some questions that were purely
subjective, like what brings one joy, this was not an issue. In other questions eduagy

of phone usagea subjective, selfeported answemay differ from an actual measurement
Where da could be correlated or substantiated by regional of national statistics, such as
mobile penetratiorit has been. However, the purposesfveysvasto ascertairparticipant®

understandingsthus more objective answers were of secondary importance.

208 power or internet cuts happened at numerous timak tite venues. This tistrated many participants and
contributed to large amounts of data being lost. The choice to collect survey information online was probably the
biggest shortfall of the research.

209The questions were all in English and participavese advisedto askftwre | p i f t hey di dnét
were also taught to Google the meaning of a word.
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Background Surve

Wellbeing Survey<

Financial Background Surve5<

Technology Survey<

Education and Employment<
Survey

Educational Opinions Survey<

Feedback Survey<

N\

N\

N\

N\

N\

- Name, age, gender, race
- Location and Languages spoken
- Upbringing and family

- Sources of emotional and financial support
- Sources of inspiration and motivation

- Governments impact on quality of life

- Disadvantages faced in life

- Challenges and things going well in life

- Medium and long term Life goals

- Factors that bring joy

- Factors contributing to a good, quality life

- Description of household

- Sources of financial support

- Number and type of dependants
- Employment status

- Income per month

- Expenses per month

- Ownership or access to computer/ laptop

- Acess and quality of internet connectivity

- Ownership or access to a mobile phone/smartphone
- Frequency of usage of digital devices

- Impact of digital technology on quality of life

- Self assessed computer literacy levels

- Need for digital technology in life

- If studying currently, description of current studies

- Preferences on learning methods

- Highest education level

- If any, ambitions to further education

- Opinions on whether education has/would help(ed) achieve ambitions and impro
quality of life

- Shortfalls in education thus far

- Difficulties in finding jobs

- Employment status

- If any, impact of apartheid/colonialism on education, employment and life
opportunities
- Experiences, if any, of racial descrimination in ones edcuation and in life in genel

- Opinions on exclusion/inclusion of race, culture and local/indignous history in
education

- Opinions of westernisation in education

- Accomodation of financial situation, family responsibilities, culture and faith in oné
education

- Relevance of education to ones real life
- Opinions on prefered language of instruction and race of educators
- Understanding of the term decolonisation

2

2S

uRating of features of the online course

uEase of navigations around the course

wQuality and importance of facilitator

uSuggestions and improvements

uPreference on whether to include more videos
wCourse difficulty and meeting of expectations
wGoogle form collection

uEditing of surveys after phase one

wOnline course text heavy less videos

wCourse content usefulness and relevance to context
uPreferences on interactivity and social networking at the course venue
ol earning preferences with an online course
ainterest in learning further online

Figure 4-31 Summary othemes irsurveys

Source: Aut hor és own
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4.6.5.1 SurveyDesign

The surveys constructed for this researene based on theapability approachral sought to
investigate what participants valaad what they have reason to value, particularly regarding
their educatioriClark 2002, 2016; Clark and Hodgett 2007; Nussbaum 2006; Sen 198&h3urvey
designwas based onClarkd $2016) study which focused on measuring human values, in
particular, values surrounding education in marginalised groups in Souta?Afri Clarkés

(2007; 2001 )survey questions that were useful to investigating the research questions were

used some were adapted, aothers were left outi!

Cl an2i®)surveysheest r ongly been 188,092 2009work dme Se n C
forming the capabil i {(2000,2@ pwork ancektending thistdthe s b a ur
capabilitesapproach, which in turhas also shaped the approach in this research. Whife Sen

worki s often critiqued f or (200&;i200survepspas wetidsi vi du

the surveys in this research, have uidedd community and political aspects in questions.

While this research aligns witB e n 6 s  aop gllawma pedple to defim for themselves
what the valuebuilding uponprevious work and listsf capabilities particularlyin education
was key to ensurg a robust survey desigirawing o Clarkd §2016)review of capability
lists that had implications for his survey desigms outlinedN u s s b §201h:83s34) list of
ten centratapabilitied'? as well aslists of Walker(2006Y*3and WilsorStrydom(2016§*4that

focus more on adtaton. These lists can be reviewed directly in their papers.

2The questions based on Clarko6s research were disper
Wellbeing Survey and Education and Eoyhent survey. The Techlogy Survey used mostly new questions,

as Clark had not investigated technology. However, it kept the same approach, focusing on determining the value
and essentiality of technology in oneéf6és quality of 1
211 Clark (2016)dransson questi on®ent i @ais ¢ © f(Gatkdadsdizilbashu2001my the
O6Percept i-Beisn pd qMEEldrk andbHodge 2007eAs repeating Clarkdéds ent |
would be a dissertation in itself, this resednafiit uponsome ofthe ungue lists generated from his investigation

of human value¢Clark 2002; Clark and Qizilbash 2008) addition to having opemnded questions that left

room for new themes to arise.

22N u s s b 42011h:8%34) tencentral capabilities include (1) life, (2) bodily health, (3) bodily integrity, (4)
sensejmagination and thought, (5) emotions, (6) practical reason, (7) affiliation, (8) other species, (9) play and

(10) control over oneds environment.
2Bwa | k @006)Ist of capabilities for higher education and{lfeng learning bearreselibance t o Nussbau
list. Walker (2006)1 i nks capabil it iatoss amse di aals ndestowoirakls 6r,eldr es p

recognitiond, Oemaotsitomadi i ntiegtredgryi t e dCdlo20l€)d ucati on a
214 Wilson-Strydom (2016) conducted a studwith school and university students, whereby a-dopn and

bottomup approach was used. She highlights seven capabilities for equitable transitions into university; (1)
practical reason, (2) knowledge and imagomat(3) learning disposition, (4) social relations and social networks,

(5) respect dignityand recognition, (6) emotional health and (7) language competence and confidiemke

2016)
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Clark(2016)highlights that théistswhichfocus on higher education may not necessarily centre

the needs of the poor or disadvantaged. Focusing on studies with more-bptamproaches,

he highlights the studies of Bigg et al.(2006; 2011) Young (2009f° and Burchardt et al.

(2009) which emphasise education as ond t he most I mportance a:
wellbeing. Other wrks such as McLean and Walk@o12) Unterhalten2003b)and Powell

and Mcgrath(2014) which areconducted in South Africa, are of particular relevance to this

study. These works, covering school and higher education, marginalised contexts, and South
African as well as broader contextsyvga general ou&iew of the possible capabilities in the

educdion domain.

One key differencbetween Clarés approach and mine wiaisconductinghesurveys Clarkés

(2007; 2001)surveys were imnded to be done by an enumerator who engaged with the
respondent, prompting, elaborating or clarifying the questibiWhile my typinginput
approach lacked the benefits of this procédsad its ownbenefis as it avoided enumerator
biasing or leadingand participants were open to write deeper and more truthful answers that
they may not have been comfortable saying-tagace to someoné’

4.6.5.2 SurveyProcessing

Whilst over 336 participantpartook in thestudy, the useable surveys were unfortunately
corsiderably lower.In some cases, duplicagrveys were submitted, and in other cases,
submissions were naoeceiveddue to power outages or loss of internet connectivity at the
moment of submissiolWith the comern for erratic connection in minddasigndecisionhad
beenmade for each survey to be submitted separately (and thus more frequently), rather than
one submission at the end of the 6 initial survelgsvever thismadeconnecting the 7 surveys
togethemore difficult?>'8In addition matching across phases also needed to be’dtfigure

4-32 summarises theleaning and merging process.

2°There are four authors referenced iYoung(200B)drawskstse ar ch v
of basiccapabilities, basic learning outcomes, and learning thresholds which span across four general areas:
functional life skills learning, cognitive life skills learning, interpersonal life skills learning and person life skills

learning.

216 Clarks(2016)surveyswere built with a dikectical Socratic approach in mind.

217 The space and the independence to complete the survey by themselves allowed for issues of abuse and
discrimination to be raised as well as reflections on race, Apartheid and colonialism to lssexkprere clearly.

218 Email addresses were used as unique identifiers for each survey in order to concatenate the surveys, however
participants sometimes misspelt their email addresses. This led to many unmatched surveys which limited data
analysis for coelationsacrosssurveys.

219Whilst the surveys stayed largely the same, Phase 1 asked largelgrafsehquestions and Phase 2 and 3 had
additional predefined options, with an 6éotherd optio
decision o aid data processirfgr the latter phases, but it meant that more effort was needed to match the surveys
together from different phases together as the output format was different.
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Remove duplicate entries from all survey responses

n

Remove incomplete entries

¢

Merge phases together for each survey topic

n

Create/Match unique participant codes

¢

Merge surveys together across survey topics, where possible

Figure 4-32 Survey cleaning and merging prese

Source: Authads own
Table4-5 shows the number of useable surveys after the cleaning pfétess.

Table4-5 Number of useable surveys

Survey Uncleaned Cleaned
Background Survey 336 250
Wellbeing Survey 248 233
Financial Background Survey 263 238
Education and Employment Survey 247 231
Educational Opinions Survey 248 230
Technology Survey 270 235
Feedback Survey 244 212

Source: Authads own

4.6.5.3 ParticipantCoding

The codng in Figure 4-33 was used to give each participant a unique identifier that
encompassed some of their demographic information. This was done to ensure thatettie ¢
from which the participant spokeas captured in the code, iéh still protecting their
identity 221

220\Whenever percentages are given in this dissertation, the base nisetedo wreate thatattstic depends on

which survey the data comes from.

2211n a few cases, the Background Survey was missing for a participant, and thus their code could not be created.
However, there email address still verified them to be a unique &mdra short code shias P263 was given.
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P o | o | 1 C 2 | 7 F z | u
Unique Identifier* City Age Gender Language
City Language

Cosmo City C Afrikaans AF
Inanda I English EN
Mankweng M Ndebele ND
Ivory Park P Norhern Sotho NS
Umgababa U Sotho SO
Swazi SW

Gender Tsonga TO

Female F Tswana T™W
Male M Venda VE
Xhosa XH

Zulu ZU

* Where further information on participants is lost or disconnected, only a Unique
Identifier is given e.g. P256

Figure 4-33 Participant coding

Source: Authads own

4.6.5.4 SurveyCoding

Coding was done through ahematic analysis of the anem to eachopenendedsurvey
guestionwhere tke frequency of similar themes was countddhese themes were then
aggregatedo more generaablethemesFigure 4-34 demonstrates thematic coding done in

Excel before responses wemggaegated.

Unemployment Unemployment

Disadvantage i'm waiting longer for house Inadequate housing

| applied for a job nearby my area and they told me to bring my CV and | did but unfortunately they didn't even look Unemployment, Disappointment, Poor quality education
Mo fanancial scheme, no water, poor living facilities Financial issues, Lack of service delivery
My difficulties | had felt was when i lost my both parents atthe age of 15 Loss of guardian

Difficuty in getting employment Unemployment

Being partially sighted Disability

Lack of skills Poor quality education

Un emploidUnskilledMo finencially Unemployment, Financial difficulties

i became pregnant at the early age, so thati did not complete my education Teenage pregnancy, Educational issues
Financially crisis due to jobless Financial issues, Unemployment

Being unemployed Unemployment

My life was so difficulty since my parents passed away it was not easy for me to live because they just died on the Loss of guardian

Goin bed with an empty stomach Lack of food

Unemployed Unemployment

Sometimes | wish | wasn't born because consequences that 'm face with Emotional issues

Being unemployed Unemployment

Raising children as a single mother Difficulty raising children, Single mother
Finishing matric and not having money to further my education Lack of funds for education

Shortage of money i struggle my mother did not work Financial issues

| was raised by only one person which is my grandmeother, | dont know my parents in my childhood Loss of guardian, Emotional issues

To unable to help my mother for everything she done for me in life for Emotional issues

MNIA MIA

itfells so difficult to study and finish your matric but not have money te continue studying Lack of funds for education

the moment of being a single struggling mother at a younger age but with God still suvived ne job .income while y Teenage pregnancy, Single mother, Unemployment, Financial issues
Theirs no jorb in south africa.at the sametime rate is going high why goverment? Unemployment

Figure 4-34 Thematic coding of question disadvantage and disability

Source: Authods own

Thefirst round of ©oding was done at the end of Phaseherebya predefined list of th

emerginghemes wasadded to the surveyfor Phase 2 and Bhis was only donér questions
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of particular interest to the researéhThis allowed for a breadth of themes to be captimed
Phase Bhnd then theamportanceof thosethemedo beranked in Phase 2 andThe differences
in results based on the two rhetls of data collection (opesndedandpredefined) shows the
importance othe twostep proces®?

In some cases, participants clearly misunderstood the question. Such answers have been left
out of the analysis, and only relevant, comprehendible answeerschuded Blank answers
answers that explicitlgaid, dhot applicabl§ andanswers that were incomprehensiilere

codedseparately

4.7 Semtstructured Interviews

Semistructured interviews were conducted in South Africa@achbridge USA. The aim of
the interviewswas to gain understanding in hoand why MOOC designers degn their

MOOC:s. Interviewees were found opportunistically through the following ways:

Through taking/reviewing their online courses and emathegnstructorshereafter
Through &ending conferences/workshops in South Africa that focusedearing
Through meeting managers of MOQ@ntresand accessing the MOOC designers
through them.

1 Through snowballing of the aforementioned methods.

A handful of interviews were arranged prio getting to South Africa and USA, but majority

of them were organisedhilst in country as it was easier to be referred on to someone else
once a facdo-face meeting had taken pladegure4-35 shows the planned list of quests

to be asked. These questions would fluctuate depending on who | was interviewing. While
most questions were answered in some way by the interviewee hitdadt@ot happen in the

chronological sequence it appears in the chart as the categoriep ¥erla

222 This was not done foreveryopennded question as the surveys were al
much more onto them. Rather it was done for each genre of questions. For example, in Phase 1, itretherged t
guestions on histical difficulties and presertay challenges returned similar responses, thus the-exmad

challenges question was removed, and the predefined list was added to cover the general theme of challenges
faced.

223 |f either approachwas done without the othrethe quality of the research would have been reduEed

example, in the opeanded questions, many participants did not thindlaha challenges they experienced and

thus the mentionim each themevere relatively lowHowever they raised some netlvemes that was not captured

in literature. When the predefined lists were used, all responses increased showing the usefulness of predefined
lists for ranking. However, if thpredefinedlist wasbuilt based on literatureyithout asling for participantmput

in Phase 1thensome of the uniqutheme may have not been captured

224 For example, the African context might be brought up when asked about strategies for making courses more
inclusive. Additi on alntgave difteiert lests ofelepth foii diffdremtrqwestiens.e e 6s s p e
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General <

Access, Inclusion, Openne{

Successes and Challenge{

Pedagogy and Participation<

Additional Beneﬁts<

African Context<

/

Y4

Y4

Y4

Y4

Y4

Understanding of
Decolonisation

1.What is the purpose of the MOOC?

2. What made you decide that you would like to create a MOOC?
3.Who is the target audience for this MOOC?

4 What type of students participate in this MOOC?

5.What type of prior knowledge is expected in this MOOC?

1.What is openness to you?

2.Do you think this MOOC embodies the idea of true openness?

3.Do marginalised/underprivileged youth have access to these MOOCs?

4.Does the MOOC serve to improve the lives of the marginalized in any way?

5.What resources are required by a student to utilise this MOOC?

6.What technological, resource and infrastructure considerations did you take
when designing this MOOC, given the {mwome status ofmajority of the
country?

7 What accreditation is acquired from this MOOC?

8.Will the content be reused? How frequently will the course run? How will it be
reused?

1.What is your success criteria in assessing the impact of MOOC?
2 What are some of the successes you have achieved through the MOOC?
3.What are some improvements you would like to make to the MOOC?

4 What are some of the things you wish the MOOC platform was able to do but
currently cannot?
5.What are the successes and challenges with assessments in this MOOC platform?

1.What pedagogies/learning methods are important in a MOOC?
2 What pedagogical considerations (teaching considerations) did you take when
designing the MOOC?

3.Do you think facdo-face time and increased pe&w-peer interaction, will
improve the MOOC?

1.Did you observe any social benefits from the MOOC in terms of bringing like
minded people together i.e. creating a support structure, community of practice,
or network?
252 &2dz GKAYy]l | ahh/ AyONBlIasSa az2vys$sz2ySQa
3.What instrumental value does this MOOC add to a participant's life?
4.Does taking this MOOC improve a participants wellbeing?

1.Would you say that this MOOC is a unidirectional transfer of knowledge from the
course designers to the participants, or is there some level of interaction and co
creation of knowledge from participants.

2 What sets this MOOC apart from others of a similar nature, created in western
universities?

3.What adaptations have been made to this MOOC, in terms of content and
technology, to be suited to an African/South African audience and African
contexts? (Whatsapp groups, indigenous knowledges)

1.What does a decolonised education mean to you?

2.Do you think that the staff creating the MOOC need to be Black/ African in order
for a MOOC to be truly decolonised?

3.Do you think this MOOC could be defined as a decolonised MOOC? (or what
aspects do you think of the MOOC are decolonised and need to be decolonised?)

Figure 4-35 Chart ofinterviewquestions

Source: Aut hor 6s own
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4.7.1 IntervieweeCategories an@€odes

Information regarding the interviewees astlined in Table 4-6 and Table 4-7.22° Raceis
mentioneg not as a biological demarcation, but because race as a social construct has variedly
advantaged and disadvantaged groups of people, depending on their Comgdatctor to note

here is thathe University of Jolannesburg, strictly sp&ing, did not offer MOOCss thé

online courses were aimed at existing students. However, given thatottilesecourses
arguably reached more marginalised students in South Africa than anyodhéneourses, it

was valuabled include them in theesearcht?6227

Table4-6 South African MOOGnterviewbreakdown

Region South Africa
Interviewee Types @ 27 Interviewees:
1 19 MOOGnstructors
6 MOOGupportteam
2 practitioners
Coursera
edX
FutureLearn
Blackboard
Race Categories used as per ceng8suth Arica Population 2019)
1 16 Whiteinterviewees
1 11 Black and Minority Ethn{BME)interviewees
o 5hblack
o 3Indian
o 3coloured
Due to the small numbers itihe latter category,| refer to this group collectively a
Black and Minority Ethnic (BME). The intention is not the homogenise
experiences, but to protect their identities, as their unigueness makes them e
identifiable. Additionally, some of the Indian and colourmderviewees spoke a:
Wotl O1Q Ay (S NBEHegigldion {thatdatdgoridest dh @ingfities
Wo f THisis@mple set of black MOOC designers is disproportionally higher in
Africa in comparison to other parts of the world, however, gitest 79.4% of South
Africans are blackblack MOOCdesigners are still undeepresented. It is alsc
important to note that none of the 5 black MOGKStructors interviewed were leadin
their teams. They all worked with a white MO@&tructor that was senior to them.

MOOC Platforms

= =4 =4 -4 -8 A

225 As the thesis aims to highlight cultwgpistemic imbalances in MOOC production, it is important to give the
demographics of the MOOC designers interviewed.

226 The black South African populatiorgistered at Univeity of Johannesburg (UJ) was 64% in 2012 which is

much higher than the other three universities mentioned38eton2.2.4 (Cooper 2015:254)

2TAl t hough University of South Africa (UNISA) is Sout
distant education, it has not invested in MOOCs. Go¢aem5)is the only vague source to be found regarding

one MOOC from UNISA, however, this MOOC could not be found onbrigetreviewed and was not investigated

further. UNISA has instead toed towards an Open and Distanekearning (ODeL) model, which although

related, is not the focus of this research.
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Universities 4 Universities
1 University of Witwatersrand4 MOOCs covered)
1 University of Cape Towi® MOOCs covered)
1 University of Johannesbu(g courses covered)
University of Stellenbosofi MOOC covered)

Gender 1 11 Female
1 16 Male
Nationality 25 South Africas

2 NonSouth Africans based at universities in South Africa

Source: Aut hords own

Table4-7 Demographics o€ambridgeMOOC interviewes

Region Cambridge USA

Interviewee Type @ 8 Interviewees:
1 1 MOOC Instructor
1 6 MOOC Support Team
1 1 Practitioner

MOOC Platform 1 edX
T P2PU
Race Racial groups defined on the US Census

1 5 White American (Nohlispanic or Latino)

1 3 from Minority Ethnic Groups

1 Inthe USA it was harder to determine racial groups, in comparison to S
Africans who openly mention and acknowledge their race.

Universties 1 HarvardX
T MITX

Gender 1 2Female
i1 6 Male

Nationality Unknown

SourceAut hor s own

At the time of interviews, approximately 60% of the MO@&tructorsin South Africa at the
time were interviewed and was thus a decent samplé®8iZhe same cannot be said for the
Cambridgeinterviewees as only a small fractiohthose inwlved in MOOC productiorn

their universitiesvere intervieweglet alone the countr$f®

228 Since the interviews were conducted the amount of MOOCs, and/fh@C designers, has doubled.

229 As most of the Cambridge interviews malone with MOOC support teams and management, these interviews
were useful to ascertain their institutional culture, ideologies, management, and practices that filter into guiding
how MOOCs will be produced by MOOC instructors in the region. This witliseussed further in Section 7.3.
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MOOC interviewees were given codes according to the coding nféiguine4-36.23°

M | [ 0 | 1 F 1 w
Interviewee Type Unique Identifier Gender University Race
Interwiewee Type Race
MOOC Instructor MI White W
MOOC Support Team MS Black or Minority Ethnic B
Practitioner P
University Code
Gender Unigue University Code 1to6

Female F
Male M

Figure 4-36 Intervieweecodingmap

Source: Aut hordéds own

The MOOCs thainterviewees worked on, either as instructors or support teamsievexged
where possiblé3! This was done beforand sometimesafter the interview.Before the
interviews, all South African MOOC landing pagewere reviewed thelp to identifyspecific
questions for the interviesvAfter the interviewif anything interesting was mentioned that
needed to be corroborated or investigatethaae indepthreview wasdone In total, more
in-depth reviews were dorier 10 of the 16 MOOCgovered

20 Universities were given codes to allow for some level of abstraction. As the MOOC community is small within
each university, MOOC designers can bentdied quite easily.

231 One MOOC was no longer publicly accessibleg &wo others were not publicly available due to being only
accessible to university students. Thus, 13 of the 16 MOOCSs were reviewed briefly initially.
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4.7.2 Interview Coding

Interviews were transcribed and thiematically coded on Nvivas demonstrated Figure
4-37.

File Import Create Explore Share
~ - » - =| Detail View ~ 5% SortBy
" ‘ :f) His| .J .
¥ Navigation View
Case File
Classification = Classification ~ ListView = ¥/ Find
tior N
¢ Nodes [ v
4 o Quick Access
Files * Name Files References Created On Created By Modified On Modified By -
Memos Community 6 2018 22:28 TA 1 TA
Modes Completion Rate TA 2 TA
Decolonial MOOCs 3 A 19/02/201901:10 TA
« [ Data Decolonisation 12 TA 16/11/2019 20:53 TA
Files Design Process 3 A 272 TA
File Classifications Designer Metivation 9 TA TA
Bxternals Digital Neo-colonialism 1A Ta
a Codes Embodiment TA TA
Nodes Future Improvements 5 TA TA
% Relationships Global Knowledge TA TA
@ Relationship Types - Inclusive Design 13 TA TA
4 () Cases Access TA 16/11/201920:49 TA
» Cases Diverse presenters 4 TA 04/06/201814:44 TA
) Case Classifications Fees 5 TA 30/05/201917:36 TA
4 [ Notes Flexibility TA 13/03/2018 16:46 TA
Memos Language TA 03/12/201909:14 TA
Framework Matrices Personable TA 17/05/2018 19:21 TA
Annotations Technology 8 TA 16/11/201920:49 TA
See Also Links nterdisciplinary 3 A 04/06/2018 14:38 A
| Search : Knowledge Production TA 17/05/2018 13:59 TA

Figure 4-37 Coding of interviews onWvo

Source: Aut hordéds own

As themes emerged from the interview data, they were further investiféteg related to

addressing injustices in MOOCs

4.8 Conclusion

This chapter outlined thiaeoreti@l framing of the resean andthe rationales for a grounded
theory approactand mixed methodslaa collection | discussed my positionality and a
summary of the fieldworkbefore unpacking the methods used to collect data through the

online coursgsurvey and semstructured iterviews.

Chapters 5 and 6 that follow presdindings from the online courseand surveysonducted
with PMPs Thereafter, Chapters 7 andi@pack findings from the serstructured interviews
with MOOC designers. Chapter 9 therawsthese findings togeénto synthesise approaches
to designingusticeoriented MOOCs.
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5 Potential MOOC Participants: Understanding their needs,
preferences and aspirations

5.1 Introduction

This chapter outlines <characteristics and
Part ci pant 6 (referred to as O6participantsd in
to find out in what ways and to what extent MOOCs, and adaptatiofyscotildaddresshe

needs, preferences and aspirations of the marginalised, this clrgptierctises omesearch

sub-question 1

What are the needs, preferences, and aspirations of the marginalisedylpami youth in

South Africa, specificallyegarding education and technology?

Section5.2first outlines observations that were not captured in the survey responses. Section
53shows responses to survey questions relat
challenges they face, their visions of a gapility life andaspects that bring them jogection

5.4shows responses to questions on education and employment, where participants share their
desired fields for study, skills of interest, educational shortfalls leaching preferences.

Section 5.5lo00ks specifically at participants technology usage, and their perceived importance

of phones and computers in théires?3? Section5.6 presents findings fmpar t isci pant

feedback after thenline course was run.

5.2 Findings from Observations

Whilst most of this @search is based on collected data in the form of interviews and surveys,
the observations from the study are crucial to understand the participantentext and the

sociotechnologicalimitations of the study?
Access andorivacy issuegegarding email addresses

Although the advertisement asked for participants to have working email addresses, at least
50% of the participants across locationd Wiot have an email address. For those that did have

one, some forgot the password. For ease, Gtfiaiaschosen as the email account we would

232 One shortfall in the technologurvey was that tablets were not asked about, and it has becomar jojuse
tablets for educational purpos@uran and Aytac 2016; Hal3ler, Major, and Hennessy 2015)

233 The research sites were debed in detail in Chapter 4 (Methodology) and these observatidescethis to
take a deeper look at specific events, processes, and experiences that happened in the study.

234This was a difficult decision to make as participants were not properly afvaosv Google uses their data.
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set them up with. The process for setting the account up was not that eas§*ehbehe

accounts needed to bernfied, a message needed to be sent to a phone number, and not all
participants had their phones or inéheir phone number§ome p@rticipants would forget

their passwords during the day and need to create new ones. The lack of email addresses
illustrates t he first barrier t*Byacamgng partigpanisftor e e 0
sign up to Gmail was incorporating those who have thus far managed to have a low digital
footprint into the digital world. This additionally raises ethical concetmsnusers do not fully
understand that their data will be taken and used.

Courseattendance

Many of theComputer Technology Centres (CTCs) at which | conducted the studies were
overflowing with participants that wanted to do the course. Participants ootildhare
computers as | needed individual data, thus | unfortunately had to limit the participaday per

to the number of working computers in the ro&"Despite the advertisement being shared
beforehand, some participants that came to the course dithow precisely what they were
coming for nor did they meet the specifications (like having an email address or being able to
use a computerps news of he course was spread by word of mouth\AfihtsAppmessages

(from the local hosts to their databgsésll information about the coursgassometimes left

out Upon asking why they came i f they didnot
they werekeen to learn and attend a free course (irrespective of tdpiOne reason may be

that simply havig time in front of a computer was a purpose in itself. The participants also
repeatedly asked for certificates (which | had anticipated and preparedgdiespe being no

real weight to having an unaccredited certificate for doing a course on Care&rDeat.
Blendedlearning

The course was intended to be run in a blended learning style, with time allocated for individual

learning, discussion with pe and class reflections at various points in the day. Given the

235 This process would shift the whateogramme back by an hour. After the first few days of running studies,

this time was factored into the dayds events.
236 Most MOOC platforms need one to sign up and register withanenthii r ess i n order to ma
progress and obtain data forleai ng anal ytics. Those who candét or dond

cannot browse the content. Additionally, signing up to a MOOC platform means agreeing to its terms and
conditions such as for data to be passed on to third péiesil, Prinsloo, and Slade 2018)

2371 shared the course link with everyone interested, however, due tmthiers involved in doing the course,

such as needing to set up an email address, it would have been difficult for them to complete on their own. The
overflow of participants made mealise how in need the community was for education.

238 Some might have attended because lunch was mentioned, however, in the sessions | had to remind them to
take a lunch break as many became engrossed in the exercises.
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varied levels of computer literacthis was not possible as some students would race ahead if
they could type fast and speak English fluently, whereas others required more time & think.

It was also observed that older participants tended to be far less digitally savvy in comparison
to younger participants, although there were many younger participants who also struggled
with the technology. Those who finished eanhd leftmissed a lot bvaluable class discussion

that happened towards the end of the day. Some stayed and assistett®giist peerto-

peer learning did not happen in the organised way that | had planned, participants continuously
chatted and helped each other throoghthe day and asked each other for help before asking
me. | had also taught them how to Google a wbtbey did not understand it and would
thereafter see participants doing this on countless occasions instead of asking others what it
meant. This allone them independence in their learning, which they chose over asking for
help.

Computer literacy levels

Despite basic computer literacy being a specification in the advert, participants with completely
varying levels of computer skills attended. On the baed, some participants, who were

students at the CTCs, would help me with difficult networking anefmet problems that |

could not solve. On the other hand, | had to teach some participants how to hold and move a
mouse. While most participants knew htmvuse a smartphone and thus were familiar with

norms of Graphical User Interfaces (G)Jlthe keyboat was a difficult interface to grapple

with for many. For example, wusing th%d 6@ f
Overall, once participastwere taught basic mouse and keyboard skills they proceeded

independently, albeit slowly.
Internet literacy

While computer literacy was easy to pick up, internet literacy proved far more difficult. Some
of thedifficulties included dealing with pepps, ®ftware update requests, viruses and default
browser question¥? Participants, understandably, often kcboot tell what was part of the
course, and what was a random fugpor link that was unrelated and should not be clicked.

As one becomes familiarith the internet, one is able to filter out adverts and other distractions,

239 Some participants would finish tle@tire course by 3pm and others would finish at Gafter the official end

of the course).

240 Some participants who were keen, volunteered to come the next day and help others.

21 I't required teaching them t othecortectkey.he 6Shi fto butt
242 |n addition, the computers usedkarot always connected to the internet so upon connection there were many
updates and antiirus popups.
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but many participants were able to do this. Other things like blue underlined text indicating

a hyperlink, or droglown arrows for more selections, were not common knowledde an
needed to be explained. Multiple tabs were also hard for participants to manage as they would
panic thinking they had lost all their information if a blank tab had opened. Navigating through

the course buttons was also not intuitive which is sometbicgrisider for GUI designers.
Google reCAPTCHA

To protect all the Google form surveys from spam and ggbusad added in a Google
reCAPTCHA feature, which is a simple box one
not a robot 6. What -bexengtask éndihgaup Wwastindad ofsvalualgel e t i ¢
time. reCAPTCHA had a problem identifyitige users as humans and presented a series of
image identification tests for the user to prove they are human. These tests were quite tricky

and if one made a mistake, even more tests would bentilrituwas happy that the user is

human. This test wasteghproximately 5 minutes after every survey and frustrated participants.

The tests never popped up on any of my devices as my frequent internet use allowed for it to
know | am human. Although thiséture was annoying and time consuming, it served one huge
unintended purpose and for this reason | did not remove it; it helped to ensure that there was
internet connection before a user submitted. When it was removed, if a participant clicked
submit andhere was not internet, it would tirmait and all their aswers would be lost. With

t his, if the 61 6dm not a robotdé button coul d
could reconnect it before the participant submitted. Creating featuresrhasldanformation

when it is typed offline is thus crutim interneterratic place$*?

5.3 Wellbeing Survey Findings

The Wellbeing Survey sought to understand what difficulties participants face in their lives,

what they view as a goegliality life andwhat brings them joy.

5.3.1 Disadvantagesopenendedjuestion

Partigpants were asked op@mdedly to share any forms of disadvantages they had felt in their
lives 244 An aggregated summary of categories that emerged is shavablies-1, and a more
detailed thematic analysis is digped inTable5-2. The quotes from partigant responses are

kept exactly as they wrote them, with spelling and grammar errors intact, to represent them

243 An example of this is Google docs offline.
244This question was asked in Phases 1, 2 and 3e\Whid question was meant to be more historicaligiaants
mentioned both present and historical disadvantages.

121



accuratelyTable5-1 shows that thenostcommon disadvantage participants face is financial
difficulty (85)?*°, followed by educational difficulties (66) and family difficulties (45).

Table5-1Aggr egat ed Desrbeanynferm of digadatag or difficulty you have felt in life, if you have felt

any. 0
Disadvantages (aggregated) Code Frequency
Financial difficulties Fi 85
Educationabifficulties Ed 66
Family difficulties F 45
Emotional wellbeing Em 15
Poor basic needs & infrastructure N 14
Legal and service delivery issues L 10
Danger and abuse D 9
Health issues H 3
Source: Authords own

Table5-2T he mat i ¢ rDesgbe angfers of Higadvantage or difficulty you have felt in life, if you haaniel 6

Disadvantages Description Code Frequency
Unemployment Difficulty finding a job Fi 51
Financial issues No money or not enough money Fi 26
Loss of guardian Death or disappearance of parent/guardian F 26
Lack of funds foeducation | Unable to pay foeducation Ed 25
Poorquality education Receiving no, or poeguality education Ed 22
Inadequate housing Lack of, or inadequate housing and living condition N 10
Emotional issues Emotional trauma or lack afmotionalsupport Em 9
Teenage pregnancy Gdting pregnant at a young age F 9
Educational issues Difficulty in schooling such as poor grades, Ed 8
Distance to resources Difficulty getting to schooljbrary, job, town Ed 6
Unjust legal system Being treated unfairly by the law L 6
Discouraged Demotivated or disappointed Em 6
Graduate unemployment | Difficulty finding a job as a graduate Fi 5
Lack of educational supporf Not gettingeducational support Ed 5
Physical abuse Abuse such as hitting D 5
Lack of food Lack of food N 4
Difficulty raising children Difficulty providing financial of emotional support t( F 3
Physical disability Physically handicapped H 3
Loss of siblings Death or disappearance of sibling F 2
Immigration issues Problems being an immigrant in Sowlfrica L 2
Raising siblings Difficulty providing support to siblings F 2
Sexual abuse Abuse such as rape D 2
Single mother Difficulty raising children alone F 2
Crime Having belongings stolen or being threatened D 1
Drugs Prevalence of drugs/drug dkas in neighbourhood | D 1

245The numbers in brackets for the remainder of this chapter refer to the frequency of mentions as indicated in the
tables.
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Family/Relationship issues | Difficulty in managing relationships F 1

Lack of medical support Lack of, or inefficientealthcare L 1

Lack of service delivery Lack of, or inefficienservices L 1

Poor working conditions Poorquality working conditions Fi 1

Resorting to crime Being forced to resort to crime Fi 1

Underemployment Feeling capable of a better or more permanent joly Fi 1
Source: Authorés own

Financial difficulties

The main financial difficulties, unpacked Trable 5-2, were unemployment (51), not having
enough money (26), gilaate unemployment (53° The point on crime was particulansye
opening wherd?089M27MSOstated,"[I]t strains the graduate to an extent of doing illegal

things for survival and end up being wasted or behind bars".
Educational difficulties

The maineducational difficulties were lack of funds for educatférf25) ard poorquality

education (22). Lack of funds was expresse®bg6P19FNSvho stated;| felt difficulty by

the time when my parents were telling me that they don't have money to takechnsotaso

they suggested that i must take a gap yaaftiilst poorquality education included mentions

of the quality of the schools and its teaching, participants also mentioned living conditions that
affected their education, resulting in issues sudafr@gpingout, absenteeism, low grades and

failures, rejections fronfurther education institutes, long distances to school, and lack of
academic supportP039C29FNSfor example, explains her difficulty getting to schaol, wa s
attedning schoolveryfand was wor king [wal king] for 1hot

Family diffi culties

Themain family difficulties faced was loss of a parent or guardian (26). In some cases, it was
both parents6 My di fficulties | had felt was?*when i

(P214U24MZ0\). Additionally, there were 2 mentions of losEsiblings Teenage pregnancy

246 The separation ddween general unemployment and graduate unemployiment important distinction.
Participants fell into two groups, those searching for opportunities without tertiary education, and those searching
for opportunities with tertiary education.

247This couldhave also been included in financial difficulty aisithe intersection of two problems: lack of fund

and lack of education. It was chosen to be categorised under education as that was the end goal in this case.

248 This correlates with the demographicdnhation in the Methodology Chapter which indicateat tonly 36%

of participants had both parents when growing up. 42.8% were raised by single mothers, however, it is not clear
whether the father had left or passed away.
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(9), difficulty raising children (3), and being a single mother (2) were also mentf8ritais

extended not only to raising children, but also siblings (2), as stated4\P26FBL6 my | i f e
was so difficult and i had to loa@iter myyounger brotheil Lack of selfcare was a huge factor

inthiss:6 when i give birth to my fir s(P154PRlF4lJ).an g o

Beyondthis, participants faced other issues such as family disputes and issues with relatives.
Emotional wellbeing

Due v difficulties in their lives, participants faced many emotional difficulties that are often
overlooked. Emotionabsueq9) ledP243U00FZU0o make the commedt So met i mes | w
wasn't born because consequences that I'm fate dfven the disappointment from job
rejections leads to psychological issues such as lack efedtf, over and above the financial
difficulty: 6i n j ob hunting, al ways got my hopes h
anything URO8IMODFNS)These mierdat aiid emotional difficulties, also intersect

with physical disabilitieg3) as highlighted byy109M20MNS6 1 have | ost my | e

was younger and now | do not know how it fee
Basic needsinfrastructure and legal issues

Many participants still battle with basic needs such as adequate shelter (10) and lack of food

(4). P195P17FTGhared thatshehad t o sl eep in a raining sha
whilst P242UOOFZUshared that sheeito6 [ g] o i n bed wi .tTheseaalso e mpt y
link to poor service delivery and basic healthcéfravh en i was sick then w
had to be | ¢R38).Thereavere 8 mehonst ob participants feeling unfairly
treated by theav: 6 [ | ] was in a position of self defen
i nvest (PRlau28mMzu). 6

Danger and abuse

There were 5 mentions of physical abuse fr
community. PO57127FZUsharesp w h e as youngwwas pregnent then my uncle heatfhit]

me and i g.dwo panticipanta meatpreed sexual abuseny chi | d has bei
and policeman s ai dPORICEFTOUnyadditian touhisdparticipamtg e 0
mentioned crimes such asdtking and murder in addition to drug taking and drug selling.

249 |Interestingly, being single magh is not mentioned more, given that 40.8% of theigpants were single
parents. It could perhaps be that being a single mother is an accept normality of life and is not seen as a
disadvantage.
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5.3.2 Challengespredefinedist

Figure5-1 shows the ranking of challenges when explicitly asked to choose from a predefined

list of possible challengeaded in their lives currentf?° The first three themes Figure5-1,

relating to unemployment (118), financial issues (110) and educational issues (100), stayed in
pole positions. Issues of crime (95), drugs (t)siness seed capital (93), lack of career
guidance (93), businessemtorship (89), and family issues (74) rose in ranks when they were

asked explicitly. Of particular significance was the increase of responses indicating they were
asingle parent70).>>’Thi s shows that singl e pangasinges donod
parentas a challenge, except when specifically asked. Health issues once again remained
relatively low (4), or at least not perceived as significant life challenges presently.

250 This question was asked in Phases 2 and 3 only. Asnoption 6 ot her 6 was al so added i f
add something to the list. The predefined list was created based on a thematic analysis ofeéhdexpguestion

on challenges in Phase 1. The oaded question on challenges was removed after Rhdise to the answers

being a repetition of the disaaintages question.

251 Additionally, this is an objective statement rather than a perception like some other options on the list.
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Select any of the following challenges you are experiencing in
life right now

Unemployment s

Financial difficulty I o2

Lack of funds for education oo 2
Theft/Robberies in area o s 2
Lack of career guidance oz 2e
Lack of educational resource SN
Lack of seed capital for businessSENosIEEER2e
Incomplete education FEEEEEENCEEEEEEE e

Lack of business mentorship s oo
Lack of quality education I s
Poor housing IS

Difficulty building a home IS s
Drug-prone area IS

Poor quality transport 2
Sewerage problems Nz

Lack of independence 7S
Family problems 7S e

Difficulty with studies 72 s
Supporting siblings/relatives M7
Single parent 7S

Lack of nutritious food NI g
Difficulty raising children IS IS
Emotional issues eI s 7

Boredom OIS

Electricity problems Imssimm s
Difficulty paying rent ISz

Loss of a parent IS I

Water supply problems Imse e 7
Travel long distances daily s s e s
No support in life S

Difficulty keeping a job I
Poor health 27—

Looking after sick family B o
Underemployment sz

0 20 40 60 80 100 120 140

mYes mNo mBlank

Figure5-1 Responses dSeléct any of the following challenges you are experiencing in life rightdiow ( Phases 2 and

Source: Aut hords own
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5.3.3 Aspects of &ood,|deallLife: openrended question

Table5-3 andTable5-4 shows responses to what a good, ideal life would be&itke.

Table5-3Aggregated responses to 6List 3 aspects of a good,
Good/ldeal life (Aggregated) Code Frequency
Financiakecurity Fi 216
Basic needs and infrastructure N 86
Education Ed 80
Family and relations F 77
Characteristics and outlook CO 54
Business and career B 34
Health H 33
Social and community engagement S 21
Sports and Recreation SR 8
Religion Re 5

Source: ownut hor 6s
Table5-4Thematic responses to O6List 3 aspects
Good/ldeal life Description Code Frequency
Be educated To access and complete education Ed 72
House/home To own, or live in decent accommodation N 69
Get a Job To get a job Fi 61
Family To enjoy time with relatives and for family to be sg F 50
Get a stable job To get a better or permanent job Fi 38
Own a car To own a car Fi 30
Financial stability To be financially stable Fi 30
Good health To have good health H 26
Support family To provide for and suppof I YA f @ Q& y S| Fi 22
Own a business To own a business B 19
Have money To earn, save, and spend money Fi 17
Help others To help others S 14
Independence To have independence CcoO 13
Children To enjoy timewith children F 11
Basic needs met To have all basic needs met Fi 8
Career To advance in career B 7
Food To have food daily N 7
Happiness To be happy CcoO 6
Motivate others To motivate and inspire others Cco 6
Respect To respect oneself and others CcO 6
Achieve goals To set and achieve targets and goals CcO 5
Afford anything To be abe to afford anything one wants Fi 5
Be married To get married F 5
Spiritual wellbeing To be spiritually well Re 5

252 This question was asked in all phases.
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Financial security

Business woman To become a business woman B 4
Educate others To empower and educate others Ed 4
Education for children | To provide children with education Ed 4
Recreation To relax and have leisure time SR 4
Social To have a social life and social networks S 4
Water To have clean water N 4
Hopeful To have a hopeful, motivated and positive outlook| CO 4
Afford education To beable to afford education Fi 3
Emotional wellbeing To have emotional well being CO 3
Friends To have friends who are a good influence F 3
Healthyenvironment To live in a healthy environment H 3
Lifestyle To enjoy a good lifestyle H 3
Raise children well To be good parents and raise children well F 5
Security To feel safe and secure N 3
Have experience To gain experience in career B 3
Confidence To have seltonfidence and seksteem CcoO 3
Discipline To have selfliscipline and sel€ontrol CcoO 2
Sports To be able to play sports SR 2
Supportive family To have support from family F 2
Travel To explore and travel SR 2
Better atschool To improve at studies Cco 1
Clothes To have clothes N 1
Create jobs To help create jobs for others S 1
Develop community To help develop the community S 1
Free school meals To have free meals at schools Fi 1
Good character To have goodharacter Cco 1
Good organisational skilll To have good organisational skills (6{0) 1
Good service delivery To have good service delivery N 1
Have parents To have parents alive F 1
Leader To become a leader in community S 1
Live in city To be able tdive in the city Fi 1
Meaning in life To have meaning in life CcoO 1
No smoking To leave smoking H 1
Balanced life To have balance in life CcoO 1
Sanitation To have clean sanitation N 1
Alive To be alive CcoO 1
Work from home To be able to work frorhome B 1
Source: Authords own

Participants mentioned getting a job (61), a stable j8p (Bvning a car (30), and geaadly

being financially stable (30) as part of a good lifeefie were 5 mentions of being albe

afford anythingb havi ng

t o

Gsave more money for my childéen

get
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Basic needs and infrastructure

Paticipants mentioned having a house or home (69) as their main basic need for a good life.

This ranged fromhaving pr o p e r (P283UB1IMELE to wantingg my very own be:
and bi g hous(Bl59%41EXH Other bakie meéds such as cleaten(4) and

security (3) were mentioned much less. Clothes, good service delivery, and sanitation only had

one mention each.
Education

The highest thematic response was to be educated (72PR1BdP21FZU6 havi ng met r |
would be part of a good life. Theewere also mentions of educating others (4) and education

for their children (4).P192P23FTQ@lescribed bei ng abl e to take my Kki
get qual i asyarteofihergaod lifeo n 6

Family and relations

Spending time with family (50)spe ci fi cally onedés children (1
P214U24MZUstatedthatadé [ g] ood | i fe is spending quality
| o sPAO®M20MNShighlightedhaving@ [ h] eal t hy r el a.P130PR4NI p wi t
wantedtogeb mar ed with white w®dding before 30 ye

Characteristics and outlook

A wide range of characteristics and outlooks were described as a goodlif@endencél3),

happiness (6), motivational (6), respectful (6), egedting (5), hop (4), emotional wkeing

(3), confidence (3), and discipline (2) amongst othe&ldescribed a good lifeasA | i f e of
independence in all asped@®039C29FNStatedd a good i deal of Iife i
your @HaMOBFS@aid,6 a | vkaowisg that everyiing is possible its just a matter

A

of ti me. 6
Business and career

Owning a business (19), and particularly beirguainesswoma() was considered by some

to be part of their ideal live®077130MZhopes dt] o be a top businessmann t heandwor | d 6
P269wantstod become a busi ness wo nHaving avaanedl (7)amas my o
also highlighted such 8072I18FZUvhowantedt@ a car eer t hat make wu

253 White wedding refers to the Wesn/Christian style of getting married i.e. with hite dress, a ring, and an
exchange of vows.
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Health

Having good health (26), living in a healthy environment &d living a good festyle (3)
was important to a good life for some participaRts68P23FENtatedd Been heal t hl y e
andP192P23FTGtatedd bei ng abl e to afford .good health

Social and community engagement

Helping others(14) and having a sodidife and networks (4) was highlighted by some
participantsas part of their good lifeP259wantedtod support ot her peopl e
h el PL87P23FXHenvisionedé [ t ] ravel ling to touch people
P2051B2FZUsaid,6 | wéamret at snot i vati onal speakerd

Sports and recreation

Recreation 4), sports (2) and travel (2) had very few mentions of being part of a good life.
P148P29FTQvantedot o go t o recreation with ncoandl dr en
P024C24MENnighlighted6 havi ng ti me to rel ax. with my fri

Religion

6Spiritua(PLOSMBIFNDveas raigddby 5 participants as part of a good life.
P239U18FZlstatedd havi ng a good r el andPl63R&MXH paidéviny h my

spiritualsie comes firsto

5.3.4 Aspects ofa Quality Life: predefined list

Through adapting surveys done by Clarkakt(2007, 2007; 2001pn wellbeing in South

Africa, a list of predefined options on what a gapdility life could be defined by, was

included in the Wellbeing Survey from &e 1. The list of options can be seeFRigure5-2.

By comparing the opeanded Table 5-4) and predefined lists, the predefined list gives a

holistic rankng of all factors e.g. accessctean water (4) and sanitation (1) were not highly

ranked inTable5-4 but it is ranked fourth ifrigure5-2 (155 mentions). The predefined list

also itemised aspects that the participaidsnot think of but were regarded as essential by
many when mentionedasadgreétdyi dgol ongbéal 681 g

pl anit ngo.

254 These examples all have more than 90 participants regarding them as essential to quality of life.
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The operended list was useful in ensuring all aspects of a quality life are identified. For
example, the social and community engagement aspects (21 metiiainvggre not on the
predefingl list. Neither was the ability to own a business or advance in career (34 mentions) or
spiritual wellbeing (5 mentiongy® Additionally, the operended questimhelps to uncover the
nuance of certain themes. For example, while the predefined Fsgume 5-2 simply states
0educatiomrbdetdhEti pehas O6get an education

chidr endé as aspects of a quality |ife

255 These mentions refer able5-3. | do not mean to imply that Clark (2016) did not cover these topics in his
guestionnaires but rather that the specific predefined list that | drew from in ClaHodgeétt(2007:39)did not
list these. For example, religion was discussed separately in another part of the questionnaire.
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Rate the following in terms of how important it is to your
quality of life

Education 60T T s A 11w

Good health FE s8I s 10w

Having a job I Ise e 166

Access to clean water and sanitationm B 497 1210
Living in a clean environmenti 154 D 42t 1amas
Self respect IS NS 7s 117

Healthy food sz e 07 104

Housing and shelter EE s 536 1518l
Happiness Iz rce 10

Personal safety and security i 27 701 1312
Owning property I L2200 N 6517 14 K15

Capacity to think, reason and make choices™ 119 s 9 123
Self reliance IS N 7emN 0 9 W20
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Political rights (i.e. right to vote) g5 7833 13
Time for family/recreation oS IoZn T 11 ma
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Figure5-2R e s p o n Rage she following in terms of how important it is to your quality of life

Sour ce: ownuaddptedrfréns Clark (2016)

5.3.5 Aspects of @Quality Life: includingtechnology questions

In Phases 2 and 3, options directly relating to technology were added to the list. The responses

can be seen iRigure5-3. Through normalising theesponses, we see that 50% of participants
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thought computer literacy was essential to quality of3tfeAll four technological options in

Figure5-3 would fit into thelower half ofFigure5-2, indicating they are far less essential than

other aspect®f a good, quality life. Interestingly, computer literacy was seen as more
importart than the devices itself. Smartphones were also not seen as that valuable relative to
other options given in bothRigure5-2 andFigure 5-3. If we were to insert smartphones into

the ranking irfFigure5-2, it woul d f it aleo nagnsdi d eu x6uG oyn sguonoedr:
as 23.2% essential). This ranking of smartphones when looked at holisticedijation to

broader quality of life should be kept in mind in Sectof which focuses on technological

uses and preferences in isolation from the bigger picture.

Rate the following in terms of how important it is to your
quality of life

Computer teracy Gy s 0N
Computer access (B9 13 6 6
Data for internet access IS s 10 s vase
S _—

0 20 40 60 80 100 120 140

m Essential ®Valuable m Unimportant = Undesirable m Blank

Figure5-3Res p 0 n s Rate the followdng in terms of how important it is to your quality odiiféechnology questions

Source: Aut hordéds own

5.3.6 Aspects bringingloy

I nterestingly, the responses to the questior
the quesbn on what a good, ideal life is. As can be se€haible5-5 andTable5-6, themes

such as family (134), interests and hobbies (36), characteristics and outlook (25) took
precedence over finance and edigratAs the themes were already unpacked in the previous

sectbns, they have not baunpacked again here for brevity.

256 Ag this was only done in Phases 2 &nthere are only 132 respondents, and thus an exact deorpeannot
be made with responseshigure5-2.
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Table5-55Aggregated responses to OWhat brings
Joy(aggregated) Code | Frequency
Family and relations (F) F 134
Skills, interests, recreation and hobbies (SH) SH 36
Characteristics and outlook (CO) CO 25
Financial (Fi) Fi 24
Religion (Re) Re 18
Social and community engagement (S) S 9
Education (Ed) Ed 8
Basic needs and infrastructure (N) N 2
Health (H) H 2
Information Technology (T) T 1
Source: Authords own
Table5-6 Thematicrespnses t o OWhat brings you joy?b5d
What brings you joy? Description Code | Frequency
Family Spending time with family; being supportive and unite F 66
Children Spending time with and caring for one's children F 41
Religion Turning toGod, prayer and attending church Re 18
Friends Spending time with friends F 12
Music Playing or listening to music SH 12
Sports Playing or watching sports SH 9
Achieving goals Excelling, improving or completing tasks and goals | CO 8
Happiness Enjoyment through laughter and fun CcO 7
Employment Having a job Fi 6
Money Being able to have and spend hard earned money Fi 6
Life Appreciating being alive CO 6
Providing Providing basic needs of self and family Fi 5
Studying Pursuing studies Ed 5
Helping others Being able to help others informally S 5
Financial needs met Meeting financial needs Fi 4
Reading Reading SH 4
Games Playing games, video or otherwise SH 3
Loved ones Being surrounded and supported by loved ones F 3
Playing Playing and having fun with children or otherwise SH 3
Seeing others happy Being happy for the happiness of others S 3
Financial Stability Feeling financially stable Fi 2
Good health Being in good health H 2
Learning new things Learning newthings informally Ed 2
Love life Having a romantic life F 2
Parents Parents alive and well F 2
Partner Having a supportive partner F 2
People Being with people F 2
Persevering Having hope and not giving up CO 2
Singing Singing SH 2
Accommodation Having shelter N 1
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Being cared for Being cared for by someone F 1
Break from family Time away from family F 1
Comedy Watching comedy shows SH 1
Exploring Adventuring and exploring CO 1
Family is well Knowing family is well F 1
Fashion Enjoying fashion SH 1
Freedom Being free CO 1
Internet Having access to internet T 1
Meeting new people Meeting and networking with people S 1
Movies Watchingmovies SH 1
Ownership Being able to own assets Fi 1
Sharing knowledge Sharing knowledge with each other Ed 1
Support Having support F 1
Water Access to clean water N 1
Source: Authords own

5.4 Education and Employment Survey Findings

This section summarises findings from the Education and Employment Survey highlighting

their edweational ambitions, educational shortfalls dedrning preferences. The aim was to

ascertain in what ways online education could meet their educational aspirations, if at all.

5.4.1 DesiredFields of Study

97.84% of 231 participants who respongdgtdted they ant to further their educatiofiable
5-7 highlights what participants would want to learn r@xtFields of study that were

mentioned more than 10 times were Education (i.e. teaching), Information Technologies,

Administration, Hedhcare, Business Studies and Engineering.

257 In order to present a clear table of career paths, respos

6honour so,

was removed.

indicating

stages

to study next. As this table does not present thematic findings like previous ones, d¢dkbnotoded.
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Table5-7TResponses to 6What would you I|Iike to stud

What would you like to learn next? Frequency
Education 32
Information Technologies 28
Administration/Human Resources 23
Social Work/Psychology 20
Health Care 20
Business Studies 15
Engineering

Travel andlrourism

Media

Law

Supply Chain Management

Food and Catering

Technician

Management

Beauty Therapy

Finance

Marketing

Archives

Politics

Geography

Music

Agriculture

5NA OSNDa fA0Syas
Sociology

Jewellery Design

[N
[N

PR R RPRRPRPRRPRPNMNOMWWOOOO O NN

Source: Aut hordéds own

The reasoning participants gave for such fields of studycatgjorised into thees inTable

5-8. Although participants are desperately in need of employment and are in financial difficulty
(Section5.3), choosing a career based on its financial bene8ssi(i ndi cated by 6
incomed6), was not as ranked highly as having
benefit (58), or ptsuing knowledge for its intrinsic value (48).
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Reasorfor wanting
to study this
Passion for subject

Societal benefit

Own knowledge
expansion

Better income

Become a business
owner

Fame

Table5-8 Reason for choosing field of study

Description

Indicate passion,
desire, love or
like for the
career.

Indicate how they
can help or
benefit others

Focused orthe
pursuit of, and
deepening of

2ySQa 1y

Focused on
earning a good
salary to live a
better quality of
life

Focused on
becoming a
better business
person
Focused on

Example

P271, who wanted to study psychology, stated,
We¢KS addzRe 2F GKS YAYR
mind affect our daily lives affect us is really
AYGSNBaGAyIdQ

P160P25FS@Who wanted to study human
resources, stated!A f 23S (GKAa O
Al Q

P154P21FZU, who wanted to study teaching, sts
Waiant to help other children to active their drean
an i want them to dream big an have reason why
FNBE (KSe 3J2Ay3 G2 &aoOK2

P018C22FSO, who wanted to study nursing, stat
WA gyl G2 KSIQJ LIS2 LI S
P035C26FTO, who was interested in health state
YWoL6 glyld G2 3JLAYy Y2NB
NEfFiSR Aaadzs$SaqQ

P044C31FVE, who wanted to pursue computer
studies stated¥?6 SOl dzaS L ¢!l y i
compui S N &

P146P24FNS, who wanted to study logistics stat
WoSOlFdzaS AT @2dz | NB y2
up taking any jobs that you don't want and earnir
smalla I £.I NB Q

P144P26FBL had a plan to temporarily be fire
technician¥. SOl dzaS A G KI & | |
job easily and the salary is good that i can start n
26y O2YLIl ye Ay (o2 &St
P205U32FZU had a more specific goal where sh
was interested in studying health and safety

W, S OFdzaS A 6yl 06S 2¢
Ay @SIFNBR O2YAy3Q
P017C20MSO, who wanted to study music,

becoming famous reasoned¥a 2 G KI G A OF.y oS

Source: Aut hordéds own
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Figure5-4 correlates the field of studyable5-7) with the reason for wanting to studyTable

5-8). Education, health care, and social work are veryhmmotivated by the desire to be of

social benefit.Theses participants are choosing careers based on the need for it in their
community. In contrast, careers in IT are more motivated by wanting to gain personal
knowledge about the field. The passion formadstration and human resources was
interesting. Participants who indicated this, stated they were passionate about dehaling w
people,and hadgoodiniprer sonal and organisational skil!/|
indicated careers that one sleomainly for the monetary benefit rather than interest in the

subject itself. Technician jobs such as being an electricrdeedshighly in this category.
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Reason for choice of future studies
0 2 4 6 8 10 12 14 16

Education $ 9

m—— 2

6

Administration h 14

1

14

Social work ™ 1

Health Care T2 . 4

8
Business StudiesE 3
2

Engineering o 7
e 2
Travel and Tourismh 5

13

2

Supply Chain Managemenf® il 3
w1

Food and Catering ™ .2, 3

Technician === 1
e 4

Beauty Therapy ®wls 2

Management #ls

Finance 0 i

Marketing w1
w1

® Become a business ownem Own knowledge expansicn Passion for subject

Societal benefit m Better income

Figure 5-4 Reason for study mapped to field afdst

Sour ce: Aut hords own
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5.4.2 Skills for Employment

Participants were asked to share what types of skills they need tothesip find

employment>® Table 5-9 shows the aggregated responses where soft skills are ranked the

highest. Howewve when looking affable 5-10, the most unified response was the need for

computer skills. This is in contrast to the responses to questions on a good, quality life and joy

where technology was on the taitd of the rankingjsts.

Table559Aggregated responses to O6What type of skills
Skillsneeded for employment (aggregated) Code Frequency
Soft skills and interpersonal skills S 79
Computer skills Co 77
Further educationM/ork experience Ed 62
Subjectspecific and Vocational skills \4 59
Office and management skills O 17
Mentorship M 11
Job application skills J 9
Health related skills H 8

Source: Authords own

Table5-10 Thematic respnses¢ 6 What type of skills do you think
Skills needed for employment Code | Frequency
Computer skills Co 70
Communication skills S 42
Further studies Ed 35
Work experience Ed 22
Academic and career guidance M 11
Subjectspecific skills V 10
Management (©) 8
Engineering V 7
Perseverance S 7
CV writing J 6
Call centre training 0] 5
Handwork V 5
Networking S 5
Nursing H 5
Administration (0] 4
Hospitality and food V 4
Completingmatric Ed 4
Programming Co 4
Strategy and negotiation skills S 4
Conduct and selpresentation skills S 3

8The question asked 6for
rather than other skills such as charatigitding.
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Confidence building

Creativity skills

Electrician

Interview

Leadership

Mechanics

Plumbing

Values (e.g. respect, compassion, trust)

Accounting skills

Business skills

Cleaning skills

Marketing skills

Music skills

< IK KK Kn|[K|<|v |« (<|n|n

Smartphone

@)

0

Team work

Travel & tourism

Beauty therapy

Boilermaker

Builder

Carpentry

< I KKK IK<|»

Data capture

Q)

0

Drug awareness

Healthcare

HIV awareness

Laboratory skills

Legal skis

Drivei@license

Mathematics

Presentation skills

Problemsolving skills

Scientific skills

Security

< K0l | KK|IK|IK|T|T|T

Short courses

m

d

Social work

Teaching

Time management

Life skills

nn|< i<

RPlRriRrRPRPIRPIRIP|IRIRPIRIR[P|IRIPIRR[RR[P[NNNNN N[N [ [w|w|w|w|w|w

Source: Aut hor 6s

The main types of soft skills and interpersonal skills (79) mentioned were communication skills
(42), perseverance (7), networking (5), and negotiatiofsgi i), among others. Regarding
computer related skills (77), the main mention was computer §k)s with 4 mentions of
programming, among others. In terms of further studies (62), participants mentioned studying
further generally (35), needing workpeerience and othejob training (22). wanting to

complete matric (4) and taking short courses IfLferms of subjeespecific and vocational
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skills (59), 10 participants mentioned wanting technical, suisjeetific skills without

specifying them. Subgtspecific and vocational skills included engineering (7), hamds

work skills$>° (5), and hospitity and food (5), electrician (3), mechanic (3), plumbing (3), and

cleaning (2) among others. Business skills (2) were mentioned too as well as specifisbus

skills such as accounting (2) and marketing (2). 14 participants mentioned office and

manageal skills such as management (8), call centre training (5)adnunistration (4)11

participants indicated wanting more mentorship, in the form of acad®mdi career guidance.

9 otherswanted job application skillssuch as CV writing6) and interviewskills (3). 8

participants mentioned health related skills such as nursing training (5).

5.4.3 Educationahortfalls

Participants were also asked what the shlistin their educatiomvere. Table5-11 andTable

5-12 show the results of the responsebkere once again, financial issU&2) and educational

issueg(65) rose to the top. Lack of information technojo) was the least mentioned as a

shortfal in their educational experiences.

Table5-11Aggregated responses to o0l n what ways has

Educational shatfalls (Aggregated) Code Frequency
Finance Fi 72

Low quality of education and poor results Q 65

Content pedagogyand skills CP 32

Societal angbersonal problems S 18

Resources and infrastructure RI 17

Human support H 14

No shortfall N 12
Information Technology T 5

Source: Authords own
Table5-12Thematic esponses to 6l n what ways has your

Educational Description Cod | Frequenc
Funds Lack of funds to pursue studies Fi 40
Unemployed (Low level) education did not lead to employment Fi 28

No furtherstudies Did not/could not study further due to poor results Q 23
Matric Failed Matric Q 14

No shortfall No educational shortfall N 12
Poor quality Education was of poequality Q 12
Resources Lack of resources RI 12

Participant s meseahandwotk Skild{RRI0UI3KZY. dheydcalld have meant that they want
more hand®n practical experience generally or more haradt skills like jewellery making
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Experience Did not provideexperience CP 11
Opportunities Did not provide opportunities CP 9
Mentorship Did not have mentorship H 7
Child Had a child at early age S 5
Difficult It was too difficult Q 5
No computer No exposure to computers/computer skills T 5
Ownfault [FO1 2F adz00Saa LISNDODSAGSR|S 5
Short course Undertook short courses Q 5
Incomplete studies | Did not complete tertiary studies Fi 4
Skills Get not get enough skills and training Q 4
Time Not enough time; overloaded witbommitments S 4
Academic support No academic support H 3
Soft skill Did not teach soft skills such as communication CP 3
Trarsport Distance to tertiary education too far and expensive RI 3
Bad teachers Poor quality teachers H 2
Characteibuilding Education lacked teaching moral, values, discipline CP 2
Concentration Difficulty concentrating S 2
No critical thinking Learninghings byheart but not engaging critically CP 2
Question value Sceptical about the value of education Q 2
Sanitation Lack of sanitation RI 2
Holistic education Lack of broader education relating to politics and society| CP 1
Contribute to society | Unableto contributeto society with education CP 1
Discouraged Demotivating environment H 1
Group study Lack of ability to group learn H 1
Lack of choice Not enough options and paths CP 1
No voice No say in matters CP 1
Permit Not allowed to study in SoutAfrica without study visa S 1
Relocation Relocation disrupted education S 1
Strikes Strikesimpact education CP 1
Source: Authords own
Finance

Lack of funds for education was the most highly ranked issue@40): st r uggl ed
sometimes for paying scHoo f(R082€ZOFEN26°This sometimes led to incomplete studies
di p| (POP4CA1ETNE 28t O
participants felt that their education insufficiently prepared them for being emplogahle t
0 p p(POBAMR7TMEQ. vy 6

(4): 6By

being able nto smire me a good employe n t

not

compl eting my

260The 2017 General Household Survey stated that 50.8% 24 Y@ar olds reported not attending any education
institute because o&tk of funds for education. 11.6% reported family commitments and 18.1% reported poor

education performance. 19.5% weré&sfaed with their education levéMaluleke 2019:27)
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Poor-quality education

P122P21FSWeomment summarises a few of the discontents with education, f ai | ed
metric and had to get back and rewrite again. After rewriting i passed but not with high.mark

| was not abletd ur t her my st udi e.slike, heryothere ddunbtthave we r e

adequate results to pursue further studies (23) or failed matricR183P24FTCadded 6 u

need to have qual i fi ca.tldparticipatfexpyessad thhtshottfallss ¢ a n

werebbecause of (P@IILBFZY.d vesparisds mentioned that the education

was too difficult withé6t o much tandorteonoe mhanmy scienti fic 1
(PO98M24FN$.

Short course¥! were mentined by 5 pdicipants. Short courses were seen generally in a
positive light61 have | earned short course. Because
knowl @24gUud@1Z1), however they often lack good advertising to let the public know

about hem¢ | wabke to wegister other short couses due to lack of informatiank of
programmes in our communidy(PO95M25MNS. Questioning the value of education,
P153P22MXHshared a deep responsee ducat i on has brought so me

sone wheregood ome wer e just bad they made me to ac
Content and pedagogy

Lack of handson experience was mentioned by 11 participadteiy n o't being ab
experi ment al training (P00dCGALFTVW BO36€3DEZURIEeherr i ng ¢
educationdid not gi ve me mor e,wbighwasra viewrshateg by 8 atlter s k i |
participantsRegarding skill$5? P126P26FT@nentioned the importance of character building

(2) in education6 1 . t o t eocadccthingy) 2goedibehavpud,. t o r espect o]
Regarding lack of critical thinking (2,b109M20MNSexpressedh) We ar e t aught hov
instead of how to anal ys eP24W260MZUsimilarlytldnged t hi n g
for a broader and more Itic education(1) that de& with the politics of the country and the

needsofsocietg By under stand the policy of the coun
wor k. Understandi ng abB223U26FZUfelt sheelaciked ahdice t h e

O0Because s o0 metobsmwlsat yguowant, eva did notalhoose in what field we

261pDue to lack of funds for formal tertiary education, the idea of short courses is common in these areas. This was
evident from my obseations in the community centres that seemed to frequently offer some course or another.
However there is often lack ofhwice as it is normallyan external party (like me) that decides to offer the
community e.g. sewing or jewellery making, rather than what the participant wants to learn.

262 The skills mentioned here are very different from the skills for employment section.
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n e e2¥RL63P27FXHearned for a more empowering and liberational educaiion, d ont hav

say in things that are going to help n chang
Societal ard personal problems

Aspectsthee. | i e outside of the education system t
by 18 participants. 5 participants mentioett a vi ng c¢ hi | dthatimpactedtherar | y s
education P0O29C32FTQ 5 other participantsndicated it was their own faukhat their

education fellshortduetob e [ i ®(BIJ12MO@F3® Dot 6submi tting asign
(P194P18FTQ Other issues raised were lack of time (3), poor concentration (2), disruption

from relocation (1) and &k of study permit for immigraa (1).

Resources and infrastructure

Lack of resources was mentioned by 12 particip&@64119FZUexpressed, by not havi n
good facilities where i could get help to further my education. by living in a poor communities
where there are not having campai to help the youth who came in a poor background to
further t hei Tr eadupgartti onésues (3) al so di sr
6transport problem the school was veney far
(PO39C29FNyE 06 L a c k t aft wasalsbiraised by 2 participanB201P23FNY

Human support

Lack of mentorship (7), academic support (3), bad teachers (2) were mentioned, among others.

P0O76l41MZUshared thab T e a ¢ h e r sompaeionate imteaching because | am a slow

learne r. B073I25FZUshared6t her i s no one .iWithlackofs$uppore | i ke
P123P18FXHoften felt discouragedy So met i mes | feel l i ke give
think of without educatio i d o n ' Notallya A2 participafiteemédned no shortfall in

their educational experiené®, implying that they were happy with their educational

experience.

5.4.4 LearningPreferences

Figure5-5 shows ways in which participants like to learn. The two highest preferences were
learning with a teacher to explai©66, 71.9%) and learning in a group4{7, 63.6%). By
contrast, only 30.7%fdearners liked learning alone.

263 This sentiment probablgomes from having to choose from limited subject choices at poorer schools, as well
as accepting whatever short course or community programme that makes its way to the community.
264 This is different from blank responses, as theglicitly said there waso shortfall.
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How do you like to learn?
0 50 100 150 200

With a teacher to explain I g6 s s

I group vith others A7 eSS

Through taking notes [ A88 AT e

I learn through different ways at different times 27 I Es g
Through hands-on experience 22 s 2o

Through reading a book/textbook oo G0

Alone [ 7 S 21

mYes mNo mBlank

Figure555Responses to 6How do you I|Iike to learn?

SourceAut hor 6 s own

5.4.5 Learning througl®nline Courses

In Phases 2 and?8® participants were asked whether they would want to learn through online
coursesAs can be seen iRigure5-6, 65 participantg51.6%)were open to online learning,
42 (33.3% thought it depended on subject matter 48d15.1%99 were not open at all.

Would you be open to learn through an online course?

No IS
Depends on the subject A

0 10 20 30 40 50 60 70

Figure56Responses to 6Would you be opem to | earning

SourceAut hor 6 s own

265 Responses from Phases 2 and 3 included 126 respondents.
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Table5-13 gives a breakdown of various reasoegardingparticipantsopemessto learning
through an online coursélthough participants differed in tlieopenness to take online
coursessimilar reasoning sometimes overlapped across all thopenions (i.e. yes, no, or
depends), thus the reasons are mapped to the respoRgps@d-6 and are presented together

on onetable.

Participants that were less inclif€tto online coursestated that they preferred a teactwer
engage with and ask questiofid depends5 no), prefered group learning in a classroom
environmeni(1 depends4 no), preferredpractical, handsn learning(2 depends3 no) and
were concerned th#tey might be scammé&8 ng. The concern for begnscammed correlates
with the observations raised in Sectibr? about the need for internet literacy, beyond

computer literacy.

Answers more inclinec?®’ towards pursuingonline learningthought thatit would bring
flexibility (14 yes 1 depends ease and efficiency (lye9, quick to access knowledge (3
yes, 2% opportunity to learn more through onliney@s, save money?2 yes,?° andimprove
job prospectsq yes)andamong othereasonsThose thahad confidence in their abilitio
learn independently (e, had undertaken distance learningy&), or liked experimenting

(3yes, were more open to online learning.

Some participants mentioned reasons thve¢re similar although they differed on their
willingness to learn througan online cour£é’such as needing more information about online
learning (2 yes3 depends, 2 n@ndfealting not understanding the course (1 yes, 1 depends, 1
no). Technologicakoncernssuch asdck ofhardware (1 yes, 3 depends, 1 no), connectivity
(1 yes, 3 depends, 1 no), atmmputer literacyX yes, 3 dependisvere raised, however, they
were not ranked as highly as aforementioned pedagamidatonvenienctactors. In fact, 2
participants looked ainline courses as an opportunity to improverthemputer literacy.

%6The o6l ess inclined6 grouping comprises of reasons w
the weighting was towards a no.

%"The Ombneddongtouping comprises of reasons where part
theweighting was towards a yes.

2681t would also free up time as one would not need to travel and could study in flexible hours.

269 This is because the coursesulbnot only save fee money, but also transport money to the education institute.
2Thesereasonsavr e wei ghted in the centre, where 6dependsd w
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Table5-13 Reason for wanting/not wanting to learn through online courses

Why would you, or would you
not, be open to learning

Would you be open to
learning through an
online course?

through an online course? Description Example Yes | Depends | No | Total
Teacher Needs a teacher and needs to ask "I want a teacher in front of me so thawill be able
guestions to understand more" (P134P26FZU) 0 11 5 16
Flexibility Saves time, can work and study, reduq "l can work and learn through online" (P242U00FZL\
travel time 14 1 0 15
Easier Perceived as easier/more efficient "Online make life easy(P230U33FZU) 14 0 0 14
Information needed Require more information about online| "because now i dont have information about learnin
courses on line" (P165P30FVE) 2 3 2 7
Depends Depends on the subject and guidance| "some subject are very hamked guidance"
needed (P211U22MZU) 0 6 0 6
Classroom environment Prefer group learning/classroom "l like learning in a class for incase ,| need some he
environment during my course" (P132P36FTW) 0 1 4 5
Connectivity Concerns of network connectivity & "Because of data and the network sometimes does
data costs work well" (P245U19MZU) 1 3 1 5
Need practical Prefers hand®n, practical learning "l prefer hand on learning” (P177P23FXH) 0 2 3 5
No hardware No computer or smartphone "it because idont have smart phones or laptop" (P2 1 3 1 5
Selfdirected learner Already a selfotivated, independent | "I'm a fast learner so | don't mind learning online"
learner (P237U32FzU) 5 0 0 5
Not techsavvy Not computer literate enough "am not perfect on using computer" (P184P32FNS) 1 3 0 4
Quick access to knowledge Instant access to world of knowledge | "Because it easy access information it saves a lot"
(P215U30FZU) 3 0 0 3
Experimental Likes to try tahings "because i like to try many thing in my life"
(P200P28FZU) 3 0 0 3
Learn more online Learn more online than in textbooks | "Becouis u learn more infonmetion than book"
(P199P22FZU) 3 0 0 3
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Scam Concerned they might be scammed "i would not know that its a scam or not"

(P179P22FTO) 0 0 3 3
Won't understand Concerned they cannot understand "because i wont understand some of the things"

alone (P190P22FSW) 1 1 1 3

Cheaper It will be cheaper "Because it saves interms gffendings”

(P205U32FZzU) 2 0 0 2
Experience with distance Prior experience with distance "because i'm used to self driving a&l$o did my
learning education degree through distant learning" (P159P41FXH) 2 0 0 2
Improve job prospects Will improve job prospects "I would love to gave extra skills while | am looking

a job" (P140P24FZU) 2 0 0 2
Full time Prefer to learn full time in a class "i want full time course to know more information”

(P130P24FNS) 0 1 1 2
Opportunity to increase Opportunity to increase computer "It will gave me a chance to learner how to studying
computer literacy literacy computer” (P225U26FZU) 2 0 0 2
Teachothers wants to learn to teach others "I would, just to teach others" (P207U26FZU) 1 1 0 2
Difficult Concerns of difficulty "Its can be difficult" (P248U20MZU) 0 0 1
Digital age Embracing the digital age and "because at the age of this its asimply way to do it"

digitalising learning (P180P27FTO) 1 0 0 1

English Concerns of language barriers "Because of my English" (P243U00FZU) 0 1 0 1
Helpful Perceived as helpful "it is going to help me" (P126P26FTO) 1 0 0 1
Not online Subject knowledge not online "Because most of my subject are writhing in papers

(P220U29FZU) 0 1 0 1
Notes Prefers note taking "some you have to take notes" (P150P24FTO) 0 1 0 1
Privacy Concerned about privacy "private matters" (P158P23FTO) 0 1 0 1
Smartphone access Has smartphone access "Because i do have a smartphone" (P170P31FSO) 1 0 0 1

Source:

Aut hor 6s own
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5.5 Technology Survey Findings

The aim of the Technology Survey was to ascertain theofdiechnology in the lives of the

participants, as well as their perceived value and importance of it.

5.5.1 Access tacComputes andinternet

Figure5-7 outlines where participants access computers and the internet. The most common
answe (153,6 5. 1 %) was O6at an i ntli nel®9 3&%) &Fbe, f ol |
same pattern was seen in terms of internet access, W8teparticipantsys.7%9 used internet

cafes an®7 (41.3% used libraries to access the interriét participarts (24.3%)indicated

they owned a computes2 participant$22.1%) indicated they had access to internet at home,

but whether this is cellular or fixed connection is unknown. The least likely place to access a
computer 22,9.4%) or internetX9, 8.1%) wa at work indicating either that participants are

unemployedr do not do jobs that involve computers.

Computer and Internet Access
0 50 100 150 200

At an internet café I S S O

At alibrary T 2

At a community centre N S e
At school/college IS O S EE .

At home O ——

Owns a computer IS 7 7 e ——

At work I gz

Other S o

At an Internet cafe [ O eSS .

At alibrary N A G 7 T

At a community centre IS O 7O
At school/colige 2 s s
Athome S 2O 7

Atwork IO oS

Other g S

Where do you access a computer?

Where do you access internet?

H Yes mNo mBlank

Figure 5-7 Access and ownership to computers and internet

Source: Aut hords own
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5.5.2 Ownership oMobile/Smaitphones

Participantsd ownership of mo Figute®8apdiiguree s
5-9. 202 participants(86%) had access to a mobile phone, whiks (75%) had access to a
smartphone. Aurther13 (6%) more had mobile phone access through a friend or family, and
34 (14%) more had smartphone access through a friend or fafhilg.can be compared to the
2019 report fromindependent Communications Authority of South Africa (ICASA) stating
81.72% smartphone penetratitG@ASA 2019)?"*

Do you have a mobile phone?

13,6%
= | have access to a mobile phone
19, 8% through friends/family

No

Yes

(blank)

202, 86%
Figure5-8 Responsestt Do you have mobile phone?5d
Source: Authorodos own

2"l pew ResearcBenter offer a more nuanced analysis, stating 34% mpeiletrathn for those with less than
secondary education, and 75% for those with secondary education oSilees and Johnson 2018%ince
94.8% of participants have a secondaryaadion or more, the data correlates with Pew Research findings.
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Do you have a smartphone?

= No, but | have access to a smart
phone through friends/family

= No

= Yes

Figure5-9Responsesto Do you have a smartphone?d

Source: Aut hordéds own

5.5.3 Frequency of use d¢thones andcomputes

Figure5-10indicates the selfeported frequency of use of mobile/smartphones and computers

by the participants. Phones are much more frequently used12&tparticipants %3.2%)
indicating using phoreefor morethan 4 hours every week day, in comparison to ddly
participants 18.7%9 using computers for more than 4 hours every week’*tajhe use of
computers is more evenly distributed over the different frequency ranges, whereas phone usage
is more polarised bekeen very frequent use, or no use at2d, 6.8%). 13.6% of participants

report never using computers.

22 There were 110 respondents inedpfrom Phases 1, 2 and 3.
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Frequency of phone and computer use
0 20 40 60 80 100 120 140

More than 4 hours every week da)? 125
1 - 4 hours every week da% 44
. 33
Once a week E
19
: 8
A few times a month h 31

0
Once a month e 24

Once every few months -0 6

16
vever | o2

m Frequency of Phone Use m Frequency of Computer Use

Figure 5-10 Frequency of phone and computer use

Source: Aut hor 6s own

5.5.4 Importance ofPhones: operendeal question

In Phase 1, participants were asked whether mobile/smartphones improved their quality of life.
95.4% respondeSreponded positively that mobil e/ smar
life?" thus their justifications, outlined iMable5-14 and Table5-15, are positively phrased.

This was an opeended question that was only asked in Ph&<e 1.

Overall, responses covered overlapping themes of easy access to information/ser8)¢ces (11
connection tothe world (27), communication (15), specific useful features (13) and other

uncategorised reasons (8).

23 There were 110 respondents in total.

274 This question was asked in the positive and that could have added to some bias.

275 Not al Phase 1 participants responded with a reason, and some responded with more than one reason. This
guestion was turned into a predefined list in Phases 2 and 3.
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Table5-14Aggregated responses to 6Why does lai freodd | e/ smar t
Mobile/Smartphone: Why does it/ does it not improve ones quality of life? (aggregated) | Frequency
Easier access to information/services (A) 113
Connection (Con) 27
Communication (Com) 15
Useful features/applications (U) 13
Other (O) 8

Souce: Authorés own

Table5-15Themati ¢ responses to O0Why does a mobil e/ smart
Mobile/Smartphone2 K& R2S&8 Aldk R2Sa AG y20 A|Code | Frequency
Browsing the internet A 35
Accessing information A 21
Feelingconnected to the world Con 19
Job searching 16
Communicating om 11
Makes life easy/efficient 10

Following the news

Immediate information

Improves life

Many useful features

Accessing emails

Having a social life

on

Connecting to social media

on

Long distance communication

om

Portability

Supporting study

Information storage

Improving access to everything

Improving access to basic needs

Using it like a computer

Playing games

Living in world of technology

Listening to music

New different activities

Online banking

Online shopping

Accessing opportunities

>|C|Cc|c(co|c|o|Z (> Z|C|lO|O|Q(>[C|O|>|>|>|0|>

RlR|lRRPPPIFPP|IR|IRPIMIVw|Ww|w ™|~ [A[0|o|o|©

Useful in emergency Com
Knowing the weather A
Source: Authordos own

In terms of easier access to informatiof3)l a unique rgmnse was seehing for jobs (16).

This shows how systems have changed, such that access to internet has become important if
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one is searching for a job, as most jobs are advertised online. Other information that participants
mention receiving through thephones washie news (9 mentions). Only 4 participants
mentioned using mobiles to access their email, and this low mention correlates with the
observations in Sectiob.2 In general, participants highlighted the efficiency (10) and
immediagy (8) of being able to access information on their phones. Only 3 participants felt that

phones supported their studying, and 2 others mentioned its ability to store information.

The category of O6connectiond ovewdsagatdad wi t h
a separate category due to emphasideing connected with peopleather than accessing
information. Connection to a global community (19), social media (4) tangse having in

social life (4) were highlighted. The term connection thiso overlapped with those that
specifically emphasised communication in general (11), and-d@tgnce communication

(3).27 A participant mentioned that a phone is particulaggful when in an emergendther

features(13) of mobile phonesvere mentiord such as being able to play games, listen to

music and engage in new different activities.

5.5.5 Importance ofhones: predefined list

Figure 5-11 shows responses to a predefined list of mobile/smartphone uses and benefits
presentedni Phases 2 and?3’ The most essential uses/benefits of a mobile phone was
searching for jobs (77), suppimg studies (8) and making life easier/more efficient (6TUhe

guestion was unclear as to whether participants presently use mobile phones fouriheses

or would like to use mobile phones for these purposes. This may have explained the high
respos e for accessing emails (59), as many part
to music (26) was near the bottom of the list in terms daéresdity, however that does not

imply that the phone is not frequently used for this; the questiompdriance versus time

spent using a specific feature, are different questions.

278 The use of Voice over Internet Protocol (VolP), such as on WhatsApp, has drastically réducedt of

making calls and communicating with others.

277 This was informed by the opended Phas1 questions, with minor alterations. Minor alterations included
removing general comments such as 61 mpr owertd ofLi f ed,
technol ogy6 which donét deal with a specific use or L
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How essential are the following uses/benefits of SMART/
MOBILE PHONES in terms of improving your quality of life?

0 20 40 60 80 100 120 140
Job searching EE 77 T se 2o
Supporting studying FEEs 2 2ne A
Making life easy/efficient EEN60 22 s mezea
Accessing emails IS T s e
Information storage I S 7 2monen
Communicating FEES6 T omnTer 5 mens
Accessing opportunities [ SE T g Ten 3memen
Accessing information FE s s 0mTer 3memis)
Immediate information IS5 23 Te 7 sl
Long distance communication s3I T Te T 5 masms)
Improving access to basic needSE IS0 Sz s
Improving access to everything 48 s 22
Cellphone banking I A5 S5 5 mz2mnaon
Browsing the internet I 440 T2z 2masms
Using it like a computer I3 s g r2ma2mmsn
Following the news 20 s e sy
Knowing the weather FEE8 g2 4 oy
Having a social life @7 7ane 6 aama
Connecting to social mediadli 7S 2T T 6 o
Online banking/shopping @7 NS4y 5 2o sy
Feeling connected to the world g5 S 7T s 2 2mmen
Portability FEES3 g e 4 a2
Listening to music 260 T NSE 24 17 easnaon
Playing games I I9T T INS2I290T 13 o

m Essential to my quality of life ® Improves my quality of life
m No impact on my quality of life = Reduces my quality of life

m | do not use a mobile phone for thisBlank

Figure5-11 Responses dHovéessential are the following uses/benefits of smart/ mobile phones in terms of improving your
qudity of life?6

Source: Authoroés own
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When participants were asked if anything was left out of the table, they mentioned being able
to watch videos and maes, as well as record videos and take phd?dg0P24FZphrased
thisasbcapt ur e mo me anipbasising thehhurhaa amd sogiad aspect, rather than
the technological feature. Other interesting uses were airtime and money transfer, business
markeing and or marketing oneself. Some participants also gave further information to the
types of informatin they were accessing, ranging from bible verses to trending gossip, as well
as career information and educational opportunities. Using phones tlodattbns through

maps was also mentioned.

5.5.6 Importance ofComputers: opeended question

Phase 1 particgnts were asked an opended question about whether computers improve

oneds quality of |ife. 88.2% of tofifeffTiet at ed
reasons of why a computer i mplaed&6anddable 6 s q u .
5-17.

In comparison tdable5-14 on phonesTable5-16 highlights that computers were less used
for easier access to information/servi¢g8) and connection/communication (5). Computers
were more likely to be used for storage of information (7) than mobile phones were (2).

Looking at Table 5-16 and Table 5-17, the reasons of how computers eased access to
information were similar to the reasons given for phones. Computergaicularlyuseful

in the search for empyment (45), which encompasses job sei&g (23), CV typing (9),
submitting applications (9) and gaining computer skills that would improve employability (4).
24 participants mentioned that computers support studies and learning, with specific mentions
to typing assignments (4), research (ading books (2), and changing mindsets (1). 24
responses were related to improving computer skills itself as benefit, such as typing (15
mentions) and computer literacy (9 mentions). In other words, a reinforcilmgNag used as
computers were benefitibecause you could learn computer skills with them. Other useful
features that were mentioned included document scanning, entertainment, and online shopping

and online banking’®

28 There were 110 respondeisotal.

219 Features such as online shopping, online banking and job searching are digitised forms of activities that
previously were done without informatiagechnology, but their digitised versions are becoming more normalised

as they make processes &sind more efficient. As norms change, what is required to meet certain needs, such
as finding a job, changéSee Sectio3.3.2.
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Table5-16 Aggregatedrespoess t o 6 Why does a computer improve oneo¢

CorLJdzi SN 2 Ké R2S&a Alk R2Sa Ad y2i AYCode |Frequency
Easier access to information/services A 58
Supports employment search Em 45
Supports studies and learning L 24
Improves computer skills S 24
Other @) 6
Connection and Communication Co 5
Useful features/applications U 4
Source: Authords own
Table5-17Thematic responses to 6Why does a computer i mp

Computer2 K& R2Sa AlGk R2Sa AG y20G AYLINE @9 Code| Frequency

Job searching Em 23
Accessing Information A 17
Typing S 15
Supports studies L 14
Browsing the internet A 11
Typing CV Em 9
Submitting applications Em 9
Improves computer literacy S 9
Makes life easier A 7
Information storage A 7
Emails A 4
Improves employability Em 4
Typing assighments L 4
Connecting with people Co 4
Working from home A 4
Can do anything | want O 3
Research L 3
Improves quality of life O 3
Accessing News A 2
Reading books L 2
Saves money A 2
Saves time A 2
Communication Co 1
Document scanning U 1
Entertainment U 1
Immediatelnformation A 1
Internet Access A 1
Mindset Change L 1
Online Banking U 1
Online Shopping U 1

Source: Aut hor 6s own
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5.5.7 Importance ofComputers: predefined list
Figure 5-12 shows the respses from Phases 2 and 3, whearticipants were given a
predefined list of uses/benefits of computers to choose fdrhike Figure5-11, participant

regponses relatetb potential benefits of computers, rather than current ber&fits.

Once again, the use of computers in the search for employment rose to the top of the tables in
terms of essentiality, with mentions of CV typing (89), submitting applicat{Bi) andob
searching (86).

Educational benefits also featured strongly regarding research (80) and supporting studies (73).
Reading books (43 mentions) and entertainment (35 mentions) were the least essential on the

list.282

280 The predefined options were gathered from Phase 1.

281 For example, 62 participants responded to working from home due to having a computer, which is unlikely
and contradicts other data.

282 Once again, the phrasing of the question ranked desentialthe listed uses were, and not héwequently

they would use a computer for each task. These are different questions.
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How important are the following uses/benefits of COMPUTERS
in terms of improving your quality of life?

0 20 40 60 80 100 120 140

Typing CV s zemnonaom.

Submitting applications FE e I 2 a3 imomsy
Job searching FE I ge 2o 2
Research I s0 i e ss mon7a2

Accessing information EE 7 s s e
Emails [z innsgmmnmzeons

Supporting studies I T sem 4 maoms
Storing information FE 7 s n3 3o
Improving computer literacy 72 T e 22moms
Typing assigments 7 s 2
Document scanning EE 70 T s s 4 2o
Making life easier FE 66 T 3 4 2me
Browsing the internet FE e T s s 32
Typing e s s 2me

Working from home ez sz ez e
Improving employability FE s 7 4 mnoneen
Immediate information FESTT NS4 5 rsnmra
Connecting with people FE 4 e I I 2
Saving time FES2 S e T 4 2z

Online banking/shopping F G20 29 10 4 s
Communication ST o o ms
Saving money FE 47 T g 3z
Changing mind-set I 470 S mnnTTann 6 mzamsn
Accessing news 45 5o 320 msn
Reading books 43 e T e 22
Entertainment IS5 I40T 7 zanmnen

m Essential to my quality of life m Improves my quality of life ~ m No impact on my quality of life

" Reduces my quality of life ~ m | do not use a computer for this Blank

Figure5-12R e s p o nldowr smpdrtant aée the following uses/benefits of COMPUTERS in terms of improving your
quality of life®d

Source: Authoroés own
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5.5.8 Digital LearningPreferences

Before theonline course was done, the participantsrevasked about their digital learning
preferences.Figure 5-13 shows that 219 (94.81%) participants preferred learning with

technology assisting them as opposed to withio

How do you prefer learning?

With technology assisting me 219

Without technology [ 12

0 50 100 150 200 250
Figure5-13Responses to 6How do you prefer | earning
Source: Authords own

When asked if they like learning through videos, 75 (32.2%) said yes, 129 (55.4%) said

sometimes, and 29 (12.5%) said n@can be seen Figure 5-14.

Do you like learning through watching videos?

Yes 75
Sometimes 129
No 29
0 20 40 60 80 100 120 140
Figure5-14Responses to 6Do you |like |l earning through

Source: Aut hordéds own

5.6 Feedback Survey Findings

Whilst the Feedback Survey collected opinions related to the holistic experienceplfitiee
course, including reflections on the course conteselfi the data and analysis here focuses

mainly on generalisable comments beyond the content.
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5.6.1 GeneralExperience

Overall, participants seemed to enjoy their experiences on the coursg6®/if#9.2%9 rating
their overall experience of the course assao4/5/5 inFigure5-15. Of the four questions asked,
the question on relevancy to context indicated that there was room for improvement on making

the courses more refant in his regard.

Overall experiences
(5 = Strongly liked, likely or relevant; 1 = Strongly disliked,
unlikely or irrelevant)

How likely would you be to recommend this course to.a

friend? 117 50 30 366

How do you rate your overall experience of the course? 94 74 34 62

Was the course relevant to your context? 77 84 34 108

Was the course relevant to your needs and wants in life? 104 58 35 92
0 50 100 150 200

5m4 m3 m2 m1 mBlank

Figure 5-15 Overall experiences of the course

Sour ce: Aut hordéds own

5.6.2 LanguagePreferences

Figure5-16indicates to what extent participants understood the vocabularg notirsel40
participantg66.0%) understood most or all of it, whig8 (32.1%) struggled?®?

283 The Feedback Survey had 212 responses, thus all percentages in this section are based on this.
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Did you understand all the words in this course?

0 20 40 60 80 100 120
| understood all of it 39
| understood most of it 101
| understood some of it 64

| understood very little = 4

Blank @ 4

Figure5-16Responses to 6Did you understand all the wor

Source: Aut hordéds own

In the suggesd improvementguestion (sed able5-18), 4 mentions were madedou s e s i mp |l e
En g | (PGOBMBOFN$ When participants were asked what words they found difficult,
6chronol ogical 6 and 06dmostdrdquently. HHavevierptheneamiagr e me
of both of these words were taught in the course, as opposed to expecting the participant to
know them. In addition, most of the difficult words that were mentioned in the course were to
teach participants more despdive vocabulary for writing a CV. Thisan be seen ifigure

5-17, an example of one of the exercises describing types of skills. It is possible that too many

new words and concepts were introduced at omattaus participantielt too overwhelmed

with the new vocabulary as well as the new content. A balance needed to be struck in terms of
building on previous knowledge and introducing new concepts or words, but this was hard to

ascertain in a static onlireurse that was aimed learners of varying educational levels.
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Skills: Employable Skills Self-
Assessment

Define your employable skills by placing a check mark in the box to each skills that you have usad
in any work or academic setting. Think carefully before concluding that you have never used the
skill. Then review the checked skills, and on a separate sheet make note of the most developed and
that you would enjoy using on the job. Refer to this exercise when writing your resume and cover
letter.

This is a self-evaluation question, with no right or wrong answer.
Select your employable skills, to help you identify your strengths:

Administer — Perform day-to-day tasks such as maintaining information
files and processing paperwork.

Advise / Counsel / Consult — Provide guidance, support, or expert advice to
individuals or groups.

Analyze - Identify the underlying principles, reasons, or facts by breaking
down information or data into separate parts.

Appraise / Assess — Estimate or evaluate the value, importance, or quality
of an object or real estate.

Assemble — Put or piece together parts of an object or information.

Assist / Treat — Provide personal assistance, medical attention, emotional
support, or other care to others such as coworkers, customers, or patients.

Budget — Determine how money will be spent to get the work done, and
account for these expenditures.

Build a team — Encourage and build mutual trust, respect, and cooperation
among team members.

Build relationships — Develop constructive and cooperative working
relationships with others, and maintain them over time.

o 0 0o 0oo0oo o o o

Figure 5-17 Example of skill exercise

Source: Aut hor 6s own

Participants were asked whether they prefer the content to be taught hotheifanguage or
English As can be seen iRigure 5-18, 164 participants 18.8%99 preferred English. This
preference for English will be discussed further in Sectidr26.
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Would you prefer the content to be in your home language or

English?
0 20 40 60 80 100 120 140 160 180
English 164
Home language 43
English is my home language|3
Blank | 2
Figure5-18Responsesouopowberdthe content to be in your hom

Source: Aut hor 6s own

5.6.3 Suggested Improvements

In response to the question of how one would improve diese, participants shared much
more general and pedagogical suggestions. A thematicmagm of the suggested

improvements can be seenTiable5-18.

Table5-18 Suggestedmprovements

Sugyested Improvements Code Frequency
Prefer shorter course Length & Level 18
Nothing needs to be changed Nothing 15
More time to complete course Length & Level 13
More videos Content format 9
More classroom, oral and nedigital interaction Interactivity 7
More small group tasks Interactivity 6
Shorter and fewer questions Length & Level 6
Computer skills needed first Barriers 4
Simpler language and instructions Barriers 4
Fix and improve videplaying Content format 3
Ensure thecourse reaches others Barriers 3
More oneon-one personal support Guidance 3
More graphics and visual aids Content format 3
Provide more content Length & Level 3
Control class rowdiness Guidance 2
Provide more examples Length & Level 2
Providemore facilitators to assist Guidance 2
Include more quizzes and feedback Interactivity 2
Include other language options Barriers 2
Limit screen time for those with eye difficulties Barriers 1
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Include harder questions Length & Level 1
Improve thequality of the images Content format 1
Make it less mentally exhausting Length & Level 1
Include more articles Length & Level 1
Include more audio Content format 1
Have more rests and breaks Length & Level 1
Provide more computers Barriers 1
Provide more instructions and guidance Guidance 1
Have more class lessons and teaching Interactivity 1
Remove videos Content format 1
Include more summaries Length & Level 1
Make use of class instruction apdojector more Interactivity 1
Source: Authorés own

Length and levelof course

The comments on shortening the ceu{®8), having more time (13), and shortening questions
(6) were very apt. Due to tim@nsuming activities such as setting up email addresses or fixing
the internet connection, there was reduced time for participamsrko There were, however,

a few sggestions to havenore content, lessons, examples and articles, which indicated that
some participants wanted to increase their depth of understanding. This highlight contradictory
suggestions based on different educatad seHdirected learning levels.

Guidance

Some participants wanted more ameeone support (3), more control of the class (2), more
facilitators (2) and more instructions and guidance@hye of the parts of the course that was

enjoyed the most wad [ w] hen t he i ns g ROBMPEMNSWIAIS wapr e s e n |
normally done when | explained something practically using the projector, whilst engaging the
class. This style was appreciated?02M25FN$Swho suggested interactionf b ] y oper at i
via a projector for everyone to understand @ wo r k .2therawouldehave greferred
facilitatorsto6 [ m] oni t or each and (BI3MRWBIL} Alsodequiredd o f t |
of a facilitator was to controltheclassThe st udent s mkesteasytdhleame or d
it was a bit lod gP023C20FNE These types of requests shawdragogic approaches, as
described byCrosslin(2016) do not suit the participants despite them beingjtddarners;

they prefer considerable educator support and guidance.
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Classroom inteaction

What came out strongly in this question was the desire to have more classroom interaction (7),
more group work6 mentions). All of these suggestions alluded to the need for more human
interaction and mentorship, as opposed todiedficted, autonmous learningP116M30MNS

enjoyedb havi ng gr o0.0PP0O1CRAFAUsuggesied meluding nedigital learning:

0 n  Mmake everything computer based. its tiring sitting in front of the computer for a long

t i mRndilarly, P221U42MZUsuggested h a fomefines we can do oral exercise so we

can not forgel P138P26FZsuggested b ei ng mor e engaganswgrthehan | |
g uest i o.nlbke participantawede not used to spending a day in front of a computer, and

this can be exhausting, as hiighted byP108M33FNSé my mi nd i s tir.ed r ea
Limitations to utilising online courses were mentionedhsas lack of computer skills (4),

language (6), and difficulty for people with disabilities @)99M24FNStatedd [ 1| ] t hi nk |
course is great but not for people with eye defects that cannot stand computer screen for too

|l ongo

While participants regested more interaction, it is worth mentioning that the original blended
learning approach did include these aspects, but these fefl dweato different levels of
computer literacy and education in the classes. Also, given the amount of basic swgiport th
was needed in the class, there was little time for deepesrenae engagement or prompting

critical thinking.

5.6.4 LearningPreferences

In rating the different learning methods offered in the courfégiare5-19, participants found
receiving their test results the most beneficialis may be because participants have seldom
gotten feedback from their overworkeghchers and poauality educationThere was much

more excitement and liveliness when participants got to the quizzes, multiple choice questions
and endine tests that gae feedback, as opposed to the-sethluative and planning exercises.

This indicaes that gamified learning would further incentivise them as they enjoy immediate
feedback. Participants, however, began tohkwart the correct answers if they needed to

resubmit, rather than truly understanding the rationale behind it.
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Please rate how you felt about learning on Khwela for each
aspect:
0 50 100 150 200

Receiving test results and feedbacKi N ZE 2258
Doing the surveys |08 N c i 7ee

Doing the quizzes TN 2N 6 5

Reading the notes SRS C T

Following links to related content NGz o
Discussions offline in clasSi NG 2z 199m
Watching the video(s) I SS N Zse 11 e

m Strongly Liked mLiked m Neutral Disliked m Strongly Disliked m Blank

Figure 5-19 Please rate how you felt about each learning aspect on Khwela

Source: Aut hor 6s own

Video-watchingwasranked relatively low compad to other learning methods. Videos were

ranked lowly because the vide@tching &perience was poor. The course was designed to

have only few videos, some with isiZulu voice overs and some withibay. were less than 4

minutes in length as it was expedtthat the research sites would have poor connectiity.

One unforeseen problem svéhat YouTube was blocked at Mankweng due to the regulations

of University of Limpopo, where the course was.rtihus Mankwengparticipants could not

watch the videos atll. AsPO88MOOFNSuggested inrelationtoth§, The way t o Vvi ew
should hae many options otherthanywuu be 6 n ot her cases, desktop
headsets and if participants didnot listemve t he
to the audio. This shaped the suggestion thati deos must twilmy e ddhoDeal
(P094M31FSQ This resulted in various conflicting opinions in the suggested improvements

such asbr emove or r(ROE3MBOEN @ndd ena&k ® n g marse wifdeos
(P0O52I31FZV). While the experience of using videos in this course wasenjoyed,163

participants 716.9%) would will prefer more videos as was highlightedrigure5-20.

284V/ideos were summaries and thus were sseaial if missed out.
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Would you prefer more videos?

0 20 40 60 80 100 120 140 160 180
Yes 163
No 43
Blank ' 6

Figure5-20Responses to 6Would you prefer more vide

Source: Aut hords own

5.6.5 InteractionPreferences

This section focuses more specifically orneractionpreferences. As the course reqdi
participants to help and support each other, one of the questions investigated if valuable
connections were mad€igure 5-21 shows that 140 (66.0%) of the part@igs made new
friends and broadened their networks, indicating the peripheral benefits of-to-face

classroom environment.

Did you interact with anyone interesting on the course?
0 20 40 60 80 100 120 140 160

I made new friends and broadened my networks 140

I met people but did not connect very well 42

| did not meet anyone | would like to keep in contact

with 13

I did not speak to anyone| 16

Blank | 1
Figure5-21Responses itha eddicd wou h anyone interesting on
Source: Authords own

Figure5-22 shows responses to the question of whether they would preferimeractive
activities or not. 162 participan{g6.4%)stated they would preferare interactive activities,

which correlates to the suggestions for improvements in the c@arge).4%99 preferred fewer
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interactive activities, which indicates that acenodation should be made for the more pensive

or introverted learner.

Would you prefer more interactive activities or not?
0 20 40 60 80 100 120 140 160 180

| would prefer more interactive activities 162
The amount of interactive activities was just right 24

| would prefer less interactivities| 22

Blank 4
Figure5-22Responses to 6Would you prefer more interact
Source: Authords own

Figure5-23 andFigure5-24 can be analysed together and show th&t(63.67%) participants

felt they learnt the nsi from the online content and 110 (51.89%) enjoyed the content more
than group discussions. Whilst this validates the use of the online content, it should be noted
that there were no alternative grewprk-only activities, thus they did not have a good
alternative to compare with. Group work was mainly unstructured where participants were
encouraged to work together to understand the online content. Comparison between the two
tables indicates that participamsjoyed group discussions, or a combinatioararthan they

thought they learnt from it, which is a subtle distinctf§p.

285The different responses between the two figures show how a purely utilitarian approach focusing on enjoyment
gives a different response in comparison to what is important to learning.
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Did learning the online content in a classroom environment
add value?

0 20 40 60 80 100 120 140 160

| learnt best from the online content 135

| learnt best from the combination of online content and

group discussions ek
I learnt best from the group discussions 8
Blank | 3
Figure5-23Responses to 6Did | earning thet oandldi nvealcuoen?téent i n
Source: Authords own

What did you enjoy more?
0 20 40 60 80 100 120

| enjoyed the online content more 110

| enjoyed the combination of online content and group.

discussions 84

I learnt more from the group discussions 13

Blank ' 5

Figure5-24Responses to 6What did you enjoy more?b0

Source: Aut hordéds own

When participants were asff if they would now do a Khwela course on their own, 175 (82.5%)
respomed positively, as shown Figure5-25, indicating that they felt confident in their online

learning abilities.
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Would you now do a Khwela course online by yourself?

0 20 40 60 80 100 120 140 160 180 200
Yes 175
Maybe 20
No [ 12
Blank 5

Figure5-25Responses to O6Would you yowouwros al fkKh@wel a cour s

Source: Aut hordéds own

When asked to choose between accessing the course alone, or in a community centre with
others, as ifrigure5-26, 119 (56.1%) preferred with others, 881(@1.5%9 preferred at home,
which shows dairly divided opinion on this. Factors that could contribute to wanting to be in

a community centre are access to resources and internet as wellaspErsupport.

How would you prefer to access the course?

0 20 40 60 80 100 120 140
In a community centre with others 119
At home by yourself 88
Blank ['5

Figure5-26Responses tyo u Horwe fworultdo access the course?

Source: Aut hor 6s own

A final question was added to the survey in Phases 2 &ftir&garding the need for a
facilitator. Figure5-27 shows66 participants35.099 thought they could have completta
course by themselves, where48 (40.899 thought they needed a facilitator. From my
observations, more than 40.8% neededdifator. Almost every single person in the class

needed assistance at some point, even if just for validation.

286 There were 120 respondents in total.
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Could you have followed written instructions and completed
this course by yourself, or did you need a facilitator?

0 10 20 30 40 50 60 70

| could have completed this myself with written

instructions 66

| needed a facilitator 49

Blank ' 5

Figure5-27R e s p o n Goald you have fllowed written instructions and completed thissedy yourself, or did you
need a facilitator®

Source: Aut hordéds own

5.6.6 Likes and Dislikes

Participants were asked what they tikend disliked about the course. Many of the likes and
dislikes, such as those relating to interactivity and pedagogy, haadyabreen mentioned thus

a thematic categorisation is not done Iéfe.

One reflectiorfrom a content perspective that is worth tn@mng is that participantsnjoyed

6bei ng nR246U2BRZtYfeoh the content, which was intended in the sections focused

on personality, beliefs and valuegdther simple aspects sucha@sCr eat i ngandan e ma
6Connect i owere bked PRI4BAMEU). In terms of online learning as skill,
PO77130MZUstated6 | | earned of how study onlined.

Conversely, when asked about dislikes, some participants mentionecerogesh and long
guestions,6t her e was |j ust so many estlwftfs tod wgruiets
(P153P22MXH.?8 Participants also mentionedstike for6r epeati ng t he s ame
(P144P26FB). The repetition of questions could refer to three things. The first was the survey
questions that seemingly asked the same questitifierent ways>®° The second was needing

to redo answers if theternet disconnected when they submitted answers. Finally, was needing

to resubmit answers to quizzes within the course until one got the answers correct, to unlock

287 Additionally, when asked about what they liked and disliked about the course, participants responded mostly

with specific content sections, rather than design, user interface, and pedagogy, which are of interest in this thesis.

28 The questions referred to hemereactually the survey gquestions which were not decoupled from the course,

and thus viewed as part of the course experience. Nevertheless, the finding that participants dislike long, open
ended questions is useful.

289While it appeared repetitiontothaid pant , t hey were nuanced difference
O0What is an ideal 1ife?0.
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the next section. While therst reason was more to do with surveys, the latter two are
experiences participants could typically experience when doing an online course. The time
taken to type out an answer also contributes to the frustration of having to repeat something,
thus compter literacy levels impact digital pedagogy preferences.

A particular part of the course that one participant indicated she dislikedwas e s ect i on
are tal king @b6P26FNESheawas refariing © the Educational Opinions

Survey diswssed in Chapter 6. Similar comments were also expressed vankthkycourse,

not necessarily negatively, but stating that such questions required a lot of introspection and
selfreflection®®®l n refl ection, the titl asdf dti le nour pe
them for the type of questions that it pasgdestions that may have negatively impacted the

participantdwellbeing through unexpectedly asking them to recall disturbing incidents.

5.7 Conclusion

By outliningwhatPotential MOOC Participasstruggle with, value and aspirg this chapter
answeredresearch subquestion 1 and lays the groundwork for the rest of thigesisin
determining to what extent MOOCs could support marginalised groups in the ways that they
value. The Wellbeing Surveshowed that theoreproblems that participants faaeefinancial
difficulties and lack of quality educatiotlnemployment consistently ranked as one of the
biggest challenges. When asked about what brings them joy, family relations were ranked the
highest, however, when asked to list aspects of a good, idegbdifecipants ranked financial
security the highest, followed by basic needs and infrastructure, and education. A characteristic
that frequently featured as an aspect of a good life, was thty abiserve others in the
community, indicating a strong se»n of community and social interdependence. Family
circumstances such as loss of a parent, or being a single parent also contributed to their
emotional and financial difficulties. Societal issugich as physical and sexual abuse, crime

and drugs additional vy i mpacted some participants6é over

Participants perceived education as being essential to improving their quality of life, to the
extent that it may be overvalued by them. Wlasked about what they would like to learn
next, teaching, infanation technologies, social work/psychology, nursing, business studies
and engineering were most frequently mentioagdvell as many vocationélds. Despite

the constant emphasis on finacdifficulties, the reasons for study choices were mostly

beause of passion for the subject, societal need, or for genuine intrigue into the field of study,

2% participants had not expected this in a course about career development and were somewhat blindsided.
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rather than pursuing careers for purely financial reasons. The type of skills that they sought fo
employment were mainly soft skills, computer skills, andestttspecific skills. Shortfalls in
education included lack of funds, pequality education resulting in low results, content and
pedagogy that does not focus loandson experienceunderresairced schools, and lack of
mentorshipThere wereonly afew mentionsfrom PMPs ofwanting educatiorthat encourages

critical thinking or character building.

Computer skills seemed to be a means to employment rather than a goal in themselves. When
ranked anong aspects of a quality life, technology ranked quite lowessentiality.
Furthermore, technology as a means to improving employment opportunities, rather than a goal

in itself, came across strongly in the Technology Survey questions. For exampsayéaniag
openendedly about why smartphones or computers inprovone 6 s qual ity of
access to information and job searching were the most mentioned answers. Correlating with
this, the top answers in the predefined list were CV typing, submisications and

searching for jobs.

Before theonline coursewas conducted, participants were asked if they would be open to
learning through online courses. The answers were mixed with 51.6% saying they would be
open to it. For those that were not in€eld, lack of a teacher, classroom environment and
guidance wes the main concerns, and for those that were inclined, ease, flexibility in time, and
decreased cost were major positive factors. Those who were inclined seemed to be comfortable
with seltdireded and distance learning. Across the spectrum though, tlsra wequest for

more information about what online learning is and how it works, as the concept was unfamiliar
to them. After the course, 79.2% participants indicated they liked or strongdithie overall
experience of the course and would recommetal @thers, indicating that once familiarised

with the concept, it was less daunting and confusing.

In terms of learning preferences before the course, participants stated they preferrammterac
with educators and peers above reading anddgel€tedlearning. These preferences were
reiterated in the Feedback Survey after the course with many suggestions for more educator
guidance, group work and classroom interaction, particularly interacti t hat di dnodt
computer. Despite this, participantated they learnt more from the content alone, and enjoyed
the content alone over the combination of content and group work. One explanation for this is
that no structured example of group warés given in the course and thus participants did not

have a god comparison. More guidance and instruction were requested from participants in
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the suggested improvements, indicating that they did not likedselited learning.
Participants particulariytated they enjoyed getting instant feedback and doing quiazes
feature that online courses are particularly good@&8% of participants preferred to learn in
English, as opposed to their home langua@ésle the videewatching experience was poor,

most participants still wanted more videos in the course.

Onetheme that seemed to cut across all the surveys was a lack of support, whether emotional
support, academic support, career guidance, business mentorship or tech support. This was
exacerbated bthe lack of intergenerational support due to the high numieparticipants

that did not have guardians. The feeling of helplessness is also emphasised in issues of
unemployment, as unemployment not only led to financial burden but also had an impact on

their confidence and sedfsteem.

In addition to the contextléindings, this chapter alsontributesn terms of evaluating how
different survey questions bring abeatriedresponses. The op&mded questions allowed for

a breadth of themes to arif®m individuals whereas the predefined lists allowed one to
aralyse the depth ad theme by seeing how many participasteare the sameiews. The
combined and iterative approach (i.e. Phase 1 informing PRased 3) thus allowed fa
more thoroughurelr st andi ng of. participantsod | ives

While financial instabily and pooruality education wre mentioned repeatedly, the

structural injustices that caused such imbalances é&patheidl were not mentioned. In

Chapter 6, responses from the Educational@p ons Survey surface part
material, culuralepistemic and politicAjeopoliticalinjustices in their education as well as the
emancipatory elements of education. This shows how framing can influence answers and why

it was necessary use multiple dimensions of analysis in this research to gain a fuller picture.
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6 Potential MOOC Participant$nvestigatingthe impact of
colonialismandapartheidon their education

6.1 Introduction

This chapter investigates tseurcesof injustices tlat cause the difficulties that participants

face. This is done through responding ésearch subquestion 2:

How do historical injustices, particularly colonialisrapartheid and their legacies, impact

theeducationof marginalised perurban youth in 8uth Africa?

Drawing on the Dimension of Human Injustice Framework formulated imdBe6, injustice

is unpacked in terms of material injustices, cultg@iktemic injustices, and
political/geopolitical injustices, notinghéir entanglements. Thchapter does not focus on
MOOCsyet, but rather on injustices that i mpact
then address the extent to which these injustices are being or can be addressed through MOOCs.

This chapter emphas#s the voices of mdmplised South African youth who are not at
universitiesregarding their views odecolonising education. This matters because over 82%

of South African high school graduates (matriculants) do not enter unive(bsikesi 2015)

yet the voices that currently represent youth on this matter, most notaid2idil5 and 206
decolonial student protests, are the voices of university students. Whilst black students at
universty are not necessarily elite or privilegeghuth outside of universities are generally
even less privileged and have relatively less access to chafipele/er It is also crucial to
understand their conceritg ascertain the feasibility of alternatieglucation platforms for

those not undertaking formal tertiary education. Thus, where applicable throughout the chapter,
comparisons are made betweengheicipanés responses and a longitudinal study conducted

by Swartz et al(2018)thatpr esent s 69 (predominant | yonbl ack)

race, education and emancipatitmhighlight similarities and differences

The data for this chapter comes from the Educational Opinions Surveh wéceived
responses from 230 participants. This survey investigated parti@papinions on the
inNustices they may face in their education.
majority of the population who are not native English spesakend who do not engage with

the jargon of academic discourse, the questions were phrased simplyestigate their
opinions on the topic rather than measuring their English or academic understanding of
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terminologies. Only the last question explicityn t r oduces t he term 6deco

far it has reached the masses within South Africa

In this chapter, SectioB.2discusses the material inequalities faced by participants, Séc3ion
unpacks experiences of racial discrimination, Secighooks at the impacts of coloniality
and the marginalisation of African cultures, Se.5 presents opinions on the significance
of the raceof educators, and Sectidh6 outlines different understandings of decolonisation

terminology.

6.2 Materiallnequalities

While Chapter 5 highlighted many material difficulties participants fpeeticipants made
little mention of the factors that have contributed to inequalifis section reframes the
difficulties they face in terms of historic and structural inequalities focusing on inequalities in

educational access, economic inequalities and geographical inequalities.

6.2.1 Educatimal Accesdnequalities

Participants were first asked a straightforward question on whether they thought the effects of
apartheidand colonialism had a negative impact on their educ&tfar02 participants agreed

that apartheidimpacted their educain negq t i vel vy, 62 responded that
education negatively, and 65 were unsiifémongstthose who did not think it impacted their

education negatively, the focus was on the immediate policy changes that took place, rather
than the cay-over d apartheidoolicies and structures. For examp42U00FZ who did

not thinkapartheidmpacted her current education stat8kcause there is free education in

this country and every has the excess in education whether you poor or, richést
P12(P21FZUsaid,6 nowdays we a bet t e Buchecomnerd higioight t h an

theeffortsto reform education since political independence.

The other 102 participants were more vocal in their grievances with education, some to the

extent thathey sav little value in education for bringing about equiB243UOOFZUstated,

291 This section focuses on the material inequalithes participants mentioned in their responses. There were
many mentions of culturapistemic injustices caused by Apartheid but these are discussed in the following
sections and are not mentioned here for brevity.

292 pye to the phrasing of the questi@thking a time reference, the question was open to interpretation. Some
responded historically, referring to Bantu education models during Apartheid, whilst others responded to their
preseniday situation. An interesting deduction from this confusion i¢ thary participants saw a cleaut
distinctive difference between Apartheid and pagtrtheid, rather than a transition.
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'Even now some of don't see any use of going to school because of ineqouatisguate

resources and po@uality education were criticisms shared by 52 participants.

Several pdicipants argued that the preselaty poor quality of schools is linked to their race.
P116M30MNSmentioned;They are still black people who are attending school at classroom
without windows! Similarly, P219U34FZUstated,dDue to our race catogory we hawno
access to good educati@dihese issues were overlapped with the fact that many black schools
are based in undeesourced rural areas as was highlightedPbhQOM30MNS 'l started my
studies in a rural school and the quality was poor with no laboresofor science and
technology'P140P24FZéxplained ' There is still a huge gap between the quality of education
in rural areas, townships and urban areas (which has the highestit\uaThese
categorizations overlap with the proximity to historicallijite areas, as will be discussed in
detail in Sectiao 6.2.3

These comments not only relate to schools, but to universities as RO8@M27MSO
highlighted,6 bl ack uni versities were provitodnewd wi t h
devel opment s, and the now governme.rsaicha s st
comment sheds light on the complexity of the decolonisation process of histebiealy
universities and schools. Adiscussed further belgw st u d eiances naniéest vezyr
differently in historicallywhite spaces and historicalblack space. The role and form of

decolonisation thus changes depending on these variances

8 participantsighlighted that god-quality educationvas reserved for those@ivate schools
Several argued th&Public education is different from private school ediard (P253 but
'black people were not aloud to be at private sch@077130MZU).Although they are now
allowed to attend private schootbey are limited by finacial barriers The difference in
quality of education for whites and blacks was highkghby 11 participant2004C41FTW
acknowledged that white students could access better quality education due to their privilege
and intergenerational wealth: did not have the privilege that white kids had, | have
disadvantaged background, my parentsnditiave enough moneydditionally, the problem

of uneducated paremsh 0 can o6t a s swvassstrongly lpresent in thehconhnamtseoh
8 patrticipants'our parents did not get quality education and that affect their children it is
difficult to help their children to succeefP257. PO15C22MNSsimilarly elaborates,My
parents are not educated maby if they were educated, maby i would be eduddatisd’
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sentiment was also expressed bybkack university student interviewed by Swasgt al.
(2018:43)

0 é f o nansltonstidy law there must be somebody who has studied law at home or
they have a relative who is practicing or who is at a law firm for them to secure a job.
We as Black or the kiorically disadvantaged and still disadvantaged, we only come

here withd e a ms . (BM_21 UKZNSTUD7 _LLB_2015) 6

The legacy ofapartheidcontinues from education to employmemow we dont have job
opportunities and we are unable to go futher with our stubleEsuse our oarents dont have
money to take us to schoqPO028C23FN${ The intersection ofdifficulties such as
unemploymentpoorquality education and popuneducategarents makeit hard tobreak out

of poverty Out of numerous problems, the lackrmbney is preeminent as it appears as the
solution to all problemsif you have rich parets you have money to do anything and study
every where(P250U25FZ1). Education is seen as the key to employment and economic
emancipation'most black are not workg because they had no educati@.69P30FN}

6.2.2 Economiclnequalities

Degite the poomuality of public education, some participants noted and appreciated that
primary and secondary education was free or low apdt: di d not pay scho
accommodt es my f i ndPLlE3PIORTQ &8I t uah & o g é d peoplerarel i ves
now educated bec a@193196XH Thesegarticipamts acknowledgeddan
improvement sincéhe apartheideducation systentgespite ongoing concerns abouiality of

education in free or lovfee schools.

However, the problem with the neoliberalisation and commaodification of education, as one
participant succinctly summarised, istdat f u want to i ncrease ur k
mo n €RRALUO0MZY). Of the poblems that participants had in studyingydied secondary
education,they emphasisefinancial barriers:6 we st i | | don't have mo
education but if it was free only lazy people would sit around and do né{Rhg9P42FSO).

Financial barers included the costs tboks (PO95M25MNS)transportation to school or

university (P1L00M30MNS)and difficulties gettingP187P26FNS)These financial barriers to

education reinforce inequalitgsP211U22MZUfrankly statesd Af r i cans goe poor
people get richerod
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Family financial dynamics play an important role in these conc&htd0P24FZUmentioned

having to support his/her whole familgs opposedot | u st her/ hi Blackel f (t
Taxd 01t i s very expensdthee are aherpeéoplallyeeftakecara de gr
of in my lifed The themes of supporting family and financial ability are strongly woven
togethero my f amily haf many dependents on the pa
get what i needed ia ¢ h (POOBM24FNS)What little wealh a guardian has, needs to be
distributed amongst many depende®$18P27FN& i ghl i ght ed how oneds
were not taken into accouri:zb ecause you were compelled to p
your familyoutcone .6*® Financial precarity is @t only a barrier to accessing education, but
distracts studenfsom performing well at schoa@ind impacts their abilitytoleara Ther e wer e
times when there were family problems that | have experienced and the didnttieg@hmy

marks droppingd o w (P&17P26FSO)Conversely,white studentsfaced relativelyless

pressure because of intergenerational weAlsla university student interviewed by Swartz et

a. (2018:43)outlined

60Their parents are well of fSo oyoudlely 0fien c
most d the Black kids, just because they came haréversityy , t hey oér e | i ke
Now | candét mess this up.o (BM_22 UJSTUD_

6.2.3 Geographicalnequalities

The legacy of land dispossessidorced removalsand segregatioin urban and rural areas

has had a lontasting effect on the conditions of the lives of black South Afri¢Rfetzky and
Walker 1985) P141P42MNSshared thatwe were removed by force from the land'
P148P29FTGimilarly statedthey took our land to our lates grand mothedagrandfather'
Despiteapartheidending, many South Africans have neither had their land returned to them,

nor been compensated.

P089M27MSOexplains howthis legacy still impacts o n edication and employment
opportunitiesd e d u ¢ a tcatergorisedacsording to geogphical location, because our
education in rural areas was not up to standard and we even lacked access to study materials.
i've lost faith in finding employment, caused seems the type of education i've received is not
much considered ithe work environm n. Régarding access to education, difficulgesh as
needingtod wal k | ong di(BOBEBIEA) has mmamificatibne suthdéas children

Pl nterestingly, many participants used the phrase o6f:
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stayingathomeaniin ot f i ni (®260)%*4nother padicphnd shadethat bad rods

outside of sbool affects her ability to accessschanik am from a deep rur a
proper roads so during rainy seasons sometimes there will be no way to get tto o | 0
(PO99M24FNS)Beyonddistanced | n s ome r ur al ar er@sourseshliker e ar ¢
cmput ers and i(RL43B42MSHDtThu$, the lodatiort dneeis i, based on the
long-lasting effects of policies like th@roup Areas Acthas major implications for the quality

of education one will receive in South Afrié®.

6.3 Unpacking Racial Discrimination

Beyond material injustices, participants also faced culepatemic injustices through racial
discrimination. Participants were asked to share if they had experiences of racial
discrimination: 120 (52.1%) responded, shamtidents. Similar to Sectioh 2.1, participants
reported different kinds of discrimination between places of learning with predombéantky
students and teactse and those who attended mudltiltural or historicallywhite educational

spaces.

6.3.1 Black-white Racism inEducation

Participants from multicultural learning environments shared responsesaifdiscrimination
predominantlyrelated to racism by whitegpple against black peop®.Within the classroom
environmentP129P42FSQtated thatat some schools some of the white teachers still treat
black pupil bad and with hatredP097M25FNSstated,@lways using the "typical" word
whenever a black chilanisbehave®s P177P23FXHmentioned 6The was this one white
teachersvho gave marks according to the color of our skins

Participants alsonentionedthat they sometimes felt worthleasmheardand disrespecteit
multicultural learning spacesThey weranade to feel as they were nothing in front of other
learners'(P05419FXH). PO93M30FNStated thatat the university | studied there are few
cultures which are taken seriously and intelligent and when they speak you have to give them
an ear but to othersot'. This rejection has also led to them feeling afraid to ppeteand

feeling incapable of contributing Thi s often happened in cl ass

2% ong distancesotget to school was also mentioned in Sechichl

2% Other policies include the 1913 Native Land Act, the 1952 Pass Laws Act and the 1959 Exténsio
Universities Act. These were touched upon in Se@i@n

2% Class, tribal and ethnic discrimination are outlined in Se&i8r2
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contribute to discussion even though they knevathes w@0581ZbFXH. A crucial element

of thisis the fluency with which one speaks Englighnichis discussed in Sectidh4.2

The ways thtblack people are made to feeferior, arestrongly linked to assumptiombout

their intelligenceP173P19FT@explained,| have been in a program where by whites where
given moreopportunity to say their opinion in the gabt then the blacks which made us blacks

feel less intelligentP097M25FNSharedthad i f t he | earner from di ff
the answer they take it that its obvious a black learner wont know thearigiver so they don't

give opportunity to try’ There was also a stereotyping of which subjects black people should
take:'especially for the black child, theres a notion that has implanted that maths and science
is not for the black childP118P27FNB?°’ This mentality stems frorapartheidinfluences
where'mostly blacks were made to believe that they were not good in science so they should at
least take teaching and nursing professigR459P41FXBHL These incidents show that despite
access being givero tblack students, stereogg and discriminatiomemain present in the

learning environment, whether consciously or subconsciously.

In educational spaces beyond the classroom, some participants also raised issues of racism such
as not being selected inugent leadership, debateates or sporteams (P024C24MEN,
P233U31MZU).In some cases, participants described explicit racgsich as segregation of
facilities like toilets (P132P36FTW)P099M24FNSsharedthat 'in school when we went for

sport competitonblack or browrearners would not share same rooms or changing facilities'

Thus, even with attempts to overcome racial injustices in formal learning spaces,

discrimination continues in other informal parts of the educational space.

Beyond educational gegs, particignts also reported extensive examples of racism in daily

life including unequal service at shops based on #pgiearance (P134P26FZU), being treated

as servants to whites (P0O94M31FSO), framed
(P140P2FZU), stereotypd as criminals (P1L00M30MNS), and being renamed in employment

so it was easier for their white bosses to pronounce (P113M21MBL).

6.3.2 BeyondBlack-white Racism: tribal, class and ethnic discrimination
Where participants attended predominadiigck schools, her reflectiors on racial
discriminationweremore nuanced?174P21FNStated thadpartheidhad a negative impact

on how people should treat each other and how us as people must treat one aklatmer'

297 These stereotypes are built upon commentsHigedrik Verwoerd s qu ot e2.22n Secti on
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participants were taught by blatéachers who wdd sometimes insult and demotivate the

learners. For examplB041C18FZshared éstupid comment from a teacher saying he wished

he was white and di dn6aP0I&2ABMNSsharedtmost ofimy bl ac k
educators used to say wallvibe poor like our parents B113M21MBLremarked thab ar
teachers made us f eel a®&Theséexampleswosuatedhat@&wen b e n
postapartheid some black teachers seem to have internalised inferiority and risféect

bittemess onto thr students

Discrimination was also experienced from peers. One recurring tension, for instance, was that
of Xitsonga people?102M25FNSrom Mangwengwho is not Xitsongpstated thaéwe had
different cultures and Xitsonga was the ones wateofavoure@ Whilst P192P23FTCGrom

lvory Park®® (who is Xitsongh said,'sometimes being tsonga around your community your
forced to change /suppress part of your identity or culture because its like you dont belong in
their community so you have to sgdéeir larguage in order to communicate with them’
Tensions also manifested between multiple racial groups wheré & evkrealso oppressed

by the Bowers, colored aridn d i (R0O6H26MZU)

Racial discriminatiolbeyond blackwhite racism was alsexperienced byuniversity students.
A participant interviewed by Swarét al.(2018:41)stated,

O0We al ways say racism is from the White t
find that the Xhosa man does not want to speak Xhosa becausé leefee hat heds
more inferiortoth@t her races and so on. (BM_23 UL S

Discrimination can also manifest along class limdsgreby elite black people will discriminate
against poorer blagkeople Gf you go to suburbs and meet black pedbp# act superior like
you some kind atibbish'(P212U28MZU, or along urbamural divisions!Just because i come
in a rural area they said i'muncivilized' (P207U26FZU) Through these examples, it is
illustrated that discrimination is not merely whiikack but includes tribal, ethnic, clasnd

urbanrural discriminations.

6.3.3 Discrimination inEmployment andentrepreneurship
Discrimination in educatiors part of a broader pattern discrimination, for instance, when

trying to earn divelihood, whether through employmeettrepreneurship r@agriculture.

298 23.2% of the partigiants in Ivory Park were Tsonga.
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P157P35MVEargued thafinding employmentvas more difficult as a black persamwhite

people get job quick than African maBven oncehired, black peopleave experienced being

excluded from positions of power and decisimaking:6 Bl pe&pl e keeping | o\
(P228U39FzZU)and6b wer e gi v e n (PR2aRMZU)| ROZBC3PRSWharéd that

0[i]n most cases higher positions wwhites gi ven
were i ntell i ge Rdricigattsaars@xpehemcedBracmamlcdiscsimiriation in the

wor kplSaceer:eobypes of bl ack p e o p(PIB7P26FNSS)N g | a:
P041C18FZU shared that whiéailing to do sometrhing at work ask your lsde do it for you

then he tells you how much black peamed help from white all the time'

In terms of business ownership, lack of stgrtcapital was a barriefhis, too, was racialised,
asP038C25FN&rgued;if you go to the bank to apply forl@an to start business is not easy

to get it, but white peoplis easy'Because black people do not have accumulated wealth or
property, they do not have collateral for loans. Thia, of people who have the business
minded but becouse of race they vehshutout.' (P263).Participants thus felt that their race

and historicaleconomic disadvantages prevent them from becoming business owners.

Discrimination was also experienced in commercial farming, an industry dominated by
largescale whiteowned corpaates, which is difficult for poor and black people to acdess.
example P089M27MSOwho studies agriculture sharésye grew up knowing whites as only
commercial farmers, but black people whee only considered to farm fro their survival. this
made blackpeople as less intelligent and not capable of running comaiefarms.’
P221U42MZUreflected that thgf] armstead of the black people were confisticated by white
peopple' Here we see that historical injustices have not been corrected and white fartners n

only keep the occupied land but are seen as experts imeaial farming.

These subsections show the racial discrimination against black people by white people, as well
as discrimination between tribes, ethnicities and classiese the end o&parthé, such
discrimination has been made unconstitutional, mhdly in schoolgSection 27 2017)and

there have been several active policy intervestito rectify hstorical injustice, such as
Broadbased Black Economic Empowermemt employment practicesand grants and
subsidies for black entrepreneBT| 2014) However, discrimination remains evaresent

in participant® educational experiences, employment dmwader life. The fact that

185



participants areot aware of thie rights and opportunities shows that these policies are not

reaching the people who need th&th.

Lembede(1996:117)aptly summarises the experiggs of inferioisation that participants

shared:

dhe African people have been told time and again that they are babies, that they are an
inferior race, that they cannot achieve anything worthwhile by themselves or without a
white man as rt hieli eé dNewr t.stasd ferethe rewolt against this
psychol ogi cal ensl avement of my p8apke. I
mentality, which for centuries has been systematically and subtly implanted into the minds

of the Africans *®

Thesewords highlidht the culturalepistemic injustices cemented through centuries of racial
discrimination and inferiorisationywhere even after political emancipation, coloniality

continues.

6.4 Influence of Westeriaysof-being

This section investigateslturd-epistemicand geopoliticainjustices such as the influence of
Western way®f-being and the marginalisation of African wagfsbeing. Participants were

asked whether they felt their education was Westernised and, if so, how. The main themes that
emergedvere the Westernisation of knowledge (Sect®dsl), language (Sectiod.4.2, and

culture 6.4.3, as well as their entanglements, which are addressed in this section.

6.4.1 Prioritisation ofWesternKnowledge over AfricanKnowledges

When asked about Westernisation, participants mentioned numerous disciplines and canons of
knowledge that they felt were WesternisedE v e r vy | u r i sfrom thepMestetnpasto p her
of the wold. Our law and everything is the reflection odf the westerh our wor |
(PO87MOOMNS). Others mentioned6o f i nanci al , j udi cfielad and
(POB2M26MNS)p s oci ol ogy of medi ci ne (POIBM3OENS)pgmdne nt a
0 s ci @h2tR24NS).In history,P192P23FTQvasé t a u g hé theajéws,nagpartyd .

Notably, P1L08M33FNSmentionedthabi n psychol ogy, western med

299 Swartz et al(2018:43)additionally highlight that, in some cases, inequality and oppression has become so
entrenched in the minds of the marginalised andshaped their worldview, that when change happens, it is
sometimes difficult for peopl® acknowledge and believe.

39 Y-Aaas0d6 is Af-Bdskaans for Yes
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using traditional he 6dherstoaka firmekstance e viemr oyw ha myg
that | was taught was tow e s t(ROBSMOOFNS}°?

Various participants felt that there was a lack of knowledge and history of other African
countries in their education. For (P166P27FT@)we st afri caand fors | ef
(P249U23FzU),6 s 0 me of dtghee tkhmawle®eome from south i
P1HOP24FZU reflected on the perspectitf@sn which history istaugh We | ear n about
Van Riebek more than we | ear n ab%Raticipantsr bl a
also commented on the contesf their education, specifically respondingaajuestion on
illustrations G have never seen any Black person in any illustrations or drawingshatol'
(PO82M26MNS. These participants would have likely been referring to older curriculums, as

newer mes are changing as statedR09M20MNS 6 We baimgdaught how to be proud

of our country and how we shoul d.Thetlaitedrpaz e owur

of his statement shows the neoliberal undertones in newer education models.

Partcipants raised issues not only of content, but also of pedagogy, referring to issues with
Westernd met hod o P206U82rZVhandd @@ uc at i oens@@D77I0MDOL. e s s
P0O75I28FZU mentioned a loss of local ways of learding e c aus e wargeheralnot us
way to | ear n o.rAnother thene brought uprwasrthattWestedn education as

0l ess of245dOMA), sllading téack of moral teaching iducation.

One unique theme that emerged on question of Westernisation is thathofiddgy:

ceverything is all about the internet and doing thingsn | i (PO41&€18FZU). Some
participants seem to have internalised the idea that technology and innovation are Western and
does not or cannot originate from Africd:Mo s t i f n oytconafroin theWweesh oo | o g
(PO60I37FZU) Participants differed on whether technologization from the West was a good

or bad thing.P084M22FVEviewed it as a good thingg we ar e now in a new
technology so we have to learn about everything and in fsimaA languages some things not

t h e POBAC20FENhowever, viewed it in a negative light as a creeping of Western values:
Ousing phones and internetpotrm od.oThapemggdtve nt t h
impacts of Western material were hiigifited by Fanon(1961:195)who argued thaheimport

301 without using any words of decolonisation, they outlined similar problems that decolonial schiskrs
302 Jan van Riebeeck, a Dutch settler, was previously taught to be the fouidercofintry of their forefathers
(Section2.2.1).

187



of6sexy photographs, pornographic |iterature,

impacsy out h in developing countries who are at

6.4.2 Complexity ofLanguageChoices

Partc i pant sé6 comments on | anguage frequently
English was used to make judgements on their inteligeMost people are being judged for

their intelligencebased on their fluently English speaking, of which that do¢sletermines

your intelligence(P060I37FZU) NotspealngEn gl i sh was a sigm of be
survey responses to the questf Westernisation, 26 participants explicitly mentioned use of

the English language as a problem of Western infleen the education systeifhey raised

issues such as not being taught in their mother tongues (P096M26FNS), being required to learn
in foreign languages (P104M24MSO), and not being allowed to talk in African languages in
school (P117P26FSCOp056137FZUmade a striking point thawhite school didn't learn Zulu

but we black people learn Englisiithe contrast is stark: that in an Africaruatry, the African

is required to learn the language of the European, yet not vice versa.

While someparticipants shoed general dislike to being taught in foreign languages, others
specifically disliked Afrikaans becaus®meschools force children to study only Afrikaans
and not othetanguages(P032C20FENY3Languageise also has a drastic impact on identity:

6 n o wamiuging borer laungefiboer language i.e. Afrikaanshm not felt as | am an black
person(P055121FZU). Thisspecific dislike forAfrikaansis likely due to the violent and recent
past with Afrikaners irapartheid versus the more distant and eludivgtory of colonialism
(Section 2.2).

Someparticipants, however, did not experience issues of beingftoagse foreign languages
inschool6i nterms of the education being | ocalise
taunges nowed a YPOFIM26FNS). PO95M25MNS statddato6 t eacher s t each i n
accommodate local people, e.g. you will findeacher teach English s i ng .Shegedi 6
comments are likely from those who attend schools that cater to specific language demands, as

it is notthe case in mukHiribal and multicultural schools with students of diverse backgrounds

andlanguages.

Despitepar ti ci pant sdé gr i ev an c-erguedahgoages intedueatioh,0 s s
when asked explicitly about their language of instrucpogferences, 76.2% of participants

303 This can also be linked tthe 1976 Soweto Uprising where students were killed while protesting against
policies to be taught in Afrikaans (Secti2r2.2).
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preferred to be taught in English as indicate@able6-1.3%* The preference for English was

evident irrespective of the language of instruction they had previously learnt in.

Table6-1 Language of instruction taught versus language of instruction preferred

Larguageof Instruction Taught

English African Total
Preferred English 129 (75.9%) 44 (77.2%) 173 (76.2%)
language of African 30 (17.6%) 10 (17.5%) 40 (17.6%)
instruction No Response 11 (6.5) 3 (5.3%) 14 (6.2%)
Total 170 (100%) 57 (100%) 227 (100%)

Source: At hor 6s own

This result is not surprisiny® English is a widely accepted language of trade and
communication in South Africa and flugnémprovesjob security and access to further
education(Read 2015) Learningto speakEnglish is highly desirablefor national and

internationhcommunicatior?©®

Given the concernsnd preferences of participants outlimegarding languageonstitutional
amendmentdave been made where students htaeeright to receive basic education in the
language otheir choice (Alexander 1989; Stein 2017’ Additionally, the Department of

Basic Education released thacremental Introduction of African Languagpslicy which

aims for all SouttAf r i can | earners to | earn at | east or
in school (Section 27 2017:21 8 Issuef languagehoicesareconplex, where realities of

global languages exist and assist effective communication across tribes and nations. At the
same time, the loss of local and indigenous languages is a serious concern. A3 $&rnaa)

highight s, &é6To speak a | anguage is to take on &

inextricably linked.

304 This question was asked in the Edtion and Employment Survey which had 227 responses.

305n Section2.2, it was highlighted that certain laws prevented Africans from learning to speak Emblish

reduced their abily to find jobs in Engliskdominated workplaces. Thus, English is now seen as liberating in
terms of improving access to business and employment.

306 This differs from other countries that may have a strong national language likie sralandarin and mainl

require English for international communication.

307 Students may choose to learn in one of the 11 national langaadesg as it is practicab do so(Stein
2017:209) Practicalis defined as more than 40 students in the same grade at a school requesting a particular
language of learning and teaching

308 |n 2018,the University of Witwatersrahalsoannounced that ivould be a requirement of new first year
Bachelor of Arts students to take an African Language, namely isiZulu, Sesotho or South African Sign Language
(Wits Vuvuzela 2018)
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6.4.3 Accommodation o€Culturein Education

A key theme that emerged from the question on Westernisation was the lack of accommodation

of cultureandf ai t h i n participantsdé6 education. Pal
portrayed as uncivilised in their educatitsome people think other people do not have cultures

so they do not respect other peopldture' (P111M26FNS). Similarly, PLOOMBANS stated,

‘The western culture was promoted and termed the African Culture as unGodly'.

Furthermore, participants felt that they were not allowed to practice their culture in school:
@ome schools does not allow students to practice their culturetdagkachild puts goat skin

as a bundl¢bangle]in their hand and istold itisnet | | o (R261).8imilarly, POO6M26FNS
shared,we were not allowed to practise our cultural aspects,as wearing the beats which your,
ancenstral believes forced ytw do so' PO96M26FNSshared thatwe were told not to wear
headjraps]s in class even if it was too cold also there was this incidentewdethis other

guy was being told to cutt off his dreadlocks and it was his culture that required him to have
them on.P143P2MSO mentionedhow her religion was suppressedl was f orced t
ot her rel i gi o.nSuch mgdentesaak mopFevalerit im éistoricalhwhite or
multicultural schools and work places, than in predominantly black spates.is brought

out here is howVestern culture is deemed norprautralor desirableand how other cultures

and religions are treated as atypic

The problem here is not legabnstitutionally, beads, beards, dreadlocks and head coverings

are permitted at schools, Ini ne wi th the right to oO0freedom
(Section 27 2017:1987)3%° The problem liesik nowi ng onedés rights a
enforce thdaw. While the Constitution embraces culture as an expression of identity, it does

not, however, address how Western culturessaistemicallyembeddedn educatior?® Such

a stance compartmentalizes some cultures to the home life and personal idestitprgees

Western cultures in the educational process.

For those who felt that school did not accommodate for their culture, tHegteef on how

culture issomething that is taught and practicedathoinewy cul ture | di d | ea
309 Regarding cultural identityhnte consti tuti onal court on cultural ider
most i mportant parts of a per sono0sngto@deommunityyandbo eci s el

from personal choice or achievement. And belonging involves more than simple association; it includes
participation and expressi on o fMECloeEdecationmkwazduluNatdls pr act
and Others v Pilla(Section 27 2017:186)

310 For example, if religion and cultearediscussed in edudgato nal settings, it refers t
educationd rather than their embeddednesisedacatiomals s subj
systems, to the neglect of epistemologies from other culumgseligions, has beewerlooked.
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i n s dROBIRSFAU) P240U20MZUfelt his cultural roots were being lost, statiiggm

an African but | got no rootsP122P21FSW similarlemarkedp We do not | earn n
where we come f P134R266Zlemphasisethather aducatiod i s usefud t

t o h o mB200P28FZelsbiccinctly summarised) because someti mes t he
different thing and your grandparenttgllo u  d i. Paftieipardsrthusdidentifieddafference

between textbook knowledgend knowledge passed down orally from the eldaengch is

sidelined. The predicament here is that learners are often examined in relation to their book
knowledge, even thugh their cultural knowledge might be differebei and Simmon§010)
problematise such education systems that are not relevant and connected to the daily lives of

students arguing that eduaatithat is disjoint from home life is oppressive

Other participants were divided on the role of culture in educa®®B9P41FXHstated that
6education shoul d n o Other patti@pantse gave grammatitallyc ul t
ambiguous comments regardinglture being taught in education, but theitestaents raise

guestions on the role of culture in educat®h25P27MXHstatedthab c ul t ur e ar e not
of eduROAACR28ETWE t a keaners d@e not supposed to express themselves in their

own cut u ramd®105M31FNSstated thab T h e e dsystem is hoo interested in either

one' s c ul tltisureleaowhettlerthe tpdrtidipants are affirming a stance that culture
should be kept separateom education, simply making ambservation or highlighting a

problem. If the latter, thquestion that arisas whether it should be able to accommodate for

all cultures and religionsRt what point is it too much? What is too litdecommodation of

difference& P148P29FTGshares her opinion onthié.b ecause at school we

whywe cannot accommodate each an everyone bel

Participants also gave examples of assimilation with Western cultural praP2ed)JO0FZU
shared thab Many bl ack peopl e | t ryi tug busaopylmesvr d t o
things from the westernrocu n t R1%9B41FXHs i mi | arly refl ected on
identity, '‘people are trying very hard to change their identity in order to fit in the society they

feel like keeping their cultures is outdatetlh example was given bp177P23FXKHG6 e v e n
nowwe as bl ack dandROBIMBIESOenplibsisechtigastohe way we dr
has becom&Vesternised. Whilst tlseparticipants saw this as a willing act to distance oneself

from a black cultureP240U20MZUfelt forced to assimilateéd we ar e heohancegas ven t

black to show oursel fo
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I n giving examples of indigenous or | ocal
entanglement between history, culture, knowledge and lived experience. Locatégewlas
enacted and part of daily life, nsomething learnt in books. Some examples mentioned were
61 nd P @@242U00FZU),6 T s o t3¥ (PU3TR3BFNS) a n d 3dR269) Tiése

three examples show how local can be differently interpretet first as emething pre
colonial and traditional, the second as something formed in the struggle movements, and the

third as a modern hybridisation.

These dynamics raise difficult ggteons about regionalisation of culture in terms of what is
considered African andhat is considered Westerifi242UOOFZUcommentedn the Ggom
music of Babes Wadumas being an infiltration ofWestern cultureMany black people |
trying so hard to forgedibout their culture but copy new things from western country like Babes
wodumo andanany more'Whilst P242U00FZWhinks of Gqomas Westernisatioaf African
culture others think oft as modern local South African music cultufbese examples show
thedifficulty in deeming something dscal or not. As argued bBhabha(1994)in his work

on cultural hybridityandJanserf2017)through the notio of entanglenent cultureis complex

and evolvingrather than a monolithic andasit practice.

Thi onIP868) aptly summarise the opinions and experiences expressed by the

participants regarding th&esternization of education:

dhe biggest weaponieldedé by imperialism against that collective defiance is the
cul tur al bomb. The effect of a cultural
names, in their languages, in their environment, in their heritage of strugtjejrin

unity, in ther capacities and ultimately in themselves. It makes them see their past as
one wasteland of neachievement and it makes them want to distance themselves from

t hat wastel and. 06

6.5 Opinions on thd&kace ofEducatos

The question on whethdnd race of an educatmattered was the most answered in the whole
survey, with strong, clear opinions. 151 participants did not think race mattered, 74 participants
thought it did matter and 3 participants explicitly highlighted that they had not hadea wh

311 Indlamu is a traditional dance.
312 Tsotsitall is a stredvased, pidgin, language of rebellion, previously used in prisons in the Apartheid era.
313 Ggom is adwnshiporiginating electronic, dangausic.
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educator* Noting my positionality for this question is importais a visibly Muslim Indian
South African woman, facilitating a class on difficult racial topics, my presence may have

influenced participantsd answers.

Participants had wideanging opinions on the racé the educator, from those who wanted to
move towards a posacial South Africa, to those who judged educators on the quality of their
teaching rather than race, to those who associated the educatovathacultural relevance

and a comfortable learrgrenvironment.

Table6-2andTable6-3out | i ne participantsdo different ra
to illustrate their views. From these viewscan be ascertained that the role of the rdce o
educator is complex and entangled with many underlying assumgiongjue adinsightful
commentwas made by169P30FNSvhostated6i t doesnt matter becau
day he or she is a person and is up to me to make use of the inforngatotshe ees herself

playing an active and critical role in her educationatpss.

An interesting theme that emerged in the O0A
importance of pedagogp122P21FSWstateddt does not matter who teachers yowhat

matter is understanding what they are teachingdyandP255statedd believe that it not about

what race are you or where you fras long as one can do what is required to do in terms of
making the learner understandinghat is being[taught] by the teached A part of this

pedagogy was the godtkartedness and fair ttegentof the teacher6 Be cause my edu
was good person she wallowing all of us to put opinions or ideas while learning..she was

not wunder est((P3EULIMEY asaell 35 theteabhés interest in understanding

the learners and their backgnds:6 because they were teacher wh
family and wh e ({(PEORRETR Thesdartigipahts facuséd on the condition

of having an empathetic, ¢ag teacher who is able to teach well, rather than the race of the
educator.This is consistent withJanen (2017 point thatit is teachers that make the
curriculum come alive, and whether the curriculum is decolonisemtrthey are the ones
responsible for the educational experience a student receives, from creating an inclusive space,

to steering critical inguy into the subject in question.

314 This wadlikely the case for many moggarticipants.

3151n one of the sessions a teaching assistant explicitly used me as an example of a teacher of a different race.
Thus, for some of the participants, t h e ythiseducatod have
matter tooppyoosue?dd tacs t he quest i oameduchtoroatterwoaysu? BvBnofehss t he r
was not the case, the context could haveaansciously influenced them.
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Category

Table6-2 Categories of participants to whom the race of the educator did not matter

Description

Selected examples

‘I don't want to dwell on
the past'

Approx. 21participants

WwgS | NB |ff

Approx. 28 participants

Y1 fekd isheducation it
does not matter who it
02YSa FTNRYQ

Approx. 33 participants

These participants took a pesice
stance given the end of Apartheid.
They believed South African all now
have equal rights and equal
opportunities and should not dwell on
the past.

These participants took a
humancentredstance, focusing on
our common traits as humans rather
than our differences. Some opinions
had an element of patriotism.

These participants focused on getting
education of any sort, irrespective of
the race of their teacher. They viewec
education as one objective experienc
that does not deiate based on the
teacher, or the teachers race, and is
not influenced by perspective, contex
or culture. Books are viewed as a
neutral source of knowledge.

U

c:

Wolour of skin does not mat@P176P26FNS)

WLJdz3 G AlyEG eRyz 82 dzNJ LINSa Sy i ¢ 2 y ((PRSJAGFZZR |
2S INB y2 t2y3aASNIEAGAYI AY |y LI NIGKS)
tfraa G2 fSINYy | yR (R1@2m256NS) € SI OK 2 G4 KSNJ

€

SOlFdzaS RS&LMAGS GKS NI OS 46S (POB6M2ERNSPS |
gKSYy (GKS SRdzOF G2NJ A& GSIFOKAYy3I KSkaKS |
G§KS NI OS GKAy3 @RBIWHPHYI YIFGGSNI LG € dQ

WgS ff KdzYly 060SAy3da 6S RSASNIBBS NBALISOI
(P174P21FNS)

WeKS AYLERNIIFIYd GKAy3 A& yz2ia G2 02y OSyil
(P014C33FND)

WwgS | NB Fftf { 208830CI9FAUNRA Oy OAGAT SyaQ

Yo 8Ol dzasS Ay (0 KXARL60BBRSYYI NE 6S Tl YAt &Q

Whe race of educater is not the mattertome,what Y SSR A a (G2 f SI Ny
(P132P36FTW)

‘at the end of the day they will be teaching thye same thi{B§82M26MNS)

'it shouldt matter since we all the have the same vision of lear{iPg13M21MBL)
'we all learn the same thing whethbtack or white(P103M24MNS)
'she or he must teach me according to book not his or her (R280P28FZU)
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Wiyazys$s
I a

f2y3 X

Approx. 25 participants

woSO2dzasS 6S
fly3dd 38Q

Approx. 2 participants

Ol y These participants were more
Q

conditional, but the conditions were
not dependent on race. THecus was

2y (S OKSNEQ O2vyil

quality of teaching. i.e. content and
pedagogy. The participants put faith i
qualifications and hiring processes as

indicators of good teachers. Some ha

faith in the good intentions of their
teachers.

These participants linked the race of
the educator to language of instructio
and whether they cold understand

what the teacher is teaching, languag U

and accent wise. These participants
saw benefit in having aBnglish
speaking educator.

Wllang as the educatorloge t £ G KS f S| NI SNJ (PIRBP24AIB) I (i &
Wi a f2y3 a GKSe& Kl NJ(RLKB26REDEKG 1y26f S
WL 0SEtASYS GKIG AG y2G lo2dzi ¢KIFG NI OS
is required to dan terms of making the learner understanding what is being [taught] by 1
i 81 HRBHD

'As long as the educator qualifiggP205U32FZU)

WY, SOIFdzaS (KS LISNER2Y 6l a KANBR (2 0GSI OK
i K S(ML@4P26FBL)

'im here to learn not to focus on their status and because they too love teaching studer

(P115M23MTW)

z24S 4SS dza@B258yS Il y3adz 3SQ

S
YSSR (2 tSIFNY Y2NB (MER2dENS)! y2 G KSNI f Fy 3l
;) 2 d

WgS ySSR (2 f SIRIMSPIORT®) 2 i KSNJ f | y3dzSQ

Source: Aut hordéds own
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Table6-3 Categories of participants to whom the race of the educator did matter

Category Description Selected examples
WA 0StASPHS S K Theseparticipants thought that the race ofthe 4 WA G Y I G G S NE E weoh&§v® to tzirSandirespeét brie Sndthers
NBE&LISOG 2y S | vz educator did matter and that differarraces

Approx. 14 participants

'so we can know more about
gK2 6S I NBQ

Approx. 20 participants

gL ¥SSf Y2NB

Approx. 5 participants

Oz

should be embraced. They saw difference as
exciting opportunity to learn new cultures, u
particularly as we enter an age of globalisatio

These participants thought that the race of th¢ @
educator matteredandthat havingan educator i
of the same racéring about more relevance.
¢tKSe (K2dAaAKAG AdG sl a U
history and culture. One particular participant
wanted to know whatan be improved,

indicating that culture is not static. u
i
These patrticipants felt discomfort or u

experienced condescension from white
teachers resulting in them preferring to have
educators of the same race, who they feel u
would care for and understand them better. |

Source:
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N} OS® Ly 2NRSNJ (2 NBa(PIOIMESMNE 6 S
WAG YFGGSNR 0SOFdzaS L akz2dZ R 1Yy
(P179P22FTIO

'we are now i new centuamyf technology so we have to be taught by
everyone(PO84M22FVE

WA KIR RATFSNByYy(l NP1GBB24RNB (St OKS

'l have to know who am (P263)

WL KI @S (2 (P8 2wsp Odz i dzNB Q

'so we can know more about who we are and what can be improved'
(P177P23FXH

WAG GSNE AYLRNIIY(d 8 XY #NR2 Az
(P242U00F2)U

Hecause i am a black peo@E050120FZ)J

'| feel more comfortable when am taught with the some skin as mine'
(P153P22MXH

'because they have a high education that why they lothler down' (P264
‘white they think are clever because they don't learn Z#056137FZ)J
'they don't care about my lif¢P040C20F2U

"teachers leaving us confusg®009C22FT)O

Aut hords own



By contrast t o p a ruiversity sttdents sni@rviewadrby Swartz\et aé w s
(2018:47)felt more stronglyabout race

0Bl ack students bel i ev entpemspettiveBto theirkearhirgct ur e
as they are more accessible to them, they make them feel more comfortable, and they can
interact wth them freely without any social distance. Black students did not express having
similar experiences with White lecturesho are viewed as distant and less accessible to
t hedh. 6

The predominantly nofuniversity participant® various narraties of having positive
interactions with educators of other races seem to differ significantly from university séudents
experiencesT his demonstrates the importance of acknowledging youth voices in South Africa

beyond university students.

6.6 Perspectives dDecolonisation

The last questions in the survegmdvhat does a decolonised education mean t@youa n d
ao you think education nesdo be decolonisé&dlt is crucial to explain the procesfasking
these questiorsecause thisnpacedhow participants answerethe first question was asked

to ascertain whethetecolonialdiscourse had spread to these local communities, given that
South African studentsod struggl deadlihegBaloyd ec ol o
and Isaacs 2015; BBC New816; Kamanzi 2016Before asking the participantise second
guestion, the survey provide hyperlink to an article discussing what decolonisatibn
educationcould mean!’ The purpose was to inform participants about what decolonisation
could mean éfore asking whether they thought it was necesséoyever, fromclassroom
observations, many students didt click on the hyperlinkand it is uncleahow many
participantsread the article before answering the last questamticipants were thus on
different footings in answering the second questiture to this, a bigger focus was given to
their former qualitative answers, rather than the yes onswers.

Another problemthat arose vas categorising the answers of the rf@r question as
decolonisation has a multiplicity of meanings and is constantly evolving. As a result, it is

difficult to objectively determine whether a participant understooe gy accepted existing

316 Another difference was thaarticipants and universistudents faced different lanage barriers related to the
educatorsdé race. While participants wer e -speakinger ned
educator s, university students struggl was whasd flist 6t he a
language im ot  E r{Syvartz éah 2018:47)

317 The article ishttp://www.news24.com/SouthAfrica/News/whiatdecoloniseeeducation20160925
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definitions. Due to this, various-inetween cateyies, were created to show varied levels of

understandingTable 6-4 gives a description and example of the categories that were created

to group responses

Table6-4 Levels of understanding décolonial discourses in education

definitions of decolonisation.

Category Description
Understands

Somewhat

understands understanding.
Opposite

understanding

No comment
Misunderstands

L

Did not understand
answer

Figure6-1 shows the frequency of responses in each category, which are elaboratad up

R2y Qi

terminology.

Participants who showed a vague

This was a blank response
This is the most subjective category, where

Participants understand generally acceptec

Participants seemed to understand the
underlying debates but misunderstood the

appears to the author that the participant
has misunderstood the concept.

8%
WL

R2y Qi

decolonisation meant.

question.

Section6.6.1and Sedbn 6.6.2

Categorisation of understanding of

decolonisation

Source:

Participants were told in the survey to write
1y26Q AF @

The answers seemed unrelated to the

Aut hor 6s

Example
See Section 6.6.2

WAG YSEya Y FN
school or institution of learnibng
Fa A LX SFAS I yFR
(PO87MOOMNS)

WLi YSFIya AGUaA

systemi KI & FI @2 NA

(POO4C41FTW)

WaSlty G(A2R2YEBRR

(P232U39MZU)

WL R2 Yy (@2B5URS5F2U) Q

wSky €2 i K

(P062120FZU)

27T

own

Do you think your education needs to be decolonised?

Understands | e —— 43

Somewhat understandsj—g ©

Opposite understanding [l 12
no comment [r—9

Misunderstands [y 10

| don't know

did not understand answer f=s= 6

0

Figure6-l1Responses to

10 20

30

EYes

m No

ﬂ56

40 50 60

Number of Participants

6Do

Source:
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6.6.1 Partial tono Understanding oDecolonialDiscourses oiducation

The | argest category was the 102 participan
universitybased decolonial movement has not reached them. The category of

OMi sunderstandmbstlBuhmgegdnyes)asi d decided f
t hat they did not understand the concept. (
surprising category, in which it seemed like they understood the underlying debates but
misunderstood the i@minology. While there is no clear definition of what decolonisation is,

there would be consensus that the statemefitalvie 6-4 is what decolonisation aims to

eradicate, rather than strive for. Mterpretatiorhere is that paidipants were responding to

their views on what colonisation means, and not decatais What is evident from these

answers is that these participants have a thorough understanding of the underlying problems in
our education system.unldaestltyandsbe cdbemewla (

responses that were on the right trageg but were not quite accurate.

6.6.2 Understanding oDecolonialDiscourses ifeducation

49 participants gave answers tshbwed their understandimg the concept. From ése 43
(87.76%) stated that decolonisation of education is negsgleowing that if generally accepted
definitions of decolonisation are taken, it is something of concern to themKi§aec6-1).

The Dimensions of Human Injustiddamework was used to unpack the various responses

participants gave.

6.6.2.1 Addressing Material Injustices

In line with Sectior6.2 on material injustices and Sectiér8 on racial discrimination, these
paticipants focused decolonisation as addressing the inequalities in access hal fye@lédy

education. Some patrticipants focused on educational inequalities specifically based on race:
6Equal educational opportuni (P118M21MBL), rfrees pe ct i
guality education to all racP105M31FN$, 'All race getting the same education and equal
treatment academicallfPO88MOOFN$ anddt is a democratic education that is free and fair

to all race® (P140P24FZV illustrates this.P099M24mMS touched upon the geographical
inequalities mentioned in Sectié2.3 emphasising being able to study anywhéteneans

that all peoeple regardless of race are entitled to learn whatever and where ever theyowish to

In line with thediscussion on discrimination in employment in Secto®.3 P118P27FNS
highlightedthatdecolonisationiswhebever yone is free to | earn

car eer tPRIYM25KNSIse attention toistorical injustices, statingegolmisation
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meantreversing what was done during colonisation by doing things differently from the past.

like giving access to things learners were denied accedsdohomic inequalities discussed

in Section6.2.2were emphasised l173P19FTO6 When peopl e are mar chi
must fall at the higher educationdhemention of thetFeesMustFall protesty P173P19FTO

indicated that she was aware of the student decolonial movements.

6.6.2.2 Addressing Culturakepistemic Injustices

These participants described decolonisation as addressing the egpistamic injustices in
educationTouching on the language of instructioregtion P060I37FZUsaw a decolonised
educationasbeinga bl e itm Yy @wmr nown i n.dThig lkowaver, sieedsdaon g u a g
be juxtuposed wittSection 6.4.2which indicatedthat many participants wanted to learn in

English. PL00M30MNSfurther emphasised decolonisation of education as afaalihe

generation of knowledge in local languagi means that the country could now translate the
subjects in thdocal languages of study and more graduates would tghen produces locally'
Such an envisioning ec hi®&}pwho dals fosaedecolonisatiomt s o f
of the mindand the chi&enging of hegemonic discourssough the production of content in

local languages.

The inclusion of African histories is essential di@colonisation, howevehow this should be

done remains debatable (Sect®b.3. Various participants drew on Africanisation as their
interpretation ofdecolonising education:'its means education about our cultures and
baclground belives' (P168P23FEN P034C32FZU simply said, 6 b1 a c k educat.i
P112MOOFSQook an extreme stance, suggestthg old people or sylibas must be throw out

firstd The word6é t h r o alludesuon domplete rejection of anything Western. Juxtampsin

this, POB4M22FVEsaid 6 i t meansa etdoochtdi be taimglyilgai n al |
multicultural T including Westerni approach.P089M27MSOarguesfor an Afrocentric
approachtoeducatiod | ear ni ng whats necesarryleamingut yol
something which does not affegtou in any otherway. Thi s remar k all udes
education to be relevant and contextual to the daily lives of the stuBeatging on Jansén
(2017:158)categorisations of decolonisation of education, outlined in Section guestiors

arise as tovhethera decolonised education meamnly learring abouto n e 6 scultorgy n
situaingonedés culture at the centre of ones | ear

learnng about all cultures and their entanglements
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P086M26FNSfurther argues that decolonisation of educatimeans hat a nation must
become indpendent with regards to the acquisition of knowledge skills, values, beliefs and
habits."This is a very powerful epistemological definition yet opens up many more questions.
What does it mean to be independent? With our higatidentities,d it possble to draw a

clear line between what is other and what is (®&fabha 1994)If taking Jansefs (2017:158)

stance thaknowledge creation is a highly entangled procésst possible to identangle
knowledge, skills, values, beliefs and habits that have been intertwined over centuries with
other civilisations to the extent that one can say it is inudg® of other inflences? Would

such a process in the long term be doing a justice or an injustice to knowledge as a whole?

6.6.2.3 Addressing Politicahind Geopolitical Injustices

These participants understood decolonisation of education as addressing palitical
geopolitical hjustices. These comments overlap with the previous two categories but place
emphasis on political freedom. Drawing onementbaseddefinition of decolonisatiorP264
described decolonisation :adt] o allow acolony to become independe B183P24FTO

similarly stated&o releas from status of a colany

Relating this to educationP192P23FTOstated @do grant freedom and idependence to
educatio®and P052131FZUstateddndependent education and free from coloniafisfis

was elaborad further byP096M26FNS~vho said Gt means that there is being set of changes

in the education department which has really brought a huge different compared to one that
was uterlized in the era of aparthédln this understanding, thehange in politial rule has
brought about decolonisation of education.

P082M26MNS however, stated that decolonisation is alibstt oppi ng t he cont.
past injustices in the education sector perpertuated by the oppressive governrhentact

that POB2M26MNSuses t he word oOcontinuation@stout | i1
injustices have not ended with the endapartheidand alludes that the current government
perpetuates the oppressidks Grosfoguel(2007:213)points out, justbeig | oc ad ed O
oppressed side of power 6 doe s subaltdern epigemit t t ha
| o c a;those whd were once oppressed can go on to oppress dthessas important as it

is to challenge geopolitical imbalances in power and knowledge produdt is equally

important to challenge internal injustices in society locally, such as the incident of the black
teachewhoo wi shed he wa saveuhteacheblack bathoamPi0H @18RZY. h
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6.7 Conclusion

This chapter sought to respondrésearchsub-question 2through investigating the impact

of colonialism,apartheidand coloniality on participanddives and educational experiences.
Throughout the chater, a recurring theme was material inequalities between historelity

and historicallyblack spaces. In historicalylack spaces, poauality infrastructure, lack of
adequate resources and undealified teachers remained problems. Racial disoation in

these spaces tend to be more Htitdxal or with other minority ethnic groups, ratithan with

white people. In historicallyvhite educational spaces that are now legally open to all, resources
and infrastructure are better, howetregy are pedominantly private or fepaying institutions

and these economic barriers impede access ést black students. When black students do

gain access to these spaces, they are sometimes made to feel inferior to whites, with incidences

of discrimination inthe classroom and broader school environment.

This chapter also highlighted noteworthy differes of opinions between (predominantly fion
university) participants and university studef8wartz et al. 2018)Vhile participants did not

usethe discourse of decolonisation as university studentgtibg raised crucial concerns of
injustices present in their daily lives and education systeatsatre often overlooked by the
broader decolonial movements in South AfriBmth groups raised the issue of historical
inequalities where they do not have sugport their white (and Indian) peers have in terms of
intergenerational wealth and universdgiucated relatives. Similarly, both groups mentioned
culturatepistemic injustices such as the lack of African heritage and culture in their education,
howeverthe participants were far more vocal about issues at the level of basic edWatbn.
emerge more strongly through participantsd voi
addressed before issues in tertiary education, as this is one ohjrebarriers to accessing

tertiary education in the first place. Regarding the race of edscataversity students were

far more vocal about lack of black academics, particularly in senior and deciaking
positions, and as producers of knowledgecdntrast, participants had various perspectives on

the matter as many did not lack black eatocs in their predominantlglack educational

spaces. In some cases, black educators had been perpetrators of injustice against them and in
other cases, partgants highlighted good experiences with white educators. Thus, participants

highlighted more dteria, beyond race, to determine the quality of their educators.

In the question on the importance of the race of the educator, the theme of pedagogy that

emerged was particularly insightful. These participants valued hawogdghearted, open

202



mindededwcators who engaged with them and sought to learn about their backgraimds.
these participants saw pedagogy as more important than the race of thereakiedthough
an educator of their race would bring familiarity, an inclusive pedagogy alsosatleeir
cultures and backgrounds to surface in the learning probeawing on this, cultural and
contextual relevance does not alwayeed to be broughhrough contentor the educators
backgroundbut canalso be brought in by the teacher in the facilda of learning.The

e d u c aabilityr t6 encouragecritical engagment with content and ensure marginalised
perspectives are included, is importantastentis not always able taccommodate foall
cultures Notably, only one participant mentiondar ability to critically engage with what she
is taught indicating alow awarenesdrom othersof critical thinking being part of the

educational expesnce.

Many of the issues that participants raised, such as being forced to learn in Afrikaans, or not
being allowed to express their cultural identity, are issues that were highly prevalent in times
of apartheidbut should have decreased significantly immedtiaséter apartheidended as
constitutional changes were madg. Despite changes in the national @cwum,3t®
particularlyin termsof language (Sectiof.4.2 and culture (Sectiof.4.3, discrimination
continues to occur in South African education systentwtier explicitly, subtly, or sub
conscously. Such discrimination cannot be resolved by textbook changes but need to be
tackled in mindsets and hearts, and in communities and homes. Furthermore;episteahic
injustices need to be addressed such Wastern cultures and epistemologiest thee

embedded irducation systems need to be examined to pursue systemic change.

Drawing onthequestion regarding thegnificance otherace of an educatar the educational
experience, the following chaptex | or es MOOC de s i gckgeoundshpand dent i

howthese may shape their open educational practices.

3181t was also un@ar at times as to which tinperiod participants were referring to when they raised these issues.

They could have been referring to past issues. However, given the ages of participants, majority of them would

have went to school after 1994.

319The NationalCurriculum for Grade R 12H ghl i ght s that it is based on pri
Active and critical thinkingo, 6Human rights, i nclu
i ndi genous Kk n (Dedatnkns ef Basig Edticatiors2619)

203



7 MOOC Designersinvestigating the impact of embodiment
on Open Educational Practices

7.1 Introduction

Whilst the previous two chaptefscused on the Potential MOOC Participants, this tdrap
changes focus to MOOC design&t$Lockley (2018:150)highlights that within the MOOC
sphere,only 1.7% and 1.1% of MOOC producers are black on Coursera and FutureLearn
respectively While these statistics, and others highlighted in Sestib8.3and2.4.2 have
shown the dominance of OER and MOOC production from certain demographics of people in
the Global North, there has been no @mogl research to show how lack epistemically
diverse MOOC designers impacts MOOC desigmsed on the findings from sesstructured
interviews with 35 MOOC designershis chapter highlights the importance of epistemic
diversity, plurality of thoughtand critical consciousness in MOQd&signersto broaden

conceptions and enactments of openness in MOOC:s.

Noting the dominance of OER, OEP and MOOC producers from Europe and North America,

as well as the demographics of these produ@esr r y 6 sobsévatiorff’8rjade over a

decade ago still holds true thatilst TechnologyE n hanc e d L e d&asnoncergratddT EL )

on moredetailed questions of learning and pedagogy, the question of knowiedgeeen

negl e0BHb@P ie its epistemologiesvhi ch t end t Dhe Gadesianoot e d
epistemological pictu@(2008:514) She argues that while TEL traditionally focuses on
pedagogi cal i ntegrat i ognanddfi a |6 q2D@BB@)awnhat iisv i t vy,
negl ected I s t he e pi s tembodi¢dadigtiibatedl andusitudtedr st a n
cognitior5(2008:508hat is central to knowledge dknowing. Drawing on this, this chapter

responds toesearch subquestion 3:

What is the impact of a MOOC desigéeembodied, distributed, situated cognition on their

understanding and enactment of openness in MOOCs?

This question is investigatethrough examining the relationship between MOOC designers
and their OEPs, questioning in what ways MOOC designers enact openness in their design,

based on their own reasoning of what openness me&arsschapter illustrates that MOOC

320 portions of this chapter have been submitted as a journal article to Distance Education. The article is in review.
2lWhi |l e Derryos argument focuses on t habovdtmpnachitealnce of
extend her argument and work to the importanaaufiplicity of human dimensions through epistemic plurality.
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designers create MOQQhatstrongly link to who they arevhat they value, and how they
understand the worldDrawing on these findings, | argue that the epistemological foundations
of MOOCs are strongly connected to those who produce the MOD emphasisgthe
crucial ned to taveepistemically divers1OOC designersMOOC designerfrom different
cultures, value systems, and epistemolatfies argue forthis, not just for the reason of
representatiomnd box tickingbut to prevent aigital epistemicidg¢Santos 2014322 defined

here as the systematic suppression of marginalised knowledges through digital means

Particular bodies of knowledge mentioned in the conceptual frameworks are key to this chapter,
namely:embodied cognition (SectioB.2.1),%2* embodiment and criticgiedagogy (Section
3.2.2,°%® and situated knowledges in decolonial thought and feminist standpoint theory
(Section3.5.2.22 This chapter takes the following structure. In Sec@id | show the strong
correlation betweeB8outh African (SAMOOCdesignes 6 i d,eandtheirtunderstanding

and enactment of opennes¥Vith particular focs onBlack and Minority Ethnic (BME)
MOOC designerd,show how epistemic diversittanbroaden our understandings of openness.
Section7.3stems of Sectioi.2 highlightingthe stark differencebetveen the responses from
MOOC designers in South Africa a@hmbridge USA, furtheremphasising the influence of
location milieu andsociotechnological contexten ondés understandingnd enactmenof

openness

| tread cautiously in this chapter to avbildnket causal statements that imply that if you have

a particular demographic background, you will have a particular view of openness. As | will
show in Sectiorv.2, someti mes, oneds privil etwdalp upbri
others. One can grow up marginalised and go on to marginalise others or help liberate others
from marginalisation. Similarly, one can grow up pgaged and go on to keep their privileges

to themselves or help others access the same privilegeGrasfoguel(2007) and Freire

(1970) point out, the oppressed are often taught to aspire to be like their oppreksss a

322 Recall the difference between divigysand epistemic diversity highlighted in Secti®s.3.1

323Gantog2014)c oi ned the term O6epistemicided and | build upc
324Embodied cognition describes that knowledge is formed by intatpmethroudp our sensorimotor capacities,

which are rooted in our biological embodiment and shaped our cultural histargla, Rosch, and Thqeon

1992)
325 Critical pedagogy presents a pedagogy that allows one to overcome ones preconceived notions and
di spositions, through reflexivity, gaining a critica

(Door 2014, Freire 1970)

%6pDecol oni al thought and feminist s (Harawhp1®8),randthé heor y
i mportance of the 01 ocbodyesoapes theaasscsexad, gender) spifinglisicy e 6 [ n ]
geographical, and racial hierarctéé&rosfoguel 2007:213)
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critical consciousness is needed for those on both sides of the coin, and those that
simultaneously straddled both sides of the ¢Bimabha 1994%’

7.2 Embodying Openness

The relationship between who the course designer is, and their view of openness, is evaluated
in this sectiort?® Through analysis of e interviews with the 27 South African MOOC
designers,dur nonexhaustivecategorieof analysisemergedwhich are prese¢ed inTable

7-1. These categorieat times, mterrelateoverlapand reinforcevith oneanotherand are thus

not mutually exclusive

Table7-1 Categories of identity

Personal Academic . . Political
Background Background Life Experiences Inclinations
ARace AHumanities Aperivileges Apolitical
AReligion ASocial Sciences Aardships Movements
ACulture Adard Sciences ARetc. Adeologies
AGender Anterdisciplinary Aworldviews
Alocation ATransdisciplinary Petc
Meritage Fetc.
Aramily
ARetc.
Source: Authords own

The first category relates to the MO@Ce s i gpersonad background in terms of their
gender, social clas race, religion, culture, customs and heritage, amongst other a3jhects.
second category refers to the professional background in terms of what discipline the MOOC
designercomes from and whether it falls under Hard Sciences, Social Sciences, Husnanitie
Interdisciplinary or Transdisciplinary Studies. The third relatgmtticular life experiences or
conditions that they might have had have, such as hardships or privilegehe fourth relates
to their political inclinations such as their ideolag@ involvement in liberation movements.
Drawing on the concept dacalemic identities in a similar evaluation, Ross et §2014:58)
usefiacademic discipline, institution, and personal and professional ealuésghlight how
complex identities of MOOGlesignes are bound up in the MOOC. Whilst Rodsaé
(2014:66)do take note ofinational imperatigs interactingvith teachers' personal values and

327 One could be marginalised in one sphere of life (e.gahes e ace) dui lse oppressive in another (e.g.
because onedéds gender or wealth). See Section 3.4. 1.
328 |t was interesting to note that different MOOC designers involved in the creation of the same MOOC would
have different understandings of what operante and howt was implemented in the MOOC. This emphasises

the role of embodiment in MOOC design.
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their own educationahistorie®, | place greater emphasis on influences from beyond

institutional boundaries to highlight how embodied cognition and broader environmental

contexts, such as lived experiegcandpolitical or geopoliticali nf | uence s,

mp a c |

teaching.This is particularly important in South African contexts where societal issues flow

into the institutional space and cannot be separated (as will be discussed in Chapter 8).

As this setion aimed to add more nuance donventional definitions of openness, outlier

examples of those who differ from the dominant were chosen to emphasise the connections.

7.2.1 Personal Background

The examples given bel ow e mph daesnissfeacehgenderone 6 s

location, parertitood

religion and culture, impacts

Table7-2 Opemessthroughbroadeningthe target audience

Personal Understanding/Enacting openness

Background

BME, 601 f vy o-andll amoke ofahosethe demographics within Afrieg
Female, you find out that fothe black African womarnt you find out that therg
Parent are a lot of uswho go back to schodl é And by the time you get

schoolyoudre married and have ¢
responsibility You are raised to realise thgour first responsibility is
towards growing your familyYour education, second, ho mattemat
you think about it.So, a lot of us already have families, you hay
system growing up, and when you get back to school to juggle it \
lot andI find that for the MOOC, it is an amazing tool for the wome
who has a home, who has a husband, whasha family to take care
off. @nenne)

For Nnenne KI09F3B)*?° in Table 7-2 opemessmeans to also cater for a student who is

Source: Aut hor 6s own

on

middle-aged, raising a family, and balancing various other responsibilities in life. Such a

The MOOC designerdés code is given with the first

embeds the type of MOOC designer, their gentteiy univesity code, and their race. The coding structure is

explained in Sectiod.7.1and a full list of the MOOC designer codes is given in Appendix A.
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description of a target audience mewasvay from thinking ®MOOC participars as young,
single, tecksavvy, independent tadens , almést always conceived a&/estern, white,

educated and malgMcMillan Cottom 2015:9)ToNnen n eabgetgroup customsand norms

such as family values amgndered roles (whether one agrees with them or not) are important

and need to be accommodated in the design of the course.

Table7-3 Opemessthrough respecting cultural practices

Personal Understanding/Enacting openness
Background
BME, 6l think because it is such a
visual . [ €é&] So, i iiantip SothuAfricad thirk
Female,
as welli You find that the woman who is married covers her hair,
Parent

for some of the segments | covered my hdiecause | had to portra
that | 6m married, women from
hair - so | did that in the MOC. Because then you reached out
another audience that felt, ya, she understands what she is an
doing this @nenne)

The quoteby Nnennen Table 7-3 accommodates for culture in twmiqueways. First, she
takes into account the role that the visual, the body, playskimgha MOOC accessibleShe

Sour ce: Aut hordéds own

recognises thatarticipants in her targgfroupmayp r ef er f or a womends hez

and sheaccommodatsfor thesecultural preferences madg her MOOCaccessible to more

types ofpeople. Secondly, as she is a marsemman of that culture, covering her hair gives

her respect and authority because she is respecting her traditional practices. Whilst the first

point would be applicable to any MOQdesigner, the second one is specifically relevant to

her, also emphasisirntgat in reality, there are different expectations from person to person.

This example shows the significance of the bodily aspects and appearance of the MOOC

designer ,

inclusive, but we see here the pivotal role it can paypphasising the considerations Nnenne
makes based on her embodied cognititarelaet al.(1992:149highlight that&he structures

of our biological embodimebaredived and experienced within a domain of consensual action

and cultural history

in |line with embodi ment. Oneods
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Table7-4 Opemessasovercomingstereotypes

Personal Understanding/Enacting openness

Background

BME, 0 S oqbviouisly grew up in the days of aparthelidiertainly didn't
think of myself as a scientist, want ed to be a ¢

Female

| think many people are in a similar situation to me, that it never crg
t hei r (Ranjenidd s 0

6éein fact, i n South Af r i anlg blackg
woman scientist hat i s Ass dRanen) e Pr of
ol al s o mteodgeeffod to Wntervigw local scientist$. € |

different range of people from different parts of the ¢ounfgRangeni)

61 thought vmakigg suard tleese were/ wormdn,omakir
sure there were black people, young pegpieu know just so you kng
itdéds not | ust tymocalistergotypb®weessdciate w
scientists there are differenpeople and everyone is doing interest
work and people can bietiredand they can still be doing research a
then there are people that are at theight of their careerand then

there people who arest starting out @&anjeni)

R a n j s@HOBF3B) initial limited vision of what she could be professionally, showhahle
7-4, emphasises how her race and gendeaatgul what she envisioned as a possible fdtfre.

Having broken the glasseiling herself, shaims tomotivak others through expanding their

SourceAut howm 6 s

visions of what they could achieve. As she faced various limitations in her journey, her idea of

opennessistorbeak cognitive barriers that oduwmdel
Thus, she places an emphasis on including the voidg@slBfgroupswomen, young and old,

early career researchers and wetiowned professors as a way of showing how all these

different bodies are capable of being scientists.

330 Her limited visionof what she could pursue professionally resonatéls some of the PMPs comments in

op

Section6.3.1where subjects like maths and science were deemed too difficult black child and teaching and nursing
was instead encouraged (for females).
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The quotes in Tableg2, 7-3, and /4 showtham s pect s of t hose MOOC dc¢
that are or were stigmatised, inferiorised oppressed, strongly shaped what openness meant

to them. Byfurtherexample, almost all women interviewed in this study mentioned the need

to ensure that women access the course, whereas no male interviewee was particularly
concerned with gendered access. This correlates witidalible visioddiscussed in Femist

Standpoint Theoryhich highlightsthat marginalised groups are socially situated such that
theyare more aware of inequalities and assumptions than those that anargnalised, and

this can actually give them an epistemic advantg8ewell 2019) These broader
understandings of opennebsmt stem fromBME MOOC designersare often overlooked or

unacknowledged in existing enunciatiofi©penness in literature.

The examples above are not meant to imply that only a black woman would be able to
understand and implement openness in this way, but rather thahtmne intuitively come to

these conclusions based on their lived experiencemaen of colou{Bowell 2019) This is

embodied knowledge. It would take more critical reflexivity from a white male person, for
example, to be able to have these reflections and ideas. Such an example ofahiarseléss

is Anthony(MI16M2W), who is discussed in Secti@3. Similarly, a black woman may not

as easily understand problems out of her context and activelyombssan from it, rather than
assert her view onto ot h(&cDswell 1886426)maysnotbes e c o n d
to anotherbut it can be learnt.

7.2.2 AcademicBackground

In each of the following examplea Table 7-5, we seehow MOOC designesd academic
backgroundimpact the implementatioof and approach to MOOC, beyond just the content of
the MOOC.
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Table7-5 Opemessin terms ofacademidackground

Computer Science

Academic Understanding/Enacting of Openness
Background
Mathematics, 0 | t GP&[General PublicLicense] | t 6 s me gubtic

licence is creative commong@rancois)

Anthropology,
History, Development
Studies

f ew cacbcreatéd
di
interactive, some of them are, but the majority of them were
like, the wonder f@-rna)MI T

6l et me say, very

by anybody in the South é ] itdés uni r e

her eds

Philosophy, Educatior

0 Wh awanted to ascertairirom other students is whether it
possible for them tlearn autonomouslyf é ] whet her
to establish a forum for learning wherebtudents can articulate
their voices.One would say, where Isyudents come to speeci

wherestudents speak their minds@hmed)

Academic Support,

6So, we all work i n ac adngprove

Medicine

Humanities, access for those who are disadvantagec ] So t he

Linguistics based very much on that in that we deal with issues of identit
i n a broad sense. So, cont et
language, of culture, identity ictor)

Health Scénces, 61l dm really interested 1in

marginalized people because of my backgroumdrial health and

this whole sort of research and career in access to health sery

rat her than educdDaiddn ser vi
Source: Aut hor ds own
In these examples,its s hown that MOOC designer sbo

shaped by the philosophical underpinnings of their disciplines. FrandtisN13W) comes

under

from a computer science and mathematics department and while he holds very strong opinions

on socal justice (see Table 7-8), his definition of openness comes dow opersource
licensing. Anna (MSO1F2W), on the other hand, has @academidackground in History,
Development Studies and Anthropology, and views MOOCs througioligcal imbalances.

For her, openness needs to be dialogical and include collabartionvs.
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Ahmed MI10M4B), whase academic backgroundnsPhilosophy and Education, takes a very
philosophical approach to the purpose of the MOOC. In another péit ofterview, he
emphasised hiBreirean(1970)philosophicalapproach to MOOE. For him, theMOOC was

as an experiment on salfrected learning and how one might create a spacgittes students

the ability to express themselves.

The understanding of openness Wictor (MI13M3B) was impactedby his academic
background inHumanities and Linguiis, and his job in academic support. As his job
involved administering scholarshid§ those who aréinancially disadvantaged came to the
fore in his idea of the target market for MOOCs. Additionally, his understanding of openness
is informed by his digpline, dealing with issues of language, culture and identity. As a last
example,David MI11M3W), a doctor working on rural health, looked to open education as

addressing needs of marginalised and rural people, shaping themeaagdtesudience

Thesefive examples are the most explicit correlations betweeme MOOC desi gn
professioror discipline and th& understanding of openneasid represent similaorrelatiors

throughout all the interviewd. hi s f i n d i acaglemic todckgtounibtemrelades with

ongs view of the world, and in particular @erdusiderstandings of openness, is critical to
highlight. This has implications for MOOC design teams that comprise of pgopl@similar
professional backgrounéhr exanple, technological backgunds as lack of input from other
disciplines can lead to limited understandings of opennésselwho work across disciplines,

such as Anna and Victdnad more transdisciplinary understandings of openness, allowing for

a mult-lensed approach.

Anna, who critiqued the geopolitical imbalances in MOOC production, is an example of how

a critical consciousness can be gaiffagire 1970)Although she is a white female from South
Africa (that is, privileged in some ways), her studies on inequalities in South Africa and
geopolitical influences allowed her to view the world order thrcadyitional critical lenss.

She has additionally put her critical consciousness to action, whereby she created spaces for

groundup, studented online coursefrom black students to be made.

7.2.3 Life Experiences

The following two examplem Table7-6 andTable7-7 show how certain life experiences
impact ones understanding of what it means to be open.

331 This was alluded to in his interview dueonfirmed upon checking his job description on his staff page.
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Table7-6 Opemessin terms of life experiencésdisability

Life Experience

Understanding/Enacting of Openness

(in addition to a -career
Disability Studies)

Raised a child with a disabilit

O0[ Wl e obviousl y ldige degreeowa
accessibility to people with disabilities] think
specifically withvisual impairmenta lot but also peopl¢
with hearing impairmentso we have been through
uhm.. one of my colleagues, he has developed a
skills in online accessibilityfor people with visua
i mp ai rGaelmd) 6

0 [ Ifaptnl was thinking a lot gbarents actually at the
beginning,| was thinking mainly abouygarents so that
they can begin to understand what the potential is|
their children and they can also talk to teachers akb

how their child can go to schoohd also for teachers g

that they c@&aolnender stan

Whilst already involvedh the disciplingC a r o | MI@7E3Vsintefest inDisability Studies,
particularlyintellectual disabilities, increased when she gave birth to a child with diest3ift

Her personal life experience as a mother of a child wehkdiities impacts her research in
which she gives specific focus to parenting children with disabilities.\Was also evident in

the way she created the MOOC, where the inclusion of parents was crucial to her from

inception

As shown inTable7-7, Craig MI107F3W) is someor who reflexively discusses the privileges

he has been bestowed in life, as well as the unethical means through which his family gained
wealth and land. In his personal life, he has attempted to redistribdtléhe workers on his

farms and resurfadés history332 Even in this process, he constantly reflected and revised his
methods of engagement and negotiation with the workers, recognising the power imbalances.
This ability to be reflexiveto acknowledge® n e 6 s

Source: Aut hords own

strongly evident in the interview with him, as well as in his reflections of the MOOC

332This wasascertained through reading a biography of her. To protect her identity, the reference is not added but

can be shown upon request.

333 There are numerous articles online in whicrspeaks about his privilege and redistributing wealth, however,

they are noteferenced here to protect his identity.
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Table7-7 Opemessin terms of life experiencegprivilege

Life Experience

Understanding/Enacting of Openness

White male, born into family who owns
wine farm, but has made efforts
redistribute land back to the workers.

Hi farm v

San people, who are partly the ancestor

s familyods

his workers. Heis very interested if

6l was speaking, f

one where | spoke about my fartie one
ch
ideal opportunity to make sutkat not only

That

wh i you mentione

one voicei s heard.
reasonswhy you want multiple voices
(Craig)

resurfacing the history of the land a
including lost voices, languages and histo

from these lands.

r e c peoptksmbaking3taog
languagesso made online dictionaries of &
t he a n d re this #ihg
that | started with the MOOC with can

0They

wor ds

f r o(Qraig)

0The
about [in the MOOC], there was only tw

s athlat language | wasstalking

people in the worldvho still spoke it and thg

woman who | quoted

died by thetime | made that introductor
t hi (€rnig)d

Souc e :

Aut hor déds own

This example shows that while your heritage éwatial locatiodinfluences the type of life

opportunities you are given, reflexivity, positionality and a critical consciousness allows one

to overcome oras ingrained biases and learn framltiple Gepistenic locatiorjs|6(Grosfoguel

2007:213) Following the example of Craigp tstep out of this automaticityour ingrained

thoughts, preconceived notions, actions and reactidiedogue with those different from us

IS necessary to séleings from otheperspectivegDoor 2014; Freire 1970)

7.2.4 ldeological andPolitical Influences

The following quots in Table7-8 show howideological influences angbolitical inclinations

impactonds understanding of openness.

214



Table7-8 Opemessin terms of political inclinations

Political Background

Understanding/Enacting of openness

6Becaus e, weavere all trained
as Marxists we trained in the 1980s ¢

political economists and you cannot be

6And
really worrying because students mixed

deaontextualization of thingsvere

terminology and people from, say, the 150

Mar xi st 1 f y o @Anmh)o 1 and talked about their actions as if it happen
l i ke, tenfAnnaAgar s ago.
ol come from a m|oln terms of soocidal

obviausly leftwing thought | am always supplying online courses could remote

have a problem with the ANC idea | replace the inequalities we have in the schc

colonialism vs special kind in Sou system in South AfricaWe still have
Af r i(Rramcoid) Apartheidd(Francois)
60So, youdd know n|{60Ok, so while your i

we had thd~ees Must Fall of it which is access and who can access it,

[ €]
of demands was submitted to managem
[ é] The I
decolonising the academic spads its

ent i fLeyisoy . O

can they access it, which is undersiable

ast 0 n| given that that's your area but for rhefore we

talk access, we need to talk about disturbar]

and resistancef the status quo@oyiso)

Source: Autbr 6 s own

Anna comes from a Marxist background, and is particularly focused on histodmow
history is written. For her, the current woddder has overwritten political alternatives and
political histories, such that alternatives are impossible bofat Thus, for hegpen education
meansa thorough revival of thesenarginalisedknowledgs, beyond surface level and
anecdotal understandings. She particularly makes this conwoanérningthe decolonial
movements happening at universities in Southcafrivhere studentdo not haven-depth
knowledge of the history of previous movementeswn from their successes and failures. She
feels that equipping them with this knowledge for liberation is the best form of empowerment.

Francoishighlights that hes of leftwing thought, although critical of the current government.
He feels thaaparheidlike inequality still existsFor him, structural change a government

level is crucial to address inequalities, aodline solutions such as MOOCs are just
ameliorative As will be discussed in Section38L, Francois raises concern for MOOCs

increasing inequalityThus, his political views shed light tis earlierstatement that openness

215



is just a@ublic licensé@ Resultantly, in terms of openness in his MOMe has not given
much consideration for MOOGss a tool for emancipation ae thinks hatsystemic change
needs to happen as#uctural leveln the systeminterestinglyh e uses t he word 6
which shows how the South African political coxttewhich is between left and more left,

shapes his view?*

Loyiso (MI20M2B) is one of tle few students involved with MOOC design and has played an
active role in the #FeesMustFall student protests for free, decolonised education. His views on
openness arshaped by the movement, where he emphasises the problem of structural
inequalities. Fohim, before MOOCSs can address issues of access, power imbalances first need
to be addressed. He thus aims to disrupt the settled systems to which MOOCSs are bmught int

challenging them at their foundations.

The influence of the social and political spher on onedés worl dview, as
Francois and Loyiso, is described Jnphnsor(1987:14)

O6r'hese embodied patterns do not remain private or peculiar to the person who
experiences them.  community helps us interpret and codify many of our felt
patterns. They become shared cultural modes of experience and help to determine the

nature of our meaningfucoherent understanding of our "world"

Thus, our social and politicabntexts, as well as the history of our social and political contexts,
impact the way we think, interpret, and in this case, enact openness.

7.3 Differences between South Afrieead CambdgeInterview Sets

The previous section showed how SA MO@«3igner8background and experiences shape

their understanding and enactment of openness. This section focuses on highlighting the
differencesbetweerthe intervievee responsefsom South Afrian MOOC centresind from
Cambridge USAMOOC centres®

As the differene in location is emphasised in this section, a reminder of the composition of

the interviewee sets is useful and can be seen in Setfioh It is importait to note

3¥South African politics does not fit neatly into 01 ef
ruling rightwing Nafonal Party at the time, the preselaty leading posfpartheid parties areentre (e.qg.

Democratic Alliance with 20.77% of parliament seats), celeftge.g. African National Congress with 57.5% of

parliament seats) or faeft (e.g. Economic Freedomdfiters with 10.79% of parliament seats) par{e®IG

2019)

335 The Cambridge centres refer to Cambridge Massachusditis iWSA. Not to be confused with Cambridge in

the UK.
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methodological considerations before proceedamsthis affects what conclusions can and
candét be made. I n Sout h Af r idesignersig the countryf he s
approximately 6% of the MOOdnstructorswithin the country (atite time offieldwork) were
interviewed covering all major sites of MOOC productidn addition, MOOGQlJesigners used

a variety of MOOC platforms, which added to the breadthes$pectivesin comparison, the
eightUS interviews were dongpportunisticaly in one dty, and at two elite universities within

that city, thus theywre not representative MOOC production across the USecondly, both
Cambridgeuniversities only use thedX MOOC platform, known for its lecturarentric
pedagogy**¢and this may &ave limited the diversity gferspectivesn MOOC designBearing

this in mind, these twelite universities collectively produce more MOOCs than the whole of
South Africa and are looked up to from around the world as exesgdl online edegation

models, thus their impact and reach is stronihe Cambridgeinterviews were mainly
conducted with managers, instructional designers, and project leads and thus broadly represent
the institutional culture and ethos of the MOOC centres, which rHariist herd\oting these

crucial differences, this section highlights the differences in understanding and emwécting

openness between those interviewe8outh Africa andCambridge USA.

7.3.1 Distinctive Characteristis of South African MOOC Designers

Thequotesn Table7-9 andTable 7-10 werechosen as they highlighted some of tHéedences
between those interviewed in South Africa and those interview€dnmbridge USA.

336 This is discussed in Secti®2.3
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Table7-9 Distinctivecharacteristis of South African MOO@esigners

Attribut e

Understanding/Enacting Openness

Positionality

0 Sbecause | am a white man, | am aware of the limitations that con
with. In other words, | can never fully understand the black experig
particularly of pain, of marginalisation, of all of that, because obviol
the white experience i s comple

discussion on LGBTQIA+ rights, antwhat it means to be gag H
brought such interesting ideas to the table that it literally deepene

understanding of what t Hethanygy

6l't needs to be a diversity of
personcouldb&vhi t e but itds &Squti tPes}
not just the text and the sour
it needs to be embeddedn an African histor
(Anna)

Reflexivity

60l 6ve seen its potential and i
differently in that wayl. would be much more mindfubf the fact that herg
| have an opportunity to speak teetiwvorld and that that there are thing

you can build (Craiggo your messag

61 me a nitisa prockss, ®ree is learning all the timehm but | think
that we havd | think we begin with acknowledgement that this carn
difficult for people taaccess, what can we do to make it easier,veadre

definitel(@rome)t t hered

Financial
Stability and

Vision

O0[ W e made an applicati on asked fot
money to develop 12 MOOG@sd this was aligned with a move to perh:
offer more courses onlin&o, exploring onlinét hat 6 s h o\
start @gvdtthew) f . 6

6[ Ol ne of the reasons peopl e

philosophical, ideological positiorthat they want to go with a platfor
that is opersource. That is one distinguishing feature of edXhsy
openly licence their software so ideologicaly i t ore platform that
isndét a kind of equity . @sshgph)i v

0So, when people want to do or

them.We do more public good kind of course@/onique)
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Cocreationof |6 So it wa s n professoutsathesaamddhe students ksten,
Knowledge the professor liggns and reteaches and relearnSo, in that way ou
learning, | think that learning should be looked at differently. Learr
cannot be a unidirectional processfrom a dominant person to th
dominated, or from the oppressor to the oppressed but learsitigei

A

process o ftAhmed)t ual i ty. 0

0The intended out c tongetspeomef careating
knowledge é A n dconmstiouslyateuctured that wago the questions
the discussions and activities were aimed at that. Aimed at people {
this is what | think of this concept. This is what | am doing related td
discussion. This are some examples that | would like to direct yoéq

wantedpep | e t o(Nnheenk)l us. 0

Source: Aut hordéds own

The quotes above represent themes that were present throughout the interviews with South
African MOOC designers3’ Whilst many of the designers had very diéfiet ideas of how to
enact opennessipost SA MOOC designers, like Anthony and Anna, waesciousof the

point of view they were speaking from whether gendered, racially, socially, or geographically.
It is argued here that in the wake of student decolbarsg@rotests and a revived national
conversation on inequality in higher education, it becoraed &s an academic to be unaware
of oneods .FPdnsicanibe umdersiodd yhrougimbodied cognition, whereby the
environment and social structure ardume, influences the way one understands the world
Acknowledging that you are shaped by yowsitionality, is the first step to overcoming
inherent biass as it allows for a critical awareness that other worldviews exist simultaneously
(Freire 1970)

Another quality that was strongly presentthe SA MOOC designers, such as Craig and
Camwline, wa the réexive natureand humility in their efforts to strive for openness. They

were very conscious of the shortfalls in their MOOKIghlighting challenges they faced and

aspects t hafTheydwerd md tafraigv tboralmiheseand lookedto iterative

improvements. Rather thamnying to appear to have all the solutions, they wergically

337This is not to say that all SA MOOC designers were ex#utiysame ithese characteristics and outlooks, but

that these characteristics tended to be the norm and the ethos of the environment.

338t is worth mentioning that sometimes this acknowledgement can be superficial, and | would not have been
able to knowthrough inteviews whether acknowledgements of positionality were rehearsed or genuine.
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reflecting onunderstanding the problems at hand. Regarding access, it was not seen as enough
to have the tools or facilitiga place to allow for aass but looked dhe outcomes in terms

of who was accessing the MOOCs. This is in juxtaposition tcCdrabridgeMOOC teams

who tend to emphasise and showcase all the toolsatlkeeyorking orfor accessibility and the
outreach projects being undertaké@ee Sectiory.3.2. While the South African MOOC
designers were probably making more effort than tBambridgecounterparts tanake the
MOOCs accessibleo marginaised groupsthey were more criticand reflectivethat they

were still not dong enough.

Regarding the financial strategy of the SA MOOC centres, funding was little and uncertain.
Matt hewds university was t he mosdtheyflkeotheunat e
SA MOOC centres at the time of interviews, were very unstinghether the funding and
projects would continu&® There was no mention of MOOC designers being paid to make the
courses; they were motivated to share their research witteddr audience. The purpose for
investing in MOOCs at this early stage was alsoy exploratory and flexible, largely left to

the topics that faculty proposed than a strategic vision. In terms of the vision of MOOCSs, both
Mishgah MSO05F3B and Monique MSO03F1W expressed rationales for MOOCs based on

them being for a public good. &e was no particular interest to make money out of the
MOOCs34

In terms of pedagogy, South African MOGQd#esigners either intentionally designed their
courses to be interaeg, such as Ahmed and Nnenwoe highlighted it as one of the shortfalls
within their coursé?! What was highlighted in the interviews, was that those that spoke of
co-creation of knowledge, maa®nsciousfforts in the design of the MOOC for it to be this
way 342 In these casesapticipation was not left tanguided, supplementary uskdiscussion
boards but built in aa stepof the course. MOOCs that emphasised participationcand
creation of knowledgtended to be the ones on FutureLearn, as the platform emphasises a more
studentcentred approactMOOC designers that highlightectlaof interactivity as a shortfall,

pointed to platform limitations, particularly on Coursera, edX (and Blackb&&rd).

339 Upon reviewing the rapid growth of MOOCs in SA since the interviews in 2017, it appears that more funding
has been granted.
340The various institutional rationalesrfimvestmentn MOOCs in SA will be expanded in detail in Sectig.1

3¥l0ne exception here is Francois who expl aingivehis sta
Even he, however, wanted to learn more athmuv it could be made to be more interactive. This is discussed in
Section8.2.3

342This is discussed in detail Bection8.2.3
MThese platform differences, &balaesthSectivB MOOC designer s
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7.3.2 Distinctive Characteristics d@ambridgeMOOC Designers
Table 7-10 highlights some of the distitige characteristics of the Cambridge MOOC

designers.

Table 7-10 Distinctivecharacteristics oCambridgeMOOC designers

Attribute Understanding/Enacting Openness

Positionality 6So, we ostensibly started t
materials. Others had done it, not necessarily at the scale and, gd
bad for them, not withwithout-the namesaying that this top university
has decided that we going to share albaf course materials. And the
hey, we then going to take th

(Calvin)
Philanthropic 0And one of the Dbiggest u s whe

dissemination of | wanted tosee what we were teachingnd how we were teachin
knowledge tt Thereds a part of [our] miss
s e r i o understandiag the opportunity and the privilegbat we
have of being herto share what we knowwWe not saying you have
do this exactly the wawye do it. We saying, this is what we know
we're willing to engage with you to talk about how you might
something similar but t KHGalin)i s

Financial stability| 'Up to now, they [MOOC instructors] have lete en pai d

and vision now we trying to um change that in a pretty dramatic way tpayrthe
faculty memberin partnership with the school so | think the ideg
maybe [the MOOC centre] will contribute some, and maybe the s
will contribute some, buthe courses we will make wherever poss
will be a littlemore strategically aligned with what the school watas

do with regard to offering online coursedradley)

0There are 3 main sources: Th
the university. A share of whatever tpeneral endowmenfrom might
be. And then we also get some revenue frorsaleeof edX certificates

we also get some donations through philaogly from [redacted]

through fundraisingeéeln terms

221



pillar in our strategy there is a partnership with GetSmarter. We
make a subset of courses with Getsmarter that have mass market :
Hopefully make some moneprh that to support the wide variety
MOOC cour ses, because the Gel
(Bradley)

Technaocentric
Pedagogical
Solutions

0 So [ o uto provideaacckss to kigh quality contefatr learners
around the wor | dnolréam iSfiost olvalbeovide
data analytics.What assessment, what videos should be revisec
What are the patterns for the users from different backgrounds, diff
motivations in terms of watching videos, doing the proble

assess(@amielt s. 6

oOwe have s om@%bfithe lgarnkers dcteallyscOming fro
outside the US. One of  wsupmort fort
English second language learner§o, what we are trying to do is
provide accommodations for English language learners and diff¢
learners in general. So, one direction for us, for example, is to beg
just being able to download transcripts and certain courses
languages othethan English is tgrovide some accommodations fi

assessments@aniel)

OWe do s ome aapiivd assessmenisow topearsonalisi
the assessment, not just in language but also general to make su
learners will be able to provide evidenc on t heir | e
we create the adaptive engiaear
sense at every point about the learneWhat skills, what knowledd

t hey have al r(Baniely master edéd

'It is a pseudonomousliscussion boardSo every time somebody g¢
to a particular page they &
they only keep for that di sc
allowing peoplets ay what 6s on t htehiart mg
to be connected to them as a person and that allows the discussio

a |ittle more about whévikelyou'

Source: Aut hor 6s own
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Calvin MS07M6U) positions his university dee leaders . & .t @p uandtraitblazers t y 0
in open content. These statements are not untrue as Harvard arateéibrld-renowned
universities and we pioneers in making content and courses open. The problem lies in the
underlying tones of superiority evidenttime statement¥* They lack a reflexive and critical

lens to analyse their positionality.

Thetopdown,6 we know best o6 attitude is present in
coursewareThis type of thinking emphasises a unidirectional transffénowledge, wikther

it is to students or teachef®here is no interest ilearning fromsolutions in other contexts or
creating opportunitiesfor these contexts to learn from each othiee. bidirectional of
multidirectional knowledge exchang€&he terminology of adaptation is still used, whereby
content and concepts in thigest can simply be tweaked and adapted to local context, as
opposed to looking at grouagh solutions that originate from that conté®tMa md ani 0 s
(1997:2)words become apt here in highlighting the difference between knowledge custodians

and knowledge seekers:

0At which point does the claim to pursue
What happens wheknowledge seekers iu around and claim to be custodians of
knowledge? Knowledge seeking is a profoundly humble and a profoundly subversive
activity. | t 6 s -fashianyigtbotmtige agossion of,ignoBance in setf e s
and the questioning ofuth. Knowledge custly, on the other hand, is more a self

appointed priestly affair, both arrogant and conservative

The third category deals with the financial strategy of the MOOC centres. Bradley
(MS08M5W) outlined the various sources in which thatee received finanal support where

there was no worry or concern of whether there would be funding for another MOOC. This
point highlights the ease in which elite universities can explore innovative ideas, showcase
their research and strengthen thearat name in compans to less affluent universities. The
revenue model *pdid cGesesIunding MO development and MOOC
designerso6 remuner ati on 3 Ualkestle SA MOQCi cdngreés, gr e a

344 acknowledge here that this is my interpretation and that others may disagree with this.

345 This can also be linked to Sectié.1in terms of how PMPs formed perceptsothat digital technology is
inherently Western.

346 Interestingly, GetSmarter is a South African company. They have a partnership with the University of Cape
Town (UCT) but there was nadication in the UCT interviews that any of the revenue from thosesesdeed

into funding MOOC:s in the way that the Cambridge MOOC centre revenue model works.

347 As Harvard and MIT founded edX and founded it on strong ideological principles of opéontised by
Mishqgah), this shift to paid courses is interesting t@not
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which were still in a precariguand exploratory phasthe Cambridge MOOC centres are
moving towards a much more strategic, lgagn vision of MOOCs both revenue and content
wise. While the MOOCs are becoming more established, this also brings in bureaucracy and
reduces the flexiblespontaneous, sometimssbversive, nature of the MOOES,

The fourth categoryhighlighted isthe ways in which the Cambridge interviewees seek to
improve access and interactivity. Interviewees like Mi&10M5W) acknowledgehat'the

biggest weakness efiX right now, its lackf interaction with other peoplend respond to

these pedagogical limitations with various technological solutionthe hope that these
problems can be addressed in a scalable and automated way that is not human capital intensive
With the resources drexpertise, the two Cambridge centres can design tools and features to
enhance learning experiences beyond what the base edX platforms offer. As outlined by Daniel
(MS09M5U) and Mike, some of their latest research projects incledenér support for
secad-language English speakerggeating algorithms for personalisézhrning pathsand
personalised assessment pattusd software tools for incredag interactivity. Mike and

Bradley also highlighted another tool which algorithmigakchanges viewpoindtionales
pseudonymously between participants who do not share the same stances in order to foster
critical engagement. While their technological approaches to improving access and
interactivity are very promising, caution needs ® thken with using biglata to inform
learning desigii*® given that the learning patterns being analysed do not include marginalised
learners from resouresonstrained areas with different cultures and epistemic viewpoints e.g.
groups such as the PotentllOOC Participants{f Buo |l a mwi ni and Gebru
2016)%%° | am not promoting an artéchnology stance, but flagging concerns thigtdata

learning analyticsieed to beundetakenwith great caution and teeration.In contrast, SA

MOOC designeré attemps to improve accesand inclusivity were more humarentric and
personable. Nnenne, Ranjeni and Caralng8ection7.2.1and7.2.3 intentionally faused on
including voices of the youth, disabled, racademic, and black and minority ethnic groups

More examples of their inclusive practices will be highlighted in Chapter 8.

348 The trajectory of SA MOOC centres, once they become more established, is unknown, and they may follow in

the same suit.

349 Daniel also raised the importance of working in line with data ethics standafda:d of cour se every
linewiththe Bwh ch we have here on data s ¢élomever theystarglardsdfel i ne s
data privacy laws themselves are not always rigorous or up to date with technological developments.

3%0 06 Ne @013 0 o k Weaponstof Math Destruction: How Big Data Increases Inequality and Threatens
Democracg outl ines various examples of failures of wusing
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One might argue that the sample set of interviewthénCambridggOOC centes was too
small to make conclusive statements about their ideologieteahdacentricunderstanding

of opennesdndeed, there are most certainly outlier academics and Md@&igners who will

go against the grain from within the university. What | diendéng to in this section is not the
ethos of individuaf$! but theoverall ethos and appach of theeMOOC centresand their
respective institute§ o supporiny argumenta brief review of theesearch papers from these
departmentss used to outline i type of thinking adopted in the institutiéi?.For Harvard,

main researchelating to MOOCs is conducted from the Office of the Vice Provost for
Advances in Learning (VPAL). Research papers from VPAL focus on adaptive learning,
adaptive assessment, creatiof tools, civic education, content reuse, dropout rates, and
understanding users thugh analysis of data, amongst other topté8y contrast, the research
conducted on MOOCs by the Centre for Innovation in Learning and Teaching (CILT) at the

Universityof Cape Town Sout h Africads bi gigentgdydife@aC cent

Papers focus on technological innovation in resotroastrained contexts, social justice,
inequality and online education, OER in the Global South, decision making Eecessl
lecturer viewpoints in OER*

The point here is not that one line of reseascimore important than the other, but that they
are addressing different neaslsich appear to bshaped by thenilieu they are i{Cornbleth
1990)3%° Cambridg, being the affluent tech hub that it is, may shape the temdmtac
thinking of its faculty. South Africa, with high educational inequality being a national
conversatin, may prompt faculty to think about social justice and inequdith groupsare
shaped byheir immediate context surrounding theéoat adaptions to South African conditions
appears regionalwhereas designing fa€ambridgeconditionsseems neutral ahglobal

351 As a reflexive pint, | am a researcher at the University of Cambridge i.e. an elite university, yet | do not
support all the ideals and values of the university. In fact, in many ways, | push back against some of these ideals.
Thus, | am focusing on the goals, visionsd &hos of the centre itself. Of course, the centres are likely to attract
staff which share their visions and ethos.

352 A thorough systematic review of the research from these two centres would be a chapter in itself, thus only the
tittes and abstracts {werepossible) of the papers were reviewed.

353 A list of these papers can be found on the VPAL wellsitps://vpal.harvard.edu/researde VPAL website

s t a tVeAL:Reséarcltombines expertise in datxisnce, data engineering, software development, and
education research to produce analytics and tools that help to transform the entire teaching and learning life cycle.
showing a broadly techrcentric approach to learning.

354 A list of these papers carelfound on the CILT websiteattp://www.cilt.uct.ac.za/cilt/researcifhe CILT

we b s i t eRecert @seadch includles various aspects of open education suthyas academi ¢cs do
create OER9articipant engagement in Massive Openi@nlCourses (MOOCsgaspects of bag an academic
includingpacademi ¢cs 6 e x p e randetheteachingexperidnce ofivehitetadademiessat UGS well

as therole of social justice in higher education Sh owi ng a -cbntred approach tdleamiag

355 Cornbleth(1990) highlights the impact of contextual factors, such as structural and-caltimal processes,

on curriculum design. This is extended here to MOOC design.
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However, both research groups are simultaneously locally specific and tjobelevant.
CambridgeMOOC designers coultbenefit fromthe humancentredsocial justiceapproaches
to make their MOOCs more accessible to diverse groups from withinShend outside of it.
Similarly, South African MOOGlesignersouldbenefit from the tools and algorithms to make

theirMOOCs more personalised.

As SA MOOC centres do not have the betdgnd expertise to develop such tools and features,
harnessing of theechnical expertise of the Cambridge teams would be beneBo#il.groups

and approacheare essential to the p@n EducationMovementas both the technological
innovations and sociglstice concernscan work together to address inequality in access,
inclusion, and cgroduction of knowledge.

What was interesting to note terms of embodimenwas the standardisation of viewpoint

among theCambridgedesigners, despite their visible dinge ethnic backgrounds, albeit from

a global academic elite. Unlikea South African MOOGesigners, there was no mention of
race, cl ass, privilege or inequality. From t
race, gender, nationalitgtc are not universalas an advantage or disadvantage, but rather
context spaific. It also impacts ones embodied cognition to varied extents depending on the
context. For example, how oneds race i s View
another baed on that countryos 3% Howeverainiben of
6modern/ col oni al c aspyi st {&aosiféguel/ 2p0&:2177)i atrhceh ad ¢ ow oorn
matrix of power 6 t ends(Midnao 200v:I55)dHlisevashevidemta r ¢ hy
t hr ough (ROA&1U6A)fiadnGsson the low contributions by black MOOC designers

(See Sectiofd.l).

This finding of homogeneityn-diversity might seem to contradict the main point being made

in the chapter- that diversity of MOOCdesigners is important for plurality in content,
pedagogy and epistemologif those that appear diverse still have a standardised, in this case
technecent r i c , vi ewpoint . Gr os f o g u stiktiorsbetye2rd 0 7 , p
Oepistemic | ocationd and O0social I ocationd b
of the MOOCdesigners is diverse ethnically/racially, they are allrooted s i mi | ar &éepi

| ocati onsod. It i s ant Qambridgecéneic secortd mature of thee d o n

356 The USA, however, is quite racialised in a similar way to Sottle# and so the lack of mentioffi this in
the interviews was particularly surprising. One explanation given is that the small interview set was done in an
affluent, academic region where people are likely to have similar mindsets.
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institutionalenvironment they are in tends to overpower the epistéiversity that could have

been brought in through their diverse backgrounds

What can also be drawn f r omtthelsouth AflscancMOO© n i s
designers have, being able to see the marginatiseidleged, oppressedppressor, local

global divisions that shape tl@pen EducationMovement.This double vsion can actually

give them an epistemic advanta@gdowell 2019) This is evident in MOOC ratings where

Souh African MOOC:s, albeit few, are ranking as the top MOOCSs around the (Middleton

2019; Sonday 2017Those on the dominant side,@ambridgen this exampledo not have

this double lendhutcans t ri ve for a o&écritical consciousne

7.4 Conclsion

This chapteshowedhat opennessxtends beyond a static concept that is disjoint from context
and persorResponding toesearch subquestion 3 I illustrated thaMOOC designers create
MOOC:s that strongly link to who they are, what they value hawdthey understand the world.
This is consistent with Ross et §014:62)who noteal in their MOOCt hat 6 Our MOOC
history, rationale, and design are all tightly bound to our identities as acadamdiasur

t eachi ng pThaekamples pkthis ehaptebillustrétat openness is understood and
implemented differently by MOOC designers basadheirlocations,histories,worldviews,
subjectivities, mannerisms, personaléydcharacter, amorsf) other aspect3.he enactment

of openness (or lack thereof), baged o0 n e 6 dackgeund, acadeit background, life
circumstances,political inclinations, was termed here agembodimert Drawing on
conceptualisations of embodiment, the body efMMOOC designer, as well as their language,
culture, gender, location, experiences, living conditioas)ily structure, and other factors,
shape their epistemologies which in turn shapes their MOR&®en(2012:88) highlights
thispoint in relation to classroom educati@mphasisinghat who theeducatois, changes the
dynamics of the learningpace as it iginfused with the interrelations of the pedagogical
intentions of the instructor, the embodiments #peak for the instructor, and the interactions
of the students and their identitielsextend his to the online learning environment.

As the way in which openness is understood imgp#iet way oneén which it is enactedhis
studyassers a new way ofdoking atOEP, from something extrinsic that is doteesomething
to make it open, to somethimgore intrinsic to be someone that is more open. This is termed
the @mbodiment of opennegsfRather than MOO@esignes being seen ageatorsof OERS

or implementersof OEPs,they areembodiments of openness in themselWgh this
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humancentric view ofopenness as embodiment, attemptétote the complexity of the
teacher out of thMMOOCO (Ross et al. 2014:58panbe overcome througte-emphasisindgnow

the complex, embodied nature of MOOC desigimmagsactsthe design of their MOOCZJhis
understanding openneasembodiment adds another layer to current conceptions of OEP
highlighted by Cronir{2017)in Section2.3.2

In this conception, th1OOC designergoesbeyondan extrinsicdesgn process of producing
something that is opeiq an intrinsicreflexive process of being, manifesting and embodying
openness as a mindsatd a bodily stateThis view thus moves away from seeing MOOC
designersor opé education practitioners in genkras objective educators implementing
static content or textbook practices, but rather incorporates their subjectivities into the process.
Once these subjectivities are acknowledged, MOOC desigaartherproceed tcritically

reflect on their own posdnalities and transform their thinking through gaining a critical
consciousnes®rawing on Freird1970) no change in the world can take place without the
transformation of individuals, particularly those on the dispensing side of education. Thus,
critical reflexivity is needed by MOOG@esigners iflhiey aim to create an environment for an
empowenng education, which is arguably the aim of open educ§@&T+10 2017)

Through highlighting positieality, thischapterstresses therucial need to havepistemically
diverse MOOCdesigners fromdifferent locations, classesultures, value systems, and
epistemologiesDiversity does not mean inclusiornrdlugh assimilation and homogenisation,

but trueembracingof different waysof-knowing and way®f-being. Through MOOC teams
including more epistemically diverse designers, MOOCs are more likely to be inclusive, open,
relevant and beneficial to a broadératsity of learneras well aounter for thelominance

of Westerncentric epistemologies in MOOC productidchieving this epistemic diversity in
MOOC production is no easy task, however, as practical challenges in open production exist
such as labouand time of educators, cost of production, akilisg of production teams
(Laverde and Arias 2015This amplifies the concern for an impending digital epistemicide,
where only dominant EurAmerican epistemologies survive as learning designs do not take

into account the contexts of those on the periphery.

Although emphasisinthe importance of diversityhischaptethasalso shown the importance

of gaining a critical consciousness to over
(Freire 1970; McDowell 1996:126As shown in the examp&of Craig and Anna from

relaively privileged backgroundshrough conscientisation and reflection, they have gone on
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to strive to counter the forces and systems that cause inequ@dibgcientisation and
engagement witkepistemic diersity promote mutual humanisation and are keinforcing

features in ensuring that one does not perpetuate inju@fices: 1970)

With a rising gldal elitethatis often more similar than ngRizvi 2007) such as irthe case
with the Cambridge MOOC designers, further complexity is added to the challenge of
including epistemic diversityThus, trther research IQEP needs to lookeyond country
representation, tibcus also orintra-country inequalities and lack of representatiocertain

groupsand epistemologiesithin the Global SoutrandNorth countries

Lastly, thischapterwas premiseddn conceptualisations ofmbodimentthat focusedhow
meaning is constructed throughdily experiences in particular contexihe other focus of
embodiment in educational practisghephysical, kinaesthetic parts such as learning through
fimovement, gester touch, gaze, body positioning, as well as talk, speech and representational
forms such as written, text, audio, and ima@eeigh 219:175) These aspects are crudial
embracing different wayef-knowing but were not unpacked here because the MOOC
designers did not speak about them, which in itsedf ncernThis angle of embodiment
highlights particular shortfalls IQEPs useih MOOCs andheeds further research.Cs
primarily deal with knowledge entering in through the mind, with little acknowledgement and
inclusion of the body in the procesklearning. Whilst MOOCs make use of image, text and
audio,further research in GEcould draw on practices that include epistemically diverse-ways
of-being and knowing such as kinaesthetic practices that engage the wholeiboldyling

its links with menory, culture, emotion and historyin learning processes.

In conclusion, thischapter presented understandings of openness and open educational
practices from MOOCs designers, including BME MOOC designé&tese views from the
margins contested anddadened conventional understandings of openness that are shaped by
dominant praétes and epistemologies in the Global MOOC movement. Through
conceptualising openneasembodiment, a shift in understanding OEPs is argued for,
wherebyMOOC designes shoudl not be understood merely as producerspencontent or
stewards obpenpedaggical practices, but as manifestations of openness themséaihes.
further emphasises the need for epistemically diverse MOOC designers if striving for MOOCs
thatrecognise the plurality of knowledges that exist in the world. This also means inclusion of
voices that one may not agree with politically or ideologically, if at the very least to challenge
and critically engage with.
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8 MOOC Designers: Exploring conceptisations and
approaches to addressing injustices

8.1 Introduction
Since the 2015 and 2016 #RlesilustFall and #FeesMustFall student protests in South

African universities, there has been renewed interest in themes of decolonisation and social
justice in educabn, prompting calls for a more socially just and liberating educatfonhilst

the studenmovements have raised awareness of the structural injustices embedded in our
education systems, institutions and educators are still investigating how besbtaresthis

call (Lange ©19:83)

As educatorsd views are impacted by these di
design.Keddie (2012:264)high | i ght s t hi s, stating that teac
g o o shapeéthe ways in which they understand and approach student difference and

di s adv.®e fughgreni@hlights that whilst most educators agree on the importance of

0r e mo v [ arnegs or obstades that prevent some studemts participating on par with

their more privileged peerthere is far lesagreement about what these obstaclightbe and

how they might best be overcem(Keddie 2012:264)in South Africa, various discourses,

debates and discussions have been ciraglatighlighting the tensions in how justice is
conceived and how injustices should be dedth. These discourses, particularly those of

social justice and decoloniality, have multiple meanings, connotations and implications,

leaving educators confusedd conflicted on how to address injustices.

This chapter looks at South African MOOC degigm a specific subet of the academic body,

to understand how social justice and decolonial discourses have impacted theiriBassd

on the premise thatedad or s6 vi ews on justice i mpact the
design(Giroux 2003; Keddie 2012}his chapter thus respds toresearch subquestion4:

Wh at are South African MOOC designers6é conc
attempt to address these injustices in #imdugh their MOOCs?

357 As the movements gwg they have prompted calls in othparts of the world as well, such as the
#RhodesMust Fall I nOxford and &6Why i s(Elgog2006pr ri cul um whi
358 Portions of this chapter have been submitted as agbarticle to Journal of Interagé Media in Education.

The journal article is in review.
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Through interviews with the 27 South African MOQigsigners, it was seenath 6soci al
justiced and oO06decol onisationd are words that
in South Africa. This was particularly clear througleoni nt er vi ewe ed@s oo mme
could decolonise and still have an enormous amount of iojes®hus, to gain clarity on

MOOC designersd responses to questions of ho
away from the jargon of social justi and decolonial discourses that often confused and
misconstrued their arguments. For this osashe Dimension of Human Injustice (DoHI)
Framework is used to analyse injustices and avoid the baggage that the discourses may bring
(Section3d.6). This assists imputting asidenarrow interpretations of particular discoursies

example social justice being equated to economic justice, or decolonial movements being
interpreted as Africanisatioand worksowards a more holistic mindsiiat can bettetackle

the multiple dimensions of injustice in our educational contexis$ bring about learning

designs that better support learné&fsing the DoHI framework, | showolw different MOOC

designers conceptualise and aim to address injustices, some placing greater emphasis on
culturatepistemic injustices embedded in geopollticeequalities, and others on material
injustices that need addressing at societal and natevelsl This chapter takes a microscopic

view looking at specific viewpoints of MOOC designers, which then feeds into a more holistic,

macroscopioverviewfor designing justiceriented MOOC in Chapter 9.

The outline of this chapter is as follows: Sect®8looks at MOOC designers who address
culturatepistemic and geopolitical injustice, outlining the importance of relevant eduogcati
and inclusive practices and passes. SectioB.3 looks at MOOC designers who centre
material and political injustices as the main injustice to address, focusing on open content and
technologicahccessibility. In both seoins, | first outline conceptualisations of justice in the
former subsections, and then build towards practical attempts to address these injustices in the

latter subsections.

8.2 Culturalepistemic and Geopolitical Injustices

While MOOC designers spoke acsos range of injustices, what is highlighted is the emphasis

certain MOOC designers placed on a particular dimension of injustice. Due to irreducible
complexity, this section deals with the epistemic and geopolitical injustgesthier, as it

emerged thaMOOC designers address these dimensions together. MOOC designers who
raised concerns about cultuegistemic injustices used words sucltbds n owl edge 6, OcC

6context o, 6rel evant 6, 0,5andb @ pi o ith @estib@thdira c k 6 ,
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position. In describing geopolitical relations, words suchéapr oducer s o0, 0cCc
06decol oni al 6, O0Glandda n d N gvera isséls Dhéréieas anemphasis

on privileging marginalised groups anddkvledges to give them tharmse standing as those

that have been privileged. Due to the copious amounts of data, this section is presented mainly

as a narrative of Nnenn®1(09F3B)3*°who was the most passionate about addressing cultural
epistemic injusticedNhere relevant, complimeng or differing statements from other MOOC

designers are added.

8.2.1 Making EducationRelevant

Through the language of decolonisation, Nnedegcribes a transformative education as one
that is created by and for its context, empdiag the situatedness of éwledge, and the

necessity for education to respond to the needs of that context:

0 Aecolonised educatiowould be, an education that gives back to the pedplEhat

gives back to itxontext An education that grows, that ®kFROM where it is

situated Makes it into something more and develops where it was takenlfrgoes

back in, and makes something new, something Bettet téassforming, that 6s t |
word | am looking fod(Nnenné

Similarly, Victor (MI13M3B) also emphasises relevance through @&nsiructivist

understanding:

O6rhe notion of decolosat i on probabl vy, i t 6 <onstrbcingt ma ki

knowledge that iselevant first of all, to particular people in thatontextd(Victor)

For Nnenne and Victoknowledge must be rooted inathcontext, must be relevant to it, and

must give back to it. Nnenne further notes,

61 t hi n kdedolonsed kreowledgeris a knowledge that is not sustainalfla

is not taken from and feeding back and growing, and transforming where that
knowledge is situate@ if education you are receiving cannot make ydentify

yourselfi n t hat educationé Yéwomeedantood $eekya
and only see strangers in what is being discuss@dnenne)

With this understanding of trafmsmation, she argues that knowledge should not only be

relevant to the place and the people but should also evolve over time with them. Relevance
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invol ves acknowl edgi ng oneods-ddyineds anddordeaxts. r oot
Given what Faan (1961)and Bhabh#1994)alludeto in terms of culture evolving ahg with

our hybrid identities, relevance needs to reflect this.

Il n Car MIOTFBVY @rsdersfanding of decolonisation, she places less emphasis on
whether knowledgeés local, but focuses on how it can be critiqued andmeisioned locally

andmaderelevant:

6éeand | think by applgibtathargwnecgntexdsinditd teken t s t o
concepts and to testthelnwe ar e not definitely not co
it is and this what it is all &ipantsdaro, we

test in their own environment and talk about in their own environG(@aroling

Francois MIO5M3W), on the other hand, raised concerns of superficial attempts to make

content look more relevant:

d am very wary of saying that just becaysar example is closer to people's livitgat

you haveadapted it to local contextdac t ual | y d o hdort'tthinkthasitt t hat
would make much differencel think that | see all these school textbooks where they
replace Jannie with Thabo and | thinvhat the hell.Just because you call somebody

Thabo you say that this is now digbtgifor Xhosa speaker. | think ndtFrancoi3

When he says, 6i't wonot make much differenc

difference to their material coitidns, which he elaborates on in later in Sec8dh

For Priya (MI12F3B),who had a moreutwardfacing MOOC model, contentsolely tailored

towards African contexts might exclude students from outside the continent

0 S o ahigirgohk curriculum here would probably mean including some oflties
voicesas well.South African scholars or African scholars, readings from the canttine
students call for more visibility of indigenous knowledges ...gRally, if we are
offering a MOOC to the world and we have only South African scholars who are being
represented on the course thamen't we excluding students from outsidehe
continent? We want to certainly give them exposaitbe South African voices because
the MOOC isdcated very much hereut at the same time we want to have other voices

as well that would speak toraore global audience @riya)

Not all MOOC designers savthe need to make others more aware of African contexts and
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knowledges. In discussion about tienefits of sharing African concepts with the global pool

of participants, Francothought that this was not the purpose of his MOOC:

601 r eal | vy isgstnof ney¢ob to tohsaidntisé pgeople from the US and | think
that if somebody really gairteat from this course, they probably sort of jadapted.

So, they probably don't need much conscientising anyway. People that are really need
conscientisingee J ust goi n(grantois) be i rritated. 0

We see here that MOOC designers have different statetings in terms of relevance. Firstly,
what making a MOOC relevant means; whether it needs tmiveandfor the community it
aims to reach, or if it is enough to beaderelevant to the target group. Secondly, who the
target group is; whether it ismaéd at the local or the global impacts on how one goes about
make a MOOC more relevant. Thirdly, whether thevstasing of local knowledge is useful

to and desired by others; would the global audience appreciate a local touch acdltuosls
learning orfeel excluded by its lack of applicability to their own context.

8.2.2 Unpackng Epistemiclnjustices
Nnenne articulis a nuanced understanding of the role of race and nationality in overcoming
epistemic injustices, highlighting that the mere identity of bditagk or African does not

always translate to a decolonised outcome:

&0, there is thisepistemologicagrounding as different from you so even if yeuen

i f you | i vi nAdricah ekryeu areyaoklikeé meandyou standing here

is your epstemology African”Because you have just been heteo e s n 6t mak e
you produce a decolonised thin§q while | am saying that the person who is black

orwhoisan Africae |t 6s a fact oNneifm@t not the fa

Loyiso (MI20M2B) m&kes a similarpoint t hr ough hi ghl i ghting h

the work of white intellectuals

6 8asil Davidson who has written 70 books Afnica. He is white. He i8ritish. He
is exmilitary. € Ithinkohmygoshe 6s got so much t hialt |

How dol dismiss all of this work, dedicated all of these years by this white ge8on

W

ct

ow

Ccal

|l 6m trying to say here that dtherse®mota al o

dynamics to be considered. Of course, an outsider will always havéithigations for
whatever reason, on the basis that they are an outddéwe should be careful again,
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our definition of an outsider is it culturally, is it based on race, what is it you knéw?

(Loyiso)

Monique (MSO3F1W) pushes this point furthemotlgh the example of African politicians
who may perpetuate rather than combat injustices. She further highlights the general difficulty
in delineating where knowledge is from, moving towards the entanglement of knowledges,

rather than regional knowledges.

dhen thereds the t hindigempousokngwledhesakdeWestemh a t al
knowledge8é | 6 m not sure that itoés enAfucghh t hat
politiciansé 1 t 6 s an intellectual trap tdkided you ¢

in yourmind what are Western knowledges and indigenous knowlélgesique)
Ahmed MI10M4B) goes on to describe justice as something that is completely -dniodr

Orhe person presenting the MOOC should be a person who is committed to the
enhaacement of justeé If you have a person committed to justigeu will become
colour-blind. So even the very idea of race to me is a human constihete is no

such thing as raceWe create those false categories. And then we will assign it to
particula r p e(8hpkde . 6

This understanding of justice differs from the previous interpretations of justice presented,

which place at least some emphasis on historic racial injustices.

Through t hese conceptualisations @2017) epi st ¢
categorisation of decolonial discourses emerging as well as being contested; that of
Africanisation (knowlelge for and byAfricans only) critiqued by Nnenne and Loyiso, Afro

centrism (knowledge that can transformed to be made most useful to Africans) promoted by
Nnenne and Loyiso, and entanglement (that knowledge does not have strictly delineated

regional boundries) descrilak by Monique.

What emerges from these comments is that MOOC designers acknowledge that while race,
region and nationality are important factors to consider, their inclusion does not automatically
translate to culturagépistemic injustices ey addressedThis point is articulated well by
decoloniathinker Grosfogue2007: 213wh o di st i ngui shed bet ween 0
0soci al | ocation6. The complex viewswtof the
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Potenth. MOOC Par t i-rangipgaviewssegarding thear diews on the race of the

educator teaching them, outlined in Secto®>®°

8.2.3 InclusivePractices andProcesses

The importance of inclusive processes was strebgelOOC deggners that focused on

culturatepistemic injustices. Nnenne makes a crucial point that one needs to be explicit and

conscious throughout the process in ord#ito promote colonial agendas. This involbesng
conscious and explicit about how and why igiens are madeand who is included in the

decisionmaking process

01t needs to be consci oand up ptorfoting ttadosial n o t

agenché t hat 6s my stand from the beginning.

c
V

firstfvemeet ngs we tal ked about t hEheeahododthe, t hat

MOOC, for us, that was the most important thing. | mean content is available. We have

been doing this. We have content. But the ethos, we really, we spent the first few

meetings,jat unpacking t he(NeetnBlos of this MOOC.

As part of this process, she emphasised the need to Ipdweakity of voicesat initial design

stages:

dW]hen we talked about the ethos of the MOOC, we hasktbonversations across
board. We had thblack South African, thevhite South African, we hadMuslim, we
had [an] African foreigner. SqQ what we did was we all came together to diséuss
(Nnenné

Linking to Chapter 7, Nnenne also highlighted how she saw the course as a connection of lives,

rather ttan delivery of content, and attempted to connect in a personal, deep, and meaningful

way with the participants:

dW]e appealed to theultural context by being consciousof reaching otito the

diversity within our fr abypéemg cohkscious of theni n k

presentation of ourselveand what we see. We tried to bring the personal into this

because we realised that, agaf, r i cay smweh based on the

%The Potential MOOC Participants6 responses were
they felt understood, respected and comfortable. ®tivere open to educators of diffeteaces and saw it as a

positive in terms of cultural exchange. There were some cases where PMPs were treated badly by black educators

and kindly by white educators, which added further complexity.
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wasndét just a MOOC that waweakedelngwitdel i ve

livese  Swee tried to, how should | sagive it heartd(Nnenne)

Through focusing on the collective, African philosophies of educarerbrought into the

course(Metz 2015) beyond just the content being African.

In drawing on the collective, the aim of their MOOC wasndude the breadth of people

involved in education:

Oleachersé parents organisatiors that work with parents as welChildren with

disabilities, school managemenfAnd when | talk about school management, | am not

talking about the principal and vice ipcipal alone. | am talking abouhe security

guard at the gate, | am talking abothhe maintenance guythe lady who cooks the
schoollunch we wanted all of them to understan
happen i n t(Nreenne)l assroom. 0

Through this process, Nnenne highlighé importance of caeting a sense of belonging the
MOOC.

GAnd our aim was to remove anything that could be a barrier to pecpéssing this
MOOC. And spwe needed that knowledge base arounds#mesitivities withn the
diversityand theculture € Because we had to remove anything that makes them want
to saydNoad Or, 6 ey are not speaking to hé@r, 6 Aey are not reaching meWhat

would reach communitie6PNnenne)
Ranjeni(MIO8F3B) also emphasised the commurofypractice that formed in her MQC:

o1 t hi nk al khinkoof themselees as freregeqalise there is now this
community of people that are sharing and talking to one anotéer an i nt er nat i
community that never ecmeqgsitt enduelihatfitdreale ¢é i t

these differe(anepeopl e togethero

Ahmed further emphasised a Socratic approach ttreation of knowledge, giving students
the platform to voice their thoughts, ideas and opinions, and to challenge what tadeing
taught:

& mean not tobe dependant only on the professors for knowledge constructs or
knowledge ideag¢ And | found out that the comments students miéeeinsightful

contributions they made to t hdonlicepforr se €
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students t@peak their mimls, construct ideas, disagree with otheandeven to take
issue with meé andeven extend some of the ideas and examples that | exposed them
to and that to me means that they have taught me more than what they havardarnt

t hat 6s al so h bsee aMO®E & araonlieOr@uGe whereby students
construct(Anmeddni ngs. 6

This Socratic approach which focused on debate and deliberation, was different from
Nnnenneds social const r uptethoravof diverse amp pquatlyeec h o f
voices. This pedagogical differencge expanded on in Sectio.5.3 Another interesting

di stinction between Nnenneods alpothcooceptubliseailnd Ah
marginalistion differently. While Nnenne focused on lamcome countries, and race groups

that have been disadvantag@tmed explains:

Gf you have a skewed understanding of knowledge, you are marginalisedy case.
Andthatdoes 6t mean t h atytoyesaurces inplieseahatsyoulaie imore
privileged than others. For me you can have that kind of dominance or you can be

priviegedbut you can al gAbmed)e mar gi nal i sed. 6

Thus, for Ahmed, anyone who has not had the chance to gain a critical conssgus
marginalised. With this understandirigge envisioned justice is more to do with the liberation

of the mind than economic liberation:

dor me, the purpose of educatianto cultivate human forms of justic&é t o s how
thatin the mindsof certain gople was an educative agenda that was strongly linked

to the cultivation of human forms. Not just human,-homan as well, particularly
environment and protection of the emnment, protection of the universe and the
earth. So, at the core of any forrhlearning, is our argument, must be the enactment

of | uAhmedr e. 6

Here a distinction needs to be made between a course that theoretically explores concepts of
justice andaims to liberate the mind, which is what Ahmed describes, and a course that is
designedandimplementedn a way thatstrives for justicewhich is what Nnenne describes
Distinctions start to emerge suchastice-aspedagogyersugusticeas-process’®* Although

Ahmed focused on ecoreation of knowledge(justiceaspedagogy, it was at the

implementation stage, and with little efforts to overcome material barriers that limit the

361 Thanks to Sarah Lanebt who categorised my longindedthoughts into catchy phrases.
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plurality of voices. For Nnenne, emphasis on including a plurality of véioasinception to
implementation  justiceaspedagogy and justiceasprocesy, addresses both
culturatepistemic and material barriers. B&i018:305)argues thaffa]ttempts at inclusion

can only be authentic and meaningful when we make the content, process, and outcome of

education more egalitarian, open, and inclusive.

In contrast, ot all MOOC designers placed an emphasis on participation and att@na
particularly when content was more technicdh some cases, as highlighted by Francois,

participants just wanted to dip in and out to get the information they needed

ol h a v e mated thapraucki Umeni itpseems to me thhis was not a MOOC

that was attempting to get student interactiolind the only forced interaction that we

have is there artvoa s si gnment s are peer reviewedéTh
they are reasonablyastie | t hi nk but they are heot ver
majority of people who are doing this are experiencaud they are doing it so that

they can get guick lookat é [redacted and not really getting into the nitty gritfy

(Francois)

Although Fr ancoi s didndét desi gn # berwasnstlldehrningnt er a
and open to finding out about how participation could be implemented more in his type of

MOOC that was more hard sciendesused

While the aforementioned MOOC desiggaeeflected onnteractivityin the MOOC, Riyaadh
(MS06M4B) added that this type of interaction strongly depends on the MOOC platform

design:

dW]e are also happy with theedagogical desigof how FutureLearn runs and how
itis structured in a way thdcilitates conversatiomnd we feel strongly that edation
needengagemenvh er eas edX and Coursera i s very,

is going to tell you evergthRngawpdhbh)need

Nnenne, Ranjeni and Ahm@ds MO O (eson RueureLearn. The connection between
platform aml pedagogical approach will be highlighted in detail in Se&i@r8 The influence
of the platform design on shaping how learning is structured is also emphasigkxhigue

who alludes that epistemic injustices could be embedded into the design of platforms:

¢&¢whatever knowledge or information you h

interface in the same way as a grammar and a syntax, it shapes what is possayle
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and think. And that interface is very very very mpebduced in theGlobal North.6
(Monique)

Moni queds comment bed20ls)cres émhileamde tthe Aleind
c ol o nin &I(Sedtion®5.4. Just as the design of platforms limit how one can learn and
interact, language limits what one caay and how one can express oneself, and this is
unpacked in the followig section.

8.2.4 Language<hoices

Within the South African context, MOOC desi g
business language and most common language used in higbati@dualthough it might not

be its citizens first languagé? It is also the language of the MOOC platforms that were used,

and English would allow the MOOCs to have wider reach, in comparison to using a local
language®®® Despite this being the choic€hiis (MI03M1W) acknowledged of the colonial

legacy of thdanguage:

OWel |l Il etbdés start of fEndhsh wkichis eheagy legdtyaof i t i

c ol oni Wéarehawiag this discussion in Engl&{Chris)

While there was not much delibeatiby MOOC designers over choosing English asrthim
languagethere was when it came to choosing languages in which subtitles or captions should
be provided. Riyaadh highlighted their choice:

O6We actwually want t he v asdotherayrse,ithe coyrseof Af
is going to be translated iatFrench and Arabic (Riyaadh).

Nnenne similarly noted translating to French so as to accommodate participants from other
LMICs. The choice of French over African languages is notable and is unpacsedtion
9.4.2 Chris outlined that human and financial resources were the barrier to having more

translations:

dl] t seems to me that other than human resources aspect of doing it, it seems like it is

very doable andhiere s no technological barrier to that, it can be done. It is more a

362 Recent census from 2019 showed that only 8.1% of South Africans speak English inside the house and is the

6 most common household language. Outside the house it is spoken by 16.6%hoAfBoans and is the"?

most comnon language outside the household.

%The choice of a MOOC | anguage is more difficult for
language was not widely understood. Interestingly, those countries have thifadteeto build local MOOC

platforms catering to their own contexts. India and China are good examples(@frétian et al. 2017)
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resource barrier Sol think that would be very beneficial to be able to do this in

di fferent(Chignguages. 0

Evan, whose MOOC had a more technical focus, disagreed witte#ukto trarlate conent,

arguing instead for one universal language for education:

60 None dust Engliske And | do not agree with the fact that they have to be

translatedé | f eel t hat t h e ,theoworlddeedsdoecldosse theo b e

language.l think things are lost in translatiorand there might be an argument for
things being enriched é by translati on
all speak one languag#&Ve don't speak a different mathematics all over the world,

and that's thesuccess of it @&van)

It is worth noting here the importance of being able to revise and reuse c/téea MOOC

designer might not have the time, resources or motivation to translate to other languages, if the

content is open, otherseaable to d®o:

bu

6l just |l aunched [ MOOC name], | was i mme

Argentina thatasks could they translati on my behalf becaugbey wanted to use it

localybecause they don' {(Evdmave a course on

On the otheextreme, Nneme was not only concerned with the language, but also thesyb

ensuring that it would not be misunderstood or offend anyone:

OWe had é someone who is going treadinead
between the lines as well h e r enéssige &ve are giving ouso balancing that was

a st r (Ngegne)e . 6
Similarly, Caroline was also very aware of the level of complexity of the language used:

0[Wle try to choose ctousdaegxage thahisimplemaodu | d
not technial because a lot of our participants English would be their second language
even though they might be professionatsd we do, we have a lot of participants from

nontEngl i sh spea®aoing) countrieso

Thus, in considering lan@ge, it is not only thlanguage choice, but the difficulty level of the

t h

t h

language used, and underlying assumptions and messages that are often infused into language.

The choice of language and translation of MOOCs is possibly the biggest factor thasimpact

who will be able to ecess the MOOC. It is a culturapistemic injustice, yet this barrier was
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not really responded to by SA MOOC designers. This shows a strong mismatch with the

concept of massiveness and an aim to support marginalised grahps languages.

8.3 Material aml Political Injustices

Addressing culturaépistemic or material injustices should not be seen here as mutually
exclusive whereby MOOC designers chose one or the other, but rather different leverage points
that MOOC designers placed more emphasis on e dwwwards a more justorld. Words

that were used to describe material injustices weeequual i t y6, Oeconomicéo,
6access o0, arfdé e 8 D 1 a ® Woods ehat wereeuSed to refer to local politics
were0t owns hi psn,ni &li @aiddidhgiodoe 8 i m uTdnis geaidn is presented

through the narrative of Francois, whose main concern was material injustices in light of
political injustices. His sentiments are complimented or contrasted with opinions of other

MOOC designers where necesy.

8.3.1 Critiques ofDecolonisation

Some MOOC designers critiqued the term decolonisation due to the ambiguity of its meaning.
In highlighting the need for equality and fairness, Francois felt that decolonisation was not the
solution, where he conceptualisetecolonisation as a rejection of everythMgestern and
colonial, including the white citizens of South Africa:

O60What | woul d fair deatforieverybbdy in the @untryi yeu cauld
decoloniseand still have an esrmous amount ahjustice. And | suppose that is my
problem with it. If you just in the extreme situationif you kind of wentompletely
Albanian and you kicked out all the whites and you have a totally isolated society
clearly you have decolonised)\aously, because ydave no colonial linksanymore,

you have a totally insular society, only inward looking and that could be a beautifully
equalal f air society but it could just as w

(Francoid

| n Fr éanterpretatisndof decolonisation, it does not automatically correlate with justice.
While South Africa achieved political emancipation in 19894 fet there has not been much

visible change:

d believe South Africdecolonisedn 191@® | t h i n ke hadi2Zgas ovANCh a v

government and/e have seen very little impact apartheid @rancoi3
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At first gl ance, Fr a n c ohiitdiés a deep abrecernsfa eateridh ar s h

inequity in the country that has not been addressed. For Francoesemphasis is needed on

material and economic justice rather than on (his conceptualisation of) decolonisation:

AAnd | am not sure what people aking about in terms oflecolonisingactually
captures whal suppose the term mocial justice or soméhing like that,economic
liberation, cultural liberation and so | am struggling with the idea of

decolonising.what it really meané(Francoi3

The interpretation of social justice as more in line with resource inequalities was also shared
by David MI11M3W).

@0, the whole background in South Africa is onénefjuality andsocial injusticesas
it were so we placed the MOOC very clearly in tlcahtext ofscarce resources and
inequalitieso(David)

From this, we can see that the vagueness of decdionisiscourses, and its potential to even
perpetuate injustice, steers Francois away from its \Wgle current decolonial processes
place emphase on culturakpistemic emancipation, particularly in higher education
institutions, economic emancipati@and structural change at a societal level has not yet been
achieved, andas Francois and David point otitis impacts the everyday lives of South
African citizens as was discussed in Chapter 5 and@vever, moreemphasin economic
injustice and reaarce scarcity does not imply less emphasis on cugpistemic injustices.

8.3.2 AddressingMateriallnjustices
A main motivator behind South African ®C designers supporting MOOCs was that it
promoted free access to education. Riyaad806M4B) highlights hav open education can

address financial barriers to education, and how that in itself is an achievement:

MHow is Africans marginalised in terms of educatiog@?They aremarginalised in

terms of moneythey aremarginalised in terms of feethat they have tpay. Soif the

open educational resource can give them at least something, then they are not as
marginalisel é(Riyaadh)

In contrast to the sentiments of MOOCSs bringing about free access to edueaionis felt
there is an overemphasis on educatia@esswithout focusing on the broader systemic
material inequity in society such as unequal wealth distributions and poorly resourced

townships and rural areas:
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ol have come t oedtuhceatc comc liussniéotn itnhhaetr ent | vy
And f everylody has the same level of education then nobody will break out of their
position so if sudden)yall of thepeople in the townships South Africa had a good

matric, that would makeo difference at all {Francois)

His use of the word liberatiomn line with the rest of his argument, is assumed here to mean
economic liberation, rathéhan a Freirea(l970)liberationof the mind. Francoithen brings
this critique to online education initiatives that aim to democratise access to knowledge,

arguing that in fact they increase inequality:

d dondét t hi nk tpedpledal technblogyoahd theHTerevewtiém t i
basically feeds intincreasing the IT inequality Now | think that anything affective

that you provide, will be used more by people who already have advantage than it
would be by people that are less adtzged. | think thaif you want to do something
about social inequality you have to do it absolutegliberatelyd(Francoi3

This concept of technology exacerbating inequality is wesearched in digital divide
literature(Graham et al. 2014; Selwyn 2002; Wade 2002; Warschauer,200B)he issue of
the advantaged being able to better utilise these resources is described by RanszE@il5)
through he concepts of thReception andJsagegaps in MOOCgSection 2.3.1)

A

Francois6 sentiments on online eduesavere onods
shared stronglpyL oy i s o, wh o rolcoutiof] angonliresprogramewhich is going
to go to the depth of thékesternCapedto Geach the people that cannot acc&sllenbosch
Universityd Highlighting theviolent way thatd v e r y npnouonri thetoesedremoved

whenthe town of Stellenbosch was established, he elaborates:

dirstly, where are these people going to Befs) againmaintaining these machinges

again with nasecuritywhere they are. How will they actually maintain and gonna
copa[pay for] all of that? So, | think it is fictitious to say thathat we are doing is
going to get to that target group. Unless we think beyond the actual module and we go
into the social aspect of it, which is, getting a {uyrom thelocal municipalitiesin

those areas toay maybe creatan internet cafe,or the schoolsthat you have, after
hours, make theraccessible to the communitp come in and whatever. But do you
see what | am saying? We are moving away from just this materialaarttilaptops,

now you are going tthesocial phenomen& we are now talking politicé(Loyiso)
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However, not all courses are targeted at the very poor,Racttard (MIOLM1W) aptly

summariseshis, stating his honest reflection on his course

01 t hriendks tahedi f f er e n c etechnieallyvaeagableandankkingn g t h i

themtruly open.S o , I would say that the course is
be interested in 11t. But having sas d t ha
quteaspci fic mar ket and specific | evel wi t |

truly open (Richardf hat sense. 0

We see in this section that open education helps in the way of overcoming the barriers of fees
to accessing education, however withthe additonal structural changes at a societal level, as
similarly highlighted bywarschaue(2003)and Langa et a{2017), openeducational content
cannot really reaclkthe people who would most benefit from it. Both Francois laoygiso
highlight the need to go beyond the university and education space and into broader society if
we are to address injustices at a stmadtlevel aml a political level. Richard raised a valuable
point that not all courses are targeted at marginalised groups. Defining target groups is
discussed further in Secti@n3.4

8.3.3 OpenAccess

Despite (usually) being free to access, ™MCsdo not automatically align with other principles

of open content, such as open licengMdley 2011a) Through the interviews, it was found
thatMOOC designers needed to approach their universities, who might own the IP rights of its
academic staffés material, and the MOOC pl at

content put on its platformo ensuretheir work isopenlylicensed

O Wpve been very careful bvens thisyneatetkal notur  a g 1
EdX, and there are course sites where the
Creative Commons licenséale keep the IP and placeo restrictions on how that

material can bereused.So, if an academic wants to create a course using material |
shot for this EdX MOOC but he now wor ks f
We actually have to go out of our way not to do that. Yaawkbecause [Uni 1]
automaticallyownsIPS, i to6s about how we work and t

material an@onueytri bute it. o6
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Hodgkinson Williams and Trott€R017)highlightthatonlyd5 of Sout h Afri cads
allow lecturers to hold the copyhigto their teaching material; the rest &édby the university

itself.

Ahmed sharea similar sentiment, where he was not fortunate enough to get the university to

waiver their rights over existing teaching material:

OWe didnét make it downl oadabl e. icjéhat was
our restrictive copyright policy hasbeen preventing us from creating open
educational resources.. [Course name] had to be a bramew course written from
scratch é&é We canodét take existing lecturi
(Ahmed)

Trotter (2016) highlights that universities holding the cgpght is common across other
universitiesn the Global South and North too, and is not unique to South Africa. Thus, in the
case of content licensing, it is more likely in the hands of the university to change its practices,
although lecturers and MOOCesigners who want to create OER can préssutheir
universities and appeal to them to take up more open practices. Thus, on the one harel there
resource and infrastructure barriers to accessing MOOCs, and on the other hand there are
restrictive polices that limitreuseabilitythat could helghe content become more relevant and

localised to different groups

8.3.4 TechnologicalAccessibility

MOOC designers outlined various ways in which they sought to make their MOOCs more
technologically accessible. Thiap of the MOOC design was often guidedthg support

team members such as the course, curriculum, and digital media designers and managers, as

outlined by Priya:

O[ Support team member |s i éiviveul this ook orua me et

phone? &so,shé s been playing around wib@Phya)t hat p

Support team members were often the ones cognisant of assuring that designs and layouts

would be technologically accessible to as many people as possible

8.3.4.1 Mobile Compatibilityand Downloadability
On Cour s er a a@ysu canodb prétty muahpeperything on the app apart from-peer
revi(eMidés hqgah) . Upon reviewing the different

outshone others with the ability to do complete quizzemefeindhave it sync when there was
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connection again. EdX also has an app that allows for offline use but cannot sync assignments

andbdi dndét neces qRighard.y work so well 6

FuturelLear n do eBecausethen anaappevoutdnmpls @ gmartehsuch a
android/iOS. What about people that are sitting witakia 3510i that only has WAP access

or minimalinternet access{ Ri yaadh) . | n progressive design er delyctve u s e s
design, in other words, the platform will scale to any cdex(Riyaadh).

To supporparticipants who did not have continuous internet, Zip files ofrleswolution videos

and transcripts were uploaded by some MOOC designers, if they had the legal rights to do this
(Monique, Nnnenne, Caroline). Nnenexeplained that otheg r o u p sgoimgedordewnldéad

these materials and wor k Thus, doWwnlogdabditp helps geth t h e

content taareaswvhere there is no connectivity.

Riyaadh was not able to make content downloadable due to hgessueshowever helso
believedbyou need t o be o0nl daneagagement)kemowkedgé exchange p ar -

and social learning were integral to the course.

Francoishighlighted thafor certainsubjects, a computer was still essentiall’ oy artd teach
people pogramming who only have access to their phogeu.would have to start with that

constraint fr(erancoslhe begi nni ngé6

Here we begin to see how a platf@npedagogical design, the preference and views of the
MOOC designers antthe type of contentding taught, all contribute to how technologically
accessible a MOOC may be to marginalised grdfs.

8.3.4.2 Videosand Transcripts

The MOOCinstructorsnterviewed endeavoured to keep videos shorter than 10 minptas
guidance from support team members (PrijaThis was also dont® accommodate those

with low bandwidth or datandthose with work or travel commitments thatcanly6 d i ppi ng

i rfad a short while (Craig).

All platforms strongly advised the use of transcripts to ensure that the MOOCs could be

accessibleo more people. Transcripts proved to not only help those with hearing disabilities,

364 Theseinterconnections are unpacked @rious sections of Chapter 9.
365 Priya highlighted that this was encouraged by the support team members who were awaliesté.g. Guo
et al.(2014) that shovedthat shortr videos are morengaging
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but also those who struggled with accents foregythem, or those who had limited data and

could not stream the videos.
Mishgah highlighted that transcriptgere an integral feature of the course:

0 A n dprodueed transcriptbecause we know theitleo can be problemati&éndwe
tryand makeverygaequ al i ty transcripts. We know tFh
when we dondét have alusversqueklyr@ighgqah) parti ci p

Caroline, whobos research focused on peopl e
descriptive text which pagt t ext descriptions to dwedayr ams ¢

several blind participants who commented om fidct that it is very nicely accessible

Thus, shorter videos, low bandwidth options, captions and descriptive texts were used to make

the corent more easily accessible.

8.3.4.3 Crossplatform Approaches

Ranjeni shared a story of participants requesting abiéa&egroup:

60And one of t he ,pMydon'tevée gpenmtFacebsol gjtp thatt e d
we can continue these conversatidré&nd so on that basi$,created aFacebook site
€ you wil |Faemek simyno ut hcaatn 6 t beli eveabow mai

happeningonthatcoursae nd t hey ar e @anjen)vely invol ved

Another interesting case that emerged organically from participants of a MOOC was the

formation of WhatsApp groups in local regions. Monigue reported that

6t he peopl empuhamotisetinghedt Xe df otrhuem, @A Hi | "' m so &
in Nairobi, does anybody want to meet me oWhatsApp groupto talk about our

i S s u éveritgoe)

Groups formed in Nairobi, Johannesburg and Accra. She speculated that the shift was because
WhasApp is6 ¢ h e anpreed @ o mf o, andlask fored@ than the edX platin. She also

described it to be more personable and friendly:
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0 W] hat I found interesting about the Wh
People greet each othePeople don'greet each other on course forums they get

straight in. There is a lo@nes there's a different discourse @onique)*¢®
Richard reflected othis stating,

60it made us t WhatsApp grdupssiah impotiaattedroegh medium that
should be emtaced and built into that type of platforra(Richard)

However, MOOC platforms, tend to discourage sharing personal information and
communication beyond the platform as articulated by Matthew:

0[b]J]oth the platforms t ol dheiuptatfiormee yt hleiyk e
dondét prevent it BeminmanywagsiofvdeingyhatuSo,avherel e a s

people have done the localthingse havendt al wa@atthdwh own abo

The reason for this is likely so that the platforms can collect |legqmmalytics from the big
data. From this we again see how MOQG&tfprms tend to dictate the way in which online

learning happens and this can limit designing in a waybstsupports marginalised groups.

8.3.5 ReachingVarginalisedGroups

Whilst many MOOC dsigners made a concerted effort to design inclusively, thesenuah

less effort put into actually reaching out to marginalised grodgeertising wasmainly left

to be done byhe MOOC platform and the university. These MOOC platforms have their own
strategies such as advertising on American TV (Evan). Mishgahionedtbig campaigns in
India from Coursera and Bradley mentioned directed advertising in Brazil from edX. These
advertising efforts show increased numbers of participants from these coyrtiesg that
directed advertising in developing countries makedifference®®’ The precise reason for
choosing these bigame platforms was because of their laeyesting,global participant pools

(Mishgah). Evan highlighted his ignorance in terms ofke@ng locally:

60l don't think walsovhave nbonmaketed & sangle cae of thesel a n d
coursesbecause at the end of the dase got a full-time joké and | have got no idea

how to market (@&van)

366 While these MOOC participants did not follow conventional connectivist appesachlearning, the use of
crossplatform approaches and the formation of @etjanised learning networks is its own form of community
learning.This is expanded upon when discussing pedagogical approaches in Sgcion

367 Participation numbers from these countries increased despite language barriensramudivity issues.
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In some cases, advertising was doneughosharing the course in existing virtual communities

of practice, as Francois shares:

0They basi c a thioygh theeclaannelsads pragtammingothey already

in the programmingworlis o t hen t hey hear(Franbosut it and

This kegins to go beyond the spheres of the university and thi@mptaand into a broader
audience, however such advertising mechanisms are unlikely to reached marginalised groups.

Some MOOC designers, however, did try to market to local audiences.
Radio was tsed by Riyaadh to explain more about what a MOOC is inirstepface:

60w had radio intervi ewdowaload traéscrigtenotmaan t i o n €
intensivedondét need to wat ch vindheoosirsetamdyouwe abl
canstillengag on an{(Riyaheéhyi ce. 0

Loyiso also used radio and wasry specific in the types of radio stations he went to ensure
that more marginalised groups and rural areasdisout the MOOC:s:

ol am not interested i n Metr os whérethee M, é
|l i steners who know whathe§ are vgrg cluedup withthe n t h
issues. Those | will do, but | am going to begin at Umh\eaene, Phalaphala FM,

you know alkthe so called you knolingua franca radio stationg(Loyiso)**®

TV announcementswere also mentioned as a way to advertise. Once again, Loyiso mentions

being strategic about which stations will reach the audiences that need access to free courses:

61 am doi ngTV,vaty impSBrant thay kemphasiSABC 1,2, 3, before |
do the DSTV channels. ANNZTE.6(Loyiso)*®°

Participant stories were used by Uni3 as a way for current or past participants to encourage
new participants to take on MOOCEhe idea was to show people from all walks of life as
MOOC participantso that potential MOOC participants could identify with them:

368 The former radio stations are in English, whereas the latter ones use various local languages and are more
regionally focused.

369 The former televisiohannels mentioned are from the South African Broadcasting Corporation (SABC) and
are free and local. Digital Satellite Television (DStv) are international channels that one needs to subscribe and
pay for.
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0 So wiptarticipanty stories on our YouTubehannel where we have been
interviewing people with these kinds afréts periodicallg r eal st owhoes of
told us é wldtea.a(dishghb)wtt he

Creating in-person learning hubs for participating in the MOOC was anothienpactful

strategy used inomeof the MOOCSs reviewed:

ONe reached out towo schods to ask the principalif there could bea space for
teachers to come getherand will they allow them to download see made the
MOOCs downloadable @nenne)

This is the most concerted type of effort to reach marginalised groups that waurtikiedy

to come across MOQOCSs on their own.

Word of mouth also proved to be ond the most powerful ways to spread news of the MOOC.

Richard shares a unique success story through this method

6l f we |l ook at the total it was bbeut 8000fands t u d e
3000 of those were fr om Spopdrtion frAnh withic a al o1
thiscountry And we still havenét yet figured o
a large group within South Africa. It may have been becauseromarketing oré

word of mouth.Once a certain number of people in South Afted signed up, word

of mouth hel pRiacard) hei r friends. 6

The cited number of South Africans taking up a MOOC is abnormally high and shows that
there is indeed massiveterest locally if people are aware of such courses.

From the methods above, @rtbe seen that order to reach marginalised grougisre is a

need to go beyonMOOC advertising done by the platforms themselves, advertising on the
internet or advertigng throughexistingnetworlks. Methods that reached out physically rather
than vrtually, such as encouraging local learning groups, advertising on localardi®V
stations, and using word of mouth in the right communities, proved most successful in

increasing participation of marginalised groups.

8.4 Conclusion

In response taesearch sub-question 4 this chapter aimed to investigate how MOOC
designers conceptualise injustices in and through their MOOCs, and how they attempted to

address these injusticeSocial justice and decolonial discourses influenced and complicated
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MOOC designes 6 conceptuali sations of justice and
Human InjusticeFramework to step away from the jargon of these discourses in order to
unpack M@ C designersodo conceptualisations of inj
impacted the design and implementation of their MOOCSs. The framework proved beneficial in
seeing where MOOC designers placed emphasis, and where they fell short, in terms of

addessing injustices.

For those MOOC designers that saw cultggistemic injustes and the dominance of
Eurocentric discourses as the main isshey focused on contextual relevance, plurality of
knowledge and recognition of cultural diversity througblusive practices and processes, as
part of their aims From this perspectivehe privileging of marginalised knowledges is
considered fair, given the historical atrocities against these worldviews and the need to
challenge dominant epistemologieg/hile there is a need to privilege marginalised
knowledges and people, there are, haaveconcers (raised by Nnenne and Loyiss)out the

risk of overcompensation, such that privileging local and indigenous knowledges i.e. the
particular, can lead to an unfagejection of the global knowledge base, i.e. the universal, and
could lead to ssentialism, fundamentalism and nationalisd | o v u 2Gl&)Cs the n |
other hand, to become coleblind, as Ahmed argued, takes the opposite extreme of ignoring
the entanglement between race, gender, class, culture, location, marginalisation and structural

inequalitiegGrosfoguel 2007)Thus, a balance needs to be struck betwappoaches.

In addressing culturadpistemic injustices in MOOCs there are also different stages where
dialogical and inclusive processes can be brought in. In the case of Nnenne, a concerted effort
was made from the inception of the MOOC to includduaatity of ideas and a diversity of
cultures in decisiomaking processefusticeas-process She felt that this is when the ethos

is formed and the most crucial stage of input. At the level of implementation, challenging
dominant discourses can be ddmeincluding diverse and pluralistic content, and creating
room for interaction and eoreation of knowledge, as in the case of Ahmed. However, as Priya
points out, in the global space of MOOCs with complex heterogenous participants, it can be
difficult to have ontent that is relevant to everyone. Thus, emphasis really needs to be made
pedagogically to include diverse voices and critical thought from the participants themselves.
As both physical and virtual learning spaces become more diyessegaspedagogy as

opposed tgusticeas-contenf serves as a guide to educators in an increasingly global world.
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Focusing more on material injustices, Francois argued that the emphasis on relevance in
curriculum should not overshadow the need to address maiguitices as there is little use

in tackling culturale pi st emi ¢ i njustices within educati o
have access to. Both Francois and Loyiso emphasised that not only do material injustices need

to be addressdist, they alscneed 0 be addressed structurally beyond the educational space;

at a community, municipal and national level. When MOOC designers sought to address
material injustices, for example, through making content open and technology accessible, the
MOOC platform,its features, and its limitations, played a big role. Whilst much effort was

placed on technological accessibility, there was less focus on consciously reaching out to

marginalised groups.

In comparing MOOC designers who focused on cultepatemic andjeopoitical injustices,

to those that focused on material and political injustices, we see a strong need to bring the two
approaches together. By onpyoblemaising external, colonialand neocoloniasources of
injustices,educatorsnay overlook domegt powes of oppression and material inequalities.
Alternatively, those that focus on material and economic injustices, may overlook the power
imbalances and dominant epistemologies that dictate the framing and the functioning of
societies and global relahs. Aconcerted effort needs to be taken from both angles to address
culturatepistemic injustices as well as the material injustices, bearing in mind both national

andinternationalsources of dominance and oppression.

By making MOOC designers aware thie mutiple dimensions of injustice that need to be
overcome in MOOC design and implementation, they can think through decolonisation and
social justice more clearly and develop more holistic mindsets on injustices. This can in turn
lead to more mukpronged eforts to conceptualise, design and implement MOOCSs in justice
oriented ways that better support the diversity of learners. The practical attempts of South
African MOOC designers to address injustices and the concerns they raise, as highlighted in
this chaper, can be seen as a guide and motivation for the MOOC space in general to take
greater strides in creating and implementing MOOCs in more justieated ways. As
Lambert(2018) highlights, openness in and of itself is not autboadly just but needs a
concerted focus in order to address injustiddilst this chapter focused on individual
practices drawn from MOOC designgthapter 9 take a more macroscopic view, systemically

outlining variousapproaches to designingstice-orientedMOOCs
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9 Towards designing justieerientedMOOCs

9.1 Introduction

This chapter drawBom previous chapters to respond to dwerarching research question

To what extent do or could MOOCs, particularly those produced in South Africa,
support theeduational needs, preferences, and aspirations of marginalised; peri
urban South African youth and address the material, cukepstemic, political, and

geopolitical injustices they face?

Chapter 7 and 8 are drawn upon to systematically present fad#oisons and practices that
influence the design of justia@iented MOOCSs at various levels. These factors, decisions and
practices are then compared with the broathing difficulties and injustices raised by
Potential MOOC Participants (PMPs) in @has 5 and 6 to respond to the overarching

guestion.

The concept of a justiesriented MOOC is defined here as a MOOC that seeks to address
material, culturakepistemic and political/geopolitical injustices in itself and in society, based
on the Dimensios of Human Injustice framework built in Secti@®6. As argued throughout

this thesis openness does not necessarily equate to justice. Thus, four categories of MOOCs
are defined here regarding justice. The first are MOOCs that perpetuate injusticé4@Q@Ca

that giveshistorical narrative which exclude certain histories and viewpoints, whether
intentionally or inadvertently. The second are MOOCSs that are based on open philosophies but
that do not particularly address injustices e.g. a MOOC teachimggamnming using openly
licenced material and software without removieghnologicabarriers to access. The third

are MOOCs that strives for justice, but not necessarily through actively including the
marginalised in its target group e.g. a MOOC that emgmjournalists, activists or NGO
workers to strive for their causes, or MOOCs that guide engineers to consider the societal or
environmental impacts of their desighi8The final is a justice@riented MOOC that strives to
include marginalised groups atfkir knowledges through removing barriers to access and
participation e.g. a MOOC that focuses on inclusive education imdsaurced area$!

370|n this category, the justieariented elementds more in the purpose of the MOOC.

31 n this category, the justiesriented aspedies more in the target group of the MOOWhile economic
imbalances play a big roie the marginalisation of peoplesther culturalepistemic and politic&eopolitical
injustices can also cause one to be marginalised, as was highlighted by Ahm@ettion 8.2.3

Sub-categorisations of marginalisation are discussed in more depth in S&&iéand9.4.2
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As none of the MOOCs reviewed perpetuated injustices, the latter three categories are focused
on in this chamr. Wrere necessary, | differentiate between basic open practices,
justiceoriented approaches, and justm@ented approaches for marginalised groupstbey.

PMPs. As justice is complex and multifaceted (outlined in Chapter 3, 6 and 8), the word
0 o r @ e dpltes the process of strivitgwardssomething rather than an end goal or binary
state(Sen2009) MOOCs may address some injustices but not others. This chapter is not an
exhaustive list of every factor, but rather the pertinent points that arose from the data. Where
possible, these are connected to literat(fe.

This chapter poses three argunserThe first argument is that there is no -sreefits-all
framework to creating justieeriented MOOCs. Rather, it is crucial to unpack the purpose of

t he MOOC, the target group, and, agthese fabt@xO C 6 s
will guide different approacheto justiceoriented MOOCSs. Thus, instead of highlighting a
definitive framework, this chapter outlines possible pathways in MOOC design which can

enable a MOOC to be more justicgented

The second arguent is that MOOC designeneedto examine their subjectivities and how
these shape the epistemological framings of the M@0 its conceptualisationDrawing

on findings from Chapter 7 that illustrated the importance of epistemic diversity in MOOC
desgners, this chapter emphasisdsianancentred approach i.e. to place emphasis on people
and their contextsi both the designers and the participaiitswhich can often be
underemphasised in MOOQRoss et al. 2014)t is argued that MOOCs are desigrisan
certain contexts anfr certain contexts and these contexts nedzbtmade explicit.

Following this the third argument is that greater emphasis is needed on faateidethe
construction of the MOOCurriculum,i.e. factors beyond content, outcomes, assessments,
processes, pedagogy and even priXim reviewing MOOCdesign literature in Sectich4.6

there was a tendency to focus on what happetiee MOOC, without explicitly emphasising

the social, political, environmental dtechnological contextsurroundingthe MOOCas an

372In some places, crucial points highlighted in literature are also included if intergigicerot mention it.

373 Smith (1996)outlines four approaches to curriculum theory andtraccurriculum as content transmission,
curriculum as outcomes to be achieved, curriculum as process, aitdloon as praxis. In all these approaches,
criticism is that not enough emphasis is placed on the contexts of the learners. This is beciaugercisr
centred around what happéansclassrooms (ibid.). By extension, MOOC curriculums focus on what hajpe
the virtual learning environment.

255



explicit and conscioustepin the design mcess3’* MOOCs need to be designed for the

contexts they are to be situated in.

Following Crosslin(2016:85) wh o a r MQOE slesignbra needdo consider several
largely ignored factordefore they begin designiy a ¢ o ur sepistemaogiesh as
met hodol ogi es, communi c a,thischaptegralke these, aral ntider p o we
factors explicit through outlining justieriented approaches to MOOC design. These
approaches are outlined through fouridiecrmaking spheres highlighted Figure9-1. The

first sphere, outlined iBection9.2, deals with the framing of MOOC production, highlighting

the highlevel decisions thatra made at an institutiahlevel. The second sphere, outlined in
Section9.3, involves the conceptualisation of the MOOC where the MOOC designers unpack
the philosopical underpinnings, purpose, and envisioned target group. The third sphere,
outlined n Section9.4, involves situating the MOOC. This is where decisions are niade t

are external to the construction of the MOOC itself, relating to the contexts in which the MOOC
will be placedThe last sphere, outlined in Seetd.5, is the actual construction of the MOOC,
where power dynamics, pedagogical approaches, participation, content and assessment
methods are brought togetfét The spheres outlined are not neeeg chronological, but

rathe represendifferent nestedlayers of decisiommaking. Each section highlights factors,
decisions and practices of MOOC designers and management that impact the elements of
MOOC design in that sphere. Sec8&n3, 9.4, and9.5each end with the design choices that
would suit the marginalised, parrban South African youth (the PMPs), directly responding

to the overarching research question of thesis

3741n Section 2.4.6, three papers were mentioned that were particularly useful in highlighting theiabfatetdrs

in which MOOCs aresituated Abi di (B0l radadinsap to creating MOOCs in L
(2014)checklistfor designing and implementing MOOCSs, @ | (20&@43gleaning of good practices in MOOC

design. Practices from these papers are drawn upon where applicable.

g Situating the MODEOMOOEOOE&pnastnuettwgned, but the d
el ements in 6Situating the MOOCO6 are often hidden or
design process.
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Figure 9-1 Decisiorrmaking spheres in designing justieeented MOOCs

Source: Aut hordéds own

9.2 Framing MOOC Production

Before a MOOC can be conceptualised, there are a plethora of factors that guide and limit the
possiblevariations of a MOOC, and thtiseir ability to be justic@riented. This section deals

with these factors, which are often beyond the control of a MOOC designer who is further
downstream. These decisions are made at an institutional level and inclutigiansat

rationales for invegtg in MOOCSs, and institutional platform choices (or limitations).
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9.2.1 Institutional Rationales for MOOCs

Through my interviews with MOOC designers, it was possible to gather various institutional
rationales for investing in MOGLCor not. Unil, Uni3 andJni4 gave a variety of similar
reasons for investing in MOOCs. These related to improving their universéputation,
branding and image through marketing it on an international platform alongside other
prestigious universitieand showcasing niche reseh, particularly research relating to Africa
(Ahmed; Monique; Matthew). Beyond reputation and branding, there was also a strategic
objective to begin building capacity in online education, given that learning and teaching is

increasingly incorporating nme online elements (Monique; Mishqgah; Riyaadh).

Uni2 did not join any of the major MOOC platforms, however, it had massimentfacing

online courses that arguably reached more marginalised youth from South Africa than the
MOOCs on major platforms, ttsut was included in the studyurthermoreAnna(MS01F2W)
mentionedhatd he i dea i s to open tSheerplaiesthencasonng | y f
as to why the university chose not to do MOOCSs, also alluding to theaiatitor MOOC

being brandig related:

60k so [Uni 2] decided that é we do not n
other things. éit was a very conscious de
iscostingaloeand t hat 6s what o uTheret@moa igvwsmentt dec
of making MOOC:s is not worth i&(Anna)

This resonatseenweth BAhmedB®ni 46s Vi dhevcahhanc el

we make money out of this MOOC?6

Table9-1 summarises institutional ramales for MOOCSs gathered through the interviews and

research’®

376 This was compiledrom interviews with Anna NISO1F2W), Anthony (MI16M2W), Ahmed (MI10M4B),
Riyaadh MS06M4B), Mishgah MS05F3B, Monigque MS03F1W and Matthew 1S04M3W) as well as from
the UCTMOOCs(2019)website A U indicates that amterviewee explicitly stated that the rationaled part

of the universities plan. A question mark indicates wadgty as it was not mentioned in the interviews but could
be part of the wuniversityés rational e.
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Table9-1 Institutionalrationales for MOOCs

Institutional Rationale for MOOCs University

1 2 3 4
¢2 AYLINROS (KS dzyA@SNEAGEQA NBLMzil GA2YV V V V
To showcase niche and unique research projects V V|V V
To showcase African knowledges, scholarship, research and teaching practices V V| V|V
To build expertise, capacity and networks in online learning as more formal course V.V 'V 'V
degrees are becoming online
To join the global MOOC movement and find out more about it \% vV Vv
¢t2 akK2gOlFlasS GKS dzyA@SNaAAGEQa GSIFOKAYy:!V U V V
accessible
To support students transitioning into university vV U Vv |?
To support students transitioning into postgraduate studies vV U V U
To investigate how online education could be monetised Uu ulu Vv
¢2 adzLILR2NL LIS2LX S 2dziaARS (GKS dzyA@SNE? U V ?

support, teaching and learning

Source: Aut hordés own

Of the four universities, Uni3 was the only university to explicitly nmamtifrom an
institutional perspective, that the goal was to serve those who did not have access to higher
education (MatthewMS04M3W).Thus, besides Unj3’ democratising access &mlucation
through MOOCSs not at the fordront of universities rationaldsr investing in MOOCs. As

will be shown in later sections, these institutional rationales impact the flexibility with which

MOOC designers can design justiméented MOOCs.

9.2.2 Limitations in Platform Choices

MOOC platform choices were made by the uniwgrsand in some cases informed by the

uni versityodos centre for t e awahtedogowahthemajorear ni n
platforms(i.e. FutureLearn, Coursera and Exdxecause of the largee-existing student pool

and the existing infrastruat (e.g. servers) on these platforfisThis allowed for the least

investment at this exploratory phase in online learning, while being able tetttaknselves

377 Uni3 was the only university with atianale to support thoseho o rt bave access to higher educational
support and it is resultantly the only universithat has MOOCSs that explicitly attempt to reach marginalised
groups.

38These reasons were given by Riyaadh (Uni4), Mishgah (Uni3), amibMe (Unil)Uni2, who decided against
using the major MOOC platforms, decided to focus on making stddeimg 6 mi-M O O C sndBlackboard
(Anna).
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globally (Riyaadh)If they had for examplecreated their own platform on OpetX, Canvas

or Sakai, they would havead to invest considerably in infrastructure and expertise, as well as
have to build a community of learners from scrat@iThe choice of platform is a fixed
decision that ties the university into a particular pedagogical approamhlihe learning as

well as a particular set of features and functionalities.

Before any ideological choices could be made in terms of whicheothree platform to
choose®® practical limitations from platforms informed the decisions made by some

universties. Riyaadh, from Uni 4, states:

OWe approached three platforms, the big t
Coursera just simplydidét get éMWea aldo agpmached edX and they were
willing to work with us but the joining fees as wedl the maintenance fees were far

over the budget of the project. Our other option was FutureLearn, and FutureLearn
they initialloyn d¢diodmdadt bwadmwuses we di dnot
universities in the world, and we had to come on board esnére of excellence and

as a centre of excellence you need to demonstrate that you have research outputs,
academics that are world class essalht, which is why we approached the professor
here because he has such research credentials that would aiow present on
FutureLearn. And then we came on board as a centre of excellence but because of the
overwhelming positives reviews and they hesen basically what we can do, we have

been upgraded (Riygaadr f ul | partner . 0

Uni3, who is rated amonggte top 200 universities in the world, did not face such barriers to
accessing MOOC platforms and in fattt he i nsti tuti on ewarisusappr o
platforms includi ng ,&dtdecided togawitmbotivlisdgahkour s er a

Unilhadun ver sity funding to pPhapdovars e¢h¥od ipatrtt
university to joined X @Monigue) In addition to the partnering fees, there were further

conditions. The agreed terms were that edX initially takes all the profit from thigcast

37 These alternative platforms were mentionedMgtthew, Mishgah, and Moniqu®ne of the differences
between OpenEdX, Canvas, Sakai, and Blackboard, in comparison to FutureLearn, edX and Coursera, is that the
latter threeare cloudbased which means that no storage is needed. The former function more as Learning
Management Systems than MOOC platforms, whidy appear similar but are intended for different scales and
uses.

380 For example, Mishgah outlines in SectitB.1that some might want to choose edX for ideological reasons as

it has made its software opsource.

381 Note that Coursera and FutureLearn do not have partnering fees.
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until a certain thresholtf? Thereafter, the profit is shared between edX and Efiilhus, edX
gains on both endsthe university and the student. EdX, however, is steadier asait is

consortium of universitié&*andnot a business model like Coursewho6 k e e p changi ng
t hey 0 r @ishkigah). n g 0

Lower ranked universities are thusnstrained in their freedom to choose which MOOC
platform they prefer and additionally need to agree to certain conditions in order to join these
platforms. Thus, ahe MOOC production level, inequalities in access to MOOC platforms can

be seen.

9.2.3 Comparisoas between Platforms

This section shows the differences in MOOC platforms and how they guide and limit MOOC
design, and thus the ability to design justiceented MDOCs.As alluded to by Riyaadh in
Section8.2.3 platforms have certain pedagogical underpinnings. MOOC designers from Uni3
tended to be more aware of the pedagogical differences between the FutureLearn and Coursera
as they usetoth. Matthew describes Rur e L e aawary secil leérningentric thing’®®

and Co u wveyekindiof @msstrudtivisvith a very assessment driven tiinBetween

Coursera and FutureLearn, RanjeMI@8F3B) found FutureLearn to bé f r i eand| i er 6
60 or g a,desesribithdhab t he appr oachabi,whetegsd Gwausr sneurcah wnai
very structured, i t had Caursevaasrcgnsciously moafécusédi n d «
ondiscussion®basi cal |l vy, [t hey] t olegdowmnatseithe coursee d o c
hangi ng o n (Matthenc Assrsexample d how the platform enforces a particular

way of designing a course, Franc@slO5M3W) expressed that assessment was sometimes
overemphasised T K@ursera people were really thees pushindor the amount of testing
€ethey basically were sayi ngdEtdXowaudescrived byd on 6t
Mishgahashavinga st r ong e nwth anmoe mstractvistfagpmwacls 6

382 Monique could not mention an amount, busimilar scenario wa mentionedoy Francois (ni3) with his

course orCourseraAs he outlined, the first $10,000 from certificate sales goes to Coursera. The university does
not gain anything until after that.

383 Monique highlighted that the contract was for three yearshaydwere obliged to creathree MOOCSs within

the first eighteen months. The revenue was made from certificate sales of which they chose the lowest price
possible: $49. This profit is taken by edX until a certain threshold is reached. Thereafter,ithe ginafed. The
percenage that Unil gets depends on various factors such as the number of reruns.

384EdX is a norprofit organisatiorwithout any venture capital or any other funders.

385 Matthew mentioned that Futurelearn is trying to add more assesgnitshodel A downsideof FutureLearn
might be an overemphasis on social learning, bearing in mind that some participants prefer to learn in different
ways, perhaps through less engagement and more measured learning outcomes.
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Platform features are also important to consieen choos n g a

a s s e s svasecoorisideredd ¢ | eanckdedlly t e s twikede@s other platfornds peer

assesmentv e r amateéurish in comparis@(Matthew) FutureLearn referred to a similar

featurea® peer
assessment haddama j or

as they were submitte®

The MOOCdesi gner so

wherad it dive® en o (MatthewkMbo ni g u e

outlined

with ibréghreing the way in which it exchanged assignments

i mpressions

and

highlighted above, as well as the technological accessibility features highlighted in Section

8.3.4, are summarised ifable 9-2. This was also supplemented by my own review of the

platforms38’

Table9-2 Analysis of 3 MOOC platforms reviewed

FutureLearn
Pedagogical Social constructivist
leaning
Niche Social learning
Disciplinary Social Sciences, Arts and
alignment Humanities e.g. education
or philosophy
Structure Easy and friendly
Discussion Primary source of learning
Forums

Peer evaluation

Offline Downloadable (recent
change)

Mobile App None

Activities Mainly discussion board

Peer reviewno grading)

and simple MCQs

386 Monique explained thahis resulted in earl§ goad

got poorer feedback.

%'This was done

t

(o]

Coursera
Constructivist

Skills and competencies
Social Sciences and Hard
Sciences e.g. politics or
chemistry

Structured and formal
Supplementary

Peer assessment (grading
necessary)

Intelligent
peer-assessment
algorithm

Downloadable

Excellent app that saves
videos offline and allows
for questions to be done
offline and synced
Activities such as drag
and-drop exercises,
matching, MCQs, quizzes
often involvingcritical
thinking

the extent
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edX

Instructivist(shifting to
constructivist)

Expert content and skills
Hard Sciences e.g. science,
engineering or programming
courses

Structured and formal
Supplementary

Peer assessment (grading
necessary)
Glitchy algorithm

Downloadable

Good App but not without its
glitches

Activities such as draand-
drop exercises, matching,
MCQs, quizzes etc. with
innovative interactive
graphics and creative
exercises

s t wmadrléng ¢ashdther while slower, weaker students

was possible

f

pl atfoeapeer Cou

under st and

r

h ¢

(



Assessment Little to none Important Important

Course access | Participant profile expires | Always accessible Always accessible
after a few weeks after
course finishes weeks
unless one upgrades

Openness - No prerequisites - No prerequisites - No prerequisites
- A variety of free access @ - A variety of free access @ - A variety of free access
courses available courses available courses available
- User account needed - User account needed - Useraccount needed
- Content licensing - Content licensing - Opensource platform
depends2 y Ay &aGA RSLISYR& 2y A -Content licensing depend
regulations regulations 2y AYyAaGAGdziaz2
Partnering Fees None, ability to join based None, ability to join based Yes
on university ranking on university ranking
Certification Certificate ofParticipation = Certificate of Completion = Certificate of Completion
purchasable purchasable (if the pass = purchasable (if the pass mar
mark was achieved) was achieved)
Financial aid offered but = Financial aid clearly statec
not advertised widely Financial & offered but not
advertised widely
Accredited Offers paid courses for Offers paid courses for Offers paid courses for
Courses micro-credentials, professional certificates, = professional certificates,
academic accreditation, | MasterTrack certificates | MicroMasters program, and
professional accreditation and aline degrees online degrees

and full online degrees

Source: Aut hordéds own

The pedagogical leanings of MOQiatforms, their features for interaction and assessment,
and their ability to be mobile compatible or available offline all impact the abdliesign
justiceoriented MOOCs for different purposes and target groups. This will be unpacked in

subsequentestions.

9.3 Conceptualising the MOOC

This sphere deals with the conceptualisation of the MOOC i.e. whemphilesophical
underpinningspurpose,and target group are decided by the MOOC designers. While it is
always possible to iteratively modify these itelastages, the intentions made earlier on tend
to set the trajectory of the MOOC.
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9.3.1 MOOC Designers
While the institutional rationales of the M@Q are often defined, MOOC desigri&save a

big influence in subsequent decisioraking. Drawing on Chapter it,was shown that the
MOOC designes 6 i esstrangly inflienced the MOOC at all stages in design; it influenced
the ethos and purpose of NITs, the target groups, the pedagogy and participatory methods,
and the measures taken to make the MOOC opdnirartusive. The chapter argued that
epistemic diversity of MOOC designers aheir gaining of a critical consciousness, broaden
ways of undersinding and enacting openness. It is further asserted heepitaimic diversity

of MOOC designers, and tinedeveloping of a critical consciousnesses, are key factors to

designing justiceriented MOOCss they serve to challenge cultueglistemic injstices.

Epistemic diversity of MOOC designers can be achieved through following the practices of
Nnenne in Seain 8.2.3. Nnenne and her colleagues consciously sought to irdiffelent
waysof-being and way®f-knowing in the MOOC design team to enstirat multiple voices

were included in the MOO@aking proces¥® The more epistemically diverse the people
who are at the decisiemaking table, the more inclusive the MOOC will be, as they are the
ones who set the ethos of the MOOC. Her efforts to inclodatiple voices from
conceptualisation phasef the MOOC differed from others who emphasised this in the

implementation stage.

Another practice which served to include diversity and breadth of expertisseskig
equitable partnership€® This washighlight by Mishgah, who described a MOOGareated

by the university and a local NG®artnerships can be within departments in the university,
with other universities, government organisations, local or international NGOs, research or
policy centres, pcorporates®®! Partnerships with organisations working in the field gwiaie

allow for voices beyond the academic space to be inclndédMOOC, steering it to be more
relevant practical and grounded. Having more partners also allows for the MOf@&dio ait

to broader audiences and reach specific target groups.

38 A reminder here that MOOC designer refers to instructonsjcclum designers, ingictional designers,
project leads and managers etc. They all play a role in conceptualising the MOOC.

389 They included differently abled people, different ages, genders, races and c@aatisn(8.2.3).

3% The downside of partndrps may be political agelas, bureaucratic processes, or aims and objectives that
may not align with the original vision of the MOOC, however none of these arose in conversation with the MOOC
designers.

391 Often, partners bring iadditionalfunding whichis an added benefit.
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In terms of gaining a critical consciousness and being critical reflexive, the examples of Anna,
Chris, Anthony and Caroline in Sections 7.2.3, 7.2.3, and 7.3.1 can be drawnTaon.
procesofref | ecting on oneds s ubjieesmaybeilatkingisthe as w.
MOOC, assists in striving for justie@iented MOOCs. Epistemic diversity in the MOOC team

helps each member to examine their own preconceived noBaps. inperspecties could be

filled through inviting collaborators such asgperts, practitioners, teaching assistants or
students to partake in the MOOC formulation. They could also be brought ofpe=sseaters

or intervieweesn the MOOCto represent diverse experiead®ichard).

Similar points were raisdaly Abidi et al.(2017:501who emphasisesicreening the courdsy

a O0diverse group6 of oO6discipl i ogests,andpxpartt s, cC
from disciplines other than thatinwhh t he MOOC. TWey also emhphasised tthab

it wa s inclueld at leasttooe student in the team of evaluatoras t hei r cr

perspective would be invaluable (ibid.)

9.3.2 Philosophial Underpinnings

Leading on from epistemic diversity and critical consciousness, MOOC designers need to
examine and make explicit their philosophical underpinnings, underlying assumptions and
preconceived notions, as thrames theMOOC. This was highligked by Nnenne, iBection
8.2. 3, who was mo sthe ethos af the M@O&explitit. Pimladophinaly o
underpinnings include the ontological and epistemological approaches as well as any
ideologies, viewpoints and theorigst are taken.

In addtion, there aroften agendasarhi dden curriculumé tied int
be made explicit togGiroux and Penna 197.9gendaseednot be seen as bad, but rather a
motive or standpoingSmith 1996) While the purpose is more explicit, agendas are normally
in the backdrop. For example, Caroline wishes to challenge petyl®@ t hi nk t hat di

chil dren need t o ,gaguing msteadpfer dniclasivedesation dhatl s 6

accommodates them.

Similarly, it is important to make explicthe school of thoughfrom which one speak In

many disciplines, there are many siiisions that are in disagreement with each other or have
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different fundamental assumptioff8.To the novice, if only one viewpoint is presented without

acknowledgement that other viewpoints exist, they will take what they learn as the whole truth.

MOOC designers also need to examine their epistemological assasph knowledge and

learning whe h i nform the MOOCsO6 power structures
standpoint that would lead to a more instructivist pedagogy, or a subjectivist standpoint that
would lead to a more constructivist or social consivist approachegCrasslin 2016) A

pragmatic decision could also be taken whereby a designer simply goes with the approach they
are familiar with or the one that best achi

and pedagogical approahare unpacked in Secti®rb.

Drawing on the above, in order to position the MOOC amongst the plethora of ideologies,
philosophies and approaches, and challengealturatepistemic injustices it may perpetuate,

it is crucial to make the ethos of the MOO(phkoit. The following questions are useful in
developing the ethos of a MOOC.

1 What are the underlying philosophical assumptions of the MOOC designers and by
extension, the MOOC?
1 What agendas ateeingpromotdor countered.e. what does the MOOGtand ugor,
or standup agains®?
What school(s) of thought is the MOOC speaking from, to, or against?
What epistemological assumptions does one have on how knowlexige

formed/transmitted and how learning happens?

9.3.3 Purposeof a MOOC
9.3.3.1 Categorising MOOC purposes

Czerniewicz et al(2014)highlightfive purposefocused categorisations of MOOCs which are
useful here to discsgusticeoriental purposes of MOOC3 able9-3 displaysthesan addition

392 For example, in philosophy you have the analytical philosophers and continental philosophers. In psychology
you have those who align with embodied cognition and those who align with Cartesian dualism.
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to adding furthersubcategoriesthat emerged from the dat& 3% The subcategory of

vocational skill§*®is unique in that it was informed frothe PMPs3%

393 These examples of MOOCs extemglyond the MOOCs that wereviewed in this study.

3% Advocacy MOOCs could have also been its own categor@zasniewicz et al(2014)highlight, however it

was included under workplace skills as they are usually targeted at a specific profession, e.g. journalists or policy
makers.

3% vocational skills here refer to technical skills needed for occupationdhdieobtained from a Tiegical and
Vocational (FVET) college rather than a university.

3% The Alison platform was more tailored to vocational MOOCs and was thus drawn upon there. No clear
examples of vocational MOOCs were found from South African MOOQ3Saursera, edX or Futurelarn.
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Table9-3 Purposefocused categorisation and sehtegorisation of MOOCs

Category Subcategory Examples

Teaching showcase W/ St SoONRGEQ W2 KI G A FUCT, Fifurefdank)C
These courses showcase the Teaching W9 RdzOF GA2Yy F2NJ ! f
institutions expertise in teaching. It | method/approach 'y R Ly @€CTZAuturdlyémn)

could showcase weknown
professors, uniquéeaching methods,
or unique skills. These tend to be
locally and globally focused.
Gateway skills

These courses guide prospective
undergraduate students, making then
aware of the expectations and
opportunities available as well as
assisting them in developing trskills
they will need at university. These
tend to be locally focused.

Graduate literacies

These courses support postgraduate
student in general research skills and
methods, as subjeetpecific needs.
These tend to be locally and globally
focused.

Workplaceskills

These courses support those already
working in industry (i.dife-long
learning for professionals, business
people or advocacy workers) or
looking to gain vocational skills. The
courses apply relevant knowledge an
skills to realworld applications. These
courses may help showcase the
institutes professional programes or
programmes that address societal
concerns. As a result, they tend to be
more locally focused.

Research showcase

These courses showcase the
universities cuttingedge research.
Courses demonstrate novel, innovatiy
research or unique approaches. Thes
courses tend to be more idepth and
assume some prior knowledge. As a
niche approach, specialisation in loca
contexts/issues is often a feature of
these courses.

Technical Skills

High school/working to
university transition
Supporting current
university students

Writing Support

Research and
Subjectspecific skills
Support

Professional
Development
Business or Soft Skills

Advocacy

Vocational Skills

Thematic showcase

Interdisciplinary
showcase

Local knowledge
showcase

wwdzt A { OA Sy {UCT,A C
Coursera)
W2 KIG R2 ! NOKAGSC

t £ yy SMis, eed K Q
W2 NAGAY 3 & 2 dzaddrsgel® N
Ay GKS | O(&S Chubserd

Wt 2 & (i 3 Ndademiit LiteBacy for

al yI3SyYSyid |yR .o
(Wits, edX)
YwSaSl NOK aSiK2RzZ

I LILINB(WitS, edX)

Ww S aBazediPioject Management:

a2y Ald2NRYy 3T HWIiR edX)
Ww. SO02YAy3a | OKLy:
Intr2 RdzOG A2y G2 {20
(UCT, Coursera)

W OGADGAAY YR [ AL

0 K NR dz3 K(Wits, S8} I Q
WC2NOSR YR t NBOI
Global Economy: Slavery by Another
b I Y §WiQ, edX)

Y2 Sp 5S8SaAr3ayQ

W2 2 NJ LI F OS | S(Rlison)k

W/ fEAYIFIGS / KFEy3aS &
583@St 2 LA y AJCD Salngeiial)
Wi FNA OF WJ, Blgcibard K (i &
WaSRAOAYS (WETR (K¢
FutureLearn)

w{eadSy 58yl YAOa
(Wits, edX)

W¢SFEOKAY3I F2NJ / KI
t KAf 2 &2 LKA Stelfenbosthl
FutureLearn)

Source: Adapted from Czerniewicz et @014)with my additions highlighted in red. Examples are my own.
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These categorié¥’ and subkcategories are not exhaustive nor mutually exclusive and will

indeed grow over time. The categories reflectimeent MOOC landscape in South Africat

may bare resemblance in other regidbeawing onTable 9-3, justiceoriented MOOCs can

emerge from any purpogecused categorisation of MOOCJausticeoriented MADCs for
marginalised graps however, may need the purpose to align with the needs of the
mar ginalised group in question. For exampl e,
skills needed to improve their practices may be jusirgented but not bapplicable or useful

to a marginalised group where barely anyone has a tertiary eduétion.

9.3.3.2 Justiceoriented MOOC purposes

An important leverage point to creating justmm@ented MOOCS, that emerged from interviews

and reviewing of MOOC:s, is thstOOCsrespondasterto hot topcs, environmental concerns

and current affairs than traditional course§his is likely due to the flexibility and
experimental nature of MOOCs. For example,Gh€ | i mat e AdapMOODCwasn i n /
launched following increasingly severe droughts intBdfrica. Other examples include the

O0Af ri cancourseandbkKieraxcd i n g MOOC thaCweeectrgadad response to

student calls for decolonising education. Through leveragirtigeoabilityto respond to current

issues faster, MOOCs can puegusticeoriented purposes.

Various MOOCs reviewed seemed to be usedtasthed for new ways of thinking about and
approaching topicswhich tended to be justia@iented. The subategoryof interdisciplinary

MOOCs does precisely this, bringing togatiperspectives from different disciplines such as

theé Medi ci ne B@QAC Thehbengidgrtagethér of disciplines creates opportunity

for knowledge exchange and expanding of both tleeidgg ner s &6 and parti ci pe
MOOCs thus push forwand interdisciplinarity approaches, where formal courses are often

held back by bureaucratic processes, paving the way for new, broadened, ways of thinking to
emerge. Importantly, these nichedant r endy t opics al so align wi

for MOOCs at the same time being justaéented®®®

Another finding that emerged from the interviews wastiapurpose of the MOOC was often
inextricably tied to peoplewhether it was th@swho presented or were interviewed in the
MOOQOC, or the targetrgup of the MOOC. For Ranjeni, whose MOOC would mainly be

397 My category definitions differ slightly from those of Czerniewicz e(2014).

3% Similarly, MOOCs hattarget activists, journalists, engineers, lawyers, NGO workers, or policy makers can be
considered justicerientedif the purpose is to address material, cultemktemic and/or political injustices.

399 |n this chapter, | otline when justicoriet ed aspects align with the univers
pragmatic approach is taken in that these are real constraints that need to be worked within.
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categorised as a research showcase, her MOO@was si gned as a public
sci etmengagethé br oad | a Yhe pugpdse was noe dnly to showcase the field

of study, butd tsch o wc a s e in heefielg & stydy. Bl&d quotes in Sectidr2.1show

her attempts to showcaskffering races, genders, ages, and levels of expertise to break
stereotypes of who a scientist might Ber Loyiso, whose MOC would be categorised as a

research showcase of local knowledge and expertise, the purpose was tightly linked to
6get[ting] as many of the thinkers, Westdine wr it
discourse has never taught us in our curticu riror dinenne, the purpose of the MOOC was

not about specific content,batb ui | d[ i ng] a c assheuwantyedft @raet
story of the teachers out, who Inwmniocelardloei ng s ¢
wanted to6 g etproauctt i ces from The South to Ferngage
Richard, whose MOOC was more polifycused, s purpose wasto supp@rtp e opl e who a
seni or member,dmefmbgao\se rordampmtGAAGOEt Mmeyn ttéo | ncr e a
use evidace from research evaluations in their decisim@ k i ng f o*® Thpspthei ci e s 6

target group and purpose of th€d@C often need to be decided upon together.

9.3.4 TargetGroup

9.3.4.1 Categorising target groups
Table9-4 categorises the types$target groups that MOOC designers mentionedterunews
or on MOOC landing pages as well as the types of groups ascertained from the PMPs survey

responseé’?
Table9-4 Categories ofargetgroups
Group Description Examples
Marginalised These groupsxperience or have 1 People from LMICs
groups experienced marginalisation ome or 1 People from rural areas

more ways Due to this, they are less likel § People from marginalised ethiiiies,
to haveaccessed higher education and gendes or races
likely live in lowefresourced contexts. 1 People in warzones or disaststruck
areas
1 People marginalised through
sociceconomic mequality, in poorer and
wealthier countries

WRji chardés target group of wastargetedto thantamliséd@eddrove hat di
to address injustices in society.

401 Categories are put together from the South African MOOC landscape but may bare resemblance in other
regions.
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Prospective
undergraduate
students

Prospective
graduate
students

Current
students and
academics

Professionals

Work-seekers

Knowledge
Seekers

Prospective undergraduates are those
interested in pursuing higher education

9 Fresh high school graduates transitionir

into undergraduate studies

and looking for a taster of what this migh § Working persons transitioning into

be like. They are less likely to understan:
sub-discidines and specialisations.

Prospective graduates have experiencec

university life and wish to retn. They

have more likely identified michetopic or |

interest that they want to explore further,
either through researching it or gaining
professional expertise in it.

Current students are already in formal
education and may be from the universit

undergraduate studies

Undergraduates transitioning into
postgraduate studies
Professionalgransitioning to
postgraduate studies

Students on a particular course at a
particular university

providing the MOOC. Current students a § All university students at a particular

likely to share similar educational contex
through being in thesame discipline,
university or university course.
Professionals are intested in lifelong
learning to improve themselves or their
knowledge on a subject related to their
work. They are likely to be more
interestedin knowledge and skills that ca
be applied in the in the reakorld.

Work-seekers those who have not yet
established a career or career path and (
not necessarily want a university
education but rather vocational skills,

short courses, odiplomasthat could aid | q

them in finding employment as soon as
possible.

Seekers a those interested in pursuing | q

knowledge for its own sake or to
implement it in their personal lives. They
may or may not already have higher
education but are not particularly focuser
on advancing in formal education and/or
career, at least not in the fic of the
MOOLC. It could be a hobby or side
interest. This group is ambiguous and
diverse.

Soure :
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university

Students of a particular discipline from
any university

People working in advocacy and politics
e.g NGOs, journalists, activists, and
policymakers

People working in technical fields e.g.
engineers, doctors or computer scientis
People working in humanitarian fields
e.g. educators or social workers

People working in business e.g.
entrepreneurs or accautants

People seekig computer skills e.g. web
or graphic design

People seeking human resource skills €
administration

People seeking hanem skills e.qg.
masonry or carpentry

People seeking soft skills e.g.
communication or negotiation skills
People who are interested in disciplinar,
topics for personal interest e.g. science,
religion, philosophy or history

People who are interested in self
developmente.g. wellbeing or nutrition
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These groups are notutually exclusive. For example, one could be a teacher (professional)
in rural areas (marginalised), or an engi
degree (prospective student). The wedekers categp was formed from PMP responses to
their educational needs.

The categories ifiable9-4 focuses on the learning levels and aims of the participants, and not
necessarily the contexts they come from or bring with them into theérgagnvironmenf®?

In the last four chapters, PMRsd MOOC designers mentioned a range of contextual and
personal factors that could occur in any of the target group categories. This is tabUlatsel in
9-5:; 403

Table 9-5 Personal andcontextualfactors of MOOC participants

Personaland contextual factors Section
Differing family responsibilities 7.2.1
Differing financial responsibilities 5.3.1&5.33
Differing ages, genders and sexualities 721&7.31
Differingprofessional levels and professions 7.2.1
Differently abled people 7.2.3
Differing work and travel commitments 8.3.4
Differing time availability and flexibility 8.3.4
Differing digital literacy levels 5.5.3
Differing seHdirected and online learningbilities 559&5.6.4
Differing access to devices and internet 55.1&55.2
Differing language proficiencies 56.3&6.4.2
Differing cultural norms and religious views 6.4.3
Differing political views 6.5 & 6.6
Differing countries andontexts 8.2.1
Source: Authords own

MOOC:s thus brings together a plethora of people from differing backgrounds with differing
needs and differing intentions foridg theMOOC (DeBoer et al. 2013; Scagnoli 201R)is

ne.

important, however, to remember the imbalances in representation of these different groups, as

highlighted in Chapter ZBozkurt, AkgiinOzbek, and Zawackrichter 2017; Hansen and

402The marginalised groups category is an exception to this; howeaeginalised groups cannot be lumped into
one homogenous group. They eachehamique factors to consider, for example, language. This is expanded on
in Section9.4.2

403 This is a norexhaustive list.
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Reich 2015; Lockley 2018A justiceorientedMOOC seeks to addresses the imbalances in

representation of those who differ from the dominant.

9.3.4.2 Definingthetarget groupand useful prior knowledge

This section discusses the importance of clearly stating who the course is aimed at and what
prior knowledg might be useful, as a step towards designing justimted MOOCs. While

many of the MOOC designers interviewed could describe their target group succinctly, some
said the course is open to anyodgp a s si onat e @b bas no preeequisites n g 6

(Ahmed). Craig was very open about not even thinking about the target group:

d didndét think who was | talking to. I )L
to do one again, | would be muchmore minédfd f t he di versity of p

t0.6(Craig)

While MOOCs are open to all, there is a difference between who the course is technically
accessible to versus who is it designed for and who will benefit most from it, as highlighted by
Richard in Sectio.3.2 Eventhough the MOOCs are technically open to all, sometimes the
type of prior knowledge that would be beneficial to have, impacts how well something can be
learnt. For exampleChris stateso It would be beneficial to have some sort of biological

backgroundd, peopl e need to know what a cell is f

MOOC platforms deal differently with this issue of defining target groups. While FutureLearn
has a O6Who i s t hi $fie MO®OGC largliag phge,rClutsersanctedX donot.o n  t

In the latter two,He target group is sometimes mentioned optionally in the course description.

MOOC | anding pages also tend to alll state t|
The wordoolkbtiedpatticul arly ambi gustiled. For
6l ntroduction to StewaBtaéde &b dnelskedefisyitkegds i ol o
as Olntroductorydéd. While it is inmayoadhect ory
accessible in terms of the prior knowledge needeaistically one will benefit most if they

have some prior knowledgeith thattopic. Even if the prior knowledge is not necessary but

useful, it is beneficial to state it. Fortunately, tharse description mentions thatiig a] i me d

at physicians, ICUnus es and ot her s whch &n apgropriately guei t e cC «
interested learners in deciding whether they would be able to best benefit from this course.

ThisisnottosaythatMOCs s houl dnét contain diffthatult or

explicitly stating difficulty levels and preferred prior knowledge is useful so that interested
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learners are made award MOOC does not always need to be in its most elementary form,
without expectancy of any prior knowledge in the subject areae jadbiceoriented. If the

target group was marginalised youth than this would be necessary, but if one were to address
environmental justice in marine ecosystems, for examplé Ina r g me Bdasystems:
Assessment angpecibliat kreowlesge eubd tbéduseful. What is important is to
specifythe target audience and level, of whichistbourse is one of the few marked as
6intermediary6 | evel. Addieadbyemralevel MOOCshee s e MC
learning paths that cover the basiegaed in order to fruitfully benefit from the higHevel

courses. As universities often want to portray the most cegilygg research however, this

approach does not match with the univei t y 6 s mandat e.
In summary, good practice regarding the targetigrinvolves:

1 being intentional about who the MOOC is broadly being designing for when
conceptualising the MOOC

1 being explicit aboutvhat prior knowledge and level of expertise would befukor
necessary

1 being explicit aboutvhowould benefit most fromhie MOOC

A good example of this is ®&TAésUrnbumndleednUrri
the Market and Digitall e ¢ h n sHowngnfFigure9-2. The 6Who i s this col

states:

Who is the course for?

The research presented in this course will be useful to a wide range of
stakeholders and senior decision makers within higher education. You
might be a university manager, a strategist or head of a teaching and
learning unit.

The course is also ideal for policy makers within governments, as the
research has implications for education policy, and people interested in
the future of higher education.

Figure9-2Scr eenshot of the 6Who is this course for?d6 secH

SourceUCT MOOC on FutureLearn

404 This is unpacked in Ston 9.3.5when discussing choices that suit the Potential MOOC Participants
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Even though the subject content for this MOOC is-teminnical and would be understandable

to all, it still descibes who it is design fomal will be most beneficial for.

9.3.4.3 Benefits of leveraging of the diversity within the MOOC

Although it is argued aboueat specifying the target group and prior knowledge is beneficial,

this is not to say that the MOOC should natet to its diversity Inde=d, the two are not

mutually exclusive. Nnenne articulates this well, where despite being specific about her
MOOCs targetgroupaSseducators from all t he African ¢
i ncome ¢shealsd em@wsesdhatshewantsdegt di f f er e ntobepefitac es t
from6t he | essons that c¢ anChrisenentioasaarsimilar seepariois s ¢ 0
his course, where althougis6t ar get audi ence was a very spec
there was6a car diowrageearn awh o dHedelaborated o bow rsigcle 6
participants with practical experience could contribute to the course, for exémple@ i s i n g

i ssues, sa[lying], fAYou know, t halisticabauttlgsr eat ,

model 0606

Thus, while it is important to know what prior knowledge is needed as a starting point for new
knowledge constructidf® the benefit of learning from the diversity of the group can also be
harnesset§®. Familiarity is needed to feel sense of belonging, difference $ needed to

push onedés thinking and create room for exct
levels and professions. Through sesichangebeneficial community of practices can be built

such as those outiked by Ranjeni irBection8.2.3 Building these communities of practice

where people from different walks of life can come together for some common interest is one

of the most impactful féares of MOOCghat can bdeveraged o, particularly in designing
justiceoriented MOOCsthat aim to challenge -culturapistemic injustices through

representing a diversity of voices, experiences and knowledges.

9.3.5 Choices that suit the PMPs

This section riéects on the aforementioned themegameling epistemically diverse MOOC
design teams and the purposes of the MOOCs, with the PMPs as the target group in mind.
When designing for marginalised groups like the PMPs, partnerships with local NGOs and
engagemenwith community members emerged asnbecrucial as it allow for the needs,

preferences, and aspirations of the community to be included in the design process. This was

405 This is in line with constructivist pedagogical approaches outlined in S&xtich
406 This is in line with social consictivist pedagogy approaches outlined in Secli@an3
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mentioned by Mishgah as well &periencedn my own study through the benefits of
partnering with Siyafund4®’ MOOC designes wishing to make an impact in specific local

communities could follow similar processes.

In terms of categorisation as a group, the PMPs fall into the marginalised group (as defined in
Section 4.5.2) and the woeedeekers grouprom the purposécusedcategories of MOOCSs,

the gatewayskills andworkplaceskills categories suited the PMPs the most. This subsection
outlines the matches and mismatches between the type of MOOCSs on offer by universities, and
the educatinal needs of the PMPs. | also hightigihere there are matching interests that has

not been yet been leveraged.

As was highlighted across Chapter 5, PMPs strongly want to further their education but lack
the personal mentorship and career guidance. i$hiderethere is a strong match betwee

the Gateway MOOCs provided by universities and the needs diMirs As Gateway
MOOC:s tend to be locally focus€@zerniewicz et al. 2014}his serves the interests of the
PMPs. This also serves in the unsiges interests as it attracts more undergraduate students
and at the same time prepares them for what will be expected of them atitynidéesent,

there are very few Gateway MOOCSs produced by South African universities and this would be
a good leerage point to harness. The top fields of study that PMPs were interested in, that
could be pursued at a university level, were educatiomputer science, psychology, health

care, business administration, engineering and law.

In terms of vocational skal there is a mismatch in what is provided by universities and what

is needed by the PMPs. Some of the vocational skills wanted by PMeshaspitality,

electrical wiring, plumbing, masonry, security and beauty therapy among others (Section
5.4.2). Genelaskills suchas accounting, marketing, and business were also mentioned.
Vocational skills are neither the speciality of universities, ¥dous more on academia, nor

does it fit the universitiesd ratiognxhhees f or
expertise. In this case, Technical and Vocational Education and Trairi§ ¥ colleges

would be better off producing MOOCSs fdreise sorts of topics. From the perspective of the

MOOC platforms reviewed in this study, namely Coursera, Futurelssat edX, it is neither

in their interest to produce such courses as their selling feature is their association with

high-status universiés (Coughlan 2013)Other free online courses platforms exist, however,

407 As highlighted in Section 4.5.2, it is only through the connection with Siyafunda that | was able to easily reach
participants Thereafter, there was no difficulty orastage of finding participant® participate in studies. If
anything, the difficultywas restricting the number of people that could attend.
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such as Alison, that do cater for vocational needs. Cou@RC® highlights that the divide
between academia and vocational education has begun to play out in the online education space
and this is sen between the different focuses of online learning platforms. Alison endeavours
to focus on vocational, workplackils that improve studend&mployability(Coughlan 2013)

The platform offers introductory courses to a variety of professions and psdeataing paths

as students develop their skills. The platform features also guide students in choosing the most
applicable courses foréir vocational aspirations. Alison has proved to be extremely popular

in developing countries such as India and isop@ng increasingly popular in South Africa,
where some of its courses are even accredltedrning News 2009)While popular, they

could be viewed as wetlurated OERSs rather than fulliedged learning environments due to

lack of engagement with educators, tutors or peers and lack of a course cohort. While South
African universities may not be inclined to do vocaibMOOCSs, partnerships between TVET

colleges and online course platforms like Alison would serve to meet the P kiR %e

PMPs also highlighted that soft skills and computer literacy skills were what they most needed
to support them in finding employmer(Section 5.4.2. These soft skills included
communication skills, presentation skills, negotiation skills, confidence building, personal
conduct and selflevelopment amongst others. None of the MOOCs in South Africa
specifically focused on these skill§he reason forhis is likely that such courses do not
showcase the unique expertise of the university as they are quite conventional, highlighting a
mismatch between the institutional rationales for MOOCs and the PMPs eduaaties On
FutureLearn, however, there aéiandful of courses internationally that focus on soft skills
and personal development topics such as leadét$hipegotiation skill!® and sel
awarenes8®. On Alison, there was a more explicit focus on soft Iskiand personal
development skills fronsommunication skills to managing personal finances or stress levels.
Some soft skills that PMPs mentioned, such as proslamng and critical thinking, could fall

within the universities mandate for MOOCs as wslh@eet the needs of PMPs.

Beyond vocatioal needs and soft skills, PMPs also mentioned many problems in the

community (Section 5.3). Some of these problems involve teenage pregnancy, unjust legal

408 Currently, to my knowledge, no such partnerships of this nature exist.

409 Management and Leadership: Leadingea FutureLearnhttps://www.futurelearn.com/courses/leadiag
team

410 Buccessful Negotiation: Essential Strategies and 8kjlls ut ur eLear n:
https://www.futurelearn.com/courses/successiigotiaton

11 The Selfaware CoachFutureLearnhttps://www.futurelearn.com/courses/salffarecoach
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systems, health care, drugs, crimes, physical abuse, sdxsd and depression. In Chapter 6,

it was also noted that the PMPs were not aware of their legal rights or opportunities. While
MOOCs cannot solve these problems, they could equip PMPs with further information on these
topics and possibly set up communifipups to tackle issues together. Thigpes of courses
would be pursued by PMPs to solve critical problems in their communities rather than gain
skills for employment. Here, there is a match between the type of niche MOOCs that

universities might wanotprovide, and a MOOC that meets the B\iieeds and interests.

9.4 Situating the MOOC

This level of MOOC design is what is most often overlooked as design teams go from
conceptualising the MOOC to constructing it (€Kgauffman and Kauffman 201p)without

properly interrogating the bigger picture surrounding the MOOC i.e. the societal, political, and
environmental contexts that it is beidgsigned fof!2 As highlighted by Francois in Section

8.3.2, before we can talk about cultueglistemic diversity in MOOCSs, the material barriers

that limit the marginalised participating in MOOCs needed to be aaltid&sa b s ol ut el vy
del i b elseaMOO® may serve to amplify inequality® In Section 7.3 it was argued that

the location that the MOOC is produced in has an impact on the design of the MOOC. As
structural and material inequalities are so stark in SouibaAfmany MOOC designers sought

to address barriers to accessing MOOCs. The practices outlined in the following subsections

arise from and are for South African contexts but may be useful in other Global South contexts.

9.4.1 TechnologicalAccesshility

Technobgical accessibility is an important consideration in the design of justieeted
MOOCs to reach people with resource constraints or people with disabilitiegh@kisis
premised on the fact that simply putting something online does not make riadictlly
accessible nor does it democratise education opportunities, thus further efforts are needed.
However, acknowledgement needs to be given to the improved levalsesisahat MOOCs

do provide such as access to free or-tmst courses, and higjuality content (Section 2.1).

412 A reminder here that whilst it is key to determine how the MOOC will be situated befsreoihstructed, it

also needs to be continuously revised and reflected upon while it is being constructed and implemented, and thus

is not chronological step.

4131n Sectian 8.3, it was highlighted that the material injustices that the marginalised face need to be dealt with at
muni ci pal and societal l evel s rather than within the
practices to maktheir MOOCs moraccessible are highlighted in this section, they also acknowledged that these

efforts were ameliorative and do not overcome the structural inequalities that marginalised participants face.
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South African MOOC designers, guided by their technical support team members, made
concerted efforts to remove as many technological batdeascess that they could. Drawing

on MOOC designer s0 c dabled® lsts some afithedbestpractioeathad . 3 .

interviewees took to using technologya way that improved accessibility:

Table9-6 Technological adaptations

TechnologicaAccessibility

Usage

Mobile compatibility

For participantsvho do not have frequent access to a comput
mobile compatibility is crucial to including them. This me;i
ensuring the content is viewable through a molalgplication or
on a website scaled to mobile view.

Shorter Videos For participants that have loaonnectivity speeds, short spans
time to do the course in, or travel frequently, short length vide
are essential. This is also usatukeep participants attention

Transcripts/Subtitles For participants who cannot speak English, are English se

language learners, or hava hearing impairment, captions
transcripts or subtitles are useful. Additionally, includi
descriptive text of imges and charts is beneficial for visue
impaired learners.

Downloadable

For participants whoanot have contiuous access internet, thi
is beneficial. Additionally, being able to download helps coni
be reusable and revisable as well as be ablesttaken to remote
areas where there is no internet connectivity. It alstowak for
subtitles to be added.

WhatsApp groups

For participants who find the platform discussion boz
cumbersome, unfamiliar and daiatensive, WhatsApp group
are useful. WhaApp groups allow for freer and friendlier flow
conversation, they are quicker to access (than logging onéc
course), they have the ability to make regional or intefieased
subgroups and have lower data costs.

While these practices are designed for people with resource constraints or people with
disabilities, MOOCs thatlaim to be for everyone, need to remove as many technological
barriers as possible to ensure then thetryonecan access the content in someywBhus,

such technological accessibility should be a standard in every MOOC, irrespective of it being

justice-oriented.

Source: Aut hor déds own
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9.4.2 Language Accessibility

As MOOCs intend to reach gl obal audi ences,
African MOOC designer&t* English was chosen for reasons outlined in Section .8Eb#

MOOC:s that were targeted towards African countries, MOOC designers chose not to translate
to African languages, but instead chose languages such as French and Arabic as outlined by
Riyaadh and Nenne in Section 8.2.4.

In designing justiceriented MOOCs|anguage is the trickiest choice because, with budget
and time constraints, it is difficult to include a large array of languages, and by virtue of this
will inevitably completely exclude entirgroups that do not speak any of the selected
languages. Fothis reasonthe massiveness of MOOGs often at odds with supporting
marginalised groups when it comes to languadés. best way to work around this is through
ensuring the content is reusahled revisable and actively encouraging participants andl loca
NGOs to translate the MOOC into their local languadéss was the case with Evan being

approached by Argentinians to ask for permission to translate his MOOC (Section 8.2.4).

Aschoosinglangiges t o transl ate to depseenddds moene dsh et c
sub-categorised into local marginalised groups within a specific country, marginalised groups
across LMICs, and marginalised groups who face inequality within wealthier couasress;h

of these have different language requirementshéncase of many of the MOOCs reviewed,

the focus was Africa and LMIC®Vhile it is understandable to not choose to translate to a niche

local language like isizuf¥®( 827 mi | | i on Is prdyappealts § few witint  w o u
South Africa, there are wiley s poken continent al l i-dx®pua f r a
million speakers) and Hausa (4150 million sp
in South Asia(Critical Langiages Program 2016; Head 2019; Julian 231%There are far

mor e Hindi speakers in the world t(bid)h Fren

especially in LMICs. Choosing to translate ttiese widely spoken languages, instead of
colonial languags such as Frenctvould promote knowledge production in these languages
andr each the marginalised t hos endwhoodomobhaveot s p

access to much highuality educatioal content. Using this justiesriented approach would

414\While Mandarin Chinese, Hindi, Russian, Makayd Bengali are whin the top 10 most spoken languages in

the world, they are mostly spoken within their countr
countries and people across the world that can speak the language. Languagesethiz most bredutare

usually languages of former colonisers who taught these languages to their former colonies.

415isiZulu is the most spoken South African home languBgsinessTech 2019)

416 Figures include native and norative speakers.
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still serve a massive target grouamd they would likely be the ones to need the educational
resources more than the o6global dé | anguage sp
such as iZulu or isiXhosa in the case of South Africa, shows aimaigh in the institutional

rationales for MOOCs and their ability to support local marginalised grdtiesechnological

efforts by theCambridgeMOOC centres to prioritise translation for ABnglish speakers and

learner support for English Second Langgidearners is particularly noteworthy as they have
identified one the biggest barriers to MOOC uptake and have endeavoured to provide support

to these learnefs’

9.4.3 Learner Support

Distributive prirtiples of justice generally have two aspects to it with regard to adeseg;
6equitable in the diasanhdi Buppontohgmabheseal hb
positioned in their c a p &Keddie 2012t266) Thus, MOOCu p t h e
designers needs to dmeyond providing resources, teensuring that support is giveto
disadvantaged participants tatghem on equdooting with others such that they can fully

utilise opportunities that have been made freely available offiffdis support goes beyond
technological adaptations to supporting the learner in their journey to and through the MOOC.

A comnon feature of MOOE is thattheyrequire seHdirected learning, and this in itself is a

barrier to usage. The following fogulsections show how MOOC designers could support

participants better.

9.4.3.1 Navigation andusagesupport

Guiding participants on how toavigate aroundhe platform and explaining its layout is
something that needs to be explained to the novice participant who is not familiar with
self-directed learning. MOOC designers need to be aware of what support the platform
provides for participast and what it daenot. For aspects that the platfodoesprovide
guidance on, for example, how to download a video, it is important to point the participants to
these resources. For support not provided by the platform, or perhaps relating spewfically
the course, sircas the need to download specific programmes or tools, explicit guidance needs
to be given.Figure9-3fromthe6 Ed u c at i WAT MDOQG is aA éxhndple of this, where

articles of how to use FutureLearn are built in as steffgeicourse; 1.4 links to a pexisting

417 This is said with caution as technological solutions are not a panacea to the langbéa.pr
418 This resoates with findings from Chapter 6 where, altholgtoricallywhite educational spaces have been
made legally accessible to all, further barriers limit the PMPs from accessing these resources.
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FutureLearn article, while 1.5 and 1.6 are written by the MOOC designers and give specific

advice related to the cae itself*1°

Using the course and introduction to
contributors

Tips and suggestions on how to use this course and the
FutureLearn platform. We also introduce you to the course

contributors

14  HOW TO USE FUTURELEARN ARTICLE
1.5  GETTING THE BEST OUT OF THE COURSE ARTICLE

1.6 SHARING EXPERIENCES - MANY PERSPECTIVES ARTICLE

Figure9-3Week 1 of O®AEMT@Cati on for

Source: UCT MOOC on FutureLearn

Figure 9-4 shows another good example of a supportive introduction todtRee sul t s Bas
Project Man a§vVasivi©OOC onBHOX.Qt@lSo gives an explanation of the logistics

of the couse, and how tget the most out of the course. One of the links points to the edX
Demo course for first time users of the MOOC, which seems to be a common feature in edX
MOOC:s. It introduces the course instructor, and also places emphasis on the Teaching
As s i st ashds they aré thedones likely to be interacting more closely with the participants

than the MOQOC Instructor.

419 As a methodological note, if | mentiorcaurse name or shosereenshots from a course, | do not mention the
MOOC designer comments related to it to protect the identity of the MOOC designer.
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v Week 0: Welcome
v Introduction to the course
Welcome to RBME101x
Course Logistics
Getting the Most Out of the Course
About the Instructor
Our Community TA's

Credits

O 33O

> Meet Your Classmates
> Survey: Tell Us About Yourself
> Pre-Course Assessment

> Course Readings

Figure9-4Week 0O of O6Results BHWOed Project Managemen

Source: Wits MOOC ordX

Abidi et al.(2017)also emphasighis point for MOOCs in LMICsstatingthab t he way ar ou
the webpages, videos, tasked a&signments, should be explained with etsfollow, step

by-step instuctionsd This is not only useful to people in LMICs balsoto less tecksavvy

people

Another way of supporting learners, outlinedrpsslin(2014) is to design multiple pathways

to accommodate the various levels of participavithile the CambridgeMOOC centres are
designing for this technologically thrghh adaptive and personal learning paths, this can also
be done simply through ensuring the basics are laid out for all in MOOC platform and
encouraging advanced participants to takemgre connectivist strategies such as writing

reflective blog pieces.

9.4.3.2 Centring humans

In courses with thousands of participants, it is easy to lose the personal touch and extra attention
needs to be paid to nurturing the studestructor and studerstudent connectiongBali

2014) Participants can feel lonely and lost if they do not feel connected, Bradley

(MS08M5W) mentioned a useful technique whereby he encouraged those enrolled to invite a
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friend or colleague to do the MOOC with them, so they had familiar company and added
motivation. Another useful practice in the MOOCs of Unil was the inttauof all the
various peoplenvolved in creating the MOOC, including instructors;presentersguest
presenters, teaching assistants and support team meifivese practices githe participant

a feel of a community of people.

The impact of MOOC dggners being personable and speaking from the heart was mentioned

by Nnennén Chapter 8.2.3. Caroline similarly highlightsthd ov el vy waroffheper son
co-designer that wasrucial to creating a space of sharing aidilarity. When the MOOC

desgners opened up is led to participants openinggup,o me wer e saying, thi
|l 6m tal ki nngnalduts (tennd) Justrasnin & classroom, the MOOC

instructor sets the atmosphere and warmth of the course.

9.4.3.3 Teachingassistants

In massive courses, it is necessary to have people with expertise to engage with participants;
particularly in managing the discussdforn boar
this if the MOOC team can afford it. Chris mentioned,

6 |  dmomtor theé foums directly, | sort of had a higlevel oversight of them but we
had teaching assistants and who monitored them more directly and responded

personallyd(Chris)

On theother hand, Ahmed personally managed his MOOC:

61 never ordol exangle, o communicatetwith the students, | thought that
this is an opportunity for me as an educ
(Ahmed)

Both methods have theirarits; when MOOC designers communicate with participants, they

ganasese of how they are getting along in the
participants, t he participants may f eel t hi
approachable thanmr of essor. TAO6s al so bring absut mo

different perspectives that may not have been raised by the MOOC Instructor (Anthony). It is
useful for the MOOC instructor to spend at least some time engaging with participtmss as

can feedback to their teaching. The engagement on the forums b ®{Dstructors depends

on the time they have outside of their other duties and the number of teaching assistants also
depends on the funds that the MOOC foahiring support.
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9.4.3.4 MOOCdesignertraining
To better support participants, MOOC designers nede foroperly trained in how to design
and implement a MOOC. Some of the MOOC designers confessed they had never done a

MOOC before. Craig shared his opinion on this:

ol canot tell geerumaiy etbesr MGCGLCs. Whah lacan detl you is |
knew mothing about MOOCs. | was naive. | just thought a MOOC is a lecture in front

of a camera. 6

While they might be subject experts, they may know little about openness, pedagogy, and
digital pedagogies. \Een MOOC designers who had a background in educatimh as
Nnenne, Caroline, Riyaadh and Ahmed, struggled with the technical side of MOOC:s.

Riyaadh who did not have a technical support team, had to figure out the technical aspects of
MOOC design, andtsiggled with the coding aspects ofTraining MOOC esigners in the

facets of MOOC design (like those highlighted in this chapter), as well as the basics of open
and digital pedagogies, and principles for teactargcale, will support them in desiggin

better MOOC:s.

Other aspects of learner support, saph peeito-peer interaction and learning theories, carry

over into pedagogical and participatory practices and will be discussed in Sebtn

9.4.4 Awareness anddvertising

Creating awareness about the MOOC is important foplpeto know it exists. Hodgkinsen
Williams et al.(2017)highlights, o6 [ f Jurt her circul ati on amongs
required to raise awarenesfsthe existence f t h eAs Was Rdhlighted in Section 8.3.5,

there was a lack of effort in reaching out to log@ups, as reliance was put on the MOOC
platforms to advertise. These platforms are insufficient in reaching out more marginalised

audierces, in particular, the local South African audiences.

The concept of a MOOC is not common knowledge: f y outsidenaad say thee word

MOOC no one knows wh a t(Evan) Annaasiméarlythighlights thg a b o
overwhelming nature of MOOCs | think MOOCs <could be 1|iber
overwhel ming that people dehét e et eThlsgitosi wf avh a
not enough to simply announce that arMOOC is available but to explain what a MOOC is

and how it is used, as Riyaadh did (Section 8.3.5). Additionally, within marginalised contexts,
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potential participants need to know thiae courses are downloadable (if they are), transcripts

are availableand financial assistance for certificates can be requested (Mishgah; Ri{fdadh).

Drawing on the comments of MOOC designers outlined in Section 8.8 9-7 outlines
the conventional methods used in most MOOCs to advertise beyond what the MOOC platforms
did.

Table9-7 Conventional advertising methods used.

AdvertisingMechanism Usage

University press releases | All the universities did some form of media release to market
MOOCs. Although these can be useful in attracting participanés
purpose of the media releases seems m@katedto publicisngthat
the university is doing something to offer free edtioa, than to
target those that are actually in need of this education.

Social media Advertising was done on platforms such Bsitter, Facebook ant
YouTube. These were more useful in reaching potential particip
but largely would reach thosealready connected with the
universities and platforms, such as registered students

academics.
Existing communities of | In sane cases, advertising was done through sharing the cours
practice existing virtual communities of practice. This beginsadgyond the

spheres of the university and the platform and into a broa
audience however it still only reaches those within the emgpi
community.

Launch days In many cases, a course had a launch day. This is probably th
type of faceto-face conmunication of the course. The physic
launch often coincides withwartual social media launch that create
hype about the event. Omcagain, it still reaches those in tf
periphery off the university.

Sour ce: Aut hordéds own

As outlined in Section 8.3.5, senMOOC casigners exhibited more justiogiented
approaches to advertising that reached out to marginalised groups. This is highliJtatiele in
9-8.

420 While financial assistance for certificates is clearly advertised on Coursera, it is not the caserédrearn
and edX SeeTable9-2.
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Table9-8 Justiceoriented appraches to advertising

AdvertisingMechanism Usage

Local radio announcements | Although less frequent, some MOOC designers mentioned using local
to advertise the courses. This is probably the most effective in getting
news out beyond existing circles. The use of local language ri
particularly helped to reach marginalggroups.

TV announcements TV announcements were also highlighted as a method to reach di\
groups. Different TV stations will reach the audiences and advertisin
channels that reach the masses will allow for the broadest reach.
Participant stories online Participant stories were used as a way for current or past participant
encourage new participants to take on MOOCs. These stories gé
LISNB2YyFf NBFfSOGA2Yy FNRBY | LI NI
it was to navigate through theourse and the opportunities it opened u
for them.

In-personlearning hubs Creating hubs for hperson participation in the MOOC was the mc
concerted type of effort to reach marginalised groups that would be unlil
to come across MOOCs on their oamuse them independently. These hul
depend on building strong partnerships with other institutions
organisations.

Word of mouth Word of mouth proved to be a particularly powerful way to spread new
the MOOC and also encourages participants teettéthe MOOC togethe|
with people they know.

Source: Aut hordéds own

The abovemethodsdemonstrated ways of raising awareness beylo@dnternet and existing
communities Methods that reached out physically rather than virtually, such as encouraging

local learning groups, advésing on local radio stations, and using word of méitim the

right communities, proved most successful in increasing participation of margihgtsups.

In addition to thesebidi et al.(2017:504highlightt hat o[ u] si ng printed n
i mportant in.an LMIC settingo

9.4.5 Choices that suit the PMPs

In looking at participar@s access to computers and smartphones in Séctpanly 24.3% of
participants owned a computer, and only 22.1% had access to internetedfhioncontrast,

75% owned a smartphone and a further 15% had access to a smartphone through a friend or
relative. From this we can see a crucial need to ensure that MOOCs asildedhrough
smartphones if the aim is to reach these PMPs. One drawkpekienced from the study in

Umgababa, where mobile phones were predomina

2loWord of mouthod can also be spread through technol o
422 The more common ways of accessing the internet wamigt cafes, used 56.7% of PMPs, anddraries,
used by 50.6% of PMPs.
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models that did not have much memory space and battenpéfidn 4.6.1.5. Despite this,

using mobile phones proved quite successful, taking its limitations into account. In another
location, Mankweng, YouTube was blocked which led to very mixed feelings about the use of
video (Sectiorb.6.4. Thus, when embedding videos into courses, it is important that there are

alternative URLs for them in case any particular version is blot®ed.

Technical support was cratiin runningthe online coursgas has been elataded upon in
Section 5.2. Digital literacy levels were extremely varied and basic tasks such as clicking
hyperlinks, managing multiples tabs, and navigation through the course steps needed to be
explainedexplicitly for some. However, most things only ded to be explained in the
beginning of the day and learning curves were quickly overcome (Sectidk*&=&)m this, it

seems that PMPs do not necessarily need continuous technical support, but ragher init
support. Having a generic onoef f OhowlOtO&C6dae oar s e, similar
MOOC, in local communities would be extremely useful in helping PMPs over the initial
learning curve. It was also noticeable that PMPs depended a lot on speaking pedhe

(rather than me, the facilitator) whenyttead a problem. Thus4person learning groups could

be set up for participants to support each oiverking with local community centres provides
some of the support that participants may need in aaingl a MOOC; not only basic
resources but also marsupport through being with others completing similar taSkgher
discussions on blended learning approaches willmagle in relation to pedagogy and

participation.

Regarding languageesponse$rom thefeedback surveyndicated that 66% of participts

understood most of the course while 32% struggled to understand it (Section 5.6.2). In
analysing the quality of English in survey answers, it was evident that thistEleyel used

was too difficult and needed to be made simpler. Although explanationsrds were given,

there might have been an overload of new words to remember. When asked which language
they prefer the course to be in, 78.8% preferred for it tabght in English (Section 6.4.2).

This validates MOOC de s sigHnglishsisiZuleVoiceiovers weret 0 ma

included in the videos before running studies in K&wu Natal which has a predominance of

423 At the time of interviews, edX was said to be shifting away from using YouTube as it was blocked in many
countries (Bradley)

4240nce someone was taught, for example, how to maveuse, insert a special keyboard charaoteig Google

a word, they continued to do so on their own.
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Zulu speakers and much lower Engliglefhcy. These isiZulu videos were appreciated in those

regions but not so much in oth@novinces.

Thus, if the course is being designed for specific local, audiences who speak a predominant
local languagee.g.in KwaZulu Natal, then transcripts in lockEnguages would be most

useful. If the MOOC is prexistingand global aci ngi, n@dévrtalpeg MOOC t hr ouc¢
with in-person learning groupsould be a better solution ttvercoming language difficulties

and applying the content within the local aaxtt(Deacon et al. 2018; Jaffer, Govender, and

Brown 2017)*?° These impersonlearning groups were strongly recommended by Chad
(PRO3M7W who described this as thmeodel for the Pee2-Peer University (P2PU). The

model harnesses of social learning principles, whepermson learning circles are set up in a
neighbourhood for commity members to go through free online courses together. They are

led by facilitators wb co-ordinate and manage the group but are not necessarily a content

experts (Chad).

Besides efforts to make MOOCs more technologically accessible or remove languiggs, bar

the first and most important aspect is to make communities like the &MdPsthat there are
MOOC:s. In thestudies with PMPgheywere largely unaware of online learning in general.
When asked about pursuing online courses, they had mixed feanmysvanted more
information (Section 5.4.5¥°. As was highlighted in Section 9.4.4, ND& designers did not

put much effort into this aspect, however this would be one of the easiest ways to better support
marginalised communities: by letting them knowdé resources exist and that the resources
are somewhat technologically adapted to resmoonstrained contexts.

9.5 Creating and Implementing the MOOC

This section focuses on options available when constructing the teaching and learning
experience in a MOOCIt is shown that the power dynamics, pedagogical approaches,
participatory approachespntent and assessment of MOOCs are shaped by factors outlined in
the previous three sections, namely,-@etermined institutional rationales, philosophical

underpinnings of MOOCs and MOOC designers, the purpose of the MOOC, the target group

425 Wrapping has a variety of meanings as outlined in Deacon €Gl8) | draw on their notion of using
wrapping informally in a community setting (rather than part of a formal university course). In this version,
meetups can be done without the knowledge/direction of th©®aesigners.

42651.6% were open to learnirigrough online education. 33.3% said it depends on the subject. 15.1% were not
open at all (Section 5.4.5)hose who had access to devices, were digitally savvy and familiar with distance/self
directed learningvere more open in the idea than those winoggled with digital and internet literacy and
preferred inperson support.
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and their catexts Furthermore, this section also shows lbfferentjusticeoriented MOOCs
useddifferent power dynamics, pedagogy, content and assessment choices based on these
factors, 111 ust rseéfiisqallgvaytdhdadign 4 jisiceriened MOOG.t o n e

9.5.1 A Comparisorof Six Justiceoriented MOOCs

In order to discuss the different approacheed by MOOC designend the different points

in which they placed emphasispending on their purpose and target gréoap)e9-9 tabulates

six MOOCs that explitly strove to be justiceriented in some way. These courses
discussed and compared in the subsequent subsections. As the table gives information about
the courses that could possibly make them identifiable, MOOC dgsigames and university
numbersare not mentioned when mentioning the course in order to maintain a level of

anonymity.
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Table9-9 Comparison between six justioeiented MOOCs

Purpose and Targe
Group

Design Process, University
Support and Platform Choice

Pedagogy and Participation

Content Formats and Types

Activities,
Assessment and
Accreditation

Introduce African
decolonial discourses
I Towards the

dzy A S NBE A
9 >10 000 patrticipants

1 Topdown from senior
management

1 Commissioned by
management with funding

9 Outsourced content design

1 Blackboard

1 Instructivist pedagogical
approach
1 Low peerto-peerinteraction

1! ydzaSR waddR$

1

f

Mostly readingsas well apodcasts,
blogs from TAs and videos of
excursions to historic sites
Introduction to the works of African
scholars, poets, philosophers,
novelists, social activists and politicia
coveringthemes such as African
identity and the role of language and
its impact on African literature

1 Automated
assessment

1 University
credits

Introduce African
decolonial discourses
9 Towards the

dzy A S NBE A
1 >1000 participants

1 Bottom-up fromstudents

9 Side project within a
non-academic department

f CdzyRSR TNRY
research budget

9 Blackboard

1 Liberationist, subversive
pedagogical approach

1 Cocreated with other
students

1 Low peerto-peer interaction
in implementation

il

Mostly readingss wdl asinteractive
graphics, and recorded student
reflections

Introduction to key African thinkers or
decoloniality, African spirituality, the
politics of knowledge production, and
PanAfrican thought

1 Automated
assessment
1 Initially unsure
but now taken
for university

credits

Understanding
philosophies of
teaching and learning
in an African context
1 Publicfacing

1 Anyone interested
9 >5000 participants

9 Driven byoneleading
professor

1 Department funding

1 FutureLearn

9 Socratic (critical but not
objectivist) & social
constructivist approach

1 No peer assessment

i Strong emphasis on
discussion, debate and
sharing ideas

1 No one right answer

=

Videos and readings

Case studies

African philosophies of education,
knowledge production, Ubuntu and
justice in rdation to African education

9 No assessment

9 Critical
discussion
prompt
questions

9 Certificate of
participation
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Explores vays of Driven byaleadingprofessor, | Social constructivist approac| | Videos and readings capturing theory { No assessment
inclusive education in other academics and 1 Peer review (peer feedback practice, experiences and personal Good discussion
resourcelimited areas practitioners with no grading) stories prompt
1 Publicfacing Involvedvarious stakeholderg { Strong emphasis on 1 Principles and approaches ireclusive questions
1 Professionals, from conceptualisation discussion and sharing education, environmental and social Certificate of
educators and University and external context and personal barriers to education, applications an{  participation
caregivers from funding experiences ideas for inclusive education practice;
resourcelimited FutureLearn 1 No one right answer
areas
9 >5000 participants
Improving Driven by leading academics 1 Instructivist 1 Videos, interviews and readings on Automated
management of public|{ Interviewed senior decision |{ Participantorganised theory and practice assessment,
sector programs makers and practitioners in WhatsApp groups formed |1 Understanding approaches to project|  with interactive
9 Publc-facing the field 1 Little emphasis on the use of management, understanding key graphics
1 Professionalsavil University funding discussion forums theory, understanding indicators, Certificate of
serviceworkers edX baseline and targets, using completion
programme monitoring and evaluation (based on
managers passing grades)

9 >8000 participants

Understanding climate

change fromGlobal

Southperspectives

9 Publicfacing

9 Professionals and
researchers

9 >10 000 participants

Driven by leading academics
Collaboration across differen
institutes/countries
University funding

Coursera

Constructivist

Peer assessment (peer
graded)

Correct understanding of
theory is assessed
Context-sharing encouraged
formally through peer
assessment

Partial emphasis on the use

of discussion forums

1

Videos and readings on theory and
practice, drawing out tensions and
debates in the field

Understanding the complexity of
climate change mitigation, @oring
approaches and techniques which
tackled these challenges, reflecting o
expertise and experiences from the
Global South

Automated
assessment
(critical thinking
needed
Peergraded
assessment
Certificate of
completion
(based on
passing grades)

Sour ce:

292

Aut hor 6s

own




9.5.2 Powe Dynamics

Power dynamics in this sense refers to who controls power in the education (S=titign

2.4.4).Drawing on Section 9.3.2, MOOCs take on different power structures based on different

epistemological assumptions i.e. fundamental assumptionst d&ow people learnThis
section makes explicit the power dynamics that were evident in the MOOCSs revieayeddB
philosophical understandings, it walsofound that institutional involvement, based their
rationales for MOOCs (Secti¢h2.1) impacs the MOOCs power structuféindings here add

t o Cr o(20%6t86)thréepower structure®’ where two further power structures were
from t he (2016186 thisl power \struetwea/tdch
descrileddistributed expertise of a collective group (connestiyiwas not found in the South

identi fied

Cr os

African MOOCs*?8 The five power structures identified in South African MOOCSs, along with

associated pedagogtésandexamples, are outlined Fable9-10.

Table9-10 Powerstructures of MOOCseviewed

participant interaction

share expert knowledge and encourage
participants toreflecton the topicin their own

lives and contexts

Powerstructures Description Associated Example
Pedagogical
Approaches
Management decreed This is a course whose topic and method of | Instructivist Course A
implementation has mainly been guided from
senior management to meet an institutional
objective. The MOOC designers are guided b
this objective and need to ensure that the
MOOC keeps in line with this objective.
Expert instructorled This type of course is ldny academi@xperts. | Instructivist Course E
The purpose of the course is to share this
expert knowledge with the participants and
then assess if participants hagerrectly
understood it.
Expert instructorled + This type of course has academic exparho Constructivist | Course F

27Cr o s 44016m86)tisree power structures includexpert instructor (instructivism/cognitiseehaviourism),
expert instructorandactive participant (constructivisrandsocial constructivism), and distributed expertise of a
collective group (connectivisml have separated his second category into twe;weighted towards the expert

instructor with light participation, and one heavidcused on participants as the main source of knowledge and

learning.

428 Possible explanations for why connectivism was not prevalent in South African MOOCs are given in Section

9.5.7.

429 Different pedagogical approachesuld be mapped taeach power structure, but these are the combinations
that emerged from the MOOCSs reviewed and are the likely combinations.
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Expert facilitator guided+ | This type of course has an academic (who m{ Social Course C
participant contribution be an expert) act as facilitator through the constructivist/ | & D
course. They provide expertise but encouragq Socratic
discussion and knowledge sharing such that
knowledge is careated hrough the course.
Studentled This type of course is created by students wh| Liberationist | Course B
endeavour to bring about alternative
perspectives to dominant discourseaught to
them. They draw on sources amedperiences
which are often overlooked.

Sour ce: Aut hordéds own

The three expertinstrucor/facilitator power structures has previously elpe discussedy

Crosslin (2016) thus | want unpack the management decreed and stlel@ntourses
typologies. This is best done through the comparing Course A and B which happen to come
from the same umersity, have the same purposed dine same envisioned target group. The
purpose and the content of both MOOCSs served justiemted aims in that it sought to draw

on knowledge sources from African authors, philosopher, poets and novelists thatrare ofte
sidelined in mainstream discoass However, theiprocesse®f creating the courses was
completely different. Course A was decreed by senior management as a response to student
calls for a decolonised education. However, the course was outsourcechitol-party
individual expert in African literature who could not draw on lived experiences of
marginalisation by race in South Africa as she was white and foreign. No student input was
sought despite the cour se beionigatiora Acagemipso n s e
from the unversity were only invited to comment on the curriculum after it was constructed,

and thus could not make changes in the ideologies, processes or framing.

Prior to Course A being planned, a different unit at the univeasigady had Course B in
motion, which was a studeséd course with the support (and research grant funding) of an
academic. The student group was made up of black students at different levels‘8f aney
from different disciplines. The students worked largely on a voluntary basiseaedgiwven a
onceoff honorarium. They included student voices and experiences from the inception of the
course and drew on decolonial literature they had come acrosgiththe student movements
and through their personal and academic research. The walkiich the courses formed
highlight the differencéetweerjusticeas-contentandjusticeasprocess

430 The students ranged from undergraduates to PhD candidates.
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As Course A moved from design to implementation phrase, manysbbitdalls were realised,

and accounted for. There was an awareness from the couosdicator that he was a white

male tasked with implementing a course on black thinking. In an attempt to rectify this, as well
as include more student voices, he hegght student tutors to promote discussion and to share
their own opinions and lived prriences. This process showed a high levettéxivity and

critical consciousnessn the part of the course-ocodinator. Whilst this addition brought more
diversity of voices into the course and improved its quality, the topics for discussion were
already chosen. In other words, the tutors could agree or disagree with the content of discussion,

but the topic framing and terms of the discussion was already determined.

As time progressed, Course Bfacednyb at t | es due to | i miodds,d f und
personal financial difficulties, lack of support from senior management and difficulties being

a nonhierarchical student group. Without deadlines, deliverabiiddeadership, the students

lacked the selfliscipline to meet their responsibilities:urthermore, students had no
experience in course designpr experience with digital pedagogies, thus they lacked
understanding of the tas&head of them. One studemiolved stated that they needed to have

had a proper briefing from the onset whichlimed timelines, deadlines and supporting
structures, and which took into consideratio
to the question posed in Sexti2.4.4 regarding the teackstudent binary in critical pedagogy
(Kincheloe 2008f3! The students here would have preferred more steering, structure and

guidance from the acadeasiinvolved

Thus, from these two examples, it is illustrated tiether a purely toplown nor bottomup
power structure was opti mal. The studentséo
expertise, guidance and funding wereded from the university in Course B. Fortunately, an
agreement was made with senior mg@ment for Course B to be the next phase of Course A

They are both now supported by the university

9.5.3 Pedagoizal Approaches

This section makes explicit the connections between the epistemological underpinnings, the
pedagogical approach, and the practicgdlementations of the pedagogy. It is also shown that
these pedagogies link strongly to the purpose and the target §ed@9-11 outlines the five
pedagogical approaches used by the South African MOOC desigaewed(Anderson and

431 The question posed was whether the critical educator neéedelihcuish all power and reduce themselves to
peers of students or rather acknowledge their power and put it towards supporting the students.
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Dron2011; Boghossian 2006; Crosslin 2016; Jisc 2016; Siemens 2005; Tesiaélli@)ng a
sixth appoach, connectivisr{Siemens 2005Wwhichwas not present in the MOOCSs reviewed,
but is cited widely as the pedagogycOOCs .
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Table9-11 Pedagogicabpproaches used in MOOC Design

information to studens. Thereafter, standardised testing is used to demine whether

studentshavecorrectly understood the content. This type of teaching is lectaentred

and compartmentalises learning into discreet disciplimesanons432

Pedagogical Approach Descriptionof Epistemological Underpinning and Practice in MOOCs Key Contributors Example

Instructivist Approaches Ingructivist or behaviourist approaches are strongly influencegbsitivism which is Edward Thorndike | Course A & E,
premised by objectivism (i.e. that there is a single reality existing externally to Burrhus Skinner and in general,
individuals). The MOOC designer uses a didactic approach to deliver content and many hard

science MOOCs

CognitiveConstructivist
Approaches

Constructivist approacheare based on subjectivismhere there are multiple
perspectives, interpretations and truths, and each has its own walidgre, MOOC
participants construct their own knowledge (independently) through activities and
reflection and are actively involved in their learning and megmitaking process. Such

participantcentred approaches make more use of actlmased or inquirbased learning

than information deIiver;f‘.33

Jean Piaget

Course F

Social Constructivist Approachey

Stemming from constructivist presuppositions of subjectivism, social constructivist
approachedurther addthat knowledge is socially and culturally consted. Meaning is
constructed through interaction with others and the environment. Intersubjectivity
GAGKAY GKS ahh/ O2K2NI Ffft2¢a 2ySQa dz
through discussion forums. This participarentred approach places erpsis on social
learning, experiencsharing and collaboratiofi>*

Lev Vygotsky

Course D

Socratic Approaches

Socratic approaches are based on the presupposition that truth exists independently
2ySQa 0StASTa o0aAiAYAf | NI this Bodevdr goiuiredzidouy!
a dialectical process. Through dialogue, both the pandicis and MOO®@structors (i.e.
the inquirer and the interlocutor) can unravel and discover truth, noting that this may
happen in one Socratic session. Particigaare not dictated the truth or expected to
unquestioningly embrace their MOOC instructainderstanding of what is true.

Socrates

Course C

432 Bjchelmeyer and Hs(1999)and Diaz and Bontenb&000)can be read to gain a more complex understanding on instructivist approaches.
433 Jonesse1991) Bichelmeyer and Hs(1999) andKalina and Powel{2009)can be read to gain a more complex understanding of constructivist approaches.
434Kalina and Powel{2009)and Daniel§2016)can be read to gain a more complex understanding of social constructivist approaches.
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Contemporary Socratic practice is more used as a tool for critical thinking than as a
to find the truth. 43>

Liberationist Approaches Liberation pedagogy or critical pedagogy reject the idea that education can be politiq Paulo Freire Course B
neutral. The aim of liberationist approaches is to gain a critical consciousness throug
process of mutual humanisation. This pedagogicaraach seeks ttransform relations
of power which are oppressive, and which lead to the oppression of people. This is
achieved through emancipatory education. Teachers are viewed as pregmseers and
encourage students to use dialogical and reflectivecpsses. This approaempowers
students to become teachers of their teachet&

Connectivist Approaches A fundamental shift that connectivists take is that learning can reside outside of George Siemens
ourselveq(i.e. within an organisation oradabase)‘.‘37Here the collective group is Stephen Downes
emphasised more than the educators or the participants. Connectivist approaches a
utilise social networking technologies and views the participant as part of a chaotic,
complex and distributed network. This akaechical form of learning aims to promote

equity, participation and social connectidri

Sourcee Aut hor 6s own

435 Boghossiarn{2002, 2003, 2006nd Chester€012)can be read to gain a more complex understanding of Socratic pedagogy.
436 Aliakbar and Faraj{2011) Giroux(2011)and Freirg(1970)can be read to gain a more complex understanding of critical pedagogy.

4371t should be noted that Connectivism is not accepted by all as meeting the definition of a learning<tpeand Hill (2008), Clara and Barberé2014)expand on this.
438 Siemeng2005) Downes(2008) Kop and Hill(2008) Clara and Barberg2014)and Goldig(2016)canbe read to gain a more complex understanding of connectivism.
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Despite different epistemic foundations, the pedagogical approaches are not mutually exclusive
in practice; MOOQesigners can and do use a combination of apprd&eoesise different
approaches to reach different pedagogical aims at different points in the MOOC. MOOC
platforms, however, as discussed in Secfi¢h3 are designe with aparticular pedagogical
leaning which often guides MOOC designers to follow a specific pedagogical route unless the
designers make an explicit attempt tefollow this route. This may be one reason that South

African MOOC designers did not inqmrate canectivist pedagogies in their MOOES.

Course F is an example of havMOOC may draw on different pedagogical approaches at
different pointsThe course uses videos and articles to deliver expert knowledge (instructivist),
however experts are from differd countri es and share differen
wayo6 is not implied in the corevidemdeasedeand very.
provides framework and analytical skills, correct understanding adh#wiesand concepts

covered are testithrough quizzes (instructivist). In other parts of the coyradjcipantsare
encouraged to reflect through applying itheir own contex{constructivist) This isthenpeer
assessdwhich encourages learning from one another asagefimpowering thegarticipantn

the role of an assessor (social constructivi
as it usech competencypased approach and built upon knowledge learnt in previous weeks
(linear progression)Course B conbined pedagogical approach is not unique, and if anything

has becomé&ée more commoMOOC format

While Course C and D appeared similar &ume in that it encouraged participation and social
learning, there were subtle differences in the pedagogicalagies. Course C, whose purpose

was practical, actionable and grounded, focused on sharing ideas and experiences between
differencecontexts The purpose was to |l earn from each
was more philosophical in nature and lehi also encouraged knowledge sharing, there was a
greater emphasis on critical engagement, providing arguments and erngot@ents. Thys

while both dealt with inclusivity in education, Course C focused on the material injustices and

Course D focusedn the epistemic injustices. Thiseir differing purposes led them to slightly

439 Additionally, there are many derivatives these approachssich as culturgl responsive pedagogy, feminist
pedagogyor queer pedagogy which will not be unpacked here.

440 This is not to say that connectivist pedagogies cannot be used in conjunction with these platforms, but rather
that MOOC designers would need to makasiderab¢ effort,and use networks outsidé the platform, in order

to make a connectivist MOOC. One example of this is the EDCMOOC run by the University of Edinburgh on
Coursera that adopts a hybrid pedagogy i.e. it incorporates connectivist approaches Ontodbeplatform

(Ross et al. 2014)
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different pedagogical approacheSourse C being more sociabnstructivist, and Course D

using more Socratic pedagogy.

Of the six justiceoriented MOOCs chosen ifable 9-9, none of them were from the hard
sciences. This is nod imply that hard sciences MOOCs cannot be jusirgented, but rather

that being justiceriented is defined here (according to the DoHI) as including a multiplicity
of waysof-knowing and way®f-being. As hard sciences tend to be based on objectivist
approaches to knowledge, it seems that almost by definition they are excluded from being
justiceoriented as they do not align with constructivist philosophies. Here it isl tiegfaint

out Socratic pedagogical approaches that combine a behavioulestophiy, i.e. that there is

an objective reality, yet go about seeking this objectivist reality through dialectical interactions
with an interlocutor. In this approach, thosenfradhe hard sciences can strive towards
discovering this objective reality, ydtalectially involvedifferent participants from different
cultural backgrounds and epistemological framitiggt can contribute to the topics in new and
interesting waysThis can help to bring in new perspectives on ethical or environmental

concerns irthe hard sciences.

9.5.4 Participation

Through the six justiceriented MOOCSs outlined, as well as others that were reviewed, various

forms of participation were determined. Theseratgons are highlighted ihable9-12.

Table9-12 Types ofnteraction

Interactivity Instances Type of Interaction
Peer This type of participant interaction was exhibited in Cou| Participantparticipant
assessment/review | D and F. It is built into the courses as a formal activ
tF NOAOALI yda oNRGS Saal e
work. Course D, on FutureLearn did not mark |
assignment but focused on shagi ideas and experience|
While Coursé-also sought to share experiences, a mark
rubric was provided to evaluate the writing piece.
Prompted forum Course C, D, and F used this type of interactivity asnaall | teacherparticipant
discussion questiong step in course. In Course F (on Coursera), the M{ and

instructor askedLJr NI A OA LJ- yG & (2 &A| participantparticipant
lessons In Course C and D (on FutureLearn), MC
designers prompted participants with a thoughtovoking
guestion to encourage discuss. The latter tends to
provide more stimulating discussion. Forum discussion
sometimes work well or sometimes lead to many sin
comments being made with no further interaction.
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Q & A Sessions One ofthe courses reviewed offered weekly Question g teacherparticipant
Answer minipodcasts where the participants are able

submit questions, and a few are selected and discus;
This helps to make the MOOC more tailored towards

current cohort and their queries. Havitigese as podcasts
as opposed to live webinars, redudbg visual component
but accounts for those with poor connectivity and tin|
zone differences.

Facebook pages Course C and another reviewed MOOC mentioned the| teacherparticipant

of Facebook pages. This type of interaction may | and

participantled, or MOOC designer led and occurs beyq participantparticipant
the formal course. While Facebook is used for sharing
commenting, it isused mainly to form a community of
practice. Interesting material can also be posted fr(
participants and MOOC designers.

WhatsApp groups | Course E exhildtd an organic participantled group| Participantparticipant
formation on What#pp, outside the formal course. On
possible reason is that the instructivist pedagogi
approach of edX perhaps did not suit the topic and |
participants needs. The WhatsApp groups allowed fer
depth, informal conversation beyond e@€ormal and rigl

structure. Groups formed based on some commong
such as region.

In-person learning | Course C and another reviewed MOOC assisted in cre{ Participantparticipant
groups in-person learning groups as part of the course. Both
these courses were aied at target groups from|
marginalised backgrounds. In other cases, MOOC desig
were contacted by institutions from other countries fi
approval to run iRperson sessions in their regions with tf
content.

Source: Aut hor déds own

Within participation, there are different levels from single knowledge exchangestativié
exchanges, to eoreation of knowledge. Peer review/assessment allow for single knowledge
exchangebut this is not enough for exreation of knowledge. Going down the listTiable

9-12 shows methods that are increasiniglyourable to cacreate knowledge. In the reviewed
MOOC:s, inperson learning groups were most useful for justicented aims that cater to
marginalised groups, as they included those thatmogaiiave ordinarily had the means to join

a MOOC (due to lackf resources, poor connectivity, or low digital literacy skills). This is not
to say that the best form of knowledgeareation can only happen in person; on the contrary,
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virtual networked leaning can be a catalyst for knowledge exchaiMgckness and Bell 2015;
Ross et al. 2014*

In the South African case, howeveannectivist pedagogies such as learning through sharing
tweets and blogs were notesjifically encouraged by the MOOC designers or the platféttns,
nor initiated by participants (such as in the case of WhatsApp and Facebook ¢foHess.

the differencebetween networks and communities highlighted, of which, both MOOC
designers and leaers of the reviewed MOOCs preferred communities. DowW2@87) was
explicit in differentiating between networks and groups. Networks emphasseeiations
between nodes. It is neither the individual nor the groupthe connection (ibid.). Groups or
communities refer to a collection of members timate some shared purpose or nature (ibid.).
While networks are a feature of connectiviéth,communities can form in both xMOOCs and
cMOOCs(Kop, Fournier, and Mak 2011; Mackness and Bell 205)urses C and D which
incorporated social constructivist pedagogies through encouragingppgeesr discussion are
examples of this. These communities of practice are also useful to those from the heresscie
as though they share different epistemological underpinnings, these communities can assist in
accessing expertise that could not have otherwise be accessed. Sofnié participatory
practices link strongly with social constructivist approachestipescthat create communities,

hubs and networks to engage with others, are useful to all.

Beyond critiques of connectivism highlighted in Sectidm.4 another concern with
connectivism is the emphasis on the use of socialarad blogs. Participants may want to
keep a low digital footprint or may not be comfortable with slggtieir nascent views online

for the world to scrutinise. Connectivist approaches can thus exclude participants in this way
One potential solution fothis is the pseudonymous learning tools being implemented by
designers in the Cambridge (Massachus&t€)OC centres, as outlined by Bradley and Mike

in Section7.3.2

441 The EDCMOOC is an example hbw tweets and blogs were used liarg, collaborate, and -cweate(Ross

et al. 2014)

442 As outlined by Matthew in Section 8.3.4, MOOC platforms also have a vested interest to centralise learning
activities and discourage MOOC designers from going beyond the platform (whether Facebook, WhatsApp or
Twitter), asthey usepari ci p ant s @n tlkeglatiorms for yearrdng analytics.

443 While twitter was used in some MOOC:s, it was used for advertising by the university or to show excitement
by the students. It was not used as a learning tool.

444 See Downe$2007)and Bateg2014)
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9.5.5 Content

The content formats used by the MOOCs reviewadewconventional to most MOOCSs;
images, videos (including transcripts/captions or audio downloads), reading material and links
to resources on other websites. One less conventional content format was podedsis
Course A and others. Through the diffiet content formats, different types of content were
relayed, namely; expert knowledge, cuttiedge research, theories, concepts, skills, case
studies, provocations, reflections and personal stories. Tgfpesading material included
summaries, articledblogs and poems. A mapping of the content format and types to the six

justice-oriented MOOCs can be se€able9-9.

In terms of visuals, Ranjeni emphasised the importance of creating charts and infographics that
succinctly and gaphically displayed information to aid participants understanding. In a similar
vein, a handful of MOOC designetrygl aimededs, ¢
on site at different locations relevant to their particular MOOC, e.g. classroosdscal

theatres or museums. The use of different types of presenters, such as experts, practitioners and

students, helped to make the MOOCs nthverse, grounded, engaging and relatable.

Relevance of content was an important factor discussed in S8c®dnn terms of tackling
culturatepistemic injustices. In that section, the extent to which content needed to be relevant
to a particular context depended on the purpose and the target auditrecgroup. Nnenne,

who was bcusing on addressing the needs of marginalised groups in LMICs placed a heavy
emphasis on local contexts. Priya, whose MOOC dealt with the complexity of identity aimed
at a global audience, felt that focusing on one regiooatext only might serve to ekide

those from other contexts. In such a casegethphasis needed to be made pedagogically to
include diverse voices and critical thought from the participants themselves. Here the
difference betweerjusticeas-contentandjusticeas-pedagogywasillustrated well.

Having said that, 13 of the 16 MOOCSs that were reviewed in this study specifically referenced
African or developing countries in their content in terms of examples, case studies, contexts,
histories knowledges, and/or scholarstif3 Similar tofindings in Section 7.3, this shows how

the location of the MOOC designers impacts the MOOC. This African focus allowed the

MOOCs to bring new perspectives to Westere nt ri ¢ 0gl obal 8 knowl ec

aligned with institutional rationales to markéte university through showcasing local

445 |n assessing more recent MOOCs that weteluced in South Africafter my fieldwork phased, this trend is
still apparent and even stronger.
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knowledges and expertise to international audiences. However, there can sometimes be an
overe mp hasi s o0 n as@Adlingipairvhile reglaciing to cater fohé needs and
contexts of those living in reaacescarce environments in these countries. Thus, many of the
MOOCs seemed to babout developing country contexts, but niar developing country
contexts. A balance needs to be struck between using MOOstoase African knowledges

and contribute tohe global knowledge base (i.e. addressing cubepatemic injustices) and

using MOOCs to expand educational opportunities to marginalised groups (i.e. addressing

material injustices).

9.5.6 Activities and Assessmé

The differences in types of activities amgdsessments in various MOOCs linked to the
pedagogical choices of the platform. In the Futesan courses reviewed, there was very little
focus on formal critical thinking exercises or activities, save femesimple quizzes; the focus

was on discussio and interactiofi*® For example, Course C and D made use of good
prompting questions to open the weekly discussions. In the Coursera courses reviewed,
exercises were used more, with complex automated testi@purse F, for example, critical
thinking andapplication of the content would be needed to answer the automated questions.
Additionally, the course had writing assignments for marking through peer assessment. These
types of act i vi titiveeanstriictivist agpmach. 3he tadesiegaedoog n

edX had quite a few creative automated assessments, such-aadlidagp images, in addition

to the usual multiplehoice type of questions.

Since the interviews were conducted, new South African I@®6n edX have emerged with
innovative exerciss. One such example is an exercise frondtheor ced and Pr ecar i
in the GI olMOOC“EBRabuses mry idteractive chart to provoke thinking and
discussion as no correct answer is given. This ofgxercise, seen iRigure9-5, in addition

to many of the developments at the Cambridge MOOC centres discussed in Section 7.3.2, show

an increased effort to use techogical means to encourage critical thinking and improve
learning. This also confirms that edX has beentishiffrom its instructivist pedagogical

approach to a more cognitive constructivist approach.

446 The extent to which the discussion involves critical thinking depends on the purpose of the MOOC e.g. the
difference between Course C and D outlined ioti®a 9.5.2.
447 This MOOCwas developed after data collection and no interviews with the course designers were conducted.
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Week 1 Activity:

Taking effective action against forced and precarious labor requires a clear understanding
of the underlying root causes which are behind global patterns of labor exploitation and
vulnerability. This is not an easy task, since there are any number of factors which might be
included here.

We ask that you assign a color to each of the factors identified below based on your
assessment of their overall contribution to creating and sustaining forced and precarious
labor. In future weeks we will ask you to revisit your original answer, and will also ask you
to complete a similar exercise when it comes to thinking through different solutions and
approaches. Any potential solution which fails to grapple with major root causes is unlikely
to be effective.

* Click on the different factor blocks for additional information
Major Contribution
Moderate Contribution

[l Minor Contribution

>
[
X
<
=)
o
=
o
o

Corporate

power and . Global Global
corporate impunity inequality N
interests

Lack of
Inherited Lack of workplace

LS viable rights and
priviledge alternatives prcg)tections

Figure9-5Ex ampl e of innovative exercise on the NOG3Irced and Pi

Soure: Wits MOOC on edX (CC BYNC-ND 4.0)

At present, none of the MOOCs in South Afraféer online degreesr diplomas“**® Monique
highlights,

ol receive an incredible amount of email
[National Qualification Framewdt ] , and | f eel rather bad e
So really an edX certificatet ersce,i ciet tadoEe
(Monique)

This shows that there is a demand from South African MOOC participants to have accredited

courses, wihah is different from the conceptions of MOOCS as aidigip-out model.

9.5.7 Choices that suit the PMPs

In designing MOOC leaing experiences for marginalised groups such as the PMPs, some of
the basic tenets of MOOC instructional design need to be reth@agttularly how a MOOC

“The 6Unbundled Universityd UCT MOOC on FutureLearn,
had accreditation by the Camtious Professional Delmment Certification Service. However, the MOOC is no
longer running.
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participant is envisioned. For examptcagnoli(2012:1)highlights her understanding of a

typical MOOCparticipants intentions:

6ln a MOOC, it is expected that participant
The goal s i s 0 peunstactiend designtneedsrnodconaiderdthe tvariations
and provide space for those that come foipilme knowledge and leave, and also those that

want to go further either in their educati

This assumption of the target group de¢o be rethought in the case of the PMPs, who are
unli kely to hol d #&ealookimlfa sdne sod efgccredigaBonas n d
accreditation unlocks employment opportunities (Section 5!#°3yhis correlates with

Moni queds e x p®i6iokbaimgaskdd Bpeatedly asrto whether the MOOCs are
accredited with NQF. The need for accreditation in order to find employment is not just so that
they can earn. As highlighted in Sectiad.2, PMPs overwhelmingly chosareers that were

of societal benefit or that they had a particular interest and passion for. Thus, employment is
seen as a way to contribute to society and p

financial gability.

The PMPsedagogical eferencesvere queried in the surveys before tmine course was

run: 71.9% of PMPs preferred | earning oOowith
and 63.6% preferred 06| esructivistagproacm(SextiofmB)bUu p 6 |

I n contrast, only 30.7% preferred -drecedr ni ng
learning and connectivist approachdewever, after the course, when asked whether learning

the online content in a cla®om environment added value, B stated that they learnt best

from the online content alone, as opposed to a combination of online content and group
discussions, or purely group discussions. PMPs may not have found group discussions as
beneficial as tb content because | did not prd@structured group exercis€Section 5.7.6).

This suggests that more guidance and direction need to be given in group activities. This is

consistent with findings highlighted in Secti®rb.4where prompted and guided discoss

449 n running the studies, the most frequent question that was asked was whether they would get a certificate,
even though the certificate would hold no weight.
40 The question was not rtually exclusive; PMPs could select many preferred learning methods.
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proved more beneficial than unguided discussion such as asking participants to simply reflect

on the week?!

PMPs lack of digital savviness and low sgilffected online learning abilities, coupled with low
internet connectivity and high data costs, mplre connectivist approaches a mismatch for
the PMP<>? Liyanagunawardena et aj2013) argues that participants fromeveloping
countries can be negatively impacted by the information overload, emabsinstructured
nature of horizontatonnectivistpedagogies and that insufficient support can lead depress
partici pant s @0laridiMacaness etral2010Bsamilarly highlight that he
technological skills and autodidacticism needed in connectivist approaches limits its use.
However seltdirected learningand learning through networks are importantiskibr the
digital age(Kop and Hill 2008;Siemens 2005)and PMPs could slowly bguidedinto this

style of learning. As ighlighted in Section 9.4.5, once PMPs were slowly introduced to
selfdirected learning skills such as how to Google a word, they started doing this

independently instead akking someone else.

The need for irperson learning hubs due to low digital antkinet literacies was highlighted

in Section9.45and iis further emphasi sed here when
pedagogical preferencdsr an inperson edcator and peer interaction. The creation of
in-person learning hubs to promote participation, highlighted in Section 9.5.4, also matches the
needs of the PMPs who suggested having moredigtal activities, more smatjroup
discussios and more educatfacilitated classroom discussions to internalise the content
covered (Sectiob.6.5. There was also a high dependence on the need for a facilitator to bring

in expertise and manage class conduct. This ategthat irperson learning groups would

benefit from having a few experienced individuals (technologyaarmdntentwise) to take
leadership in the grou@.hese iAperson groups could utilise blendiedrnirg, howeveras
highlighted in Sectiorb.2, the blendedearning approach used in the study did not work as

pl anned due to parti ci pangintém beingfodtefsyncingthel e ar n

course stage®3 This suggests the need for a solution where partitsp=m individually work

1 n  B(&a14)révew of four Coursera courses, she similarly argued for instructors to pay more attention to
stimulating discussion on the forums. Course C and D are examples of this as thegissdpth@mpting

di scussion, in |ine with FuturebLearn6s social constru
452 This may have also been a reason for why South African MOOC designers, familiar with these contexts and
barriers, steered away from using connectivist approaches.

43| had planned to alternate between individual work and group discussion but some PMPs finished quicker and
moved on to the next sections while others lagged behind. Thus, group activities did not happesul€hi in

76.4% of the PMPs stating their prediece to have more interactive activitisge Sectios.6.5.
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at their own pace, and to the depth they desire, in a shared learning space (if they wish) where
technical assistance cae gained from peers or a facilitator. Scheduled discussion times can
be set so that participants can suéficly prepare before critically engaging with others about
the content. This solution would also support the diverging preferences of PMPs iggardin
doing an online course at home by themselves or in a community centre with others as it would
cater to bothpreferences (SectioB.6.5.%°* Furthermorea communityMOOC WhatsApp

group to support each other through any difficulties could also be beneficial for motivation,
speedier responses and technical queries. In addition to us®#satéApp highlighted in
Section 9.5.4, other studies have shown WhatsApp emagiadey tool in distance education
learning in South Africa, for example by UNISA students, thus the potential of WhatsApp
needs to be explored furth@ladge et al. 2019)

In environments where digital devieare few, MOOCs do not need to be done by each
participant on separate devices. One device and connection could be used for a whole group,
and the content could be exploregjether’® This type of learning organically happened in
Umgababa where PMPs dfte course on their phon&8The PMPs organically formed circles
where they started going through the content and questions together. They sometimes huddled

aroundoneperséns phone to watch a video together.

When asked to reflect on learning methafter doing the course, PMPs rated receiving test
results and feedback through the automated questions the highest (See Section 5.6.4). This type
assessment is often criticisexllacking deptliBali 2014; Costello, Brown, and Holland 2016)
however, in scenarios where participants have very little teacher feedback due to large
classroom sizesuch a feature of instant feedback, whether for trivial or complex questions, is
quite gratifying and beneficid?’ The gamified nature of these automated assessments also
makes them fun. However, noting that PMPs sometimes began byhdaetiagswers, ore

complex forms of assessment are also necessary.

454|n Section 5.6.5, 56.1% of participants indicated preferred to do another online course in a comentnaty

with others while 41.5% preferred to do it alone. Frapservations in the study, my understanding is that those
who preferred to do it alone felt slowed down by the pace the class was moving.

455 This suggestion would not be favoured by MOOC platforms trying to track participants learning habits,
however, it ign line with more communitarian approaches to learning.

456 This was also highlighted by Nnenne in Sec&o8.5who approached principals of schools to set up learning
groups.

457 prompt feedback in MOOCs was also outlined by B2(il4)as goodpractice, drawing on Chickering and

Ga ms d19&/xseven principles of good practice in undergraduate education and Blooms Taxonomy.
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