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The need for change in higher education is recognised in order to serve a rapidly changing world. It is clear that institutions need to acquire greater flexibility and capacity to change, and transform themselves to preserve their most fundamental traditions and values (Duderstadt 2000:262). We premise our ensuing exploration into meanings which constitute educational transformation on the assumption that transformation would not be possible, or successful, outside of the democratic context of our country. Educational transformation is not only aided by democracy, but in turn, provides impetus to the democratisation of other spheres of society.  Consequently, we explore educational transformation along democratic practices which include, equity and redress, critical inquiry, communicative praxis and nation building. 

WHAT CONSTITUTES TRANSFORMATION?

Educational transformation implies fundamental change, as opposed to mere reform (an example is the Education Renewal Strategy of 1992 which proposed renewal under apartheid legislation) or superficial or cosmetic change. We want to develop this notion even further by describing transformation as democratic change. Transformation is embedded in a political, social, cultural and economic context. Political change, from apartheid to democracy, is the primary vehicle for social, cultural and economic transformation.    

The vision for the transformation of the higher education system in South Africa is articulated in the Education White Paper 3: A Programme for the Transformation of Higher Education of 1997. Central to this vision is the establishment of a single, national co-ordinated system, which must meet the learning needs of citizens and the reconstruction and development of society and the economy. The National Plan for Higher Education (2001) outlines the framework and mechanisms for implementing and 
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realising the policy goals of the White Paper. The core intent of these policies, articulated by eight conditions, are encapsulated in the following two paragraphs.  

The transformation of the higher education system and its institutions requires (White Paper 3 1997:5-6):

· Increased and broadened participation. It refers to increased access for black, women, disabled and mature students.
· Responsiveness to societal interests and needs. The needs of an increasingly technologically-oriented economy must be met by providing research, highly trained people and the knowledge to equip a developing society.

· Co-operation and partnerships in governance. This relates to a reconceptualisation of the relationship between higher education and the state, civil society, stakeholders, and among institutions. 
The National Plan (2001:14-15) addresses five key policy goals and strategic objectives central to achieving the overall goal of transformation. These are:

· To provide increased access to higher education to all irrespective of race, gender, age, creed, class or disability and to produce graduates with the skills and competencies necessary to meet the human resource needs of the country.

· To promote equity of access and to redress past inequalities through ensuring that the staff and student profiles in higher education progressively reflect the demographic realities of South African society.

· To ensure diversity in the organisational form and institutional landscape of the higher education system through mission and programme differentiation, thus  addressing regional and national needs in social and economic development. 

· To build high-level research capacity to address the research and knowledge needs of South Africa.

· To build new institutional and organisational forms and new institutional identities through regional collaboration between institutions.

A cursory glance of the literature reveals there are many concepts in use to describe changes in education.  There include, reform (Mauch & Sabloff 1995, Eisemon & Holm-Nielsen 1995, Switzer 1996, Kogan & Hanney 2000), change (Hirsch & Weber 1999, Brennan et al. 1997, Meyerson 1998, Ramaley 2000), reconstruction (Cuthbert 1988, Donaldson 2001) restructuring (Eggins 1988, Gumport 2000), and transformation (Harvey & Knight 1996, Matthews 1998, Duderstadt 2000, Waghid 2000, van der Merwe 2000, Eckel 2001). There are many debates on the concept, and we shall firstly focus on those in South Africa.

Transformation, as expressed in the Education White Paper 3 (1997), captures the objective to break with the apartheid past, while acknowledging some of the contributions and strengths of the old (apartheid) system (Moja & Hayward 2000). Waghid (2002:459) asserts that transformation in higher education involves a process of new knowledge production, reflexive action, which means seeing new problems and imagining new ways 
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of approaching old problems and, deconstruction and reconstruction or constant exploring beneath surface appearances to respond to a future that cannot be imagined. Van der Merwe (2000:82) follows the same argument  when he says: Transformation requires a paradigm shift, the abandoning of old ways of knowing and doing and the adoption of a new, broader definition of reality. Transformation takes place at different levels: governance, demographics, core institutional functions, vision/mission and organisational culture (Fourie 1999:277).

Transformation is meant to be a fundamental and deep-rooted restructuring process ultimately directed at national development. It means a substantial and meaningful degree of popular participation in key initiatives. This means empowering the disempowered, i.e. the reorganisation of power relations which focuses on common interest rather than special interest. Moreover, it addresses the issues of gender and racial equality. When applied to the role of universities Fehnel claims that it alludes to the bringing about of fundamental changes in the system of higher education in South Africa in order to adapt to the transformative national and regional realities of the 21st century (Higgs 2002:12). 

In the United States of America (USA), the term transformation has been used to differentiate it from other types of change, such as adjustments, innovations, isolated, and surface-level change (Eckel 2001:110). Transformation is a process of transmutation of one form into another (Harvey & Knight 1996:10). In the educational realm this refers, in part, to changes in the knowledge and abilities of students – the development of domain expertise – but it also refers to the process of coming to understand. The idea of critical transformation sees quality in terms of the extent to which the education system transforms the conceptual ability and self-awareness of the student (1996:11). Transformation is not just adding to a student’s knowledge or set of skills and abilities. At its core, transformation, in an educational sense, refers to the evolution of the way students approach the acquisition of knowledge and skills and relate them to a wider context (1996:12).

Transformation (Green & Hayward 1997:6) implies rethinking rather than tinkering – reexamining the ways of conducting the business of higher education and altering fundamental aspects of its structure and operation.  According to Dolence and Norris (1995:20) transformation is not a purely linear process, but rather, four interlocking sub-processes:

1) realigning higher education with the Information Age;

2) redesigning higher education to achieve this realignment;

3) redefining higher education to achieve this realignment vision; and

4) reengineering organisational processes to achieve dramatically higher productivity and quality. 

A certain level of clear strategic thinking and fundamental realignment must precede and shape the processes of redesigning, redefining and reengineering. All four components must eventually work simultaneously. These four processes are interconnected, perpetual and mutually reinforcing. My emphasis is on understanding the process of 
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transformation, to this end Dolence and Norris posit that understanding the characteristics of the four components can illuminate the pathways to transformation, and enable educational leaders to redirect campus processes and resources to transformative ends.    

Duderstadt (2000:268) poses the critical question: How does an institution as large, complex, and tradition-bound as the modern university transform itself to fulfil its mission, achieve its vision, and move forward its strategic intent during a time of great change? Some people contend that major change in higher education can occur only when driven by forces outside the academy, which is particularly true in the South African situation. Government set the tone by producing various policies to compel universities to change. From transformation efforts at the University of Michigan and the experiences of other organisations in the private and public sector, Duderstadt (2000:269-70) identifies several features of the transformation process that should be recognised at the outset:

· It is critical to define the real challenges of the transformation process properly. The challenge is neither financial nor organisational, it is the degree of cultural change required. We must transform rigid habits of thought and organisation that are incapable of responding to change rapidly or radically enough.

· True faculty participation in the design and implementation of the transformation process is necessary, because the transformation of faculty (faculty is an American term which refers to academics in the South African context) culture is the greatest challenge of all. The creativity and the commitment of the faculty are essential to success. Policies come and go but change happens in the trenches where faculty and students are engaged in teaching and research.   

· The involvement of external groups is not only very helpful, but also necessary to provide credibility to the process and to assist in putting controversial issues on the table (e.g., tenure reform).

· Universities, like most organisations in business and government, are rarely able to achieve major changes through the motivation of opportunity and excitement alone. It often takes a crisis to get the community to take the transformation effort seriously, and sometimes even this is not sufficient.

· The president (the Rector in our context) must play a critical role as leader, educator, and evangelist in designing, implementing and selling the transformation process to the entire university community. 

The transformation process must encompass every aspect of institutions, including the mission of the university, financial restructuring, organisation and governance, general characteristics of the university, intellectual transformation, relations with external constituencies, and cultural change (Duderstadt 2000:270). The most important objective of any broad effort at transformation is not so much to achieve a specific set of goals, but rather to build the capacity, the energy, the excitement, and the commitment to move toward bold visions of the university’s future. The real aims include removing the constrains that prevent the institution form responding to the needs of a rapidly changing 
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society, removing unnecessary processes and administrative structures, and challenging, exciting, and emboldening the members of the university community to view institutional transformation as great adventure. To this end, Duderstadt (2000:271-72) suggests that a possible approach to transform would include the following steps: 

Step 1: Commitment at the top

The senior leadership of the university must buy into the transformation process and fully support it. The governing board (Council) must support, or at least not resist, the transformation effort. I regard commitment at the top as crucial. University managers are well placed to influence academics and other sectors of institutions and create the energy to deal with issues.  

Step 2: Seeking Community Involvement

It is important to provide mechanisms for active debate concerning the transformation objectives and process by the campus community. Effective communication is critical for the success of the transformation process. 

Step 3: Igniting the Sparks of Transformation

Individuals at all levels of the university must be identified to become active agents of transformation. Leaders must be selected (executive officers, deans and directors, chairs and managers) who not only understand the profound nature of the transformations that must occur in the years ahead, but who are effective in leading such efforts.

Step 4: Controlling and Focusing the Transformation Agenda

Since the transformation of a university is broad and multifaceted, part of the challenge is to focus members of various constituencies on those aspects of the agenda that are most appropriate for their attention.

Step 5: Staying the Course

Large organisations will resist change, they will try to wear leaders down, or wait them out. Leaders throughout the institution must carefully consider the issues compelling change, and be encouraged to board the transformation train.    

This concludes my preliminary analysis of the concept of transformation, as the various pronouncements are adequate in building an understanding of the concept. The ideas of Higgs, Waghid, Harvey and Knight, Duderstadt, Green & Hayward, and others, confirm that transformation is complex, fundamental and deep-rooted and relates to a wide range of issues such as governance, mission, finance, culture, external stakeholders, quality, gender and intellectual property. Educational transformation is a worldwide phenomenon experienced by many universities. This brings us to a discussion of logically necessary conditions which have to exist before educational transformation can occur. 

LOGICALLY NECESSARY CONDITIONS OF EDUCATIONAL TRANSFORMATION 

The four conditions we have identified as critical for educational transformation include the following: equity and redress, critical inquiry, communicative praxis and nation-building.   
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Equity and redress 

Equity has been a cornerstone of educational policy since the inception of publicly funded mass education systems during the nineteenth century.  Equity means fairness, but fairness is a two-edged word.  Being fair involves both giving to each according to the common lot (horizontal equity) and giving to each according to need and merit (vertical equity). Equity raises questions of redistribution, of reshaping the way in which resources are allocated, of tampering with the existing economic pie (Paquette 1998:41).   

At this stage we want to distinguish between equity and equality.  Iris Young makes the point that equality refers not primarily to the distribution of social goods, though distributions are certainly entailed by social equality. Equality refers primarily to the full participation and inclusion of everyone in a society’s major institutions, and the socially supported substantive opportunity for all to develop and exercise capacities and realize their choices (1990:173).  We regard political equality, which have achieved with the adoption of our new Constitution, as necessary in order for equity to be established. Andrew Donaldson views equity as a commitment to equality of educational opportunity (2001:64). Samoff argues that equity refers to justice, whereas equality refers to the principle of sameness (Sayed & Jansen 2001:253).  Equity, according to Samoff, includes the distribution of educational services so that all may be able to be equal.  Equity in this approach can be perceived as a strategy to achieve equality.  This differs somewhat from my view that political equality serves as a vehicle to achieve equity. For Samoff, equality implies that in a democratic system non-one should be treated differently. 

We want to start the discussion on redress by considering the Principle of Redress as articulated by John Rawls:  

This is the principle that undeserved inequalities call for redress; and since inequalities of birth and natural endowment are undeserved, these inequalities are to be somehow compensated for. Thus the principle holds that in order to treat all persons equally, to provide genuine equality of opportunity, society must give more attention to those born into the less favourable social positions.  The idea is to redress the bias of contingencies in the direction of equality.  In pursuit of the principle greater resources might be spent on the education of the less rather than the more intelligent. At least over a certain time of life, say the earlier years of school (Gorr 1991:43).

The Principle of Redress touches on several aspects that deserve closer examination. The first is that of undeserved inequalities. Our observation is that the black majority in South Africa have suffered from undeserved inequalities.  An injustice was done, which resulted in such inequalities. Our second point is that redress must address the bias in the direction of equality. With his careful formulation John Rawls acknowledges that equality may never be achieved, but there must be movement in that direction. Our final point relates to the issue of allocation of resources. It is well documented that under apartheid resources allocated favoured whites and disadvantaged other groups. A logical step of redress will therefore be to allocate more resources for blacks to allow them entry into higher education.   
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The last part of this section deals with two further aspects of equity and redress.  The first is the issue of distribution, which relate to distributive justice, and secondly there is the issue of affirmative action.   

Distributive justice

In the South African context, the idea of justice and equality as differential distribution stands in contrast to the notion of equity and equality as uniformity and standardisation across the education system.  This conception of equity and equality excludes any consideration of difference as a criterion of provision.  For example, it extricates race as a category of provision and policy analysis (Sayed 2001:254).  Sayed notes that this conception does not imply redistribution in the sense of taking away from others, specifically the privileged white minority. The conditioning of distributive justice means bringing everyone up to a certain level (however defined) without taking away from anyone. The only way we see this vision to be realised is to radically increase resources to address the historical backlogs of the black majority.     

How can distributive justice at universities lead to educational transformation?  Brian Barry regards distributive justice as an attribute of institutions (1989:355).  He argues that an institution can be considered just or unjust.  When we ask about the justice of an institution we are inquiring into the way it distributes benefits and disabilities, privileges and disadvantages, equal or unequal opportunities, power and dependency, wealth (which is a right to control the disposition of certain resources) and poverty.   The judgement that an institution is unjust must count very strongly against its overall acceptability. We can now conclude that a just institution must therefore aim to eradicate racial, gender and historical imbalances. On the other hand, it will be unjust to continue to exclude marginalised groups. To do justice, affirmative action must be practised, which is the focus of the next sub-section.       

Affirmative action 

Iris Young argues that affirmative action is an instance of the application of the distributive paradigm of justice (1990:193-225).  It defines racial and gender justice in terms of the distribution of privileged positions among groups, and fails to bring into question issues of institutional organisation and decision-making power. She questions the assumption that positions should be distributed according to merit by measuring the individual technical competence of persons and awarding the most competitive positions to those judged most qualified according to impartial measures of such competence. Merit is therefore not unproblematic. She argues that impartial, value-neutral, scientific measures of merit do not exist, and that a major issue of justice must be who decides what are the appropriate qualifications for a given position, how they will be assessed, and whether particular individuals have them.  

To relate to what Young is saying, we will consider staff appointments at universities.   Generally speaking, there is a view that there are not enough competent black academics to fill available positions.  It is argued that this hampers staff equity. Iris Young is asking who decides on these matters, etc. Our concern is what is being done to rectify the
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shortage of black academics? It arises from the observation that apartheid deliberately affirmed white Afrikaners to raise their social and educational status. Iris Young argues that since affirmative action programs require that racially or sexually preferred candidates be qualified, and indeed often highly qualified, they do nothing directly to increase opportunities for blacks and women whose social environment and lack of resources make getting qualifications nearly impossible for them. 

We favour of affirmative action for two reasons, of which the first is that it compel institutions to change. The second is related to justice in that institutions can, through affirmative action, demonstrate their commitment to correct the wrongs of the past. In essence, distributive justice and affirmative action are meanings which constitute the condition of equity and redress, necessary before educational transformation can occur. 

Critical inquiry

The condition of critical inquiry is rooted in critical theory.  Critical theory wants to explain a social order in such a way that it becomes itself the catalyst which leads to the transformation of this social order. How can an explanatory theory accomplish this? Brain Fay explains that critical theory requires liberation from a social order occur partly as the result of the absorption of itself by its audience – that liberation result from the enlightenment of the subjects of critical theory. Such a process of enlightenment is sometimes called raising the consciousness of the oppressed. But enlightenment by itself, Fay argues, is not enough. To have the practical force it requires, critical theory must become an enabling, motivating resource for its audience – it must empower them. This empowerment has emancipation as its goal (Fay 1987:27-29). A critical theory is propounded with the specific end in mind of providing people with a systematic critique a systematic critique of their own self-understandings and social practices in order to provide them with the knowledge on the basis of which they can change the way they live (1987:39).  The term critical theory is ineluctably connected with the Frankfurt School (principally the social theorists Horkheimer, Marcuse, Adorno, and Habermas).  Critical theory is a special term that is self-conscious about its historicity, its place in dialogue and among cultures, its irreducibility to facts, and its engagement in the practical world (Calhoun 1995:11). 

Two key points emerge from the above discussion. One relates to emancipation.  The emancipatory interest is the guiding interest of critical theory and of all systematic reflection, including philosophy (Roderick 1986:57). If we contrast critical theory with apartheid education, then the latter aimed to make black people subservient. It did not want blacks to question the status quo; it did not want blacks to become critical thinkers. It is thus appropriate for us in a democratic dispensation to consolidate the gains of political liberation by embracing critical theory at our universities. By doing so universities can produce a new type of graduate that can function more productively in the real world. A second issue is that critical theory offers the alternative of emancipating people by providing them with the knowledge to change their own lives.  
INTERNATIONAL JOURNAL OF SPECIAL EDUCATION
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Communicative praxis

In this section we examine the role that communication can play in achieving educational transformation. We have chosen Jűrgen Habermas’ Theory of Communicative Action as a focus for this discussion. Contrary to his title, we chose Communicative Praxis as the topic for this section. Our reason is that Habermasian action denotes specific forms of communication which he calls islands in the sea of praxis (Outhwaite1994:112). In this sense, praxis can be viewed as the broader picture in which action is embedded.  Communicative action can therefore be seen as part of praxis, hence our title. Higgs (2002:15) confirms that philosophically, communicative action is more properly called communicative praxis.  

Praxis means reflective activity. It does not include instinctive or mindless activity like sleeping, walking or undertaking repetitive work tasks.  Praxis is what changes the world, so Harvey claims. For the critical social researcher knowledge is not just about finding out about the world but is about changing it.  It is important that critical social research engages praxis. The critical social researcher is not interested in the specific actions or reasons for action of an individual, as they are simply indicative of social groups operating within an oppressive social structure and/or historical juncture. Critical social research must take into account that changes in social formations are the result of praxis. Harvey suggests that critical social research is as much about questioning the nature of knowledge as it is about the critique of knowledge.  Knowledge changes not simply as a result of reflection but as a result of activity too.  This ties in with our argument that rethinking must not just be a passive process, but must be geared towards action.  Knowledge changes as a result of praxis. The activity of engagement is at the root of further development of knowledge (Harvey1990:22-23).

Habermas insists that communicative action is not identical with communication, though it takes place by means of communication: it designates a type of interaction that is coordinated through speech acts and does not coincide with them (Outhwaite 1994:72). This means that not every form of communication is communicative action.  I regard this as a very important distinction. We shall will now attempt to demonstrate the meaning of communicative action is, as advocated by Habermas. 

A speaker tries to reach understanding with another person through a speech act.  A speech act situates the linguistic expression in relation to the speaker, in relation to the hearer, and in relation to the life-world (Habermas 1998:246). Speech acts serve generally to coordinate actions through making possible a rationally motivated agreement between several actors; the two other forms of language – representation and expression – are also involved in this. For the ideal speech situation, and along with it, for the achievement of a discourse, Habermas gives four conditions derived from the classes of speech acts named:

1. All potential participants to a discourse must have the same chance to employ communicative speech acts so that at all times they may open discourse, as well as perpetuate it through address and reply, question and answer.
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2. All participants in a discourse must have the same chance to put forward interpretations, assertions, recommendations, explanations and justifications, and to problematise their validity claim, to establish or reject it, so that no preconceived opinion escapes discussion or criticism for any length of time … 

3. The discourse allows only for speakers who have an even chance as active subjects to employ representative speech acts, that is, those who can express their views, feelings and wishes …(This is the guarantee) that the active subjects are true to themselves, also as when they function as participants in the discourse, and they make their internal nature transparent.

4. The discourse allows only for speakers that have an even chance as active subjects to employ regulative speech acts, that is, to command and to resist, to allow and to forbid, to make and retract a promise, to account for something and to owe an explanation (Horster 1992:34).


Drawing on his account of the communicative competence of social actors, Habermas distinguishes between action oriented to success and action oriented to understanding and between the social and non-social contexts of action.  Action oriented to success is called instrumental by Habermas when the action can be understood as following technical rules and can be evaluated in terms of efficiency in dealing with the physical world (a nonsocial context). Action oriented to understanding, which can only take place in a social context, Habermas calls communicative action.  Communicative action occurs when social intercourse is co-ordinated not through the egocentric calculations of the success of the actor as an individual, but through the mutual and co-operative achievement of understanding among participants (Roderick 1986:109). 

A key concept in Habermas’s communication theory is that is life-world.  According to Husserl the life-world consists of individual skills, the intuitive knowledge of how one deals with a situation; and from socially acquired practices, the intuitive knowledge of what one can rely on in a situation, not less than, in a trivial sense, the underlying convictions (Hortser1992:21). Human beings’ communication with one another is only possible in the trusted surroundings of life-world; moreover, knowledge of the life-world is contained in language. Thus, in the process of communication, we have at our disposal a comprehensive surrounding for our life-world. With the increasing rationalization of the life-world, the underlying convictions contained in language can be brought to discussion and made the object of scientific examination. The components of the life-world – culture, society, and personality structures – form complex contexts of meaning that communicate with one another, although they are embodied in different substrata (Habermas 1998:249). Cultural knowledge is embodies in symbolic forms – in objects of utility and technologies, in words and theories, in books and documents – just as much as in actions.  Society is embodied in institutional orders, in legal norms, or in webs of normatively regulated practices and customs. Finally, personality structures are embodied in the substratum of human organisms.

Outhwaite (1994:112) states that although Habermas’s detailed arguments for the primacy of communicative action are not entirely successful, he has surely identified an 
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important sphere of human action which connects in important ways with our intuitions about consensual decision making and participatory democracy, as well as about our use of language. This connection between communicative action and participatory democracy interests me greatly. I can see where he draws this conclusion from, as Habermas makes clear reference to representative speech acts as a condition in the third class of speech act of the ideal speech situation. 

Moreover, communicative praxis is internally connected to communicative rationality, a central concept in Habermas’s attempt to provide a normative foundation for critical social theory (Roderick 1986:11). Communicative rationality is expressed in the unifying force of speech oriented toward securing understanding. The communicative use of linguistic expressions serves not only to give expression to the intentions of the speaker but also to represent states of affairs (or to presuppose their existence) and to establish interpersonal relations with a second person. A three-fold relation exists between the meaning of a linguistic expression and (a) what is intended by it, (b) what is said in it, and (c) the way in which it is used in the speech act. With his speech act, the speaker pursues his aim of reaching understanding with a hearer about something. The speaker has an illocutionary aim: the speech act is first of all supposed to be understood by the hearer and then – so far as possible – accepted (Habermas 1998:315-316).

The concept of communicative rationality may be explicated formally in terms of the different modes of argumentation appropriate for evaluating the validity claims raised in connection with the three dimensions of communicative action: external nature, society, and internal nature (Roderick 1986:114). In communication directed at external nature (the cognitive-instrumental sphere) rationality consists in expressing grounded views and acting efficiently and includes the ability to learn from mistakes. The mode of argumentation proper to this dimension is theoretical discourse in which controversial truth claims are made thematic. In communication directed at society (the moral-practical sphere) rationality consists in justifying actions with reference to established norms, in acting prudently in situations of normative conflict, and in judging disputes from the moral point of view’ oriented to consensus.  The mode of argumentation proper to this dimension is practical discourse in which claims to normative rightness are thematised. In communication directed at internal nature (the evaluative and the expressive spheres), rationality consists in interpreting the nature of your own wants and needs (as well those of others) in terms of culturally established standards of value, and even more so, in adopting a reflective attitude to the standards of value themselves. Here we cannot expect universal assent, so the mode of argumentation is not discourse but aesthetic criticism in which the adequacy of value standards is made thematic. 

For Habermas, the arguments reproduced in the psychoanalytic dialogue also belongs to this dimension (internal nature). In this context, rationality consists in being willing and able to free oneself from illusions due not to factual error, but to self-deception.  The mode of argumentation here is therapeutic critique which serves to clarify systematic self-deception. Finally, in communication directed at language itself, rationality consists in overcoming disturbances to communication through a readiness to come to an INTERNATIONAL JOURNAL OF SPECIAL EDUCATION
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understanding and reflection on linguistic rules. Both the comprehensibility of symbolic expressions and the meaning of these expressions may be reflectively examined.  

Hence, the condition of communicative praxis can be understood in terms of the following concepts: reflexivity, engagement, understanding, discourse, democracy, freedom, and agreement or consensus. Without these constitutive meanings, educational transformation cannot be said to happen.  

Nation-building

Historical precedents show that nation-building can be reconciled with democratic government. There can also be undemocratic nation-building that ranges from subtle discrimination to genocide. Aspects of nation-building that merit attention in the South African context are community reconciliation and a culture of tolerance as a prerequisite for democratic nation-building (Rhoodie & Liebenberg 1994:3-4).

There are various modes of nation-building (Schlemmer 1994:461-466). The first mode is that of reconstructing the formal machinery of the state in such a way as to accord all citizens equal rights and status.  For those citizens who accept the concept of a single system of government, these new provisions can be considered as laying the structural basis of a nation.  In terms of a second mode the government of a new state will seek to employ various mobilising strategies to create a unifying consciousness or sense of national community.  This can be achieved through the use of national symbols, festive events, monuments and patriotic rhetoric. 

We shall briefly discuss several constitutive meanings of nation-building identified in the above discussion. These include: truth and reconciliation, citizenship, and tolerance. 

Truth and reconciliation 

There is no clearer demonstration of the importance of truth and reconciliation in the new South Africa than the formation of the Truth and Reconciliation Committee (TRC). The TRC was geared not only towards building a state of right, but also towards using human rights talk to construct a new national identity. After the TRC was established in late 1995, the language of reconciliation and rights talk more generally became synonymous with the term ubuntu. Ubuntu is used to define just redress so as, in Tutu’s words, to go beyond justice to forgiveness and reconciliation (Wilson 2001:9-11). Ubuntu imply both compassion and recognition of the humanity of the other (Asmal et al. 1996:21). The complexity of the concept of truth resulted in the TRC adopting four notions of truth: factual or forensic truth, personal or narrative truth; social or dialogue truth, and healing and restorative truth (TRC Report, Vol 1, 2002:110).  For Gadamer, truth (certainly political and social truth) is the result of an openness and a willingness to reach agreement in dialogue which does not foreclose the possibility that the convictions of others could be right (Roderick 1986:68). 

The notion of reconciliation we wish to introduce is that of healing of the wounds.  This notion is underscored by the titles: To remember and to heal … (Botman 1996) and The healing of a nation? (Boraine 1995). Our thesis is that apartheid atrocities left many 

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION



       Vol 18, No.2.

wounds on the black majority, and reconciliation is needed to heal those wounds. In the political context, reconciliation is a shared and painful ethical voyage from wrong to right, and also a symbolic settling of moral and political indebtedness. It is, as Andre du Toit puts it, a conscious and justified settling of accounts with the past (Asmal et al. 1996:47). Genuine reconciliation involves moral and political restitution in the sense of the German term wiedergutmachung, which means to make good again.  We agree that we cannot really embark on the process of making good the history of South Africa unless we acknowledge precisely what bad there is to undo. 

The TRC may have concluded its work, but the process of truth and reconciliation is not completed.  While universities have not been under the spotlight of the TRC, they are certainly not exempted from their responsibility to contribute to nation-building.  

Citizenship  

Citizenship can be defined as an ensemble of rights and obligations that determine an individual’s access to social and economic resources.  Citizenship is itself one of the most important resources which a society ascribes to a person as a legal personality. This juridic identity is part of a civil society organised around a set of values that can broadly be defined as civic virtue. Citizenship can be seen as: (1) an inclusionary principle for the distribution and allocation of entitlements, and (2) an exclusionary basis for building solidarity and maintaining identity (Turner 2000:23). 

Citizenship is a valuable practice and it is desirable for people to function effectively as citizens. According to the liberal conception citizenship should be understood as a set of rights and corresponding obligations enjoyed equally by everyone who is a citizen of the political community in question (Miller 2000:82). To be a citizen is to enjoy rights to personal security, to freedom of speech, to vote and so forth; correspondingly one has to an obligation to keep the law, and generally not to interfere with others’ enjoyment of their rights. Central to the liberal view is the idea of a fair balance of rights and obligations: this is expressed in the now-classic exposition by T.H. Marshall and more recently in the work of John Rawls. Parekh (2000:183) and Carens (2000:213) maintain that citizens should enjoy equal rights. 

By contrast, the republican conception, while not denying the importance of citizen rights, places more weight on the idea of the active citizen who takes part along with others in shaping the future direction of his or her society through political debate.  Citizenship here is less a legal status (though it must of course be that too) than a role which the citizen assumes as a full member of the community. To be a citizen one must think and behave in a certain way: one must have a sufficient measure of what the older republican tradition called public virtue (Miller 2000:82).

Geoffrey Stokes (2002:29-43) deals with citizenship in a very novel way by defining it in terms of democratic theories. For him, the practice of good liberal democratic citizenship is largely confined to the requirement of voting in elections and possibly serving on juries. In this model, most citizens give up their power to govern to representatives and merely give periodic consent to governments formed by their representatives.  
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The ideal republican citizen is one who is imbued with civic virtue, which means giving priority to the public (civic) good over one’s private interests.  The ability to maintain a critical and reflective distance from one’s own interests and desires is a central feature. The good developmental citizen participates in political activity wherever possible, at all levels within a polity. Citizens will vote in elections, but also participate in the other non-political associations of civil society. The ideal citizen in a deliberative democracy is an active one enquiring many diverse capacities. Central is the ability to engage in dialogue and communication. Ideally, citizens do not form their preferences solely according to their previously established statutes, role or identities. As well as the ability to listen carefully to others, and open themselves to revisions of their earlier position and interests, citizens need to have the moral strength to accept the decisions arrived at.  In sum, some people think of citizenship mainly in terms of duties and rights (the liberal conception), others think of it as involving community membership and a responsibility to promote the community’s welfare actively (the republican conception). With regards to educational transformation, citizenship is very important in the building of nationhood. Universities must educate citizens so they can lead a productive life, and build a society based on respect for differences.   

Tolerance

Tolerance occupies an ambiguous position in political life (Phillips 1999:126). John Horton describes the core conception of toleration as a deliberate choice not to interfere with conduct of which one disapproves. Tolerance seems to depend on defining an appropriate arena within which people can express the opinions and pursue the activities of which others disapprove. For us, tolerance becomes necessary as people interact and participate in public activities related to educational transformation. Where a public opinion is expressed, a citizen has to mindful that, as we live in a multicultural and diverse society, not all people share the same views and cultural understanding.  Apartheid has created a racially polarised society, and tolerance is a necessary condition for citizens to live in harmony and peace. Festenstein (1999:149) explores tolerance where people debate and discuss publicly in a more formal manner. This area is important as it expose contradictions more sharply. Also, this area may be more applicable to educational discourse. Participation in public deliberation does not only require toleration, in the sense of passively permitting another person his/her views, it also requires civility or deliberate inclusion: that we make the effort to listen to, and comprehend, different views, with the aim not only of putting across our own reasons and arguments but of reaching an agreement (consensus).   

CONCLUSION

This article shows that educational transformation is a complex phenomenon, and the analysis thereof has occupied many theorists.  It is also an international phenomenon, which seems to touch almost every aspect of the university.  In our analysis of transformation we attempted to explore logically necessary conditions of the condition. Unless these conditions exist, educational transformation would be difficult to implement or happen. Hence, without transformation South African universities are unable to meet the needs and demands of our new democracy.
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