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ABSTRACT

This critical realist thesis seeks to understand how student, graduate and professional
identities emerge in Emergency Medical Science (EMS) students at a South African
University of Technology (UoT) as well as in professional paramedics in the Emergency
Medical Care Services (EMCS). It further considers the construct of graduate attributes

(GAs) and its relationship to emergence of identity and influence on curriculum design.

The research design is that of a case study. The theoretical framework is critical realism
whose depth ontology posits three domains of reality. Causal powers and generative
mechanisms exist in the Real domain which cause events or phenomena to emerge in the
Actual domain that are experienced in the Empirical domain. Using retroduction one may
come to explore some of the causes for the event. Using Bhaskar’s concepts of identity, the
self, absence and emergence, ontology and four-planar social being, a Bhaskarian explanatory
framework of identity to explore the emergence of identity has been created. In exploring
graduate attributes, a critical realist question is posed: “What must the world be like for GAs

to exist” to explore the possibilities of the existence of GAs.

It was found that student identity emerges diachronically in three moments, while
professional paramedic identity starts to emerge during the third year of study mainly through
the structure, culture and agency of workplace-based learning. In answer to the critical realist
question it was found that GAs emerge from the neoliberalist commodification of
universities. In seeking an alternative to GAs, traits and attitudes were explored. It was found
that these emerge from curriculum, interplay of departmental structure, culture and agency of

and from students’ being which makes them ontologically radically different from GAs.

This study concludes that student, graduate and professional identities emerge from a
person’s core constellational identity diachronically within four-planar social being and the
interplay of structure, culture and agency. GAs cannot be related to the emergence of identity
and curriculum design because of their ontology; however, if traits and attitudes are
substituted for GAs, a close relationship does exist between emergence of identity, traits and
attitudes and curriculum design.

Key words: critical realism, identity emergence, graduate attributes, Emergency Medical

Science, traits and dispositions
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FOREWORD

Releasing my voice as writer

“Writing is not just something we do. It is also about who we are...” (Badenhorst, 2007, p.5).

Becoming and Being: the Journey is the destination...

I regard the whole doctoral process as an evolutionary journey. This thought was inspired by
the above picture which I took on my first trip to Rhodes University to register as a Ph.D.
scholar. However, as I have journeyed I have realised that this particular journey does not
have a destination, but that the journey itself is the destination. It is in travelling through
philosophical and epistemological realms that I have learned and evolved intellectually,

emotionally and spiritually.

As I have come to write, I have found that I have needed to give myself permission to find
and free my own writing voice. Part of freeing my voice has been owning my learning and
my research — allowing (or perhaps more honestly - authorising) myself to say “This is what I
think based on...”. I see this process of freeing myself reflected in the words of “Our deepest
fear”, a poem by Marianne Wilson (1992):

Our deepest fear is not that we are inadequate.

Our deepest fear is that we are powerful beyond measure.



It is our light, not our darkness

That most frightens us.

We ask ourselves

Who am I to be brilliant, gorgeous, talented, fabulous?
Actually, who are you not to be?

You are a child of God.

Your playing small
Does not serve the world.
There's nothing enlightened about shrinking

So that other people won't feel insecure around you.

We are all meant to shine,

As children do.

We were born to make manifest
The glory of God that is within us.
It's not just in some of us;

It's in everyone.

And as we let our own light shine,
We unconsciously give other people permission to do the same.
As we're liberated from our own fear,

Our presence automatically liberates others.

So it is in giving myself permission to become who I am as a writer and therefore to be who I
am, that I come to write this dissertation in a style and format that is honest, visual and clear,
and yet, unmistakably academically rigorous. Therefore, to illustrate who I am (both
becoming and being) and what [ am bringing to the research and writing process, I need to

introduce my influences and my Muses.

The first part of my title “Becoming and Being” is a deep bow to
Teilhard de Chardin, a Jesuit palacontologist and philosopher who

wrote in the early part of the 20™ Century and whose works were
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banned by the Catholic Church for 25 years. He informed my thinking and spirituality for
many years, and first introduced me to the concept of ontology in 1971. As I have come to
study and own critical realism, De Chardin’s words resonate with me and have become part
of my research process:

To understand the world

Knowledge is not enough

You must see it, touch it,

Live in its presence

And drink the vital heat of existence

in the very heart of reality (Gallagher, 1988, p. 21)
For me, this is what answering critical realism’s transcendental question is all about —

exploring the very heart of reality by using retroductive reasoning.

My Muses

To accompany me on my journey and inspire me to think and write clearly, I invited three
Muses — Hildegard von Bingen, St Teresa of Avila and St Therese of Lisieux. Abbess
Hildegard von Bingen (1098-1179) was a most remarkable woman for her time, a mystic,
reformer and creative genius, who wrote poetry and books of her visions, went on preaching
tours of Germany, composed music, painted Mandalas and “illuminations” and philosophised

about the Divine.

This illumination from her “Scrivias” depicts her being inspired by God and dictating her

visions to her scribe.
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St Teresa of Avila was another remarkable woman, highly
|| intellectual yet a mystic and reformer who lived from 1515 to
1582 in Spain and was declared a Doctor of the Roman
Catholic Church in 1970. Her writings include her
autobiography and “The Interior Castle”.
This portrait is a copy of an original of her painted in 1576.
“Let nothing disturb thee.
Let nothing dismay thee.
All things pass...”

St Therese of Lisieux (1873-1897) was deeply spiritual and suffered
greatly in her short life. She was declared a Doctor of the Church in
1977. She is also known as the “Little flower”. Her most well-known
work is “The Story of a Soul”. She died young and said that she
intended to spend her eternity doing good on earth.

It is only after travelling with these companions for some time that I realised why I chose
them: they represent three aspects of my self — the creative and visual, the intellectual and the
spiritual — that I bring to my studies and that inform the way [ am in the world and how I

understand the world.
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AEA:
ALS:
BAA:
BLS:
CCA:
CHE:
CREMS:
ECP:
ECT:
EMC:
EMCS:
EMS:
GA:
HE:
HEIL
HPCSA:
ILS:
NQF:
OECD:
PBEC:
SAQA:

UoT:

ACRONYMS

Ambulance Emergency Assistant
Advanced Life Support

Basic Ambulance Assistant

Basic Life Support

Critical Care Assistant

Council for Higher Education
City Rescue and Emergency Services'
Emergency Care Practitioner
Emergency Care Technician
Emergency Medical Care
Emergency Medical Care Services
Emergency Medical Science
Graduate attribute

Higher Education

Higher Education Institution

Health Professions Council of South Africa

Intermediate Life Support

National Qualifications Framework

Organisation for Economic Co-operation and Development

Professional Board for Emergency Care (under the aegis of the HPCSA)

South African Qualifications Authority

University of Technology

! This is a fictitious name for the local government Emergency Medical Care Services



TABLE OF CONTENTS

DECLARATION OF ORIGINALITY ..ooiteittetieierieeiesitesteee ettt sttt i
ABSTRACT ...ttt ettt ettt e b et s a e bt et e bt e bt et e set e beenteeneenees il
ACKNOWLEDGMENTS ...ttt ettt ettt sttt e e st entesseenseeneeeneeeas v
FOREWORD ...ttt ettt ettt e et esaeeseeneesseenseeneesseenseeneas \%
ACRONYMS ettt ettt sttt s et et e e st et e ensesseesseenseestenseensesseaseenseeneenes ix
LIST OF FIGURES ...ttt ettt ettt et b e e e e nseennesneens xii
LIST OF TABLES ...ttt sttt ettt ettt et e e st e aeenseeneenneensens xiii
CHAPTER ONE: INTRODUCTION ..ottt 1

8 0] (0 o3 1 (=P 1
LT TNEEOAUCTION. ...ttt et ettt b et s e sttt eae e bt enbesatesaeenseeneas 1
Background: My interest in this research project ..........cocvevieriieiieniiiiieeee e 2
1.2 Field, goals and significance of reSearch ............cccveviiiiiieniieiiienie et 4
1.3 ReSEArch QUESTIONS .......cocuiiieiiieeiiee et e ettt ettt e et e e et e e etr e e etaeeetaeeeeaaeeeaaeesaseeesareeenaneeas 5
1.4 Context of the Research: Section A: Higher Education ............ccccceevieviieiiieniienienieeeene, 6

L3 5724 a =) ol 10 Uor= 1 (o) o 0PSO STT 6

Higher Education in SOUth AfTiCa. ... seeeseessessessssesssessees s sssesssesssesssssssssessessans 10

The Types of Higher Education Institutions (HEIS) in South Africa......cmenneeneeneeneenneinseenens 11

A South African University of TECHNOIOZY ... ssesseesssesseesssesssesssssssssssssssseens 13

1.4 Context of the Research: Section B: South African Emergency Medical Care Services .15

2 7= Tl <23 410100 U TP 15
Two Routes to becoming Emergency Care WOrKers ........oeneneeneennessesseesecsseessessessessssssssssssseseees 16
Route One: The short course route to becoming an Emergency Care Worker.........oeeeeseeenn. 16
A critique Of EMC SROTT COUTSES ...uuiueiniineesrectseeessesesssessssesss st sesssss s ssse s sssasssesssss s s sssasssesssseses 18
The move to close the register for the EMS ShOrt COUISES ......oeneennieneineeisseeseesseesseessesesesssessnees 22
Route Two: The UoT route to becoming an Emergency Care WOrker ........oeneenmeesseesseessecenne 24
Statistics on Registered Emergency Care Health WOTKETS ... 25
The service providers of pre-hospital emergency medical Care......eoencreennensinsesseeseessesesneens 27
City Rescue and Emergency Medical Services (CREMS) .....coeeneenmmeeeneessesesseesssesssesssessssesssesans 27
SA Red Cross Air Mercy SEIrviCe [AMS ) eereeneesseesesseessessesssesessssssssssssssessssssssssssssssssssssssssssssssssssssanes 27
000110 =1 0| PP 27
L0103 00 o 1= 1 4|20 = 700 PP 28

1.5 COMNCIUSION e e e e e e e e et e e e e e e e e e e e e aeeeeeeeeaeaaaaeseeeaeneennnns 28



1.6 Roadmap of the dissertation — the JOUrNEY CONLINUES ........ccceerieeriierieeriienieeiieeie e 29

CHAPTER TWO: TO BE AND NOT TO BE: CRITICAL REALISM, DIALECTICAL

CRITICAL REALISM AND META-REALITY ....ccoooiiiiiiiiieeseeeeeee 31
2.1 INtrOAUCHION. ...ttt sttt 32
2.2 Critical REAIISIN ......eouiiiiiiiiiiiiiiiiccecc ettt 32
2.3 Basic Critical Realism: Of a new stratified, depth ontology .........cccccvevviiiieniieiienieeee. 35
Causality: Causal Powers, Generative Mechanisms and Tendencies ... 38
REASONS CAN D CAUSES co.veurersersererseeseesseessessssssess s sssesssess s s sssess s sssesssess s sssssssess s s sssessssssssssass 41
The Concept of Emergence in Critical REAlISIN......ccieieeeenernnerneesseesseesesese s sssessssesssessssessssssssssssssessees 42
2.4 The Development of Dialectical Critical RealiSm...........c.cccevviiieniieiiiiniiiiieieeeeeeen 43
Absence: Countering ontological monovalence with negativity/absence..........cneonenseneennes 46
UNderstanding ADSEIICE ... ceeeeemeeseeseerressseesseesseessssssseessesssessssssssesssesssessssssssssssssssessssssssesssasssessssssssssssessees 47
Epistemology and Critical REaAliSIM ... sees s sssssssssssssssssssnanes 50
The Relationship between Epistemology and Ontology in Critical Realism and the Epistemic
Fallacy (Knowledge-MiSCONCEPION) ..o rureremeereerrersseesseesseesssesmsesssessssesssesssssssesssessssssssssssesssssssssssesssssssessans 52
Ontic Fallacy (Being-miSCONCEPLION) ...uwuureuieueeseernerseesseesseessseessssssssssssssssssssssssssessssssssssssssssssssssassssssssssssans 53
Bhaskar’s Holy Trinity of Critical REAlISIN .....oceeceeereerrecrseeeseeeesseesssesssesssees s sssesssesssessseesans 54
Critique of Critical REaliSIm ... ....cciiiiiiee e e e e e 55
2.5 Meeting Meta-ReEality .......ccueeiuiiiiiiiieiie ettt sttt 55
Extending Ontology in Meta-Reality ......ccoeernmereeseeseesseeseessessssesssesssessseessessssssssssessssssssssssessssessessans 59
The Self in Meta-REALILY ... eeereeeeeseeseesseesssessessseessessssssseessessseesssesssssssessseesssssssssssesssessssssssesssesssessssssssesasessaees 61
FOUT-Planar SOCIAl DEING ...ttt s s s n s 64
Bhaskar’s five theorems of human aCtion ... ssesssesssesssessans 65
Reflexivity and INWard DEING ...t s s s s es s ses s sasessnanes 66
DEMI-REAIILY oottt e bbb R bR 67
The background t0 Meta-Reality .....ccerereesreerneeeeeseseeseesssesssesssesssesssssssesssesssessssssssssssesssssssssssssssessees 67
2.6 Conclusion: Critical Realism and Meta-Reality .........cccooovveeiiiieiiiiniiieeiecececciee e 69
Main Tenets of Critical REAIISIN ......cuuuireierereersessissesssssssssssssss s sssssssssssssessssssssans 69
Main Tenets of Meta-REAIILY ... sessssessssssssss s ssssssess s sssesssssssssssssssessssssass 70
CHAPTER THREE: IDENTITY — THE TRICKSTER CONCEPT .............ccceevvenenn. 72
3.1 INErOAUCTION ...ttt sttt et nae 72
3.2 Some understandings of identity as found in the academic literature .............cccceveennenne. 75
Charles Taylor and the trickster as moral and authentic - HEI0.....couvonemennensensesnsessessesnsensesssenes 75
Etienne Wenger and the trickSter as JANUS.....oeeeneeneseeseecs e sssssessessssssssssssssssessssaes 77
Melanie Walker and the trickster as discursively cOnStructed .........coeneeenseenseeseessserssesseesseesseeenne 80



Gee and the trickster as fOUr-18af ClOVET ... s e sees 84

Margaret Archer and the trickster as the A (alpha) and the () (0mMega)......coumeereeneereennerreeneenseennns 89
Critique of Archer’s theory of social and personal identity .......oreerenecneenneneenseeseeseessesseeseeseenes 94
Christian Smith and the trickster as enSouled....... i ———— 96

Bhaskar and the trickster as Monty Python: “And now for something completely different... in

SEATCH Of the HOLY GIail” ..ottt s s bbb 100
Bhaskar’s constellational identity ... 102
Bhaskar and the Self ... ssss s ssssss s sess s sssssssesssessssees 106
Interactive generative mechaniSms...........cccoccuiiiiiriiiiiiiiiiiecece e 108
3.3 Creating a critical realist (Bhaskarian) explanatory framework of identity .................... 109
A critical realist Bhaskarian definition of identity.......ncnenenseesseseessesssesesseessesseesesees 109
3.4 CONCIUSION ...ttt sttt e s bt et sete s bt enbeeaeenaeentenaeans 111
CHAPTER FOUR: OF GRADUATE ATTRIBUTES AND ONTOLOGY ................... 114
4.1 TNEEOAUCTION. ...ttt ettt ettt et b et et see e bt et esbeenbeeneesbeenseeneas 114
4.2 Of terminology and definitions: what’s in a name — a rose by any other name would smell
BS SWEBT ..ttt ettt ettt et b et s a e et b e e e s a et eteesae e s naeens 116
Definitions of Graduate attriDULES.....c.ecrrrs s 116
A brief background to Graduate AttrIDULES .......ceeeeeeeseernrerreesees s ssessseessessssesssssssessaes 118
Graduate attributes within the South African higher education context........ccueneeneeeneeennens 122

4.3 An excursus: a critical realist question apropos Bhaskar, “What must the world be like in

order for graduate attributes to be posSIbIE?” ........ccoiiieiiiiiiiieeeeeee e 125
A brief overview of NEOIIDEIraliSIN ... 125
[010] 0 = 1 - L (o) o U0 PPN 129
Neoliberalism and higher edUCAtION ...t ss s eeas 130

Answering the critical realist question: “What must the world be like for graduate attributes

B0 EXISE?” oreeeeeeersreesreesseeesees s es s s s RS RS S R R R R R AR SRR R R 132
4.4 Critique of Graduate AtITDULES ......eeevviieiiieeiiee ettt eaeeesreeeneaee s 134
An excursus into critiquing a real-life set of graduate attributes.........cooenenneenneenneeeneeenseesneenne. 136
4.5 CONCIUSION ..ttt ettt st e sbe e et e st s e e b e et e e 139
CHAPTER FIVE: METHODOLOGY .......oooiiiiiiieeeeeee et 140
5.1 INtrOQUCTION ..c..eiiiiiitieteet ettt et et sb ettt sbe e b eanesaeens 140
RESEATCH QUESLION ...veiieiiiiieiie ettt ettt ettt e bt e be e sae e s ateeabeesbeesbeesaeesanenas 141
SUD-QUESTIONS ....eeeviieeiieeciee ettt e et e este e ete e ebeeesbeeesbaeeeareesbaeesaseeesaeeasseessesessseesnseeesaeesseesnns 141

5.2 Using critical realism as a mode of understanding and explanation...............ccceeeuvenneee. 142
0 (0T LT 0 0 ) o PPN 142

viii



000 1S ) Lol PP 143

Knowledge and truth ClaimS ...t ssss b sase s ssas 143
5.3 Positioning myself as @ r€SEarcher...........coocviieiiieiiiiecee e 145
MY QSSUIMIPLIOIIS cuveecurererresesessesessessessssessesss st st sessesss s st s sse st s st st ss s s s s s ssesssenssesses 147
5.4 Of abstraction, relations and SIIUCTUIE ...........eiiiiiiiiiiiiiiieeeeeeeeeeeireeeeeeeeeeeeeeareeeeeeeeesesaans 147
5.5 ReSCAICH DIESIZN ...eoiuiieiiieiieiie ettt ettt ettt st e et essaeebeesseeenbeeenseenneas 149
RESEAICH SILES....cuuirueeseereeeseeseesseeseesse e sssess e s se s s s s s RS R e seER R R 151
PartiCiPANt SELECTIOMN. ...ttt b bbb 152
D L W 0=) 0 =) o L o) o O TSP 153
Challenges in Gathering Aata ... esee st s bbb bsse bbb s s 157
FOCUS GIOUPS w.euiureuesesressisssss s s sssessssss st ssssss st s ssssssssss s s st sssssnsasesnssneses 154
0L =) oA TN 155
0020 R 0§03 ) o P PP 157
MELhOAS Of ANALYSIS.....ccuireieeiereesetise e sssess e e es bbb s eb b s s bbb et 157
Validity Of the RESEATCH ...t ss s s s s ss e ssseens 161
Ethical CONSIAEIatioNS. . e reureseeseerrerreesseesseessessessesseesssesssesssessseessessssssssssssesssessssesssesssesssessssesssesssesssssssessasees 161
5.6 CONCIUSION ...ttt ettt sttt ettt nae e 162
CHAPTER SIX: EMERGENCE OF STUDENT, GRADUATE AND PROFESSIONAL
IDENTITY ..ottt ettt et s e e bt e et e b e sateenaeeeas 164
PART ONE: PROLOGUE ...t ssss s s ssssssss s sssssssessssssssssssssssssas 164
Being a paramedic: What it's @ll @DOUL ... ss s s 165
Being an Emergency Medical Science student at a University of Technology.......ccccouueneenneenees 173
Wearing the uniform: the leCturer PErsPECiVE ...t sesesssssssssssens 175
Wearing the uniform: the sStudent PErSPECIVE ... cereeerreereeeesreer s ssessessseeseeens 178
Considering curriculum and asking a critical realist QUESTION ......c.cocueeureenreereenreeree e 179
The Three-peaks Challenge ReSCUE EXEICISE .....oururiereereereenecsreensessessessesssesss e sssssssssesssssssssesssssssesesns 183
Work-integrated 1€arning (WIL) ... sessssesssssesssesssesssesssssssessssssssssssessssssssssssssssesssesess 183
CHAPTER SIX: PART TWO ...ttt 187
6.1 INTrOAUCTION......c.uiiiiiiiiiiciici ettt st 190
6.2 FIRST MOMENT OF STUDENT IDENTITY: EMERGENCE OF STUDENT
IDENTITY IN FIRST YEAR STUDENTS ...t 191
Example One: Jana, National Diploma student (studying to be a paramedic) ..........eeneenn. 193

Example Two: Mary and Zadia, first-year B.EMC students studying to be degreed paramedics197
Example Three: Fatima, first-year Emergency Care Technician student, Higher Certificate.....203

Summary of personal change in first-year SEUAENTS ........cvvoreereereeneereenecereeneese e ssesssessesseens 207



Summary: first-year sStudent ideNtity ... —————————— 208
6.3 THE SECOND MOMENT OF STUDENT IDENTITY: STUDENT-GRADUATE

IDENTITY oottt ettt ettt e et e st e e eab e e sab e e e eabeeeeateeeeaeee s 209
StUAENt-BradUuate IAENTILY ..ottt s b s 210
Example One: Student-graduate Identity: Victor, third-year StUAENt............wenreereerseeesseeseesseeens 210
Example Two: Student-graduate Identity: Caleb, third-year SEUAENL .......coeereeeseereeseeerseesseesseeens 212

6.4 THIRD MOMENT OF STUDENT IDENTITY: STUDENT-PROFESSIONAL

IDENTITY oottt ettt et e st e et e e e it e e sab e e st e e eateeeeaeeens 215
Example One: Student-professional identity: Terry ANd PreM.... o eeeonenseeseesssesssessessseesseeens 218
Example Two: Student-professional identity: Petrus Qnd AlLQ .........eeeneeneenseenseeseesnsessessseesseeens 222

6.5 Structure, Culture, Agency and the emergence of graduate identity...........c.cceevvvenerennnen. 227

6.6 Conclusion: Graduate Identity ........c..ccveeiieiieriiieiieeie et 229

6.7 Professional Paramedic IAENtitY ........ccveevvieriieiiieiiieeiieeecee et e 229

6.8 ReSEarch QUESTIONS.....cc.uieiiiiiiieiieciie ettt ettt ettt e e teesaeeesbeessaeeseessaeesseessseenseas 234
(i) How do student, graduate and professional identities emerge in Emergency Medical
Science (EMS) students at a University of TEChNOIOZY7? ... ereenmeemeemreerneeeneeeesseesseessessseesseesseeens 234
(i) What are the implications of the interplay of Structure, Culture and Agency for the
emergence Of theSE IAENTILIES? ...t ss s bbb pa s 235

0.9 CONCIUSION ...ttt ettt et et et e s et e et e sat e e bt e sseeeabeesaeeenbeesneesnseas 237

CHAPTER SEVEN: GRADUATE ATTRIBUTES: TO BE OR NOT TO BE? .......... 239

7.1 INETOAUCTION. ...ttt ettt et ettt et e s et e et e sateenbeesaeeenteesneeenbeesneeenseas 239

7.2 Being, knowing and dOINE ........cc.eeoiiiiiiiiiieiieie ettt et et 240
BRCOIMING it 242
2 7] 4V PP 243
Knowing and cOMINgG t0 KNOW .....c.eereeeneeeeesseesssesssesssesssesssessssssssesssessssssssssssesssesssessssssssssssesssssssssees 243
D0ing and 1€arNiNG £0 A0 ..cceeeeereeeeereeseseeses e esseesess s es s ssss s s s s s e s bbb 244

7.3 Characteristics and dispositions of @ paramedicC..........cccvveerieeerieeeiieeeiieeeie e 245
Exploring specific characteristics and diSPOSITIONS ........cuuereereereenneeneeseeeseeseesees e sssesssesesees 248
Example One: COMMUNICATION .....c.wereeereeereeeseesseesseesssessesssesssssssssssssssssssssssssssssssssssssessssssssssssessssssssssssesssesssesens 248
Example Two: Compassion QNnd @MPALAY .........eeoeeneeseensesseessssnssssssssssssssssssssssssssssssssssssssessssssssssssssnns 256

7.4 A Departmental view of traits and diSPOSItIONS.........c.eevveeriieriieniieeiienie e 260

7.5 Identity and traits and diSPOSILIONS ........ccvieruieriieiiieiieeiieeie et ee e 262
(i) What are the implications of the emergence of identity for the construct of graduate
AEETIDULES? ettt s AR R 262
(ii) What are the implications for the use of graduate attributes in curriculum design?......... 263
(iii) What relationship exists between identity and graduate attributes?.........cooevecneeenneensennne. 264

X



A YO0 1 Te] ST T} o W 265

CHAPTER EIGHT: CONCLUSION .......ooiiiiiiiiiieeneeeee ettt 267
8.1 INtrOAUCTION ...ttt sttt et ettt et s bt e saeeatesaeens 267
8.2 ANSWering research QUESTIONS .......c.eeeveeruierieeriienieeniieeteesteeeteeseeeseesseesseesseeesseesssesnsens 268
8.3 CONCIUSIONS AIAWIL....cueiiiieiiiiiiiiieicetee ettt ettt ettt et e e enesaeens 275
8.4 The research and the academic [Iterature...........ccvevuerierieniinieniereeeseeeeeeeee e 276
8.5 Implications of the 1€SEarCh .........ccocuiiiiiiieeie e 277
8.6 Possible areas of future research and some limitations ............cccceeveeiiiniiiniiiicenienen. 278
8.7 What meaning have I derived from undertaking this research? ...........c..cccooeeeeivieenennee. 281
8.8 COMNCIUSION ...ttt ettt ettt et e st e bt e e st et e et e e bt e eabeesseesnneas 281
REFERENCES ..........oooiiiet ettt ettt e e e s seesessaesseensaeseenseensenseans 283
APPENDIX A: Consent form for focus group participants ...........cccecceeeeeerieenveeneenveeneenens 306
APPENDIX B: Personal Interview Consent FOrm ...........ccoeiiiiiiiiiiiiiniiiieieceeeee 307
APPENDIX C: Personal interview consent form for a professional paramedic ................... 308

Xi



Figure 1.1a

Figure 1.1b

Figure 2.1
Figure 2.2
Figure 2.3
Figure 2.4
Figure 2.5
Figure 2.6
Figure 2.7
Figure 2.8
Figure 2.9
Figure 2.10
Figure 2.11
Figure 2.12
Figure 2.13
Figure 3.1
Figure 3.2
Figure 3.3
Figure 3.4
Figure 3.5
Figure 3.6
Figure 3.7
Figure 3.8
Figure 3.9
Figure 3.10
Figure 3.11
Figure 3.12
Figure 4.1
Figure 4.2
Figure 4.3
Figure 6.1
Figure 6.2
Figure 6.3
Figure 6.4
Figure 6.5
Figure 6.6
Figure 6.7
Figure 6.8
Figure 6.9
Figure 7.1
Figure 7.2
Figure 8.1

LIST OF FIGURES

UoT 2013 Student cohort

2013 Student numbers in Faculties

Alan Norrie, Margaret Archer, Roy Bhaskar and Mervyn Hartwig
Roy Bhaskar

Bhaskar’s depiction of his ontology

The stratified depth-ontology of Bhaskar as one moment

Internal stratification after Elder-Vass

Example of applying Bhaskar’s ontology to Curriculum as structure
The MELD schema

The MELD Schema showing 4 levels of development of ontology (Being)
A little light ontological relief

Extending the DCR MELD schema to MELDARZA in Meta-Reality
The expanded ontology of Meta-Reality

A representation of the stratified Self in Meta-Reality

Showing Four-planar social being as one moment

The hero Odysseus

Janus — the two-headed God on coin

Discourse constructing identity

The social contexts of some of my students

Alpha and Omega interlaced

The relationships between Archer’s 4 strata of selthood

Diagram of labyrinth

A diagram of Smith’s notion of identity derivation

The five stars of the Southern Cross Constellation

An imaginary of Bhaskar’s Constellational Identity

A critical realist explanatory framework of nested emergent identity
Concept map of a critical realist framework of identity
Corporatisation of universities

Neoliberalism, capitalism, globalisation as causal powers in REAL domain
Universities and graduate attributes in depth ontology

Baby ready for transfer

Photos of S.A. paramedics experiencing different events

Report of vehicle accident

EMS uniform

A critical realist view of curriculum within EMS department at the UoT
Three Peaks Challenge photos

The Bhaskarian explanatory framework of identity

The MELD schema

Four-planar social being in reverse order according to MELD scheme
Inter-relationship of knowing, being and doing & their processual stages
Inter-related traits and dispositions

The research journey continues

xii

14
14
32
33
35
36
38
40
44
45
53
60
61
63
64
75
77
80
82
89
90
96
98
103
105
110
113
131
133
133
166
167
170
175
180
183
187
189
189
241
242
282



Table 1.1
Table 1.2
Table 1.3
Table 3.1
Table 3.2
Table 5.1
Table 6.1a
Table 6.1b
Table 6.2a
Table 6.1c
Table 6.2b
Table 6.3
Table 6.1d
Table 6.1e
Table 6.2 ¢
Table 7.1
Table 7.2

LIST OF TABLES

Short courses to becoming Emergency Care Workers

The HPCSA proposed new structure for emergency medical care workers
Statistics on Registered Emergency Care Health workers March 2013

Key Characteristics of a Community of Practice

Four Ways to view Identity

Relations

Mapping generative mechanisms and four-planar social being: Jana

Mapping generative mechanisms and four-planar social being: Zadia & Mary
The four aspects of radical negation: Zadia

Mapping generative mechanisms and four-planar social being: Fatima

The four aspects of radical negation: Fatima

Personal change in first-year students

Mapping generative mechanisms and four-planar social being: Victor & Caleb
Mapping generative mechanisms and four-planar social being: Terry & Prem
The four aspects of radical negation: Alta

PARAMEDIC acronym characteristics, traits and dispositions

Staff perspective on traits and dispositions

Xiii

17

25

25

71

88

148
193
199
202
204
206
207
212
219
224
245
260



CHAPTER ONE

INTRODUCTION

Prologue

In writing this critical realist: dissertation I have chosen to use certain
features to make the reading of it easier, and hopefully enjoyable. The first is
to write a prologue where necessary at the start of chapters to create a
space where I may talk to the reader. The second is to provide a
metacommentary about the chapter to indicate what I am doing, why and
how (Thomson, 2012). The third is to write with academic rigour, but
accessibly, especially when dealing with theovetical framings. The fourth is
my inclusion of diagrams and photos because I am a visual person and find
it easier to explain a concept or point with a diagram. Finally, the fifth
feature is the considered use I make of footnotes to add an explanation or

commentary to the text where necessary.

1.1 Introduction

In this chapter I first present some background about my interest in
studying paramedic student, graduate and professional identity. This
is followed by the field, goal and significance of the research and the
research questions. In the context of the research I explore two main
areas: (i) aspects of Higher Education and (ii) the South African

Emergency Medical Services because this is where my research is

% Critical realism is the philosophy of Roy Bhaskar which is employed as under-labourer in this thesis and forms the meta-
theoretical framework. Critical realism is fully discussed in Chapter Two. | take a critical realist stance in this dissertation.



situated. The chapter concludes with a brief road-map’ of the other

chapters in this dissertation.

“Becoming and Being” — I have chosen these two concepts to introduce the title of my
research which has been a quest for understanding identity and its ontology as well as its
implications for the use of graduate attributes in curriculum design. Becoming and Being are
two distinct, but not separate processes because they are both dynamic, changing and have
constant interplay between them; where one ends the other begins in a never-ending dance of
identities. They speak to personal ontology and the emergence of personal and professional
identity (Bhaskar, 1993). In the case of this research, I explore Becoming and Being within
the context of the identity of Emergency Medical Science (EMS) students at a University of
Technology (UoT) who graduate and then, once registered with the Health Professions
Council of South Africa, cross over into a professional identity in the Emergency Medical

Care Services (EMCS).

There is not much literature on the emerging identity of Emergency Medical Science (EMS)
students (Campeau, 2008), especially from a critical realist perspective. Luckett and Luckett
(2009) have written on student identity from a social realist’ perspective, but this does not
address EMS student identity. As I am exploring the question of the emergence of student,
graduate and professional identity, I also focus on graduate attributes and the relationship
between them and graduate identity. However, 1 problematize generic graduate attributes
which are presented in most literature as neutral, apolitical, and ahistorical (e.g. Barrie, 2005,
2006; Griesel and Parker, 2009), some exceptions are Barnett (2004, 2009a, 2009b, 2010)
and Wheelahan (2003, 2009). Although much literature has been produced on graduate
attributes, there is very little concerning the relationship of graduate attributes to identity
(Holmes, 2001; Hinchcliffe and Jolly 2009) and even less when gazing at this relationship

through a critical realist lens. Therefore, this research attempts to address these lacunae.

Background: My interest in this research project

I was introduced to the world of Emergency Medical Care (EMC) when my son decided to

study at a UoT to become a paramedic. Until that moment I had only associated paramedics

® In this dissertation, social realism refers to the work of sociologist Margaret Archer.



with fast cars and wailing banshee sirens without ever considering who they were and from
where they came. As a parent I journeyed with my son and his classmate friends through his
three years of studies watching him and his friends change from carefree young students to
responsible paramedics who literally hold someone’s life in their hands on occasion. It was
when my husband had a heart attack and paramedics attended to him that I actually saw how
skilful and compassionate their care of him was. I thought about the students studying
Emergency Medical Science at the UoT wearing their distinctive uniforms and wondered
how they had managed the transition to paramedic student and thereafter to graduate and
ultimately to professional paramedic; after all I had seen it happen in my son and his friends.
I wondered about student identity and professional identity: what causes this change in
identity, or series of changes, from student to professional? I wondered about the role that
curriculum might possibly play in the emergence of student and graduate identity. These
questions interested me as a lecturer at the same University of Technology and so I started

this research into emergency care worker identity.

In reading through the websites of the public and private Emergency Medical Care Service
(EMCS) providers, I saw that they have certain core attributes and specific workplace criteria
that they require of their staff. This made me think about graduate attributes, particularly how
universities have a generic list of attributes that are their particular trade-mark in branding
their “products”, i.e. graduates, and the corporatisation of universities. Reflecting on this led
me to consider the neo-liberal agenda that has caused universities to rethink their own
ontological status and change it to one of serving globalisation and the new Capitalism (Gee,
Hull and Lankshear, 1996); where students become products of a process that changes them
into knowledge workers for the knowledge economy (Chomsky, 2000). I wondered what the
link might be between the EMS curriculum and these graduate attributes, especially in a
profession where the curriculum is strongly influenced by an external, professional body who
is also the gate-keeper of the profession. Do the graduate attributes promised by the UoT and

expected by employers influence this curriculum?

The relatively recent Universities of Technology that have emerged within the differentiated

landscape of Higher Education in South Africa have a strong career-oriented focus and strive



to produce professionals for the respective industries* that the UoTs service. The workplaces
require the UoT graduates to meet not only knowledge criteria, but specific workplace criteria
(seen as the aforementioned ‘graduate attributes’) that will enable them to be employable,
carry out their tasks most effectively and to “be professional”. For example, a paramedic
graduate entering the workplace, not only has to know the medical science and clinical skills
that undergird her response in dealing with a medical emergency, but is also expected to be
“professional” and act in a “professional” manner towards the patient and all others involved
in the emergency situation. So, in philosophical terms one could say that both
epistemological (in the sense of ‘knowledge’ from the Greek episteme) and ontological (in
the sense of ‘being’ from the Greek ontos) dimensions are at play in this situation. However,
the question is how do students, who arrive at a University of Technology with a range of
diverse identities, develop the EMS student identity required by the academic context and the
graduate identity required in the specific programmes in which they are enrolled. In addition,
how do students ‘acquire’ the graduate attributes which are listed by the university and

increasingly expected by the workplace?

1.2 Field, goals and significance of research

Field

I have situated this research within the field of Higher Education, because it deals with
student and graduate identity, graduate attributes and curriculum in an Emergency Medical
Science department at a University of Technology in the Western Cape, South Africa.
However, this research extends beyond higher education because it explores what happens to
students once they graduate and move into the workplace and assume the professional
identity of emergency care workers. Therefore, this research is also situated within the field

of the Emergency Medical Care Services in South Africa.

Goals
My goal in this research is to understand emergence of identity in its different forms because
identity cannot be reified as a single, generic construct that can be replicated endlessly and

imposed upon people. Identity, whether it is student, graduate or professional identity, is

“ltis interesting that UoTs use an intrinsically capitalist “industry discourse” which is both generic referring to ‘industry’ as
an amorphous other, e.g. “industry demands work-ready graduates” and specific, e.g. ‘the clothing industry’. EMS has
adopted this industry discourse and | have observed how both students and staff refer to EMC services as ‘the industry’ or
the Emergency Medical Care (EMC) “industry” rather than “Service”.



dynamic, complex, changing and multiple (Bhaskar, 1993; Kamler and Thomson, 2006). My
goal is also to create a usable explanatory model and definition of identity that can speak to
the data, because in my literature search through the many definitions of identity I have not
found one that is quite appropriate to my theoretical and conceptual frameworks. My third
goal is to critique graduate attributes and offer an alternative, which is based on ontological
as well as epistemological principles rather than just the latter. In problematizing graduate

attributes, I would like to explore their relationship to the curriculum.

Significance

The impact of structure, culture and agency on the emergence of student, graduate and
professional identities in Emergency Medical Care (EMC) in South Africa has not been
researched previously and, therefore, my research proposes to fill this gap. In addition,
Bhaskar’s notions of identity and the self have been under-researched (Mahoney, 2011); thus,
by creating a critical realist explanatory framework of identity and theorising a critical realist
emergence of identity, I hope to make a contribution to critical realist studies. By exploring
the relationship of identity emergence to graduate attributes, I would like to contribute to a
critical understanding of graduate attributes themselves, and their use in curriculum design,

particularly in the context of South African Universities of Technology.

1.3 Research Questions

My research questions enquire after relationships and emergence:

Research question:

What is the relationship between the emergence of student, graduate and professional
identities, graduate attributes and curriculum design in an Emergency Medical Science
programme at a University of Technology?

Sub-questions:

How do student, graduate and professional identities emerge in Emergency Medical Science
(EMS) students at a University of Technology?

What are the implications of the interplay of Structure, Culture and Agency for the
emergence of these identities?

What are the implications of this emergence for the construct of graduate attributes?



What are the implications for the use of graduate attributes in curriculum design?

What relationship exists between identity and graduate attributes?

1.4 Context of the Research: Section A: Higher Education

Higher Education

The two decades from 1993 to 2013 have seen change in every sphere accelerate rapidly to
keep up with the developments in technology and the explosion of information easily
accessible to anyone with access to the Internet and the media. Barnett (2000) has linked this
rapid change to complexity and uncertainty showing how this has eroded the often-
comfortable social and educational paradigms. Western society has changed from a
manufacturing economy to a market economy to a knowledge economy under the forces of
neo-liberalism, the new capitalism and globalisation (Gee, 1996). Higher Education (HE),
being socially and historically situated, driven by these same forces has also undergone huge

changes starting in mid-20th Century and accelerating over the past twenty years.

To create a broad picture of higher education by focussing on how it has changed, I will use
sweeping brushstrokes rather than minutely detailed ones. This brief overview will be based
mainly on three United Nations documents (1948a,b,c), two UNESCO documents (1998,
2009) and a UNESCO report prepared for the 2009 World Conference on Higher Education
by Altbach, Reisberg and Rumbley (2009) as I feel that they succinctly sum up and illustrate
the changes that have occurred in global higher education since 1948. These changes in
higher education (HE) appear to lie in the following areas: access to university, types of HE
institutions, globalisation and internationalisation, pedagogy, curricula, national standards

and quality assurance, growing managerialism within HE, and the role played by technology.

Access to higher education was broadened after the Second World War in the United
Nations’ document “The Universal Declaration of Human Rights” (U.N., 1948a) which states
in Article 26. 1:
Everyone has the right to education. Education shall be free, at least in the elementary
and fundamental stages. Elementary education shall be compulsory. Technical and

professional education shall be made generally available and higher education shall be



equally accessible to all on the basis of merit (p. 76).

This Universal Declaration was adopted by the United Nations General Assembly on 10
December, 1948, by a vote of 44 countries in favour and eight abstentions (UN, 1948c, p.
538). In a move to protect its policy of apartheid, the Union of South Africa was one of the
countries abstaining because it felt that the Declaration “should refer only to those
fundamental rights, the universal applicability of which was recognised all over the world.
The Declaration, as it stood, went beyond those generally accepted rights” (UN, 1948b, pp. 7-
8).

Thus, the South African National Party set off on its 46 year-long bulldozer course of a
highly discriminatory, unjust, unfair and unequal apartheid education system, which included
higher education, and which only ended formally with the inauguration of the new,
democratic South Africa in 1994. However, almost twenty years after the end of apartheid
there are still on-going consequences of apartheid for all sectors of education. I will return to

this point when discussing the non-neutrality of graduate attributes.

In preparation for its first World Conference on Higher Education that would be held in
October 1998 in Paris, UNESCO held a series of regional meetings across the globe,
including Africa, from 1996-1998 (UNESCO, 1996). Out of these meetings and the
conference itself a final report was created: “World Declaration on Higher Education for the
21st Century: vision and action” together with a “Framework for priority action for change
and development in Higher Education”. The participants included national policy makers,
institutional leaders, the professoriate, researchers, representatives of student bodies, the
economic and professional sectors, intergovernmental organisations and non-governmental

organisations as well as UN agencies and civil society groups (UNESCO, 1998).

Again, in Article 3a of the World Declaration on Higher Education for the 21st Century:
vision and action, the importance of equal access was not only highlighted, but also extended
in stating that there can be no discrimination in terms of access:
In keeping with Article 26.1 of the Universal Declaration of Human Rights, admission
to higher education should be based on the merit, capacity, efforts, perseverance and
devotion, showed by those seeking access to it, and can take place in a lifelong

scheme, at any time, with due recognition of previously acquired skills. As a
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consequence, no discrimination can be accepted in granting access to higher education
on grounds of race, gender, language or religion, or economic, cultural or social

distinctions, or physical disabilities (UNESCO, 1998, p. 22).

From the above Article 3a it is clear that the definition of access widened to include everyone
and remove all forms of discrimination. This is a leap forward from the 1948 UN statement
that only mentions “merit” as a condition for access. Besides maintaining the core functions
of a university, i.e. education, training, research, sustainable development and improvement
of society, the final report of the 1998 conference calls for educating responsible citizens and
providing “opportunities for higher learning and for learning throughout life” (UNESCO,
1998, p. 1). It holds that quality should be infused in all higher education functions and
activities and that there should be close partnership among all stakeholders including the
“world of work™ in order “to set in train a movement for the in-depth reform and renewal of
higher education” (UNESCO, 1998, p. 2). After this first world conference of higher
education, the Global University Network for Innovation (GUNI) was created by UNESCO,
the United Nations University and the Technical University of Catalonia (Granados and

Fredi, 2009).

A decade later UNESCO held the 2009 World Conference on Higher Education in July in
Paris. By this time the participation rates in higher education had increased dramatically as a
result of the widened access — an increase globally in post-secondary student numbers from
13 million in 1960 to 60 million in 1995 to 150.6 million in 2007 (Altbach, Reisberg and
Rumbley, 2009, p. vi-vii). These authors prepared a detailed 247 page report for this
conference: “Trends in Global higher Education: Tracking an Academic Revolution”. The
report highlights the “significant forces shaping higher education worldwide” (Altbach,
Reisberg and Rumbley, 2009, p. xxii) e.g. massification, globalisation, universal access. The
authors point out that these trends, which are not new, are now considered more deeply and
that “the discussion has moved beyond awareness to a deeper level of concern with the
complexities and implications of these issues” (p. xxiv). For example, granting access to
formerly excluded people is not just a question of granting access, but of “meeting their

unique needs” (ibid.)

The trends that are highlighted in the report include the unintended consequences of

massification of higher education:



e an overall lowering of academic standards,

e new patterns of funding,

e students and parents having to bear the direct (fees) and indirect costs (e.g. transport,
living expenses),

e quality assurance and peer-audits of institutions and qualifications,

e competitiveness between HEIs in terms of rankings

e diversified HE systems including a sharp increase in private HEIs and mega-
universities offering distance education, such as UNISA in South Africa which has
400 000 students (UNISA 2013),

e despite greater inclusion, the privileged classes have retained their advantage,

¢ international student and academic mobility,

e the rise of Information and Communication Technologies (ICTs) (and the digital
divide),

e the casualisation of academic staff with increases in part-time lecturing staff,

e alessening of academic autonomy and

e the rise of managerialism and corporatisation within HE institutions (Altbach,

Reisberg and Rumbley, 2009, pp. 2-5).

The authors of the report point out that the rise of English as the dominant language of
scientific communication “is unprecedented since Latin dominated the academy in medieval
Europe” (2009, p. iv), but do not problematize or critique this use of English. The report
indicates that universities have generally moved from being a public good to a private good.
It is interesting that the report only alludes to neoliberalist capitalism as one of the drivers of
change as “a more widespread political inclination toward greater privatization of services
once provided by the state” (2009, p. xii), but does not directly name it or critique it.
However, the report critiques indirectly in its statement “the greater emphasis on cost
recovery, higher tuition and university-workplace links distracts from the traditional role and

service function of higher education that are central to contemporary society” (2009, p. xii).

Out of this conference came a communiqué “2009 World Conference on Higher Education:
The New Dynamics of Higher Education and Research for Societal Change and
Development” (UNESCO, 2009). It, too, addresses the question of access and acknowledges
the wide gulf between developed and developing nations, especially the digital divide (p. 4).



While the broadened access has allowed more previously-excluded people access to
institutions of higher learning, it has also brought its own host of problems in terms of
teaching and learning because “equity is not simply a matter of access — the objective must be
successful participation and completion while at the same time assuring student welfare” (p.
3). Massification does not seem to have made access altogether equitable because “great
disparities persist constituting a major source of inequality” (ibid.). For example,
internationalisation has allowed students to access higher education in countries of their
choice, but this is only for those who can afford to do so, or who have the knowledge and
social capital to win bursaries. The elite universities have maintained their status quo in two
ways — by setting high fees and associated costs as a gate-keeper, and by attracting the best
students. There is no equity in outcomes either. Middle-class students continue to do better
than working class students in (i) accessing these prestigious universities and (ii) by staying
the course and graduating (Boughey, pers. comm., 16 July 2012; Scott, Ndebele, Badsha,
Figaji, Gevers, and Pityana, 2013). These global issues in higher education are also present in

and affect South Africa higher education.

Higher Education in South Africa

I bring a bias to my consideration of higher education in South Africa, namely that I consider
all education and especially higher education to be an issue of social justice that needs to be
addressed if we are to grow a valid democracy in South Africa. In this I follow Hassim
(2009) who states that “Apartheid was a system of racial hierarchies in which education
played a central role in ensuring that different “population groups” were systematically
shepherded into different and unequal roles in society, political life, and the economy” (p.
63). Hassim adds that these racial hierarchies of apartheid “intersected with and reinforced
class and gender inequalities™ (ibid.). To a large extent these inequalities have remained in

place in South Africa as a legacy of apartheid despite the move to democracy.

Although this research study will be located mainly in an Emergency Medical Science
department in a South African University of Technology, it is set within the broader context
of South African higher education. Not only does South African higher education have to
deal with the same global issues mentioned previously, but it also has its apartheid history of

separate, unequal and unjust education and its struggle for liberation and the development of
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a new higher education system post-apartheid. It is also set within a context of enormous

cultural, economic and social difference.

With the democratic South Africa came a new and transformative education policy set out in
the White Paper on Education and Training of 1997 (DOE, 1997). It is significant that the
transformation of South African higher education was to take place “within the pressures of
globalisation and the local challenges of reconstruction and development” (Ensor, 2004, p.
339), which included applying the global neo-liberal, market-driven vision of a ‘knowledge
economy’ to higher education institutions (Bourdieu, 1998; Giroux, 2002; Allais, 2003;
Ntshoe, 2004; Baatjes, 2005; Lynch, 2006). Thus, a new discourse entered South African
higher education, namely a managerial discourse with its notions of quality assurance, audits,
key performance areas, personal performance management, students as clients and senior
academics as line-managers. Universities were challenged to change to become production
houses of knowledge workers by the powerful global discourses at play. Moreover,
universities were also presented with the demands of the makers and shakers of capitalism
who insisted on highly-skilled knowledge workers to meet their need for ever-expanding

profit.

To a large extent, the relatively recent move in South Africa to develop generic graduate
attributes at institutional level can be directly related to globalisation, neo-liberalism and the
knowledge economy not only because of the demands that workplaces place on the
universities, but also because, the market place and professional bodies often dictate the

curriculum (Fleischmann, 2012).

The Types of Higher Education Institutions (HEIs) in South Africa

Apartheid education policy had created inequitable, separate higher education institutions
based not only on race, but also language — Black, Coloured, Indian and as well as English
and Afrikaans White universities; the latter were highly privileged. Section 32 of the
Extension of University Education Act of 1959 debarred “non-white” persons from
registering at or attending “white” universities without the written consent of the Minister of
Bantu Education (Ashby, 1960). Under this systemically immoral model of higher education,

the location, funding as well as the remit of the institutions differed in terms of the courses

11



they offered and therefore the types of graduates they could turn out. For example, the black’
universities did not offer courses in Engineering or Medicine®, although in 1976 a medical
university for black South Africans was created — MEDUNSA (the Medical University of
South Africa) (Haynes and Lee, 1995) and UNITRA (the acronym for University of Transkei
— a ‘homeland’) medical school was established in 1985 (Kwizera, Igumbor and Mazwali,
2005). The medical schools at Witwatersrand University (1946-1966) and Natal University
(1957-1978) produced only 413 African doctors (Tobias, 1980). However, nursing was
offered on black campuses, but with the proviso that nurses were to be trained to work with

“their own people in the bantustans’™

(Wolpe, 1995). Engineering and Medicine courses were
available to whites at the most prestigious white universities, for example the Afrikaans
universities of Stellenbosch, Pretoria and Orange Free State as well as the English
universities of Cape Town, Witwatersrand and Natal. Thus, the nationalist apartheid regime
used funding and curriculum to advance and bolster its ideology. The same disparity applied

to the South African technical colleges. This created huge inequity that apartheid in its

demise bequeathed as a legacy to a democratic South Africa.

In 2003-2005 mergers of various higher education institutions took place to reduce the
number of public tertiary education institutions into 22 universities: Traditional research-
intensive Universities, Comprehensive Universities and Universities of Technology (CHE,
2009). The apartheid prestigious and historically important universities were retained, namely
Rhodes, Stellenbosch, Cape Town, Pretoria, Witwatersrand, University of the Western Cape
and Fort Hare, as stand-alone universities. Fort Hare incorporated the East London campus of
Rhodes University in its merger. There was also the merger between historically elite and
historically black universities such as University of Durban-Westville and the University of
Natal which produced the University of Kwazulu-Natal. The comprehensive universities
were a merger of different types of institutions such as a technikon® with a former university,
e.g. the current Nelson Mandela Metropolitan University in Port Elizabeth and the University
of Johannesburg (Hall, Symes and Leucher, 2004). Technikons were combined to form
Universities of Technology. MEDUNSA was merged into the University of Limpopo, but the

Minister of Higher Education and Training announced in Parliament on 26 May 2011 that it

> The term ‘black’ is used to refer to Black, Coloured and Indian people collectively without meaning to give offence.

® This was due in part to the apartheid policy of job reservation which closed certain occupations to black South Africans or
allowed a few to work as doctors, but only to treat people from their own ethnic group (Wolpe, 1995).

’ Bantustans were the apartheid ‘homelands’ — areas of South Africa that were designated for particular ethnic groups.

8 A ‘technikon’ is a South African term for what was formerly a technical college and which subsequently became a
University of Technology (UoT).
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will be de-merged to become a stand-alone medical university (Nkosi, 2011). The intention
of the mergers was not only to transform the South African HE system, but to rationalise
programmes and foster co-operation across institutions, to build capacity and to create new
institutional identities (DoE, 2001). However, in the merged institutions, their identity still
has to emerge. By 2008 all the technikons had changed their names to “Universities of
Technology” (du Pré, 2010). The development of these universities of technology can be seen
as part of a continuum of change in identity, function and name in response to the country’s

growing need for high level skills training.

In addition, with widening access the types of higher education institutions have also changed
in South Africa, especially with the rise of private higher education institutions (HEIs)
(IEASA, 2009). In South Africa, various types of private higher education exist. In October
2013 there were 89 legally registered private higher education institutions (DHET, 2013).
However, despite widening access the prestigious historically white universities continue to
attract the cream of applicants of all races and creeds and in this way maintain their elitist
status. There exists a distinct hierarchy of universities in South Africa, with the top positions
held by the historically white English-speaking research universities, while the historically

black campuses of the merged institutions occupy the lower rungs.

This historical aspect of South African Higher Education and particularly the ideologies of
racism and sexism (Soudien, Michaels, Mthembi-Mahanyele, Nkomo, Nyanda, Nyoka,

Seepe, Shisana and Villa-Vicencio, 2008) that seeded themselves and drove HE for many
years are important because they are some of the generative mechanisms at play in the

emergence of the current SA Higher Education landscape.

A South African University of Technology

This University of Technology emerged in January 2005 from the merger of an historically

‘coloured’’ Technikon with an historically white Technikon and a College of Education.

Although the end of apartheid saw the official scrapping of racially segregated universities,

the apartheid legacy lives on in the sense that in merged institutions some campuses still

% ‘Coloured’ here refers to people of mixed racial descent who had separate HEIs to blacks, Indians and whites under
apartheid.
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retain their historically black student body and the perception that it is a “black” campus
despite efforts by the institutions and authorities concerned to change that perception. For
instance, after eight years, students at the UoT still refer to the formerly ‘coloured” Campus
by its apartheid name and consider it to be a ‘black’ campus. The logistical aspects of merger
at the UoT are not yet fully complete even after nine years with the result that there are still a
few departments that have not merged onto a single campus. This means that the same
programme, e.g. Graphic Design, is offered on two campuses, one historically white and one

historically coloured.

This UoT had 33 509 students in 2013, having grown from 28 961 students in 2005 (UoT
HEMIS, 2013). It houses six faculties spread across five campuses. The former white campus
has the largest student numbers with 15 849 students. The former coloured campus is the
second largest with 12 251 students. Figure 1a below indicates the racial profile of the student
body where white students have moved to being a minority group, while African students
have majority status. Figure 1b shows the number of students enrolled in Faculties. Business
is the biggest Faculty followed by Engineering. The Health and Wellness Sciences Faculty,
housing the Emergency Medical Science department, is the smallest with 3047 students.

Enrolments History by Group

urrent Enrolments by Facu
————
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Figure 1.1a: UoT 2013 Student cohort Figure 1.1b: 2013 Student numbers in Faculties

(Source: HEMIS UoT, October 2013)

The Department of Emergency Medical Science is housed on the on the historically coloured
Campus and has 269 students studying the following programmes: National Diploma (72
students), National Higher Certificate (80), Bachelor of Emergency Medical Care (74),
Bachelor of Technology Emergency Medical Care (38) and five Master of EMS students
(UoT HEMIS, 2013).
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1.4 Context of the Research: Section B: South African Emergency
Medical Care Services (EMCS)

Background

Formal, tertiary training of paramedics began in South Africa in 1986 under apartheid in
historically white institutions, namely Technikon Witwatersrand and Natal Technikon'°. This,
despite the fact that the greatest need for emergency health care workers lay in the rural areas
and townships where there was a dearth of emergency medical care. In 2013, there is still a
great shortage of emergency care workers in the rural areas and an inequitable distribution of
emergency medical care in the country, i.e. another facet of apartheid legacy. Kon and
Lackan (2008) state that the education legacy of apartheid has left black and coloured South
Africans underserved and disadvantaged in terms of health care in the new, democratic South

Africa.

The South African EMS sector is relatively young compared to other medical services.
Before the advent of democracy in 1994, the four provinces of apartheid South Africa had
training colleges for white ambulance workers in keeping with the apartheid policy of job
reservation (LR/6/613). It was only in the 1980s that the four provinces in South Africa set up
Provincial Ambulance Training Colleges to train emergency care workers up to an
Intermediate Life Support Level (Dalbock, 1996). The first Advanced Life Support
paramedics were trained from 1986 in the then Natal and Transvaal, but there was no
emergency medical care training in the Cape (Govender, 2010). Thus, because of apartheid
policy, mainly white men were trained as paramedics (Advanced Life Support). This gave
rise to an enduring perception that paramedics are white males still persisting today and that
needs to be challenged according to lecturer Reddy in the Emergency Medical Science

department (LR/6/6/13).

When considering the question of professional board registration during apartheid, all
emergency care workers were required to register with the South African Medical and Dental
Council (SAMDC) (MacFarlane, van Loggerenberg and Kloeck, 2005). This registration was
an early step towards professionalising the Emergency Medical Services. In 1974 the South

African Medical and Dental Council was renamed the Health Professions Council of South

% The two institutions have undergone their own mergers and are now called the University of Johannesburg (UJ), and
Durban University of Technology (DUT) respectively.
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Africa in terms of the Health Professions Act 56 (HPCSA, 2013), a name it has retained up to
the present. This statutory body still keeps custody and control of the registers of Emergency
Care workers. In 2003 the Professional Board for Emergency Care (PBEC) was established
under the aegis of the HPCSA (ibid.). All EMCS workers are required to register with the
Health Professions Council of South Africa.

Two Routes to becoming Emergency Care workers

There are presently two routes open to entering the Emergency Medical Care Services. The
one way is to study for a number of years at a university of technology graduating either with
a National Diploma or the newly-instituted B.EMC degree; the other is to do a series of short
courses linked by stipulated hours of practice, i.e. ‘road work’ in an ambulance. These short
courses are offered by private training providers as well as the Provincial Ambulance/EMCS
colleges throughout South Africa. The UoT Emergency Medical Science (EMS) department,
which has been accredited by the HPCSA to offer these short courses, runs the Intermediate
Life Support course (AEA) on demand mainly to improve the skills of emergency care

workers from very disadvantaged rural areas (LR/6/6/13).

Route One: The short course route to becoming an Emergency Care worker

The short courses in emergency medical care can be studied at local government colleges of
emergency care or at private institutions/training providers offering emergency medical care
courses. This “short-course route” as it is known in the Emergency Medical Care Services
(EMCS) entails starting off doing basic First Aid, followed by a four-week full-time course in
Basic Life Support at a training provider. This four-week course leads to certification as a
Basic Ambulance Assistant (BAA) and requires registration with the Health Professions
Council of South Africa (HPCSA). The scope of practice of a BAA is limited as are the drug
protocols. This means that a BAA is very limited in the kind of drugs s/he may administer to
a patient, e.g. only activated charcoal, oral glucose powder/gel, medical oxygen and Entonox

which is combination of nitrous oxide and oxygen (HPCSA, 2006a).

Six months after registration and having gained 1000 hours experience on the road in an
ambulance, the BAA may enrol in the next level course, namely the four-month Ambulance

Emergency Assistant (AEA) course. This is classified as Intermediate Life Support (ILS) and
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has a specific scope of practice and drug protocols, e.g. Acetyl Salicylic Acid, B2 Stimulants,
Ipratropium Bromide and Dextrose 50% in addition to the BAA drugs (HPCSA, 2006b). The
AEA is required to register with the HPCSA. On completion of the AEA course, the
Ambulance Emergency Assistant may apply for the Critical Care Assistant course after 1000
hours of road experience as an AEA in an ambulance and is required to write an entrance

€xaml.

This Critical Care Assistant (CCA) course lasts for nine months divided into four months in
the classroom studying theory and five months on the road in an ambulance or response car
doing workplace-based learning. On completion, the incumbent is deemed to have Advanced
Life Support skills and is registered with the HPCSA as a paramedic. This CCA paramedic
who has come up through the short courses and practical experience is on the same HPCSA
register as a 3-year National Diploma graduate and therefore has the same scope of practice
and drug protocols and both are called paramedics because they are both advanced life
support (ALS) practitioners. The CCA paramedic has a much wider scope of practice and
drug protocols than the AEA. The advanced life support drug protocols include administering
morphine and a local anaesthetic Lignocaine Hydrochloride as well as benzodiazepines,
corticosteroids and other drugs. As it is specified within the paramedic scope of practice, a
paramedic may declare a person dead (HPCSA, 2006¢). For ease of reference, these short

courses are summarised in Table 1.1.

Table 1.1 Short courses to becoming Emergency Care Workers

Short Course Acronym | Entrance Duration Level of Life HPCSA
Requirement to Support registered
course Training

Basic Ambulance BAA Basic First Aid 4 weeks Basic Life | Yes

Assistant Support (BLS)

Ambulance AEA 1000 hours’ BAA | 4 months Intermediate Life | Yes

Emergency Assistant ambulance work Support (ILS)

Critical Care CCA 1000 hours’ AEA | 9 months: Advanced Life | Yes

Assistant ambulance work & | 4 theory Support (ALS)

(paramedic) 1 year as AEA & | 5 practical
entrance exam
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A critique of EMC short courses

The EMC short courses appear to be Competency Based Training (CBT). This form of
training and assessment is closely related to the workplace and focusses specifically on
outcomes and is mainly used in vocational training. Competency is defined as the application
of specified knowledge, skill and attitudes needed to undertake a work role or task to the
required standard in the workplace (Wheelahan, 2009). Thus, in the emergency medical care
short courses, students learn only what they need to know in a specific context of work, e.g. a
“see the bleeding, stop the bleeding” approach. Wheelahan further states that “CBT excludes
students from access to disciplinary knowledge because it only provides students with access
to contextually specific applications of knowledge, and not the system of meaning in which it
is embedded” (2009, p. 5). Thus, if the context changes students may not be able to apply
their knowledge because they do not have a system of meaning to fall back upon. Chappel,
Gonczi and Hager (2000) state that the positivist interpretation of competence holds a narrow
view of the workplace focussing mainly on technical aspects, while the humanist perception
focuses on cognitive and social aspects and the critical views learning as formed by an
exploitative set of power relations within a social, economic and political environment.

Wheelahan (2007, 2009, 2011) concurs with the latter.

Wheelahan and Moodie (2011) have problematized competency based training and present

five problems with CBT:
1. Units of competency are tied to the specific

2. Outcomes of learning are tied to descriptions of work as it currently exists. They

focus on the present
3. CBT does not provide adequate access to underpinning knowledge

4. CBT is based on the simplistic notion that processes of learning are identical with

the skills that are to be learnt

5. That even though CBT is meant to certify that particular outcomes have been

achieved, there may be problems of credibility (pp. 14-16).

In addition, using Bernsteinian terms, Wheelahan (2013) states that CBT collapses the

boundary between theoretical, general principled knowledge (vertical discourse) and every-
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day, particularised knowledge (horizontal discourse). This means that the classroom and
workplace are not seen as different sites of learning providing access to each different type of
knowledge. The boundary is important because students need to be able to distinguish each

type of knowledge as a basis for selecting, integrating and synthesising each (ibid.).

I use Wheelahan and Moodie’s critique (2011) in discussing the EMS competency based
short courses. These authors state that CBT atomises workplace requirements into discrete
units of learning that have to be mastered and applied, i.e. in the short courses students cover
only what is necessary to their functioning in a specific context as EMCS workers.
Wheelahan and Moodie (2011) explain that this means that “they have access only to
contextually specific elements of theory that are relevant to the particular context, so that the
emphasis is on elements of content rather than the system of meaning” (p. 15). Thus, the four
months of theory that the advanced life support Critical Care Assistant is taught only covers
that theory which is necessary for specific contextual knowledge to be used in the workplace
(LS/22/6/12). The same applies to the six weeks of theory that the intermediate life support
Ambulance Emergency Assistant is taught (ibid.).

An example of the consequences of CBT training would be an Ambulance Emergency
Assistant (AEA) who is taught to administer a particular drug in a particular context.
However, if the context were to change or even to be completely unfamiliar the AEA would
not know whether to administer the drug or not because she'' has been trained only for a
specific context, and has not been taught the wider theory and meaning around the
application of the drug. The AEA has not accessed the system of meaning around the
administration of drugs. In other words, the AEA has no recourse to general theoretical
principles that would enable her to act appropriately in new circumstances and know why the
action is appropriate. This may be perceived as a serious gap or lack in their short course

training.

In addition, the CBT learning outcomes are described independently of processes of learning
and knowledge and skills are conflated into one unit (Wheelahan and Moodie, 2011).
Stemming from behaviourist learning theory there is also the notion in CBT that processes of
learning are the same as the skills that are to be learnt (Wheelahan and Moodie, 2011, p.16).

CBT learning outcomes focus on the present and are related to a specific workplace activity

"1 the interests of maintaining gender neutrality, | randomly use either ‘she’ or ‘he’, ‘her’ or ‘his/him’ when referring to
paramedics or students.
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which emphasises traditional ways of doing and curtail “the development of innovative
knowledge and new forms of practice” (ibid.). In effect, these ways of doing may become
habituated. An example of this would be the EMCS worker who has learnt a specific way of
doing and is reluctant to embrace change. For example, doing Cardio-pulmonary
Resuscitation (CPR) on a patient who has gone into cardiac arrest has changed significantly
from 2000 to 2005 to 2010. Formerly the algorithm was airway, breathing and then chest
compressions (A-B-C), but changed to chest compressions, airway, breathing (C-A-B)
(Rodseth, 2011). It might happen that a short-course EMCS worker might be reluctant to

change his way of doing CPR because the ‘old’ way of doing was what he learnt and used.

A further problem regarding the short courses is that reflective practice does not form part of
the practical work that is covered in these short courses (LS/22/6/12). In essence, when a
short-course student comes off the practical work experience, she is not asked to write a
personal reflection, e.g. how she acted as incident commander at the scene of the accident,
how competent she felt about dealing with the presenting clinical picture or challenges that
arose in terms of practice. Not writing a personal reflection on practice may be perceived as a
lack in the learning process because it deprives the students of the opportunity to gain insight
into themselves and the situation. It also deprives the students of using the reflection as a

learning experience to improve themselves and their practice.

To corroborate the above, from my research I provide statements made by students who have
done the short courses including the nine-month CCA short course and are in the process of

completing the three-year National Diploma:

Student Paul: Also there’s reflective thinking and critical thinking, you know, and it
really helps you to think about this situation. Previously, as a CCA we just treated.
This is asthma; this is what I think it is. But now you critically think about it and you
reflect about it. When I treated a patient I never thought about it, I just switched
myself off and I leave. But now when I treat a patient, it’s like, you know, I consider
all these other systems. You should think critically and you reflect. And it makes a

better person of you (SP'*/15/8/12).

12.5p is the coded abbreviation for Student Paul. This is to maintain confidentiality. The date of the focus group discussion is
also given in brackets.
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Student Nina: The CCA to me, theoretical wise, it was not bad compared to here, I
must be honest. Yes, here where they spend two weeks on a subject, yes, we did it in
half a day, in four hours, but we needed to know what was needed to know to do the
skills that goes hand in hand with it. Yes, we did have the assignments to do. Nothing

changed, just the time component. There wasn’t time to waste (SN/15/8/12).

Student Paul illustrates the difference between a short-course CBT approach, and the three-
year National Diploma approach. He indicates that the latter has enabled him to think
critically and reflectively. He makes the point that as a CCA he never actually thought about
the patient, but just diagnosed the presenting symptoms as he states: “We just treated. This is
asthma”. However, for him this changed when doing the National Diploma, “but now you
critically think about it and you reflect about it”. This illustrates the deeper approach of the
National Diploma to knowledge. Student Nina illustrates very well the lack of theoretical
input in the short-course CBT approach by comparing the four hours spent on a subject in the
short course as opposed to the two weeks spent on the same subject in the national diploma.
She concedes that students learnt only what was necessary; nothing more. It is interesting
how she conflates knowledge and skills: “we needed to know what was needed to know to do

the skills that goes hand in hand with it” thus illustrating the point made above.

I also interviewed a professional paramedic who had done both the short courses and then did

the EMS National Diploma so that he could continue his studies onto the B.Tech level:

Paramedic Dawid: With the short courses that I did and now have come through the
National Diploma as a paramedic, it’s true — it gives you a more in-depth theoretical
knowledge to understand the whys, wherefores and hows. Whereas with the short
courses they teach you the theoretical knowledge just for what you have to know.
They don’t go more in-depth; they don’t teach you...it’s the same with skills, it’s
exactly what you need to know — if the guy has lost blood, replace the blood by fluids.
Not the whys, wherefores and hows. It’s based on ‘This is what I’ve seen; this is what
I do’. Whereas you don’t know the in-depth. It’s not degrading the mind, but in the
short course you don’t have the mindset of ‘I have to think further for the patient and

for what I am doing. Not just for now, but also in the long-term, in the next couple of
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hours, in the next couple of days, even months’. And that’s where the big difference

for me comes in (PD/15/5/12).

Paramedic Dawid’s words effectively illustrate Wheelahan and Moodie’s critique above of
CBT. The following excerpts from his conversation illustrate Wheelahan and Moodie’s (W &
M) points:
Dawid: With the short courses they teach you the theoretical knowledge just for what you
have to know... it’s the same with skills, it’s exactly what you need to know (PD/15/5/12).
(W & M) “Units of competency are tied to the specific”;
(W & M) “CBT does not provide adequate access to underpinning knowledge”;
(W & M) “CBT is based on the simplistic notion that processes of learning are
identical with the skills that are to be learnt” (Wheelahan and Moodie, 2011, pp. 14-
16);
Dawid: /t’s based on ‘this is what I've seen, this is what I do’. Whereas you don’t know the
in-depth (PD/15/5/12).
(W & M) “Outcomes of learning are tied to descriptions of work as it currently exists.
They focus on the present” (Wheelahan and Moodie, 2011, pp. 14-16).
Dawid commented that the National Diploma learning experience: gives you a more in-depth

theoretical knowledge to understand the whys, wherefores and hows (PD/15/5/12).

Having researched the EMC short courses, I agree with the critique of Wheelahan and
Moodie (2011) because CBT, in training paramedics to deal only with specific incidents, is

inadequate to the complex, uncertain and unpredictable workplace that paramedics face daily.

The move to close the register for the EMS short courses

The short courses offered by private training providers are very expensive and very lucrative
to the private companies who offer them. A 4-week BAA course is priced from R7980
(Company C, 2013) to R9500 (Company B, 2013). A 12-week AEA course is in the range of
R34 000 (Company B, 2013). The 9 month CCA course is around R95 000. The CEMRS

does not charge for its short courses as it offers them in-house at its Academy to its own staff.
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These short courses are not aligned with the National Qualifications Framework'> (NQF) nor
registered with the South African Qualifications Authority (SAQA). Therefore, in order to
comply with SAQA requirements, the Professional Emergency Care Board of the Health
Professions Council of South Africa (HPCSA) was required to review the whole of the South
African emergency care system of education and training, and proposed that the EMC short

courses be discontinued and their registers closed to new names.

A study of the High Court of South Africa, Pretoria, (Case No: 35280/2009) (Judicial
Decisions Database, 2010) documentation reveals that the HPCSA Professional Board for
Emergency Care felt that these short courses’ training and content were inadequate. Already
in 2002, the Board had proposed a process to review and upgrade the qualifications required
for BAA, AEA and CCA with the intention of ultimately closing the registers (HPCSA,
2010). Therefore, in December 2008 and January 2009 the Board sent a message to the
Emergency Care Training Association (ECTA) and all training providers that the registers of
these short courses would be closed — the BAA and CCA with effect from 1 December 2010
and the AEA in December 2014. However, this was not well received by the private training
providers whose representative body, the Emergency Care Training Association, then took
the HPCSA, the Minister of Health, and the Gauteng MEC for Health, SAQA as well as the
Chairperson of the Professional Board for Emergency care to court in June, 2010, but the
case was dismissed. The Minister of Health has the sole right to close courses and change the
register (LR/6/6/2013); however, he has not done so. Thus, the closure of the short courses is
still pending in November 2013. Most training colleges have accepted the ultimate closure of
these short courses as a fait accompli and are focussing on the two year Emergency Care

Technician course (LS/22/6/12).

The Professional Board for Emergency Care (PBEC) in consultation with the Department of
Health and other stakeholders restructured the AEA course into a two-year Higher
Certificate: Emergency Care Technician (ECT) programme to be offered by training
providers and Universities of Technology, and the SA Military Health Services, bearing 240

B The NQFin SAis a single 10-level national framework for learning achievements to enhance the quality of education &
training. SAQA advances the objectives of the NQF and oversees its implementation. SAQA must develop and implement
policy and criteria for development and registration of qualifications (SAQA 2012). The Higher Education Qualifications
Framework (HEQF) is part of the 10-level NQF, spanning levels 5 to 10, i.e. tertiary education. The HEQF permits nine
qualification types (ECSA 2009). In January 2013 the new Higher Education Qualifications Sub-Framework (HEQSF) came
into being. This new qualifications framework establishes common parameters and criteria for qualifications design and
facilitates the comparability of qualifications across the system. It is a single qualifications framework for a single
coordinated higher education sector (CHE, 2013).
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credits on NQF level 5 (HPCSA, 2009). To regulate the Emergency Medical Care Services,
the HPCSA has proposed that a new one-year Certificate course, the Emergency Care
Assistant (ECA), be introduced at a basic level to replace the four-week BAA course (Reddy,
6/6/13). This will allow for the re-training of Basic Ambulance Assistants to upgrade their
skills and increase their knowledge base provided that it is not done as competency based

training as explained above.

Route Two: The UoT route to becoming an Emergency Care worker

The second route to becoming a paramedic (ALS) has been to do the three-year National
Diploma at a University of Technology. This is an academically rigorous course. The
curriculum was determined by the HPCSA and the Department of Health and the departments
of the various universities contextualised it to fit their particular local circumstances. For
example, the UoT National Diploma course has a strong emphasis on Primary Health Care to
sensitise students to the needs of the community where they can make a difference by
teaching the community the basics of Primary Health Care. In addition, the UoT EMS
department, runs a student service-learning project that goes into the various communities to
teach them about hygiene and First Aid, particularly in disadvantaged schools (Davids
25/10/11). The National Diploma is being phased out as it will be replaced with the B.EMC

degree.

In January 2012, the four-year Bachelor’s degree, B.EMC, was offered in the UoT EMS
department for the first time as a route to becoming a paramedic with its first intake of 36
B.EMC students. This cohort of students will graduate in December 2015. When the short
course registers are closed, this will be the only route to becoming a paramedic (i.e. an

Emergency Care Practitioner).

The B.Tech. EMS programme is a one-year full-time or two-year part-time post-diploma
programme that results in a Bachelor’s Degree. At present, completion of the National
Diploma is an admission requirement. However, the B.Tech programme will be phased out as

it will be replaced by the four-year B.EMC degree.

The UoT and the local government CREMS Academy in Cape Town both offer the two-year
National Higher Certificate Emergency Care Technician (ECT) programme as well. This
ECT is set at a level above Intermediate Life Support (ILS) and below Advanced Life
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Support (ALS). This is considered to be a mid-level EMCS worker. The ECT will change

from a two-year Certificate to a two-year Diploma. This is shown in Table 1.2 which

illustrates the proposed new structure that will replace the current short courses as well as the

National Diploma, B.Tech. Degree and ECT Higher Certificate.

Table 1.2: The HPCSA proposed new structure for emergency medical care workers

New Level | Course Acronym | Duration | Level of life support | Qualification
Basic Life | Emergency | ECA 1 year A level above basic Certificate
Support Care life support and below
Assistant Intermediate life

support
Intermediate | Emergency | ECT 2 years a level above 2-year
Life Care Intermediate Life Diploma
Support Technician Support and below

Advanced Life

Support

i.e. Mid-level EMC

worker
Advanced Emergency | ECP 4 years At level of current Bachelor’s
Life Care National Diploma plus | Degree
Support Practitioner I-year B.Tech. B.EMC | B.EMC

degree = Advanced

Life Support

Advanced paramedic

Statistics on Registered Emergency Care Health workers

Table 1.3 summarises the number of emergency care workers in South Africa as at the end of

March 2013 (HPCSA, 2013b). This table shows that there are a disproportionately high

number of Basic Ambulance Assistants (BAAs) compared to the other categories. This may

be due to the course only being four weeks in length and relatively cheaper than the other

EMC short courses. Because of this over-supply, many of these are unemployed, particularly

in the urban areas.

Table 1.3 Statistics on Registered Emergency Care Health workers March 2013

Level Name Acronym Number registered
with HPCSA

Basic Life Support Basic Ambulance Assistant BAA 52 638

Intermediate Life Ambulance Emergency AEA 8233

Support Assistant

Mid-level Life Support | Emergency Care Technician ECT 706
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Advanced Life Support | Paramedic (National Diploma) | Paramedic | 1 522
Paramedic (CCA Short Course)

Advanced Life Support | Emergency Care Practitioner ECP 250
(Degree) B.Tech or B.EMC degree

(Source: HPCSA, 2013b)

The 2009 Emergency Care newsletter reported that 17 000 BAA registrations had been
erased from the BAA register due to non-payment of registration fees. This was assumed to
be because of the high rate of unemployment among BAAs. The HPCSA reported
exploitation of the BAAs by disreputable private ambulance service providers who do not
offer them permanent or contract employment, but expect them to stand in for a 48 hour shift
and only pay them if they are called out. Some BAAs “work” more than 350 hours per month
in contravention of labour laws and come away with poor wages (Emergency Care News,

2011).

The relatively small number of Emergency Care Technicians (ECTs) in Table 1.3 may be
explained by the fact that this course has only been implemented since 2006. Registered
paramedics number only 1,522 and the advanced Emergency Care Practitioners only 250.
Moreover, many of this number of paramedics are no longer in South Africa, but working
outside the country either in other African countries or abroad where they are able to earn
much higher salaries (LS/20/6/2012). It is of critical concern that in a country of 50 million
people there are so few pre-hospital Advanced Life Support Paramedics, especially where
international norms put the paramedic to patient ratio at 1:10,000 (Govender, 2010). This
situation is not set to change in the near future because the number of EMS students is very
low. EMS students are also required to register with the HPCSA. In 2013 there were 511
Emergency Care Practitioner/Paramedic students and 769 Emergency Care Technician (ECT)
students in South Africa (HPCSA, 2013). The HPCSA regulates the number of students per
class (Davids, 25/10/11). Thus, in 2013 there were 40 ECT students and 36 B.EMC students
in first year at the UoT. Every year the EMS department is inundated with applications for
admission. In 2012 there were 1700 applications and over 1900 in 2013 for these few places.

Lack of staff and facilities constrain the department from running more classes (LR/6/6/13).
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The service providers of pre-hospital emergency medical care

In Cape Town there is the public (i.e. provincial government funded) City Rescue and
Emergency Medical Services'® (CREMS) as well as private providers of pre-hospital
emergency medical care, such as Company A and Company B discussed below. These are
two major private emergency medical services in Cape Town in addition to smaller localised

operations such as Cape Paramedic Services.

City Rescue and Emergency Medical Services (CREMS)

CREMS Emergency Medical Services is a Directorate of the Western Cape Provincial
Department of Health which makes it the only public rescue and emergency medical care
provider to 5.3 million people in the Western Cape. CREMS has a staff complement of 1730
members (not all are paramedics) and operates 251 ambulances in the Western Cape

(Western Cape Government Directory, 2013).

CREMS trains its own emergency medical care employees at the Provincial Government
CREMS College of Emergency Care. Here it offers short courses in the three levels of care —
Basic Life Support, Intermediate Life Support as well as Advanced Life Support as well as
the two-year Higher Certificate in Emergency Care Technician studies (LS/20/6/12). Thus, its
students come up through the ranks by means of doing the short courses after gaining

experience doing road shifts in CREMS ambulances.

SA Red Cross Air Mercy Service (AMS)

The SA Red Cross Air Mercy Service is based at Cape Town International Airport with a
helicopter and fixed wing aircraft. It has established a partnership with the Western Cape
Department of Health. They have a have a working relationship with the UoT and play a role
in the development of the UoT student paramedics in the area of aviation EMS which forms

part of the National Diploma and B.EMC courses (AMS, 2013).

Company A

Company A is a national private emergency medical services provider with bases in all major
South African Cities. It was registered in 2000 and is privately owned.
Supporting all hospitals throughout South Africa both private and public, Company A’s

emergency services cover South Africa extensively. In addition, Company A has branches in

" City Rescue and Emergency Medical Services (CREMS) is a fictitious name for the local government EMCS service.
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all major metropolitan areas and towns around the country as well as contracts with well-
established ambulance service providers in the outlying areas (Company A, 2013). The

Education, Training and Development department of Company A was founded in 2007.

Company B

Company B was founded in 1998 and is a wholly-owned private entity. It is a pre-hospital
risk management and emergency assistance subsidiary of a Group which operates and
manages the largest hospital, private ambulance service and doctor network in the world
(Company B website, 2013). It has fixed wing aircraft as well as helicopter rescue emergency
medical services. In addition, it has a training section, the School of Emergency and Critical

Care.

1.5 Conclusion

This chapter has served to introduce my research, the research questions and some of its
context, viz. higher education and the pre-hospital emergency medical care services in South

Africa.

It has shown that higher education has become massified over the last decades of the 20™
Century. The Universal Declaration of Human Right in 1948 was the impetus to opening the
doors of higher learning in that it declared that higher education should be available to all
people of merit. At the First World Conference on Higher Education in 1998, the definition of
access widened to include everyone and eradicate all forms of discrimination. The final report
of the conference called for close co-operation between all stakeholders in higher education
including the world of work and upheld the principle of quality in all spheres of higher
education. It also posited lifelong learning and the recognition of prior learning. The aim of
all these proposals was to renew higher education. In 2009 the Second World Conference on
Higher Education was held. The same trends that were discussed in 1998 were still present,
but the focus deepened to consider all the complexities and socio-economic implications of

these issues.

I have provided an insight into EMCS in the Western Cape because that is where this
research is based. It is evident that although EMCS in the Western Cape is so young, it is

dynamic and growing fast. I discussed the different routes to becoming a paramedic, namely
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the short course route and UOT. The EMC short courses are CBT which trains students to
deal with specific incidents in the workplace, but does not give them a system of meaning. I
agree with the closure of the short courses because competency-based training is inadequate
for the complex and uncertain workplace of paramedics and emergency care workers. The
intended closure of the short courses will streamline EMCS nationally, because new
structures have been proposed, i.e. the Emergency Care Assistant, Emergency Care

Technician and the Emergency Care Practitioner.

1.6 Roadmap of the dissertation - the journey continues

Chapter Two: To be and not to be: Critical Realism, Dialectical Critical Realism and
Meta-Reality

This chapter will introduce the philosophy of Roy Bhaskar’s critical realism which forms the
meta-theoretical framework of this research. I think that the work of Roy Bhaskar is highly
significant; thus, I would like to make it accessible to others. To this end, I have written
Chapter Two in an academically rigorous manner, but have tried to keep the language simple,
understandable and accessible because the original text is so densely written. In doing so, 1
have used many examples to shed light on difficult concepts. Using critical realism as a meta-
theoretical framework for this research places it firmly within critical realist notions of
ontology and epistemology. As critical realism will be a constant under-labourer at work in

the dissertation, I have decided to introduce it immediately as the second chapter.

Chapter Three: Identity — the Trickster Concept

I regard identity as a trickster concept because it is so elusive. Here the reader will meet the
trickster wearing the various theories of identity, including those of Archer and Bhaskar. In
this chapter I think I might have grasped the trickster and will introduce a Bhaskarian

explanatory framework and theory of identity that I will employ when analysing the data.

Chapter Four: Of Graduate Attributes and Ontology

This chapter will problematize generic graduate attributes to show that they are not the
neutral, apolitical, ahistorical acultural attributes that they are made out to be in the academic
literature. I look at Sayer’s (1992) notion of fallacy of composition that indicates an error in
thinking whereby the assumption arises that what is possible for one must be possible for

everyone in all cases at the same time.
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Chapter Five: Methodology

In this chapter I take a reflective stance when describing the methodological process used in
this qualitative research. I explain my positioning as a researcher which is that of a ‘vicarious
insider’ and ponder the question where this places me in a research relationship (Lewis,
1973) to the research and the researched. I also reflect on the actual process of gathering data

and the challenges it offered.

Chapter Six: The emergence of student, graduate and professional identity
This chapter will present and explore the findings of the research in terms of identity. This
chapter uses a Bhaskarian explanatory framework and theory of identity to address the first

two research sub-questions pertaining to identity and structure, culture and agency.

e How do student, graduate and professional identities emerge in Emergency Medical
Care (EMS) students at a University of Technology?
e What are the implications of the interplay of Structure, Culture and Agency for the
emergence of these identities?
Chapter Seven: Graduate attributes — to be or not to be?
Based on the critique of generic graduate attributes in Chapter Four, this chapter will present
and explore the findings of the research with regard to graduate attributes. It will address the

last three sub-questions.

e What are the implications of this emergence for the construct of graduate attributes?

e What are the implications for the use of graduate attributes in curriculum design?

e What relationship exists between identity and graduate attributes?
Chapter Eight: Conclusion
The journey pauses here to review reflectively what has been said and to discuss the findings.
This particular journey does not end because as questions are answered so new questions

arise and point the way to future research.
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CHAPTER TWO

TO BE AND NOT TO BE: CRITICAL REALISM,
DIALECTICAL CRITICAL REALISM AND META-REALITY

I met Critical Realism in the first year of my Ph.D. journey. I set out
to understand this rather complicated, complex philosophy by reading
and re-reading Roy Bhaskar (1978, 1993, 1998a, 1998b, 2000, 20024,
2002b, 2002c) and Margaret Arvcher (1995, 1996, 2000, 2003, 2004,
2007, 2010) as well as Sayer (1992, 2000), Collier (1994), and van
Danemark, Ekstrom, Jokobsen and XKarlsson (1997) and Mervyn
Hartwig’s very useful Dictionary of Critical Realism (2007). I set up
Critical Realist and Social Realist glossaries for myself so that I could
quickly return to a particularly troublesome concept that I just could
not wunderstand. Thus, I came to have a very book-bound
understanding of Critical Realism and Social Realism — book-bound in
the sense that my understanding of this philosophy was bound to the
books that contained it. I could mot free myself of this book-
boundedness to the point where I could make a comparison, or
translate the troublesome concepts into ideas that I could grasp and
recontexualise into an understandable example. It was only in
attending the first ever Critical Realism Conference in Africa at
Rhodes University in July 2012 that Critical Realism became alive for
me. Listening to Bhaskar, Norrie and Hartwig speak their Critical
Realism, and Margaret Archer speak to Social Realism was [ike the
rain of understanding falling on my theoretical desert. At last, the
seeds of Critical Realism and Social Realism I had planted through my

comprehensive reading finally started to sprout.
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2.1 Introduction

I start this chapter with an explanation of the philosophy of Critical
Realism. In doing so, I explore concepts of basic Critical Realism
followed by those of Dialectical Critical Realism. I end with a very
brief explanation of Meta-Reality, because Bhaskar (2012) explained
how the latter two develop and extend basic Critical Realism.

The experience of coming to understand and own critical realism because it makes sense to
me made me feel that I would like to make it accessible to others. Hence, the aim of this
chapter is to describe and discuss critical realism in terms as simple as possible, yet
maintaining academic rigour, using examples that are simple to follow and come from some

of the research focus areas of my study, for example Emergency Medical Care and Higher

Education.

Figure 2.1: Alan Norrie Margaret Archer Roy Bhaskar ~ Mervyn Hartwig
(Source: Own photography at IACR Conference, 2012)

2.2 Critical Realism

A movement in philosophy, social theory and cognate practices that seeks to under-
labour for science and other ways of knowing in order to promote the cause of

TRUTH and FREEDOM, hence the transformation of social structures and other
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constraints that impede that cause and their replacement with wanted and needed

ones, or emancipation (Hartwig, 2007, p. 96) (original emphasis).

Figure 2.2: Roy Bhaskar (2012)

From the fore-going quotation it is clear that critical realism is a philosophy that aspires to act
as an “underlabourer” for the natural and social sciences in the sense of clearing a
philosophical path, laying down a stratified and depth ontology and viewing the world as an
open'® system on which to overlay substantive theory (Bhaskar, 2012). This aspect of critical
realism as an underlabourer is very useful because it allows a researcher to use a theoretical
framework that speaks to the questions of “what is reality?”, “what is knowledge?”” and “what
is truth?” Having a clear, theoretical understanding of reality, knowledge and truth will
inform a researcher’s choice of substantive theory, methodology and hermeneutic process
(the way the data is interpreted). The next section will introduce the founder of critical

realism, Roy Bhaskar and the development of critical realism.

As a young philosopher, Roy Bhaskar published his first book, “A Realist Theory of Science”
in 1975 as a philosophical counter to the positivism rife in science and Humean and Kantian
philosophy that denied an explicit ontology'®. Although empiricists denied an explicit
ontology, they practised an implicit ontology in their research in the sense that they were

implicitly exploring the “being” of events and situations in a closed system (Bhaskar, 2012).

1> Bhaskar (2007) says he distinguishes two systems — a closed and an open system. A closed system is a system “where a
constant conjunction of events occur” (Bhaskar, 1978, p. 14) A constant conjunction would be a regular sequence of events
like ‘cause and effect’. An open system is a system where “no constant conjunction or regular sequence of events is
forthcoming” (Bhaskar, 1978, p. 33). Closed systems must be experimentally established (ibid.) because “in nature constant
conjunctions are the rare exception” (p. 103).

18 An explicit ontology means a philosophical statement about the nature of reality apart from ourselves, i.e. that reality
exists outside of ourselves in an open system whether we know about it or not.
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As Go (2012) states, in contrast to the Empiricists'’ who tried to reduce reality only to the
observable, and post-modernists who regarded reality as the product of our social
constructions, Bhaskar proposed a stratified depth-ontology of the world, i.e. of reality. (The
word ‘ontology’ comes from the Greek ‘onfos’ that means ‘being’, and ‘logos’ is the Greek

‘study’.)

Bhaskar (2012) states that in the 1970s he was particularly concerned with the way scientists
were collapsing actual events into the real; in other words, the scientists were saying what
they actually saw or experienced in their experiments was the only reality that there was.
Bhaskar (1978) makes the point that “the world [i.e. reality] consists of generative
mechanisms and not events” (p. 47). This statement was in reaction to the positivist scientists
who reduced actual events to the real, i.e. they stated that actual events were all the reality

that there was or could be (Actualism).

Therefore, he proposed that the Actual'® domain of events was separate from the domain of
the Real which had generative mechanisms and causal powers and tendencies which existed
whether they were known and exercised or not. Furthermore, he stated that we experience
reality in the domain of the Empirical (i.e. the level of experience) (1978, p. 13). In this way,
he developed the philosophy of critical realism which posits a stratified, depth ontology
which comprises three domains — the Real from which emerges the Actual and the Empirical
where we experience reality. He was thus positing an explicit ontology. Bhaskar (2012) also
makes the point quite strongly that the world, nature, reality are open' systems and,

therefore, are susceptible to change.

Bhaskar’s critical realism has developed significantly since its first appearance in 1975
moving through several different stages. The term °‘critical realism’ was not invented by
Bhaskar himself, but is derived from combining his terms transcendental realism and critical
naturalism (Hartwig, 2007). At the 2012 International Association of Critical Realism
(IACR) Conference at Rhodes University, Grahamstown, Bhaskar emphasized three aspects
of this development of critical realism. I will follow him in this and explore only these three

dimensions as they extend critical realism quite considerably. The three are: (1) Basic

v Empiricism embraces the view that knowledge derives from experience of the world.
18 Throughout this thesis | shall use capital letters for the Real, the Actual and the Empirical domains.
¥ An open system is “continually in dynamic interaction with its environment” (Hartwig, 2007, p. 451).
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Critical Realism (BCR) which lays down the foundations, e.g. the stratified, depth ontology,
emergence and the world as an open system, (2) Dialectical Critical Realism (DCR) which
extends basic critical realism in the sense that it adds the dimension of negativity and thus
develops the dialectical tradition and (3) Meta-Reality (MR) which expands the ontology of
critical realism by adding a further domain of being that encompasses all ontology as a

Ground State, which is the spiritual domain.

2.3 Basic Critical Realism: Of a new stratified, depth ontology

As discussed in the previous section, Bhaskar proposes that reality consists of three
strata/domains/levels, namely the Real, the Actual and the Empirical. It must be noted that
these three words — strata, domain and level — are used interchangeably in critical realism.

In the Realist Theory of Science (1978, p. 13) Bhaskar depicts his stratified depth ontology as

shown in Figure 2.3 below:

Domain of Domain of Domain of
Real Actual Empirical
Mechanisms \
Events V V
Experiences \ \ V

Figure 2.3: Bhaskar’s depiction of his ontology (1978, p. 13)

Figure 2.3 shows that the domain of the Real comprises (generative) mechanisms, events and
experiences, and the domain of the Actual comprises events and experiences, while the
domain of the Empirical comprises only experiences. Of the three strata of reality, the domain
of the Real is the greatest and encompasses both the domain of the Actual and the Empirical.
The events/experiences in the domain of the Actual emerge from the domain of the Real
through the causal powers and generative mechanisms at play in the domain of the Real. This
emergence is a very important concept in critical realism as will be explained later in this

chapter.

When Elder-Vass (2007) investigates the “basis of stratification [of ontology] and its
implications for the three domains of the Empirical, the Actual and the Real” (p. 16), he
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makes the point that each domain is a sub-set of the other. This means that there are relational
ties between the three domains, i.e. they are not separate entities. Together they represent one
moment, not three separate moments i.e. the Real, Actual and the Empirical domains all exist
at exactly the same time, and the one does not precede the other. This means that as I
experience the actual event on the empirical level (I experience what actually happened), it

also exists on the real level from which it emerged (what really happened).

I Generative Mechanisms/Causal Powers /Liabilities’,

FooTTT T T i
I I I
1 EMPIRICAL 1 Experiences I
1 1 1
1 1 1
1 1 1
[F========== I I
I I I
1 ACTUAL 1 Events, Experiences [
1 1 1
1 1 1
1 1 1
r } j Events, Experiences, T I
1 1
: REAL : Tendencies and :
: I Intransitive Objects of Knowledge :
1 I Structure (Abstract) & Structuratum (Concrete) 1
1 1 1
e e e e e e e e o e e e e 1

Figure 2.4: The stratified depth-ontology of Bhaskar as one moment

I have reconstructed Bhaskar’s original diagram (cf. Figure 2.3) of his ontology because I
wanted to populate the domain of the Real with concepts that are drawn from his writings and
which he has indicated exist in the domain of the Real (Bhaskar, 1978; 1993). When viewing
Figure 2.4 it is important to realise that this figure depicts one moment, not three separate
moments, i.e. the Real, Actual and the Empirical domains all exist at exactly the same time,
1.e. they are synchronic. It is extremely difficult to render a depth concept with a two-
dimensional view. I have used dotted lines in Figure 2.4 to try to show that the Real, Actual

and Empirical are not in separate boxes, but exist as one moment.

In the domain of the Real, structure exists in the sense that all being (all that exists) is
structured, e.g. a human being is structured biologically and molecularly while society is

structured, for example, around class, race and gender (Norrie, 2012). Bhaskar (2012) also

20 ey . . . . . . . . . .
Critical realism’s causality with its causal powers and generative mechanisms will be explained in the next section below.
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posits that structure and agency operate in the domain of the Real whether they are known
and exercised or not. The domain of the Real is where intransitive (i.e. unchanging) objects of
knowledge reside whether we know about them or not. An example of an unchanging object
of knowledge is gravity. Hartwig (2007) explains that in the social sciences intransitivity is
mostly existential and “refers to the objects in the domain of the Real of any human inquiry
theoretical or practical” (p. 264). This means that if, for example, I am investigating
something in the social sciences, and discover that it emerges from the domain of the real,
then what is in the domain of the Real exists intransitively. For example, if I am trying to find
out why a particular student is consistently doing badly although she is bright and hard-
working, by retroduction?', I discover that extreme poverty is the reason for her failing. That

extreme poverty would be the intransitive dimension in the domain of the Real.

Elder-Vass (2007, p. 16) states that the domain of the Actual’s events and entities are multi-
levelled and downwardly inclusive of the entity-types and causal mechanisms of the domain
of the Real (See Figure 2.5). A “downwardly inclusive view” considers the existence and the
effects of the parts of the whole i.e. the “whole” refers to all three domains of Real, Actual
and Empirical (the whole pyramid) (Latsis, Lawson and Martins, 2007). Elder-Vass

illustrates this by using a pyramid as seen in Figure 2.5 below.

Elder-Vass (2007) also uses the term “level-abstracted view” in stratification (of ontology)
(p. 163). The term “level-abstracted” means looking at only one level (entity) of a whole, e.g.
looking at only Level One of the whole pyramid, i.e. the Empirical Domain in Figure 2.5. In
practice, this means that one artificially “removes” (abstracts) a level/stratum of the whole at
one time to explore it and understand it. This links directly to Bhaskar’s (1978) point that
“when a stratum of reality has been adequately described, the next step consists in the
discovery of the mechanisms responsible for behaviour at that level” (p. 169) where one

might apply retroductive thinking which is employed in critical realism.

In my research I use retroductive thinking as well as both the level abstracted view and the
downwardly inclusive view when trying to answer critical realist questions about identity,
curriculum and graduate attributes. I regard taking this downwardly inclusive view as part of

the process of retroduction. In other words, when I think retroductively, I am working from

! Retroduction or retroductive thinking is “a mode of inference in which events are explained by postulating and
identifying mechanisms which are capable of producing them” (Sayer, 1992, p. 107).
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Level 1, the Empirical at the “top” of the pyramid down through Level 2, the Actual, to Level

3, the domain of the Real where there are generative mechanisms, causal powers and

tendencies.
I — I I S S -
Level- Level 1
abstracted Empirical
view

Level 2
Actual
- Tlevel3 T T

Real

Figure 2.5: Internal stratification after Elder-Vass

Source: Elder-Vass (2007, p. 164)

Downwardly
—— Inclusive
view

The notion that the domain of the Real has generative mechanisms, causal powers and

tendencies as explained above leads us to a discussion of a very important aspect of critical

realism, namely causality.

Causality: Causal Powers, Generative Mechanisms and Tendencies

One of the greatest changes that critical realism introduced was in the concept of causality.

Prior to critical realism, empiricism regarded causality as the relationship between cause and

effect as intrinsically linked events where the latter depends on the former (called constant

conjunctions) (Flew, 1979, p. 58). An example of a constant conjunction would be opening a

tap and water flowing out of it — the latter action depends on the former. Bhaskar (2012)

rejected empirical causality as the constant conjunction of events happening within a closed

system. Instead, he presented a new concept of causality within an open system where

reasons when acted upon can be causes; where structures have generative mechanisms, causal

powers/liabilities (the powers and liabilities are like the two sides of a coin) and tendencies

operating in the domain of the Real, which may be exercised or not, manifested or not

(Hartwig, 2007, p. 57). This new view of causality implies that when one tries to understand
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phenomena, one has to take into account that there may be “unmanifest activities of things”
i.e. generative mechanisms and tendencies (ibid.). As we shall see under the discussion of
absence/negation, “to cause is to change is to negate is to absent a pre-existing state of

affairs” (Hartwig, 2007, p. 58).

However, in critical realism these generative mechanisms in the domain of the Real exist
whether they are known and exercised or not. The “generative mechanisms of nature exist as
the causal power of things” (Bhaskar, 1978, p. 50). The causal powers in the Real domain are
potentialities that may or may not be exercised and are greater than tendencies. Bhaskar
(1978) makes the point that “a generative mechanism is nothing other than the way of acting
of a thing and under appropriate circumstances is exercised” (p. 51). The tendencies may be
“regarded as powers or liabilities of a thing which may be exercised without being manifest
in any particular outcome” (1978, p. 14). This means that a tendency has causal powers that
we do not necessarily see and these powers can work (or not) without us necessarily seeing

an outcome.

So, for example, if we take a natural structure like a pool of water on a mountain, the water
has a tendency to evaporate under the right conditions. The generative mechanisms for
evaporation of water would be “the right conditions” in the domain of the Real and the
tendency would be the “powers-to-evaporate”. Hence, the water in the pool would evaporate
and over time the level of the water in the pool would drop, in which case we could say that
we are seeing the outcome of the tendency for water to evaporate under the right conditions.
If the conditions are not right to generate evaporation (e.g. on a grey, cold rainy day), the
“tendency-to-evaporate” in a pool of water would still exist even if it were not being

exercised or observed.

. . . 22 . .
Taking an example from the social sciences™, we could look at a curriculum as a structure in
the domain of the Real. We could say that the curriculum has generative mechanisms/causal
powers as well as tendencies. The generative mechanisms/causal powers in a curriculum, for

example, could be the learning outcomes specified by the curriculum. So, for instance, if a

2 have thought about this very carefully and researched Bhaskar to find out if a curriculum could possibly be considered
as a “structure” on the level of the Real, rather than an event on the Actual level. The answer is “yes”; a curriculum meets
the criteria he posits in Possibility of Naturalism (p. 170-171) where he discusses the two types of structure: “the abstract
form or type and the particular concrete instantiation of structure... the structuratum... “. Hence, | will use the curriculum
in the sense of a concrete structuratum on the Real level.
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learning outcome states that the “student will be able to work effectively in a team”, this
learning outcome would have to generate an actual event (in the domain of the Actual) e.g. a
classroom event/activity where students work in teams. The students would experience
learning by working in teams (in the domain of the Empirical). A tendency in the curriculum,
for example, could be the power-to-enable-learning which exists even if not exercised. If the
curriculum did indeed generate the actual event of students working in teams, the tendency
i.e. the power-to-enable-learning would exist in the event of the students working in a team
whether they exercise it or not. If they were to exercise it, the student team would work

effectively together and learning would take place.

If we apply Bhaskar’s stratified ontology to our example of the curriculum, it might appear as

Figure 2.6 below:

EMPIRICAL EXPERIENCES - experience of learning as enabled by

DOMAIN students working in teams
ACTUAL EVENT = Learning activity that gets teams of students
DOMAIN working together as a team (= “the parts” cf. below)

emerges from the generative mechanism (learning outcome) of
the structure (curriculum) and its tendency (to enable learning)

REAL I GENERATIVE MECHANISM - Learning Outcome I
Tendency = Power-to-Enable-Learning
DOMAIN STRUCTURATUM = CURRICULUM

Figure 2.6: Example of applying Bhaskar’s ontology to Curriculum as structure

Bhaskar (1998a) explains that in emergence™ “something new (entities, structures, totalities,
concepts) emerges/is generated out of pre-existing material from which they could have been
neither induced nor deduced” (my italics) (p. 599). To illustrate this, we could return to the
example of the curriculum situated in the domain of the Real, from which emerge learning
activities/events that enable students to learn to work as a team. In this example (Figure 2.6)
the curriculum (in terms of Bhaskar’s quote above) would be “the pre-existing material” in

the domain of the Real out of which emerges the team-work learning activities which

= Emergence will be discussed in more detail later in this chapter. A very simple example of emergence is to say the Actual
event or phenomenon emerges from the domain of the Real whose causal powers and generative mechanisms cause the
emergence of the event or phenomenon.

40



actualise in the domain of the Actual. We are unable to induce or deduce this team-work
learning activity from the curriculum per se in the domain of the Real, because the only way
we can experience the emergent team-work learning activities of the Actual domain is in the
domain of Empirical. However, by a process of retroduction we may work backwards from
what we have experienced on the level of the Empirical in an attempt to discover the

generative mechanisms in the domain of the Real.

Retroduction may be described as a thinking process (i.e. inference) whereby a person starts
at the level of the empirical (sense and experience) and engages with both the Empirical and
the Actual levels to work back to the Real Level to explore the generative mechanisms at
work there to understand what is going on at the level of the Real. Easton (2010) describes
retroduction as a metaprocess whose outcome is the identification of causal mechanisms that
explain why certain events occurred (p. 124). Perhaps the most interesting and creative
explanation of retroduction is that of Bhaskar (2002b) himself who describes retroductive
thinking as analogical and metaphoric because it requires one to use one’s imagination and
visualisation to creatively imagine an analogy, metaphor or model that can be used to explore

mechanisms at work in the domain of the Real (p. 119, my emphasis).

Reasons can be causes

The notion that reasons can be causes is another unusual aspect of critical realist causality.
Bhaskar (1998b, p. 80) argues that intentional human behaviour is always caused by reasons
“and that it i1s only because it is caused by reasons that it is properly characterised as
intentional” although the person/agent may not be aware of the reasons that cause his/her
intentional behaviour. He justifies this position by seeing agents as “defined in terms of their
tendencies and powers, among which, in the case of human agents, are their reasons for
acting” (1998b, p. 93). Thus, Bhaskar regards human agents as having causal personal
powers (which Archer refers to as PEPs — personal emergent powers) including reasons. An
example of this would be a student who was offered a bursary to study for two years in
another country, but chose to turn down the bursary. When asked why she had turned down
the offer of the bursary, the reason the student gave as the cause for her decision was that

her relationship with her boyfriend would not survive a two-year separation.
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Having considered the different aspects of critical realism’s causality, I will now turn to the
concept of emergence which goes hand-in-hand with Bhaskar’s stratified ontology. I will
discuss this concept of emergence in detail because I employ it in my research when trying to

understand how identity emerges in paramedic students and in professional paramedics.

The Concept of Emergence in Critical Realism

In critical realist ontology the Actual emerges from the Real while the Empirical domain is
where we experience the events, experiences or phenomena of the Actual domain. Each
emergence implies some loss, some change (Norrie, 2012). This can be seen in Figure 2.4:
The domain of the Actual emerges from the Real and in so doing “loses” the generative
mechanisms and causal powers, and is the domain of Actual events; the Empirical is the
domain of experience. The thing that emerges is not reducible back to the thing from which it
emerged, i.e. one cannot reduce the Actual to the Real from which the Actual emerges
(Bhaskar, 2012). In other words, one cannot say that the emergent Actual is the Real. This is

seen in Bhaskar’s definition below.

Bhaskar (1993) provides a definition of emergence as:
a relationship between two terms such that the one term diachronically [over time] or
perhaps synchronically [at one moment] arises out of the other, but is capable of
reacting back on the first and is in any event causally and taxonomically irreducible to

it (my brackets added) (p. 397).

To understand this definition, we can once again use the example of the curriculum (in the
domain of the Real) out of which arises/emerges the team-work learning activity which is the
Actual Event. There is a relationship between the curriculum and the learning activity, but we
cannot say that the team-work learning activity is the curriculum, in other words the emerged
event cannot be conflated with or reduced to the structure from which it emerged. However,
Bhaskar’s definition does make the point that the former (the team-work learning activity)
does react on the latter (the curriculum). By adding the element of time (temporality) Bhaskar
creates space for the possibility of emergence to occur either at once (synchronically) or over

time (diachronically).
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Elder-Vass’s exploration of the concept of emergence is really useful. Elder-Vass (2005, p.
316) follows Bhaskar in distinguishing between synchronic (happening at a single instant)
and diachronic (over time) emergence. He defines emergence as follows: “Put at its simplest,
emergence is operating when a whole has properties or powers that are not possessed by its
parts”. This is a succinct summary of Bhaskar’s definition of emergence above and my
explanation of it. In other words, the structure (the curriculum) at the level of the Real is the
“whole” possessing generative mechanisms and tendencies, while the emergent event (i.e. the
team-work learning activity) on the level of the Actual is its “parts” but these parts do not

possess these generative mechanisms and tendencies (as shown in Figure 2.6 above).

This means that the emergence of the event (the parts) in the domain of the Actual happens at
a single instant, but that all three layers (Real, Actual and Empirical) of the reality of the
thing experienced have a causal effect over time. This effect over time would be what Archer
(1995) calls “morphogenesis”, if change happens, and “morphostasis”, if there is no change
over time. What is important to remember here about critical realist ontology is that the three
domains of Reality are mutually interdependent and relationally active and taken together as

a whole have causality as Elder-Vass has pointed out above.

Having covered some of the most important aspects of basic critical realism, I now explore

Dialectical critical realism which is the next stage of the development of critical realism.

2.4 The Development of Dialectical Critical Realism

The development of Dialectical Critical Realism (DCR) is summarised in Bhaskar’s MELD
Schema (Hartwig, 2007, p. 295). This MELD schema (cf. Figure 2.7) also illustrates the
development of critical realist ontology (Being) to incorporate the concepts of non-identity,
absence, totality and transformative agency and praxis. Norrie (2012) states that the MELD
schema also depicts human Being in the world.
MELD stands for:

the first Moment (M) which refers to Basic Critical Realism (BCR),

the second Edge (E) which refers to the transition from BCR to DCR,

the third Level (L) and

the fourth Dimension (D).
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M | 1M First Moment | First Moment refers to NON-IDENTITY (i.e. DIFFERENCE)

RELATIONS; BEING AS STRUCTURED
Level of ontology

E | 2E Second Edge Second Edge refers to the POINT of transition or becoming; pertains to
ABSENCE/ NEGATIVITY; BEING AS PROCESSUAL (BEING-

Absence IN-PROCESS)

L | 3L Third Level Third Level is an emergent WHOLE, capable of reacting back on the
Totalit materials from which it emerged, process-in-product TOTALITY;
M— BEING AS EMERGENT WHOLE

D | 4D 4" Dimension | Fourth Dimension: BEING AS INCORPORATING
TRANSFORMATIVE AGENCY OR PRAXIS; product-in-process;
reflexivity

Transformative
Agency & Praxis

Figure 2.7: The MELD schema
(Source: Adapted from Norrie (in Hartwig, 2007, p. 197) and Bhaskar (1993, p. 392)

The MELD schema in Figure 2.7 illustrates the different levels of ontology (Being); how the
concept of Being develops in critical realism as structure (Being-as-such) and then changes to
Becoming in dialectical critical realism (Norrie, 2012) in the sense that Being now becomes
process (becoming)-in-product (being), then  becomes a product (being)-in-process
(becoming). (This might become easier to understand when viewing Figure 2.8 below.) Here,
“product” means that we are all in some way a product having been produced though
processes — of our parents, of our education, of our religion and so forth. Again, it is
impossible to render the dynamism of this process of being and becoming that the MELD

diagram represents two-dimensionally and statically.

1M: In Basic critical realism, i.e. the First Moment (IM) refers to the introduction of an
explicit ontology in which non-identity means difference and Being is seen as structure. To
explain non-identity as difference, Bhaskar (2012) uses the example of two people whose
weight differs; they are both people, but they are non-identical in so far as one weighs 78kg
and the other weighs 95kg.

2E: In Dialectical critical realism, the Second Edge (2E) is the point/edge of becoming where
Being is processual, which means that it is in a process of becoming and “bestaying”
(maintaining its status quo and not changing) and “begoing” (i.e. changing and moving
on/emerging) (Hartwig, 2007, p. 387). Here negation/absence is introduced where non-being

has ontological priority over being (Bhaskar, 1993, p. 39).
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3L: Inthe Third Level (3L), Being is regarded as becoming an emergent whole. This totality
is the most important aspect of Level Three (3L) because as Bhaskar (2012) states, “Being is
internally related, as together, as a whole” i.e. all is an inter-related one. We are all co-

dependent. Being is becoming an emergent Totality.

4D: On the fourth level, the Fourth Dimension (4D), Being incorporates transformative
agency, praxis and reflexivity which points to the emancipatory dimension of critical realism.
Here the important word is “transformative” in the sense that the things that agents do need to
bring about transformation which is emancipatory because change liberates. So, Totality-of-
Being is in the process of becoming transformative praxis and agency, i.e. the whole person,
the embodied self practises transformatively and uses transformative agency. See Figure 2.8
for an illustration of the MELD schema in which this dynamic process of becoming being is

depicted.

Basic Critical Realism:
STRATIFIED DEPTH ONTOLOGY

Being as
structured

m

Being-in-
process of
becoming

Process-in-product:
TOTALITY

Being-in-process

Totality of Being

Totality of Being in
the process of
becoming
transformative
praxis & agency &
reflexivity

Figure 2.8: The MELD Schema showing 4 levels of development of ontology (Being)

Dialectical critical realism deepens and extends “critical realism’s concerns with ontology,

existence and causality, science, social science and emancipation, reference and truth, spatio-
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temporality, tense and process, the logic of dialectical universability and on to the plane of
ethics” (Bhaskar, 1993, p. xiii). One way in which DCR extends basic critical realism (BCR)
is that it adds a new dimension by bringing into ontology the concept of

negativity/absence/non-being and by according it primacy over positivity.

Negativity/absence/non-being also extends BCR’s causality by regarding cause as change in
prevailing circumstances which are then altered by absenting something — “to cause is to
change is to negate is to absent” (Hartwig, 2007, p. 58). Furthermore, DCR sees structure and
agency as constellationally linked which means that the one is embedded in the other without
losing its own significance, or becoming conflated (Norrie, 2012), but together they make up

.24
a constellation™".

Of these DCR concepts that have been introduced in the MELD schema above, the one that
interests me the most is Absence. In my research and data collection I discovered that
absences can be powerful and I will speak to these later in the dissertation when analysing the
data around identity. Therefore, I have spent some time on understanding the critical realist
concept of absence and its value. (It is important to note that Bhaskar uses the following

terms interchangeably for the same concept: absence/negativity/non-being/negation.)

Absence: Countering ontological monovalence with negativity/absence

We know that matter is largely constituted by empty space at whatever level we look.
We know that this room, whatever way we look at it, is punctuated by absence.
Actually there is no way you could have purely positive being. There is no way in
which positive being, unmarked by absence or space, could exist. But the contrary is
not the case. You could have nothing; there is no logical impossibility in having no
positive being at all. So actually absence and negativity is in every way prior to

presence and positivity (Bhaskar, 2002a, p. 130).

*The important aspect of Bhaskar’s notion of a constellation is that a constellation comprises two or more things/entities
that are closely interrelated, but they are not conflated or embedded in one another, e.g. a constellation of stars like the
Southern Cross consists of five stars which are all necessary to make up the constellation, but each one is important on its
own as well.
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Ontological monovalence (from mono meaning ‘one’ and valence meaning ‘value’, i.e.
having only one value) refers to the empiricist monovalent notion of positivity as the only
value when viewing reality without the concept of negativity, i.e. ontological monovalence is
a purely positive account of reality without taking negativity (absence/non-being) into
account. There has been a long philosophical history of positive ontological monovalence
going as far back as Parmenides in the 5t Century BCE. In his work entitled “On Nature”
Parmenides states that “being is and non-being is not”. However, Bhaskar (2012) counters
Parmenides’ positive ontological monovalence by introducing bivalence (positive and
negative) into Dialectical Critical Realism by means of the concept of
negativity/negation/non-being/absence. This means that Dialectical Critical Realism takes the
position that “being is and non-being is” (i.e. a bivalent ontology having two values).
Moreover, Bhaskar (1993) considers negativity/absence to have ontological primacy over

positivity, which means that negativity/absence comes first in philosophical terms.

Like Parmenides, I had been accustomed to think that “ non-being is not” and considered
absence/non-being a lack (something that is not there), a void, something negative or as
having negative connotations, but in critical realism I encountered a different understanding

of absence/ non-being as something that exists ontologically, that is real — “absence® is”.

Understanding Absence

Negating what is given is transforming it; transforming it is absenting something
which is already there and making something present which was not there (Bhaskar,

2002a, p. 71).

In terms of Dialectical Critical Realism (DCR), Bhaskar (1993) states that “dialectic is, in its
essence, the process of absenting absence” (p. 43), i.e. where absence exists, it is removed
(absented). Bhaskar (ibid.) mentions “absenting of absence manifests in the satisfaction of
desire”, i.e. if one desires something, that desire is in itself an absence because it implies the
lack of the thing desired, and satisfying the desire absents (removes) that absence/desire.
Bhaskar (ibid.) holds that “dialectic is at the heart of every learning process”. In other words,

learning absents an absence, e.g. If I do not know about critical realism, this is an absence.

% From here on | will use the term absence on its own with the understanding that Bhaskar does use absence, negativity,
negation and non-being interchangeably.
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When I do learn about critical realism, my learning absents the absence (lack of knowledge) I
had about critical realism. Bhaskar (in Hartwig, 2007) comments that in order to understand
critical realism’s concept of absence, one should “see the negative in the positive, and the

periphery in the centre” (p. 13).

Absence may be considered in terms of Dialectical Critical Realism’s MELD Schema
(reviewed above) as: “1M: Absence exists, 2E: Changes are absentings, 3L: Ills can be seen
as absences which act as constraints, and 4D: Empowered praxis is absenting agency which
can remove remediable ills” (Hartwig, 2007, p. 13). To explain the above in other words:
absence exists, change brings about an absence, absence can constrain because ills (negative
things) are seen as absence and by transforming our praxis (changing the way we do things);

we use our agency to absent an ill that can be changed.

The above may be illustrated by means of the following example. Change and absence are
closely inter-related in the sense that if a change happens, then an “absenting” happens as the
example will show. Absences may also be seen as constraints. For example, an illness (e.g. a
very bad bronchial infection) is an absence of health. It could be said that this absence of
health is a constraint on my ability to work because I feel too ill to work and have to stay in
bed. Bhaskar (1993, p. 207) goes further and says that a person can act (i.e. use their agency)
to change the ill/bad situation (he calls this action by the person "empowered praxis"). So, I
go to the doctor to ask for medicine to make me better (this is my empowered praxis). The
doctor does so, I take the medicine, have bed-rest and I get better. The process of my getting
better removes (absents) the constraint (my bronchial infection) and I can once again work. I
have acted, I have exercised agency to absent the constraint (my infection) that was
constraining me by preventing me from going to work — this is called the "absenting agency".
So then Bhaskar (ibid.) puts it together and says "empowering praxis is absenting agency
which can remove remediable ills" (notice the adjective 'remediable' - the constraint has to be

of such a kind that it can be changed for the better).

Bhaskar (1993, p. 38) explores the concept of negativity/absence/non-being/negation which
in Dialectical Critical Realism (DCR) has the following elements:

Real negation (non-being) is the presence of an absence at some specific level or context of
being (1993, p. 38). This includes non-existence. For example, if someone dies, what remains

to the living is the presence of the absence of that person.
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Transformative negation refers to the transformation of a thing, property or state of affairs,
i.e. change. An example of this would be if a woman goes on diet and loses 20kg, she
changes her weight and in the process of changing her weight the absenting of those 20kg

happens. So, she now has a transformative absence of 20kg in her life.

Radical negation refers to self-transformation or overcoming of a being or condition.
Radical transformation has four aspects: (i) Self-undermining; (ii) Self-transformation; (iii)
Self-realisation and (iv) Self-overcoming (Bhaskar, 1993, pp. 25-28). An example of this
would be someone who suffers from depression (self-undermining), but decides to help
herself by consulting a psychiatrist (self-transformation). Then through medication and
therapy realises that she is capable of changing her life (self-realisation) and manages to
control her depression and improve her life; however, it is difficult and she has to overcome
her constraints, e.g. recurring bouts of depression by absenting the constraint/absence, i.e. the

depression (self-overcoming).

As mentioned above in the discussion of critical realism’s view of causality, there is a direct
connection between causality and absence (Bhaskar, 1993, p. 44). With reference to
transformative negation above, Bhaskar (ibid.) states that “all causal determination, and
hence change, is transformative negation or absenting. All causes are in space-time and
effects are negations”. This points to the close relationship between cause, change and
absence as in the above example of the woman losing weight. Bhaskar (1993) goes on to
state that although change and difference both presuppose absence, ‘“change cannot be
analysed in terms of difference because change presupposes a continuing thing in a tensed
process” (p. 45). This means that when something changes, it cannot be measured in terms of
how different it has become because the change in something implies that the something that
has been changed still continues to exist over time (a “tensed process”). For example, if I
have very long hair and decide to change my hairstyle by cutting my hair short, the
“continuing thing” is still my hair even though I have changed it; I have transformatively
absented my long hair. However, I cannot analyse the change in my hair in terms of the
difference in length of hair because my hair still continues to exist even though it has
changed. Thus, I cannot say that I have ‘different hair’ because my hair is still the same, only

the length has changed.
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Bhaskar (1993) also says that “difference cannot be analysed in terms of change because it
includes the idea of two or more non-identical tokens which cannot necessarily be reduced to
a unitary origin” (p. 45). In other words difference implies two or more non-identical things.
For example, I can say that a dog is different to a cat because they are two non-identical
things. It is impossible for me to speak of change in terms of the dog and cat because I cannot

say that the dog is different because it has changed from being a cat.

Having looked at the ontology and development of Critical Realism into Dialectical Critical
Realism, I now turn to how epistemology (the theory of knowledge) is viewed within Critical
Realism. I will first explore Critical Realism’s epistemology/theory of knowledge and then

consider the epistemic fallacy, epistemic relativism and judgemental rationality.

Epistemology and Critical Realism

Positivism is the achieved subject-object identity knowledge theory against which
contemporary philosophy reacts. Critical Realism is a fallibly and dynamically critical
non-identity theory. Following a phenomenological method, it starts from actually
generated kinds of knowledge and asks what the conditions of their possibility are

(Bhaskar 1998a, p. 232).

Critical realism (CR) does indeed react against positivism by rejecting it because of its
inherent epistemic and ontic fallacies®® (Bhaskar, 1998a, p. 111). Positivism posits a subject-
object theory of knowledge in which the researcher would be the subject and the researched
the object. However, critical realism rejects this subject-object identity and operates in terms
of “non-identity”. CR also brings a principle of fallibility into its theory of knowledge, i.e.
there is no absolute knowledge. Bhaskar explains in the above quotation that critical realism
deals with knowledge that has been generated in and emerged from the domain of the Real
into the Actual and is experienced in the Empirical domain. To interrogate this kind of
generated, emergent knowledge, Bhaskar asks what he calls the transcendental question, i.e. a

critical realist question: “If this exists, what are the conditions of it being possible?”

Bhaskar (1998, pp. 16-17) holds that knowledge has two aspects: it is both transitive

(changing) and intransitive (unchanging and enduring). He concedes that transitive objects of

%% These two fallacies are discussed below. ‘Epistemic’ refers to knowledge and ‘ontic’ to being.
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knowledge are produced by people in their social activities and are thus a social product and
fallible (ibid.). Bhaskar (1978) offers gravity as an example of an intransitive (unchanging)
object of knowledge because it is not a social product produced by social activity and human
agency. These intransitive objects of knowledge are unchanging and enduring (Bhaskar,

1998b, p. 16).

Working within my focus area of Emergency Medical Care, an example of a transitive
(changing) object of knowledge would be knowing how to do cardio-pulmonary resuscitation
(CPR) on a patient who has gone into cardiac arrest. The transitive/changing nature of CPR is
illustrated in the quotation below, as is the principle of fallibility in the sense that what was
once thought to be accurate knowledge is discovered to be flawed and therefore changes.
According to Rodseth (2011):
CPR has undergone significant changes; from four compressions with one breath and
three stacked shocks in 2000, to 30 compressions with two breaths and a single shock
in 2005, and now to the 2010 changes... which require 100 chest compressions
followed by airway and breathing (C-A-B) which is an important change from the
former airway, breathing and then compressions (A-B-C) (p. 143).

This CPR example shows that there have been three changes to this particular object of
knowledge, thus showing its transitive (changing) nature. This particular example using CPR
shows that knowledge is a social activity and product. In this case, the object knowledge was
produced by those who inform the practice and passed on to the practitioners. Bhaskar (cited
in Groff, 2004) states that knowledge claims are socio-historical artefacts which are produced
rather than discovered, and they change over time. This is adequately illustrated by the CPR
example above. Furthermore, Bhaskar (1978, p. 25) states that knowledge is structured,

differentiated (transitive and intransitive) and changing as we have seen above.

Sayer (1992) makes the point that “the admission that all knowledge is fallible does not mean
all knowledge is equally fallible” (p. 68). This notion of fallibility in critical realism gives
rise to “judgemental rationality” which will be discussed below. Archer (2004, p. 1) concurs
that our judgements are always fallible and adds a further dimension to critical realist
epistemology with her claim that all knowledge is value-laden and theory-laden. Critical

realism is open to the use of substantive theory because critical realism is first and foremost a
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philosophy. Therefore, substantive theory®’, e.g. such as Social Science theory, or New
Literacy Studies, may become necessary to explore social activities because these activities

are themselves concept-dependent (Bhaskar, 1998a, p. 49).

The Relationship between Epistemology and Ontology in Critical Realism
and the Epistemic Fallacy (Knowledge-Misconception)

In critical realism ontology (being) is distinct from epistemology (knowledge). Critical
realism makes the strong point that being and knowledge are not conflated in any manner;
ontology is not absorbed by epistemology; ontology cannot be reduced to epistemology
(Hartwig, 2007, p. 174), in other words “being” does not equate with “knowing”; being
cannot be reduced to knowing. The conflation of ontology and epistemology is called the
“epistemic fallacy” in critical realism and is a common error in most post-modernist thinking,
as pointed out by Bhaskar (1978). In other words when questions about being (ontology) are

answered only in terms of our knowledge of being, this is the epistemic fallacy.

However, because knowledge and the material world are different it does not mean that there
can be no relationship between them (Sayer, 1992, p. 68). Because critical realism sees
knowledge as a social product of social activity, so human beings have to exist prior to
knowledge being constructed about “being/ontology”. From this it is clear that being

(ontology) always exists prior to knowledge and is greater than epistemology.

The epistemic fallacy arises from the incorrect assumption that, because there is no objective
epistemology, there can be no objective ontology. Thus, the epistemic fallacy occurs when
knowing and being are conflated, i.e. when they are reduced to each other — “knowing is
being”. Critical realism avoids this epistemic fallacy by insisting on an epistemological
distinction between the transitive (changing, e.g. our beliefs or knowledge claims about the
world) and intransitive (unchanging, the world apart from us, i.e. ontology) dimension
(Archer, Collier and Porpora, 2004, p. 2). This epistemological distinction means that critical
realism knows (has the knowledge/posits as knowledge) that the transitive (changing) is
separate from the intransitive (unchanging), because the transitive belongs to the world of

epistemology (knowing) and the intransitive belongs to the world of ontology (being).

?7 Ssubstantive theory deals with a particular limited domain of inquiry (Darkenwald, 2005), e.g. curriculum.
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An example of the epistemic fallacy would be to say that ‘CPR is knowing how to do CPR’.
In other words, this epistemic fallacy says that CPR does not exist apart from the knowledge
of it because it has reduced being (the existence of CPR) to the knowledge of how to do it.

Indeed, the relationship between epistemology and ontology is complex because the world
can only be understood in terms of available conceptual resources, but these conceptual
resources do not determine what the structure of the world is (Sayer, 1992, p. 83). In other
words, we can know the world because of our experiences, concepts of, knowledge and
discourse about the world, but the world is more than we can experience, know or describe
and therefore we can never claim that we know all that exists in the world. Furthermore, our
knowledge is not infallible. Perhaps the relationship between the two can best be described as
epistemology with its premises of judgemental rationality and epistemic relativism being in

the service of ontology without in any way conflating to it (Bhaskar, 1978).

Ontic Fallacy (Being-misconception)

The dialectic counterpart of the epistemic fallacy which reduces being to knowing is the ontic
fallacy which reduces knowing to being. The epistemic and ontic fallacies are the converse of
each other. For example, it would be an ontic fallacy to say that that knowledge of art
constitutes art. A further example taken from the world of Emergency Medical Care would be

to say that knowledge of a drug protocol is the drug protocol.

To be is to To be is to Do be do
do be and not be do be do
to be be do

Bhaskar Freshly
Ground

Socrates

Figure 2.9: A little light ontological relief*®
Source: Adapted from quotation at start of film Subway by Luc Besson, 1985

i Freshly Ground is a popular South African band, whose hit song is “Do be do”.
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Bhaskar’s Holy Trinity of Critical Realism

Bhaskar (1998) calls three of the essential concepts of critical realism its holy trinity —

(1) the necessity of ontological depth, (ii) epistemic relativism, and (iii) judgemental
rationality because taken together they show that there is no strain between critical realism,
relativism and rationality. In other words, critical realism accommodates relativism and

rationality as explained below.

(i) The necessity of ontological depth: This refers to critical realism’s view of reality as
being stratified and deep having the three domains of the Real, Actual and Empirical. This
ontological depth has been explained above in the section on basic critical realism: “Of a new

ontology”, and will therefore not be discussed here.

(ii) Epistemic relativism: the operating principle here states that “all beliefs are socially
produced, so that all knowledge is transient, and neither truth-values nor criteria of rationality
exist outside historical time” (Hartwig, 2007, p. 238). Archer (2004) adds that “all our
judgements are socially and historically situated and are conditioned by our circumstances,
what we know at the time and by the prevailing criteria of evaluation” (p. 4). In other words,
the beliefs that we hold are relative in terms of our geo-historical, social and economic
conditioning and positioning. For example, if someone is born into a Catholic family in 2001,
that person may follow the Catholic faith as it exists in 21st Century South Africa, which
would be a different expression of Catholicism than practised in 19th Century South Africa.
Thus, epistemic relativism accepts that each person may know and experience the world
differently according to how, where and when they live. Potter (in Hartwig, 2007,) concurs:
“Knowledge is inevitably socio-culturally, economically and historically situated. We
perceive and know relative to particular perspectives” (p. 273). This is further substantiated
by Sayer (2000), “the world can only be known under particular descriptions, in terms of
available discourses, though it does not follow from this that no description or explanation is
better than another” (p. 2). This statement leads us into the concept of judgemental

rationality.

(iii) Judgemental rationality: This means that we make a reasoned judgement “when we

choose one belief about some domain above another” (Hartwig, 2007, p. 242). Judgemental
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rationality is considered to occur within epistemic relativism because it is always exercised
within an historical context (ibid). Sayer (1992) states that judgemental rationality allows us
to discuss our claims about reality to arrive at “reasoned, though provisional, judgements
about what reality is objectively like, and it may be that some judgements may be objectively
better than others” (p. 68). This concept of judgemental rationality indicates that we have to
think about our judgements and having made a choice, we need to be clear why we chose that

particular belief or claim about reality above other beliefs/claims.

I have discussed various aspects of basic critical realism and dialectical critical realism and
have shown how the philosophy of critical realism has been developed and expanded by
DCR. Critical realism has been criticised by several scholars. I now offer a brief overview of

this criticism.

Critique of Critical Realism

There has been critique of critical realism (e.g. Cruikshank, 2004 and 2011; Mearman, 2006;
Steele, 2006; Jefferies, 2011; Michel, 2012; Wilber, 2013). Each author, speaking from
within a specific discipline, focuses on a particular aspect of critical realism to critique as it

pertains to the use or possible use of critical realism in that discipline.

In his 2004 and 2011 articles Cruikshank critiques the ontology of critical realism and
Bhaskar’s notion of the epistemic fallacy by using immanent critique. While Cruikshank
(2011) commends critical realism for “avoiding the pitfalls of positivism and social
constructionism by focusing instead on the developing a fallibilist approach to the positive
development and application of knowledge” (p. 15), he critiques this fallibilist approach
itself. His point is that theories are fallible interpretations of the world and, as such, are
always open to “revision and replacement” and cannot therefore be justified by appeal to a
posited source of knowledge; instead the emphasis should be on locating problems in theories
(ibid.). However, this does not happen because critical realism does not develop “such a
problem-solving approach to the positive development of knowledge” (ibid.), but rather relies
on the ontological assumptions it makes. Cruickshank (2004) regards these ontological
assumptions as problematic because they are assumptions made by Bhaskar about reality, and

sees critical realism as a philosophical edifice built upon these assumptions.
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Cruikshank (2004) finds critical realism’s separation of epistemology and ontology into
transitive and intransitive domains problematic. He makes the point that critical realism
cannot avoid committing the epistemic fallacy because “ontological assumptions would be
located in epistemological conceptual space” (2004, p. 572). He argues that critical realism
turns questions about reality into assumptions about reality “situated within our knowledge
claims about reality”, thus leading to the epistemic fallacy (Cruickshank, 2011, p. 16). In
response to this, one could posit Bhaskar’s words:

For it is only if the working scientist possesses the concept of an ontological realm,

distinct from his current claims to knowledge of it, that he can philosophically think

out the possibility of a rational criticism of these claims (Bhaskar, 1978, p. 43).

In other words, Bhaskar is making the point that it is only in the separation of ontology and
epistemology that one can philosophise about criticism of knowledge claims. Separation of
ontology and epistemology occurs which is the opposite of the conflation of the two that

would be the epistemic fallacy.

Critical realism with its stratified depth ontology employs the concept of open systems
(Bhaskar, 1978). In critical realism a closed system is one where there is a constant
conjunction of events (event regularity) while an open system does not have such event
regularities (Faulkner in Hartwig, 2007, p. 66). Bhaskar states that that in this constant
conjunction of events, an event of Type A will invariably be accompanied by an event of
Type B (1978, p. 70). Bhaskar holds that there is no unique relationship between variables in
an open system (1978, p. 53) and that there are no constant conjunctions of events in open

systems (1989, p. 16).

Mearman (2006), an economist, accepts critical realism’s stratified depth ontology, but has
three main criticisms that he makes about the critical realist treatment of open systems.
Mearman’s first critique concerns critical realism’s treatment of open systems in that critical
realism reflects an “underdeveloped concept of ‘system’ that is dominated by event-level
definitions. Here, Mearman (2006, p. 55) explains that critical realism does not have a well-
developed concept of ‘system’ because at times the term refers to “mechanisms or the
“structures” wherein they reside” which seems to ignore “the fact that the mechanism is at the
real level, but generates events at the empirical level” (ibid.). He adds that the levels are part

of the system and, just as the system cannot be reduced to any one of the three levels, it
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cannot be reduced to mechanisms. His second critique is that critical realism emphasizes
negative definitions which are so called because they emphasize an absence of a regularity.
Thirdly, he feels that “there is a tendency towards polarizing definitions” (2006, p. 48)
between open and closed systems because there may be “differences in degree rather than in

kind between them” (2006, p. 69).

Jefferies (2011) critiques critical realism’s ontology from an empirical realist stance which
regards reality as constituted by experience. Jefferies regards critical realism as “a
contemporary re-application of Kant’s dualist method, which divides Pure Reason from
empirical reality” (p. 2), and states that it inherited many Kantian flaws while solving none of
the Kantian problems. Jefferies (2011) maintains that Bhaskar “invents unreal, “theoretical”,
alternate reality” (p. 6) which Jefferies sees as a contradiction in terms. As critical realism

rejects deductivism, Jefferies critiques critical realism’s a posteriori retroduction which he

regards as “metaphysical and metaphoric and therefore, essentially unscientific” (p. 2).

Michel (2012) coming from the field of International Politics and International Relations
takes issue with critical realism’s conceptualisation of ontology, particularly that it appears to
lack “a deeper appreciation of the ontological significance of science and language as human
activities and potentialities” (p. 210). Michel adopts a phenomenological approach based on
Heidegger and as such he looks for recognition of science and language as human

phenomena.

Wilber, the formulator of Integral Theory, criticises critical realism’s separation of
epistemology and ontology and the subsequent “grounding” of epistemology in the ontology
(Wilber, 2013, p. 1). He takes this stance based on his Integral Theory which does not regard
ontology and epistemology as separate, but sees them as “integrally interwoven and mutually
enactive, each contributing an irreducible aspect of the whole of reality, and none can be
privileged” (ibid.). Thus, Wilber’s premise of the relationship between epistemology and
ontology is irreconcilable with Bhaskar’s premise and Wilber rejects critical realism’s

ontology.

Interestingly, Bhaskar (2012, p. 40) responds to Wilber’s critique made in 2012 (Wilber in
Marshall, 2012), but does not change his own position or premises. Bhaskar answers Wilber

from within his own critical realist conceptual framework making no concessions to Wilber’s

57



concerns or his claims on the inseparability of epistemology and ontology, but simply re-

states critical realism’s own conceptual claims.

When reading through all the various critiques of critical realism, it becomes apparent that
each critic is operating from within his own specific paradigm and discipline. Therefore, the
criticisms concern basically irreconcilable differences between the different paradigms and
critical realism. It seems that the only possible action is to declare for or against a particular
paradigm and operate strictly within the paradigm one favours observing its conventions and

claims, taking care not to contravene the internal logic of the paradigm that one has chosen.

Having briefly considered critique of critical realism, I now turn to a brief discussion of the
further development in critical realism which is Meta-Reality developed by Bhaskar after he
took a spiritual turn. In many aspects, there are echoes of Eastern thought and spirituality in

Meta-Reality.

2.5 Meeting Meta-Reality

Meta-Reality is a new philosophical position. It accepts but goes beyond critical
realism, insofar as it pinpoints the reality of non-dual states and phases of being,
showing how they underpin and sustain the totality of all forms of human, and indeed
all life. Understanding Meta-Reality is to realise the limitations of the world of duality
(Bhaskar, 2002c, p. 8).
Meta-Reality is Bhaskar’s new spiritual philosophy that is not intended to replace critical
realism (because it actually pre-supposes critical realism and dialectical critical realism), but
rather to extend and deepen dialectical critical realism after his spiritual turn and the
publication of his book “From East to West: Odyssey of a Soul” (Bhaskar, 2000). Critical
realism is a philosophy of duality and difference, while Meta-Reality tries to be one of non-
duality/unity (Bhaskar, 2012). Thus, Bhaskar (2002b, p. xv) states that Meta-Reality sustains
and incorporates critical realism as the best account of the realm of duality. In other words,
basic critical realism dealt with the world in which there was duality — the either-or world. In
dialectical critical realism in the MELD schema, we saw that DCR introduced the notion of
absence and totality to critical realism, to overcome the former duality. In Meta-Reality

Bhaskar moves to deepen his critical realist philosophy by introducing the spiritual elements
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of the transcendentally real self, the ground state and the cosmic envelope as described

below.

The opening line of the introduction to From East to West states, “This book describes the
odyssey of a soul on its journey to enlightenment” (2000, p. 1). This immediately tells us that
this is the presence of something new. However, Meta-reality is not religious, although it
acknowledges the Divine (Hartwig, 2007, p. 305). Meta-Reality has to do with spirituality
and particularly with re-inserting the spiritual into ontology. Indeed, there are new concepts
such as the Ground State, the Cosmic Envelope, the transcendentally real self, four-planar

social being, non-duality, demi-reality and eudaimonia.

As I am not using a great many of the concepts of Meta-Reality in my research, I will limit
myself to a very short description of some of the most important concepts in the very
complex philosophy that is Meta-Reality. This is to complete the description of critical
realism that has taken us from basic critical realism, through dialectical critical realism to the
third stage, Meta-Reality. I will very briefly explore the following concepts in Meta-Reality:
the extension of ontology as seen in the extension of the MELD schema (which now becomes
MELDARZA), the self consisting of the ego, the embodied personality, transcendental self,

four-planar social being and the Ground State/Cosmic Envelope.

Extending Ontology in Meta-Reality

Meta-Reality deepens the basic ontology of critical realism by adding further layers of being
to those expressed in the MELD schema of dialectical critical realism. Figure 2.10 below is a
simplified version of the seven layers of ontology that was given by Bhaskar (2012) at his
Meta-Reality post-conference workshop at Rhodes University. Bhaskar (2002c) explains that
“the whole of critical realism can be understood in terms of a systematic attempt to think
being in a systematically progressive way” (p.181, original emphasis). This progression of

being is illustrated in Figure 2.10.
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Meta-Reality’s 7 layers of Ontology incorporating layers of basic CR & DCR’

IM | Being as structure

2E | Being as process

3L | Being as totality/whole

4D | Being as incorporating transformative practice & reflexivity

5A | Being as spiritual; Being as reflexive; Being as inward

6R | Being as re-enchanting

7ZA | Being as non-duality, incorporating primacy of identity/identification over difference

and unity over split. Ontology is now all-inclusive.

Figure 2.10: Extending the DCR MELD schema to MELDARZA in Meta-Reality
(Source: Bhaskar, 2012; 2002a pp. 26-27)

In the schema in Figure 2.10 above, three new levels have been added to the original MELD
schema 5A, 6R and 7ZA. Each level presupposes the foregoing levels. In the MELDARZA
Schema, Level 5A speaks to the inwardness of being where the inner world can be explored
through reflexivity. The 5 A refers to the fifth Aspect (Bhaskar, 2002a, p.26). Level 6R’s
being as Re-enchanting refers to the need for being to become re-enchanted after the
disenchantment that was the dominant position in Modernity, because things have a value and
meaning in themselves. Level 7ZA refers to being in the seventh Zone of Awakening where
the world is characterised by unity over split and identity over non-identity; this is a reality of
non-duality with no opposition between subject and object (ibid.). This 7ZA level of the zone
of awakening is the utopia that Bhaskar urges humankind to seek — the new eudemonistic

(Utopian) world (Bhaskar, 2012).

Looking at these new layers of ontology with their inward turn, it seems that Meta-Reality is
basically a spiritual philosophy. Bhaskar (2002b, p. xxi) argues that the seventh zone of
awakening and of non-duality underpins all the other six levels and also the relative world of
duality, as its ground. This he calls the Ground State — the ground and truth of reality. The

qualities of the ground state are freedom, love, creativity, and right action (2002b, 305).

Each human being has such a ground state which Bhaskar (2002c) describes as the
Transcendental Higher Self. All ground states are linked together “like beads on a string,

bound, strung together. Let us see them as being connected in what I call the cosmic
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envelope. This is that envelope which connects the ground-states of all beings” (Bhaskar,

2002c, p. 140). Thus, the cosmic envelope is the unity of all the connected ground-states.

Cosmic Envelope
formed by linking
all ground states

EMPIRICAL Domain

ACTUAL Domain
REAL Domain

GROUND STATE

Figure 2.11: The expanded ontology of Meta-Reality

Figure 2.11 illustrates how the ontology of critical realism has been expanded by adding a
further two ontological layers — the Ground State and the Cosmic Envelope; the latter is made
up of linked ground states of humanity. Figure 2.11 also tries to illustrate Bhaskar’s point that
ontology becomes all-inclusive at Level 7ZA where all-is-one and non-dual. Again, I must

stress how difficult it is to render a 3-dimensional concept with a 2-dimensional graphic.

Moving on from this basic understanding of how Meta-Reality aids the development of CR

and DCR, I will go into a closer consideration of the self as perceived in Meta-Reality.

The Self in Meta-Reality”

You are not who you think you are (Bhaskar, 2002b, p. 97).
In Meta-Reality the self can be considered to be stratified because Bhaskar (2002¢) defines
human beings as having four aspects: (i) the ego, (ii) the embodied personality, (iii) the
transcendentally real self and (iv) the psychic being (which is the soul) (2002b). I will briefly
discuss each one separately. I have tried to capture their relationship graphically in Figure

2.12.

* |n Bhaskar’s description of the self, | recognise similar concepts of self in Eastern Philosophy, in the writings of Eckhart
Tolle and Doreen Virtue. Bhaskar (2002b, p. 349) himself mentions 3 traditions: the Vedic tradition, the ancient Egyptian
tradition and non-secular tradition that correspond roughly to Jnana Yoga (the path of knowledge), Bhakti Yoga (the path
of love of devotion) and Karma Yoga (the path of action or service).
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(i) The Ego

Bhaskar states that the ego is the “I”” that regards itself as separate from other “I’s”. He says
that it has no real object and therefore is an illusion, but is causally efficacious and, therefore,
as an illusion it is real (2002a, p. 71), but untrue. So we could say that the ego is a Real
illusion, but is not real in itself, because it is an illusion. He calls the ego the “little self”.
However, the ego is a property of real, non-illusory embodied personalities. It is through the
ego that we have a sense of being separate from the world (ibid.). Furthermore, as in the
Eastern tradition (in which Meta-Reality seems to be firmly rooted), it is part of a human’s
life-journey to try and shed this illusory ego that sees one as separate (in space) and split (in

time).

(ii) The Embodied Personality

Bhaskar (2002a) states that the embodied personality is a complex entity that is constituted
and defined relationally. In other words, it is a complex entity in the sense that the embodied
personality itself is “stratified, differentiated and changing” (Bhaskar, 2002a, p. 71). The
embodied personality comes about through our relationships and is defined by them. This
means, for example, that as a child is raised, its personality would be formed through its
relationships in its own life-world. This personality becomes embodied as part of the child’s
being in the physical world around the child. Because we are dealing with basic ontology
here in the sense of talking about human “being”, this being — the embodied personality - is
stratified having the three domains of all other “being”, i.e. the Real, the Actual and the
Empirical. It is differentiated in the sense that it exists as one of the three different aspects —
the ego, embodied personality and the transcendentally real self. Finally, as with all being, the
embodied self changes and therefore is dynamic; it is also constituted by mental, emotional
and physical properties (ibid.). In sum, we could say that the embodied personality is relative
and changing and incorporates one’s personality, one’s understanding of body, mind,

emotions and feelings (Bhaskar, 2012).

This embodied personality is the individual “person” that the world sees and experiences.
Interestingly, Bhaskar sees the embodied personality as part of what he calls the “relative
reality” (ibid.), i.e. the reality that is relative in the sense that it changes and cannot be
absolute. He explains this concept of “relative reality” as containing everything including the

world of duality and the demi-reality. To overcome duality, we need to start “manifesting the

62



absolute within the field of relativity” (2002a, p. 66). In other words, it is only by bringing a
7Z.A awakened consciousness into the world, that we will be able to overcome duality. To do
this we would first have to shed our illusory self, the ego. Thereupon, the embodied
personality — no longer seeing itself as separate — would expand and we would become freer
and less limited as we start manifesting the absolute in our lives. Here the absolute means the

transcendentally real self (ibid.).

(iii) Psychic being

Bhaskar (2002b) calls the psychic being the “soul of the embodied personality” (2002c, p. 68)
whose nature is autonomous and free. He describes it as mediating between the embodied

personality and the transcendentally real self (the Ground State).

(iv) The Transcendentally Real Self (TRS) a.k.a the Ground State

Bhaskar (2002c, p. 71) explains that the transcendentally real self (TRS) is unlimited and
absolute and is underneath the embodied personality and is “the source of its causal agency
and powers” (ibid.). The TRS is the unlimited ground of a person’s being and whatever one
does depends on this TRS because a person’s agency and personal powers (PEPs) derive

from this higher self. In other words this TRS is the Ground State of an individual.

Transcendentally Real
Self: Ground State

Psychic Being =
Soul

Embodied
personality

Figure 2.12: A representation of the stratified Self in Meta-Reality

Figure 2.12 attempts to show how the Ground state is the all-encompassing Transcendentally
Real Self with the Psychic Being as the intermediary between the embodied personality and
the TRS. The Ego is part of embodied self, but is an illusion although it is causally

efficacious, 1.e. it has dynamic, causal powers that bring about a specific effect.
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Four-planar social being

Four-planar social being presupposes that every event in life has to be understood in
terms of four dimensions: our material transactions with nature/environment; our
social interactions with others; our relationships with the social structure (i.e.
languages, economies, political forms); and the stratification of our embodied

personalities (i.e. person, body, mind, emotions) (Bhaskar, 2002c, p. 305).

From this quotation it can be seen that four-planar social being points to four dimensions that
have to be considered when trying to understand what happens in life. These four dimensions
are the four planes: nature, society, social structures, and the embodied personality. Bhaskar
calls this concept of four-planar social being a “technical concept” (ibid.) — technical in terms
of being philosophically concept-dependent. Four-planar social being means that
occurrences/events are stratified in the sense of comprising four planes on which we interact
with nature30, others, social structures and ourselves simultaneously, i.e. our interactions (on
the Empirical level) with events (on the Actual level) operate on all four levels at the same
time. In other words, the four planes together make up one moment. Figure 2.13 below is an
attempt to show that the four planes are one moment and exist simultaneously and are inter-
related. An important point to make here is that Bhaskar does not see nature as separate from
us, but that we are part of nature and nature is part of us. Four-planar social being and social

tetrapolity’' can be used interchangeably.

Plane 1
Material
transactions

with nat
\ ne 2

Elationships

Plane 4
Stratification
of embodied
personality

with social Social
structures relationships
with others

Plane 3

Figure 2.13: Showing Four-planar social being as one moment

%1t should be noted that Bhaskar considers the social world to be part of nature/ the natural world.
31 . . . . . .
Social tetrapolity is another expression for the four planes (tetra means four) of social being
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Bhaskar’s five theorems of human action

1. “There is no action which is not intentional; otherwise it is not an action but a
mere piece of behaviour, e.g. slipping on a banana peel or catching a cold.
Intentionality is irreducible” (2002c, p. 98; 2002a, p. 225). This means that action is
the transformative praxis of an agentive (i.e. intentionally acting) agent, because when
we act we change something. “Changing is absenting something that is there and
making present what was not there”, as Bhaskar says (2002a, p. 71). For example,
when a paramedic applies CPR to a patient whose heart has stopped beating, he
absents the absence of a heartbeat by making the heartbeat present through CPR.

2. “There is no way that we can’t not act. Agency itself is irreducible, i.e. we have no
choice but to act (2002c, p. 98). In addition, the more well-versed you are in a form of
behaviour, in the practice, the more capable you are of acting spontaneously”
(2002a, p. 225). For example, if a paramedic is presented with a patient with a broken
arm, she acts to splint the arm. If a paramedic finds a person dead as a result of a car
accident, she acts by declaring the person dead. In addition, over their three years of
training, certain psycho-motor skills are well developed in the EMS students through
practice, e.g. doing CPR on a patient or placing an intra-venous line in a patient. Thus
the students are so well-versed in CPR that they act spontaneously when resuscitating
a patient.

3. “All social action, everything we do, has to be captured in terms of all four planes
of our social being: (i) in its material aspect, (ii) its relational aspect, (iii) its social
systemic social structural aspect and (iv) in its subjective aspect in terms of the
stratification of our personalities” (2002a, p. 225). This is four-planar social being
which has been explained previously.

4. “Whatever we do, at some point, at some level we must just do it spontaneously. We
could not do anything in the world unless there was a level of basic spontaneous
action, things we just did” (2002a, p. 225). In other words, every action has a point of
spontaneous action, e.g. when I am typing this thesis, I spontaneously move the
mouse to place the cursor where I want it, i.e. I do not have to think consciously about
moving my hand to the mouse and then moving the mouse — it is a spontaneous

action. Bhaskar states:
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This is profoundly important because it means that ultimately all change in the
social world proceeds from self-change. Because if everything we do depends
upon our spontaneous activity, then to change at any level of practice in our
world, means that we have to in some way change ourselves, our ways of
doing things. So this points to the primacy of self-change (2002a, p. 226).

In other words, as I change myself, so I change the social world either by re-

producing it or by transforming it. This is reminiscent of Ghandi’s famous quotation:

“Be the change you wish to see in the world”.

5. Bhaskar comments on four-planar social being:
Anything we do will immediately affect all planes of social being...whatever I
do, necessarily myself, I am affecting other being, other human beings, i.e. the
natural environment and in a relationship with social structure, I am re-
producing it or more or less transforming it. So we have the phenomenon of
the simultaneity of action, necessarily action by an agent, and therefore self-
action and social action, and a dialectic of self-change and social change. The
only way that we can change society is ultimately by our actions... There is a

natural dialectic between the two (Bhaskar, 2002a, pp. 225-226; 2002c, p. 98).

Any action we take immediately affects all four planes of four-planar social being at the same
time. Here Bhaskar is pointing to the dialectic existing between society and human action
because we can either transform or re-produce society and social structures by our actions.
This ultimately means that ‘no-one is an island’, but that we are all connected through four-
planar social being not only to other humans and non-human animals but also to nature and
the material and social world around us. In the philosophy of Meta-Reality Bhaskar posits
that this inter-connectedness is a result of the ground-states of all people being connected in

the cosmic envelope (2002c¢, p. 140).

From this brief discussion of the self in Meta-Reality, | move onto exploring reflexivity and

inward being that appear as Level 5A of the MELDARZA schema.

Reflexivity and inward being

In the MELD schema reflexivity already appears under Dialectical Critical Realism at 4D

(see Figure 2.10) because reflexivity is necessary for transformative practice; one cannot
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transform one’s practice unless one has reflected upon it and discovered through reflection
where change needs to occur. At Level 4D reflexivity and transformative practice are seen as
“the unity of theory and practice” (Bhaskar, 2002a, p. 180). However, it is in Level 5A of
Meta-Reality’s MELDARZA schema where reflexivity comes into its own as part of “Being
as inward”. In the embodied personality reflexivity is: “The prime personal emergent power
(PEP) to self-consciously monitor our activities and deliberate internally upon the always
already natural, practical and social context in which they occur” (Hartwig, 2007, p. 408).

This means that the embodied personality has the personal power and capacity to reflect
upon, account for and monitor what it does, thinks and says in the different contexts of
nature, practice and society which always pre-exist any activity of the embodied personality.
Bhaskar says that this is true of institutions too (1993, p. 273). Therefore, when looking at the

research findings that throw up reflexivity, I shall consider it in this meta-realistic light.

Demi-Reality

The concept of Demi-Reality is important in Meta-Reality because it is the relative, dualistic
world of alienation from the Higher Self and split on all four planes of social being, i.e. four-
planar social being is no longer one moment but has split into four separate moments. The
ego is part of the demi-reality, as is Capitalism which is the very antithesis of the

eudemonistic (i.e. Utopian) society that Bhaskar proposes in Meta-Reality (Bhaskar, 2012).

The background to Meta-Reality

I have kept the background to Meta-Reality to the end of this Meta-reality section because I
am of the opinion that a reader may understand the reaction explained below better having

read through my explanations of Meta-Reality.

When Bhaskar published his book on his spiritual turn, it created a split in the world of
critical realism and evoked strong criticism from some quarters. This criticism was expressed
on the Bhaskar web list at the time, in 2000. Gary MacLennan’s review (2000) entitled
“From East to West — a book too far?”” explains the critical reaction of the loyal critical realist
followers. Although angry about Bhaskar’s book, MacLennan seems to maintain some kind
of balance by also considering a defence of the book and its philosophy on both aesthetic and

religious grounds (MacLennan, 2000). He concludes his review with a call for openness.
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The anger and the break-away may be explained by the fact that by 2000, the Critical
Realism movement had reached a point of consolidation of the four major moments in
Bhaskar’s Critical Realist work, i.e. A Realist Theory of Science, The Possibility of
Naturalism, Philosophy and the Idea of Freedom and Dialectic: The Pulse of Freedom
(ibid.). This body of work had consolidated the philosophical thought behind critical realism:
the stratified depth ontology; the epistemology of fallible, value- and theory-laden transitive
and intransitive knowledge; the introduction of absence and bivalence into ontology; the
concept of totality; transformative praxis and reflexivity. These correspond to the MELD
schema explored earlier in this chapter. The critical realist movement was proud of and
confident in its philosophy (ibid.).
Then the leader did the unthinkable. He found God. Worst of all, it was a very down-
market god, nothing more than your common or garden New Age variety, the type
readily available at any incense saturated shop frequented by a Shirley MacLaine or
Nancy Reagan (MacLennan, 2000).

The snideness of this comment may reveal some of the anger felt by MacLennan.

Mervyn Hartwig (2000) responded critically to MacLennan’s review pointing out that there
had been three reviews only one of which had been unfavourable. The consequence of
Bhaskar’s spiritual turn was that some followers of critical realism decided to agree to
disagree with him about his spiritual turn and Meta-Reality, notably Margaret Archer,
Andrew Collier and Douglas Porpora who wrote their own work on God called

“Transcendence: Critical Realism and God” (2004) written from their Christian perspectives.

Since 2000 and his spiritual turn, Bhaskar has incorporated Meta-Reality into critical realism
using the MELDARZA schema to represent the development of basic critical realism into

Dialectical Critical Realism and then Meta-Reality.

I am of the opinion that there are certain elements of Meta-Reality that are very useful and
really add philosophical value to CR and DCR, e.g. reflexivity and inward being, and the
notion of four-planar social being. Indeed, Archer (2010) has increasingly made reflexivity
the focus of her works. However, the last two levels of the MELDARZA schema, i.c. re-
enchantment and the zone of awakening with their calls for unconditional love, the oneness

of religion and an utopian world belong more fully in a spiritual movement as they actually
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exert a spiritual imperative that requires followers of the philosophy to believe and behave in

a specific fashion.

2.6 Conclusion: Critical Realism and Meta-Reality

In this Chapter I have explored critical realism and its development. Critical realism,
dialectical critical realism and Meta-Reality are all very complex philosophically and I have
only touched on the various aspects presented above. I hope that this chapter has made
critical realism slightly more accessible to the reader. The best summary I can make of
critical realism would be to extract from this chapter its main tenets and present them as an

overview in the form of a list.

Main Tenets of Critical Realism

1. Ontology exists as a stratified, depth ontology. Being, Reality, and the World exist and
have three ontological domains:

e the Real which has causal powers, generative mechanisms and tendencies,

e the Actual which is the domain of events that EMERGE from the Real domain and

e the Empirical domain in which we experience reality.
2. Emergence is very important. The Actual event emerges from the Real domain.
3. Critical realist ontology is bivalent because it includes absence/non-being/negativity.
4. Critical realist causality rejects constant conjunctions (cause-effect) in a closed system and
proposes that the generative mechanisms, causal powers and tendencies of the Real domain
are causally efficacious in an open system, i.e. reality.
5. The natural and social worlds exist independently of human knowledge of them, i.e. reality
is out there and in here whether we know about it or not. These worlds pre-exist humans and
human knowledge of them.
6. Knowledge 1s socially produced, fallible, laden with values and theory. There are transitive
and intransitive objects of knowledge. The transitive are in the realm of epistemology and
intransitive in realm of ontology.
7. Each person may experience the world differently because of his/her geo-historical social

and economic positioning and cultural conditioning (i.e. epistemic relativism).
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8. Individuals can make reasoned judgements in choosing one belief or claim about reality
above another (judgemental rationality). Some beliefs/claims may be better than others. This
judgement is always made in a social, cultural, historical context.

9. Reflexivity is essential for transforming praxis.

10. Critical realism has developed from basic critical realism through dialectical critical
realism to Meta-Reality. The latter two have developed and expanded the ontology of critical

realism.

Main Tenets of Meta-Reality

a. Ontology now includes both an all-inclusive Ground State and the Cosmic Envelope. The
Ground State is the spiritual ground of a person. The Cosmic Envelope is the linkage of all
the individual Ground States.

b. The self comprises: the illusionary ego which is causally efficacious; the embodied
personality which has body, mind, feelings; the psychic being which mediates between the
embodied personality and the transcendentally real self which is the Ground State of the self.
c. Reflexivity and being as inward are important concepts. Reflexivity is the prime personal
power (PEP) used to deliberate inwardly.

d. Four-planar social being suggests that every event in life needs to be understood on four
levels that occur simultaneously: our interactions with nature/environment, relations with
others, relations with the social structure and our embodied personality. The four planes of
social being must be seen together as one moment.

e. Self-change is important. There is a dialectic between self-change and social action
because any way we act will affect others and the social structure.

f. Demi-Reality — this is the dualistic world of split and difference. This is when four-planar
social being splits into four separate moments.

g. The eudemonistic world is a utopian (future) world of unconditional love and oneness of

being in which there is no split.

I consider myself a critical realist and in my research project use critical realism as a
theoretical framework. In this way I recognise that the knowledge that I will produce by
means of this study will be both theory-laden with the concepts of critical realism and value-

laden with the values of critical realism and Meta-Reality.
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Chapter Three invites the reader to journey on through identity which is a trickster concept.
I discuss how certain authors view identity, namely Taylor, Walker, Wenger, Smith, Archer
and Bhaskar. I will draw together aspects of Bhaskar’s notions of ontology, identity,
especially constellational identity, the self, absence and emergence and four-planar social

being and weave them into a Bhaskarian explanatory framework of identity.
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CHAPTER THREE

IDENTITY - THE TRICKSTER CONCEPT

Don’t think you are who you think you are

(Bhaskar, 2002b, 97)

3.1 Introduction

The chapter will discuss writers on identity, i.e. Taylor (1985, 1989),
Wenger (1998), Walker (2005), Gee (2000-2001, 2005) as well as Avcher
(2000, 2003, 2010), Smith (2010) and Bhaskar (1993, 2002a, 20020,
2002c). In keeping with the theme of identity being a trickster concept,
I have named the trickster for each of the writers and added a short
explanation for each in situ. Finally, in the last section of this chapter
where I discuss Bhaskar’s perspectives on identity I will present a
Bhaskarian explanatory framework of emergent identity which I use
to discuss the concept of identity in critical realist terms when

analysing and interpreting my data in Chapter Six. To create this

2 The image is available on 123RF.com under the open source commons licence. | chose this image of the trickster as he
seems to be in reflexive mode. This is the famous 1862 Matejko painting of “Stanczyk during a Ball at the Court of Queen
Bona after the Loss of Smolensk”
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Bhaskarian explanatory framework of identity, I draw on Bhaskar’s
philosophical perspectives on ontology, identity, non-identity, absence
and emergence, the self and four-planar social being in ovder to weave

them into a framework.

Identity, beyond the field of psychology, is widely discussed in the academic literature of
many different disciplines such as education, academic development, philosophy, sociology,
organisational studies, and social anthropology among others. This makes identity a tricky
concept. It is like the trickster who assumes different guises and when one thinks that one has
finally laid hold of him, he suddenly changes form yet again to frustrate and confuse and yet
also to amuse, because that is the essence of the trickster. I draw this analogy because in my
research through the academic literature on identity, I often thought that I had grasped the
concept, only to find that I had to search further. What makes identity such a tricky concept is
that so many different definitions and conceptions abound in the literature; moreover, some
of the literature presents the concept of identity as an everyday, common-sense concept that

needs little definition (e.g. Oliveira, 2007).

In reading and researching, I realised that initially I had come into this research project with a
rather petrified concept of identity — my personal trickster had turned to stone. This was
because I had thought that student identity would be somewhat homogenous as I had not
anticipated older, mature students with many years of work experience taking the same
course as eighteen-year olds fresh out of high school. This realisation breathed fresh life into
my trickster who immediately writhed out of my grasp and disappeared so that I had to set off

in search of him.

My search for an understanding of identity was further influenced by my own stance as a
critical realist and awareness of critical realism’s stratified depth ontology which made me
examine the ontology behind the particular definition of identity that I was exploring in the
academic literature™. To carry the above analogy further, I had to grasp the trickster and find

his ontological form. Thus, I found that I had to reject definitions that were strongly social

* | read deeply and widely and reference here only some of my reading on identity, self and the person:

O’ Mahoney, 2011; Cruickshank, 2010; Smith, 2010; Archer, 2010, 2007, 2000; Collier-Reed et al., 2009; Martins, 2009;
Clegg, 2009, 2006; Walker, 2005; Barnett, 2009, 2004; Haggis, 2002; Gee, 2000-2001; Sayer, 2000; Bhaskar, 1998, Wenger,
1998; Taylor 1994, 1985; Mauss 1985. | read into student identity as well: Kasworm, 2005, 2009; Scanlon, Rowling &
Weber, 2007.
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constructionist’® in nature, because its ontology does not and cannot reconcile with critical
realism.”> While the latter holds that there is an independent reality that exists whether we
know about it or not (Bhaskar, 1978), strong social constructionism holds that “reality cannot
be discovered: it does not exist prior to its social invention” (Kim, 2001, unpaged). Easton
(2010, p. 123) concurs: “The difference between critical realists and social constructionists
lies in the acceptance of the possibility of knowing reality in the former case and its rejection
in the latter who, in general, concentrate instead on uncovering the constructions that social
actors make”. These ontological stances show how wide the chasm is between critical realism
and strong social constructionism on the question of ontology. Strong social
constructionism’s stance is anti-realist and relativist (Andrews, 2012). I realised that because
identity is part of being, the ontology that one espouses will influence the understanding of

identity that one adopts.

I also had to question those authors who hold that identity is discursively constructed (e.g.
Collier-Reed, 2009; Walker, 2005) because this implies that identity is developed through
discourse, while I, on the contrary, take the ontological stance that identity emerges from
being. O’Mahoney (2011, p. 124) points out that without a layered, emergent ontology
empiricist and discursive approaches cannot relate the “interdependent levels by which

individuals engage with society”.

The aim of this chapter is to explore the concept of identity by turning a critical realist gaze
on it to evolve an understanding of identity in order to present an explanatory framework of
identity based on critical realism that I can use when analysing and interpreting my data. To
do this, two things are necessary. Firstly, because the literature is so vast I have to select good
examples that are representative of these important theories to critique. Secondly, using
immanent critique®® T have to show why these other, important theories are not suitable for

my purposes.

** Social constructionism and social constructivism are terms that are often used interchangeably, although their
epistemologies differ (Andrews, 2012).

* Here | found that Sayer (2000, p. 82) holds the same idea “I shall also argue that ‘social constructionism’ - often opposed
to essentialism — is unsatisfactory with regard to ontology, epistemology and the conceptualisation of nature and
society...”.

* |mmanent critique, very simply stated, means critiquing something from inside the thing itself by looking at the claims it
makes and the position it takes.
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I have chosen to explore identity using the work of Taylor (1989), Wenger (1998), Walker
(2005), Gee (2000-2001, 2005a and 2005b) as well as Archer (2000, 2003, 2010), Smith
(2010) and Bhaskar (1993, 1998a, 2002a, 2002b, 2002c). Smith is a critical realist
personalist; Archer is a critical social realist, while Gee takes a New Literacies Studies
approach, all of which are of value in understanding the concept of identity. Both Bhaskar
and Archer have written on identity, but from two completely different angles. Bhaskar
(1998a) originally took a constellational view of identity, while Archer’s view is that of a
stratified ontology of self where personal identity hinges upon mature reflection on the three
orders of reality — the natural, practical and social — and accommodating our most important

concerns to them (Archer, 2000, p. 9).

3.2 Some understandings of identity as found in the academic
literature

Charles Taylor and the trickster as moral and authentic - Hero

Figure 3.1: The hero Odysseus
(Source: Wikimedia, Wikicommons)
Figure 3.1 depicts the Ancient Greek Hero Odysseus. I have used this image
of Odysseus to depict the trickster identity as ‘hero’ because of Taylor’s
strong emphasis on morality in his identity philosophy. It is rather apt
because Odysseus was moral in terms of the morality of his time. Lawrence
(2003) makes the point that Odysseus does not automatically act morally
because of his moral conditioning, but because he chooses the moral path. In
the Iliad he is depicted as a good counsellor. In contrast to Achilles, he is self-

restrained and rational. However, he was also a trickster in the sense that
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he used guile and cunning, e.g. in planning the fall of Troy by using the

Trojan horse.

The Canadian philosopher Charles Taylor *’ (1989, p. x) in defining identity talks about
“modern inwardness, the sense of ourselves as beings with inward depths and the connected
notion that we are selves” and links modern subjectivity to notions of morality. In fact,
Taylor stresses the moral element in identity. Taylor also states “my discovering my own
identity doesn’t mean that I work it out in isolation, but that I negotiate it through dialogue,
partly overt, partly internal, with others... my own identity crucially depends on my dialogical
relations with others” (Taylor in Gutmann, Ed., 1994, p. 36). Here Taylor indicates the inner
voice and its role in identity formation. He stresses this dialogical nature of identity: “the
crucial feature of human life is its fundamentally dialogical character. We become full human
agents, capable of understanding ourselves, and hence of defining our identity, through our
acquisition of rich human languages of expression (Taylor in Gutmann, 1994, p. 32).” Sadian
(2009) states that Taylor “consistently considers two basic identity-constituting relationships
— an introspective self-interpretation and an outward-looking sense of cultural belonging — to
be essential components of any fully-developed, coherent or healthy identity” (p. 13). In
short, in Taylor’s view, identity has the following elements: it is constituted by relationships:
an interior relationship with certain aspects of ourselves requiring self-interpretation
(including our inner voice) and an exterior relationship in identifying with the best qualities
of others in joint enterprise. Identity has moral dimensions; it has potential to be authentic, it
has inwardness and an inner voice. Language plays an important role in defining identity
dialogically. Archer refers positively to Taylor’s ideas and cites and comments on them in her

social realist view of identity (e.g. Archer, 2003, p. 141; 2000, p. 222, p. 227 and more).

| have included Taylor’s definitions here because it is interesting to note that Taylor holds the view (which Archer follows
and cites as will be seen in my later discussion of “Archer and the trickster”) that a person is an agent with a sense of
self, an inwardness, reflexive and one who can choose and make plans for his/her life for the better. “...to be a person in
the full sense you have to be an agent with a sense of yourself as an agent, a being who can thus make plans for your life,
one who also holds values in virtue of which different such plans seem better or worse, and who is capable of choosing
between them” (Taylor, 1985, p. 257). There is some similarity here to Archer’s “primary concerns” which refers to the
importance one places on career choice and plans/projects (and reflexion upon that choice) that allows an individual to
thrive rather than just survive.
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Etienne Wenger and the trickster as Janus

Figure 3.2: Janus — the two-headed God on coin
(Source: Wikimedia, Wikicommons)

Figure 3.2 shows the double-faced image of the Roman god Janus looking
both ways simultaneously. I feel that this image represents the closeness of
the relationship between practice and identity in Wenger’s theory of
identity as explained below in the sense that it is one head, but two faces -
identity and practice.

Wenger’s work on identity is set within his notion of communities of practice (Wenger,
1998) for practice-based learning. Lave and Wenger (1991, p. 98) define a community of
practice as ‘a system of relationships between people, activities, and the world; developing
with time, and in relation to other tangential and overlapping communities of practice’.
Roberts (2006) has developed a useful table of the characteristics of communities of practice

drawn from Wenger as shown in Table 3.1 below.

Table 3.1 Key Characteristics of a Community of Practice

Sustained mutual relationships — harmonious or conflictual

Shared ways of engaging in doing things together

The rapid flow of information and propagation of innovation

Absence of introductory preambles, as if conversations and interactions were merely the continuation

of an ongoing process

Very quick setup of a problem to be discussed

Substantial overlap in participants’ descriptions of who belongs

Knowing what others know, what they can do, and how they can contribute to an enterprise

Mutually defining identities

The ability to assess the appropriateness of actions and products

Specific tools, representations, and other artefacts

Local lore, shared stories, inside jokes, knowing laughter
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Jargon and shortcuts to communication as well as the ease of producing new ones

Certain styles recognised as displaying membership

A shared discourse reflecting a certain perspective on the world

(Source: Roberts (2006, p. 625) compiled by Roberts from Wenger, 1998, pp. 125-6).

In Wenger’s (2006) view, identity stands in a close relationship to practice — so close, in fact,
that he comments that the characteristics of practice can be considered as characteristics of
identity and “the result is a characterisation of identity that inherits the richness and
complexity of practice”. Identity is about how learning effects personal change within a
community of practice and creating “personal histories of becoming in the context of our
communities of practice” (Wenger, 1998, p. 5) through active participation in “the practices
of social communities and constructing identities in relation to those communities” (1998, p.
4). Identity is formed not only by participation, but also by non-participation’®, e.g. being an
outsider (Wenger, 2006). He also holds that learning transforms identity (ibid.). Although
Wenger regards identity formation as part of a dialogical process whereby “an experience and
its social interpretation inform one another” (Viczeko and Wright, 2010, p. 14), he firmly
makes the point that he does not believe that identity formation is a discursive process (1998,
p. 151). In other words, although experience and interpretation may ‘dialogue’ with one
another, this does not mean that discourse per se is identity formation, which sets him apart

from Walker who holds that identity is formed through discourse.

There have been several critiques of the notion of CoPs in the academic literature
(Ranmuthugala, Plumb, Plumb, Georgiou, Westbrook and Braithwaite, 2010; Roberts, 2006;
Handley, Sturdy, Fincham and Clark, 2006; Gee, 2005b; Hodkinson and Hodkinson, 2004).
However, as the concept of the community of practice per se is not under discussion in this
chapter, I have only included Gee’s critique. Gee (2005b, p. 214) states that although “the
notion of a community of practice (CoP) has been a fruitful one”, several problems have
stemmed from it, such as the notion of community from which close ties might arise that are
not always suitable for classrooms and workplaces. The term ‘community’ suggests that one
belongs to the CoP as a member, which might have different meanings in the many different

contexts where communities of practice are to be found such as in the workplace, educational

38 As a critical realist, | find Wenger’s emphasis on the importance of non-participation in identity formation very
interesting because it reminds me of Bhaskar’s insistence on the importance of absence.
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settings, disciplines, professional practice, among others. Gee (2005b, p. 215) identifies the
key problem as one of “labelling a group of people” leading to the complicated issues of
exclusion from and inclusion in the CoP. I would agree with Gee in this concern about
exclusion, because by its very nature of having “those who know” and “those who do not
know”, an aspect of deliberately creating “otherness” in the CoP is added; hence, the notion
of exclusion within the CoP. However, I would add to this that a CoP can create social
exclusion within the social context in which it is set up if only selected people are invited to

join the CoP, as often happens within the university community.

I am concerned that within a community of practice there may be skewed power relations as a
result of its notion of ‘apprenticeship’ where a newcomer is only accorded peripheral
participation until such time as when the newcomer has proved through practice and forming
an identity, which resonates with the specific CoP, that he/she is deemed worthy of inclusion
in the group. I am concerned because I think this may lead to elitist thinking and hence,
epistemological exclusion from the tacit knowledge of the CoP in question. I base this
concern on having been a member of an academic writing CoP in which the published writers
were the main members of the group, and the novice writers were on the periphery. Feelings
of not being ‘good enough’; ‘I’ll never be able to publish an article”; ‘they are so good’ did
the rounds of the novice writers’ conversations. What, in effect, happened was that the novice
writers began to consider the main writers of the group as “the others; those who know”;
thus, the CoP did not function effectively. It would appear that in such an academic writing
CoP a peripheral member would only join the CoP fully once she/he had published an article
and could engage in the same discourse as the main members, as well as assuming the
identity of a writer after publication of the article. Using this latter example of CoP writer
identity, I would fully agree with Wenger that in terms of a CoP, identity is closely linked to

practice in a CoP.

Turning to Wenger’s notion of identity being bound up in practice, it is clear then, that when
one is a newcomer to the CoP, one’s identity must be that of the novice — the one who does
not know or does not know enough. I would say that this is a negative identity and I question
the effect that this outsider identity would have on the self-esteem and self-confidence of the

novice.
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Melanie Walker and the trickster as discursively constructed

Figure 3.3: Discourse constructing identity

(Source: Wilke, Wikimedia, Wikicommons)

I chose this image in Figure 3.3 to represent identity as discursively
constructed because it is a trickster image of illusion - now you see it, now
you don’t. This points to what I would think is fluidity in a discursively
constructed identity. Furthermore, this may be an apt description of
discursively constructed identity in the sense that this may imply that as
the discourse changes, so will the discursive identity. There is also the

question of who is discoursing.

For her understanding of identity, Walker (2005) draws on Dolby (2001) and Weeks (1990):
Identity formation is understood here as an interlocking personal and social project
under particular discursive conditions of possibility, ‘formed in constant conversation
with the structures of the world’ (Dolby, 2001, p. 114). But identifications also
reference our desires for affiliation and recognition; we distinguish ourselves from
others and with others and in relationship to our world across time and space. Weeks
explains that identity ‘is about belonging, about what you have in common with some

people and what differentiates you from others’ (1990, p. 88) (Walker, 2005, p. 42).

This citation clearly shows that Walker, following Dolby, sees identity as discursively
constructed ‘in constant conversation with the structures of the world’. What is interesting is
Walker’s assertion that the identity formation processes create an identity that interlocks both
the personal and the social, i.e. that the personal and the social cannot be separated from each
other. Walker (2005, p. 42) states that she comes to this concept of identity by following
Layder’s (1993) understanding of the self by which he means “the unique psychobiography

of each individual within the context of social experience, a biography both individual and
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necessarily collective”. Walker (2005) then concludes: “Thus, there is no dichotomous
distinction between each student and his/her social and educational world” (p. 42, my
emphasis). Although nobody exists in isolation, it would seem rather extreme to conflate each
student’s social and educational worlds in this manner. I need only to think of the social
contexts/worlds of my UoT students which are in many case vastly dissimilar, and how this
must influence their transition into and agency in the same educational context/world they

attend.

The students’ social worlds are linked to their socio-economic class, while their educational
worlds are still influenced by the legacy of apartheid’s “Group Areas Act” policy that divided
the nation into ethnic groups and separated them into distinct living areas. This apartheid
policy saw heavily funded schools for white children in white areas, whereas the coloured
schools were funded less and the black schools grossly underfunded. Zoch (2013, p. 1)
writing 19 years after SA democracy began states that both class and socio-economic affect a
South African child’s opportunities in life, particularly schooling and job prospects. Zoch
(2013) indicates that “the likelihood of an emerging adult reaching matric by the age of 19 or
20 vastly differs between those from a poor socio-economic background and those from more
affluent households (17% vs. 88%)” (p. 7). He adds that socio-economic background plays a
major role in explaining who enters university and who does not (p. 17). To this one may add

who succeeds at university and who does not (Scott et al., 2013).

Thus, when students come to university they bring both their socio-economic class and
primary and secondary educational worlds with them into tertiary education. The opportunity
cost for a student from a poor home is much higher than for a student from an affluent home.
As a result of apartheid’s ongoing education legacy, the schooling of students who attended
private or former “Model C** schools is closer to tertiary education than those who attended
township or rural schools. Marius Roodt of the SA Institute of Race Relations concurs “in

2009 the matric pass rate for Africans in former ‘Model C’ schools was 88%. The overall

pass rate for African pupils in that year was 55% (Roodt, 2011, unpaged).

To make a point about how different students’ social worlds are (worlds that they bring with

them into their tertiary education setting; particularly into one classroom at my UoT), |

** The “Model C” school is the government school attended by white children under apartheid (Roodt, 2011).
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graphically illustrate this with photos. Figure 3.4 below illustrates the different types of
dwellings in which my diverse body of students live and call home. The top left photo shows
rural dwellings in the Eastern Cape, SA. The top right photo shows farm labourers’ cottages.
The photos in the middle row show shacks and RDP houses in a township. In the South
African context ‘RDP’ stands for the “Reconstruction and Development Programme”
initiated by the newly-elected ANC government under President Nelson Mandela in 1994.
These RDP houses are very small, consisting of two small rooms with running water and a
flush toilet. Often a number of people live in one house. The bottom left photo shows a
mansion (one of many) which may be found in any of the upper-middle-class suburbs of a
South African city. These large houses are not only the prized homes of affluent white South
Africans as many upper-middle class black South Africans live in the suburbs too. The
bottom right photo shows a middle-class home that might be occupied by black, coloured or

white residents.

The point of these photos in Figure 3.4 is to show the differences in the socio-economic
contexts of my students to refute Walker’s claim that there is no disparate distinction between
students’ social and educational worlds. In fact, as the visuals show there is indeed a
distinction. In one classroom I may have students who attended rural, farm, township, former
Model C or private schools while living in a socio-economic class of house similar to those
depicted in Figure 3.4. The photos also illustrate one aspect of South Africa as one of the
most unequal societies in the world (World Bank, 2012, p. 15).

Rural dwellings Mvezo,Eastern Cape, SA Farm Labourers’cottages, Nuy Valley
(Source: Conway-Smith, 2011) (Source: Simpson, 2013)
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Shacks in a squatter camp RDP houses in a township
(Source: John Hogg/World Bank, 2012) (Source: John Hogg/World Bank, 2012)

Upper-middle-class house in the suburbs Middle-class house in the suburbs
(Source: Golding, 2011) (Source: OLX, 2014)

Figure 3.4 The social contexts of some of my students

Furthermore, these houses are not merely dwellings but are symbols of an unjust society
where the gulf between rich and poor is huge and impacts on many levels such as schooling,
nutrition, health, transport, basic needs and in terms of higher education, epistemological
access as well as formal access. Poor students who come into higher education from a shack
with no electricity and running water in an informal settlement have much greater obstacles
to face than affluent students who can afford food, transport, good accommodation, books
and stationery required for their studies. This is borne out by the World Bank Report (2012)
which states:
Inequality of opportunity among children in South Africa is shaped to a varying
degree by different types of circumstances. Whether a child lives in a
township/informal settlement or a rural area as opposed to other urban areas and
education of the household head contribute the most to inequality of opportunity in
most cases ... Location is particularly important for opportunities relating to

infrastructure (p. x).
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Gee and the trickster as four-leaf clover

“People learn most deeply when they take on a new identity that they
really want” (Gee in Foreman et al., 2004, p. 54).

I have chosen the image of the four-leaf clover to represent Gee’s identity
theory because he holds that there ave four aspects of identity (the four
leaves) as well as a core identity vepresented by the stem. This is a rather
simplistic image to rvepresent Gee’s sophisticated explication of identity and
does not represent Gee’s theory adequately, but I could not think of any
other image that holds the five aspects together organically.

In taking a sociological approach to identity (Case, 2007), Gee defines identity as “being
recognised as a certain kind of person in a given context” (2000-2001, p. 99). Gee’s identity
theory is very sophisticated, coherent and has depth in that it is stratified and emergent. I
would locate Gee’s theory of identity within ‘weak’ social constructionism because there are
strong elements of discursive formation of identity, yet he brings in stratification and depth

that resonate with critical realism.

Before looking at Gee’s notion of identity, it is important to consider his concept of
Discourse, with a capital ‘D’ because he draws on this in his definition of identity,
particularly social and core identity. Gee (1996) defines a Discourse as follows:
A Discourse (with a capital ‘D’) is a socially accepted association among ways of
using language, other symbolic expressions, and ‘artefacts’, of thinking, feeling,
believing, valuing, and acting that can be used to identify oneself as a member of a
socially meaningful group or ‘social network’, or to signal (that one is playing) a

socially meaningful ‘role’ (p. 131).
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Gee defines discourse (with a lowercase ‘d’) as “connected stretches of talk or writing”
(2000-2001, p. 110). Gee goes on to distinguish between two kinds of Discourse: primary

Discourse and secondary Discourse.

Primary Discourse® is a framework that is created from infancy during our “primary
socialization as members of particular families within their socio-cultural settings... and
constitutes our first social identity” (Gee, 1996, p. 137). This is an important point — Gee
locates social identity within a particular social setting and time, adding the important
element of what Bhaskar calls ‘geo-historicity’ to social identity. Primary Discourse thus
creates our conceptions of who we are, who our social group is and what we and our group
value “when we are not in public” (ibid.) — another important point, i.e. that we have a social
identity that is not on public display, but is contained within a particular social context such
as a family or social grouping. A (rather extreme) example of this would be a white racist
family in the new South Africa in 2012, who freely express their racism (i.e. their racist
identity) within their own family social context, but outside of the family, they keep their
racism under wraps so as not to be identified within the broader social context (i.e. in public)

as racist.

Secondary Discourses are encountered when we move outside our primary home and peer-
group to become members of institutions such as schools, churches, and are socialized
“within various local, state and national groups” (ibid.). According to Gee (ibid), secondary
Discourses “constitute the recognisability and meaningfulness of our ‘public’ (more formal)
acts”. Secondary Discourses extend Primary Discourses. The separation of these two
Discourses cannot be cast in stone as the boundary between them is “constantly negotiated
and contested in society and history” (Gee, 1996, p. 138), which can be illustrated by my
example above of the white racist family who do, in fact, have to negotiate and contest their

identity moving between their primary and wider social contexts.

As stated above, Gee (2000-2001, p. 99) defines identity as “being recognised as a certain
‘kind of person’ in a given context”. In this sense of the term, all people have multiple
identities connected not to their ‘internal states’ but to their performances in society. Hence,

Gee makes a connection between identity and performativity; this is similar, but different to

“% Bhaskar has a similar notion that he calls ‘primary polyadization’ (1993, p. 164). | speak to this later in this chapter.
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Wenger’s connection between identity and practice in a community. Moreover, this is in
contrast to Archer’s notion that identity emerges from the internal states — the internal

conversations and their primary concerns.

Gee’s notion of multiple identities is not to deny that each person has what he calls a ‘core

identity’. Gee defines this core identity as each person
.. . having had a unique trajectory through ‘Discourse Space’, i.e. he or she has
through time in a certain order had specific experiences within specific
Discourses...this trajectory and the person’s own narrativization of it are what
constitute her or his (never fully formed or always potentially changing) “core
identity”. The Discourses are social and historical, but the person’s trajectory and
narrativization are individual (though an individuality that is fully socially formed and

informed) (Gee, 2000-2001, p. 111).

Gee makes the following important points about one’s core identity: it is unique to an
individual in terms of the individual’s geo-history within a social context; the formation
processes happen within a certain chronological order, i.e. they happen diachronically —
across time; and the individual narrates this development and formation of the constantly
evolving core identity. Gee holds that it is this individual narrativization (i.e. telling one’s
story) that forms the core identity. Furthermore, one’s core identity develops through an
individuality that is “fully socially formed and informed” (ibid.). This is reminiscent of
Archer’s notion that the personal identity only forms at maturity; however, Gee is talking
here about the core identity which he sees as different from the personal identity, which

forms earlier through the Primary and Secondary Discourses.

Furthermore, Gee makes the point that this core identity holds “uniformly, for ourselves and
others, across contexts” (2000-2001, p. 99). This means that one can recognise oneself as the
same person across the different contexts one occupies and the identities that one assumes
and expresses in each context. For example, when I walk into class and stand in front of the
class to teach, my identity is that of a teacher. I still have the same core identity as Bernie, but
in this classroom context, I am also Bernie-the-teacher. As Bernie-the-teacher I say, do, act
and ‘be’ in a specific way that I only am in the classroom teaching-context. When I leave
work and go home, I occupy different identity contexts of being a mother, a cook, and a wife,

but my core identity does not change from one context to the next. This is akin to Archer’s
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continuous, evolving sense of self that she sees as a precursor to agential and social identity
although it comprises them. Archer (2000, p. 255) stresses that this continuous sense of self
gives one a sense that over time the three orders of reality (the natural, social and practical)

act upon the same subject.

Gee (2000-2001) provides a specific perspective on identity built around four aspects of the
meaning of being recognised as a “certain kind of person” (p. 100) — (i) a nature identity, (ii)

institution identity, (iii) discourse identity and (iv) affinity identity:

(1) A nature aspect — I am born with blue eyes because of my genes which is the power (i.e.
the capacity, the natural force) that has put me in the state of having blue eyes and hence of
having this particular nature identity of having blue eyes.

(i) An institutional aspect (which I can either choose or which is imposed on me) is a
position in an institution. For example, [ am a lecturer at a university of Technology (UoT); I
chose that, but the contractual nature of my institutional identity has been imposed on me — I
would like to have tenure, but the authorities deem that I can only have a one-year contract.
So here the authorities are the power that affect and effect my institutional identity, i.e. a
temporary lecturer on a one-year contract.

(iii) A discourse aspect refers to an individual trait that I have that is talked about by other
people, i.e. it is discursively constructed in me (I cannot be kind and generous all by myself,
e.g. on a desert island). I have the disposition to be kind and generous, but it becomes an
individual trait through the discourse of others. As I go about being kind and generous to
others, people recognise me as kind and generous and talk about me as kind and generous. So
in this case Gee says that it is the discourse and dialogue of rational others that deem me to
have an identity that is kind and generous. So their discourse and dialogue is the power that
recognises me as kind and generous and creates my discourse identity in the sense that this
is how others converse about me and discursively construct me. This is the identity
bestowed upon me by the discourse of others in recognition of a particular individual trait of
mine. As Gee (2000-2001) states, “people can construct and sustain identities through
discourse and dialogue” (p. 103).

(iv) An affinity aspect is the experience and practices I share with others in a group. For
example, I belong to the Faculty of Engineering Teaching and Learning Committee at my
UoT. This is an affinity group in the sense that we are like-minded individuals who have

chosen to join and have volunteered our time, energy and intellectual resources to be part of
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this teaching and learning group. Here it is the practice or set of practices that is the power

that creates my affinity identity.

Table 3.2 below summarises the above in tabular form to show the relationship between the

identity aspect, the power that it derives from, and the source of power.

Table 3.2 Four Ways to view Identity

Process Power Source of power
1 | Nature-identity: Developed from | forces In nature
a state
2 | Institution-identity: Authorised by authorities Within
a position institutions
3 | Discourse-identity: Recognised in The Of/with “rational”
An individual trait discourse/dialogue | individuals
4 | Affinity-identity: Shared in The practice of “affinity
experiences groups”

(Source: Gee, 2000-2001, p. 100)

Each of these four perspectives has its own system of interpretation connected to the
recognition of identity: (i) the historical/cultural views of nature; (ii) norms, traditions and the
rules of the institution; (iii) discourse and dialogue of others; and (iv) the working of the

affinity group (Gee, 2000-2001).
I find Gee’s identity theory very interesting because gazing at it through a critical realist lens,
there is some compatibility with critical realism in terms of the strata he posits, e.g. the

source of the power, the power, and the arising/developing aspect of identity.

In terms of weak social constructionism, I would say that Gee has developed the most

coherent and sophisticated theory of identity.
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Margaret Archer and the trickster as the A (alpha) and the Q (omega)

A\

Figure 3.5: Alpha and Omega interlaced

(Source: Wikimedia Commons)

Archer describes the Self as the Alpha and the Person as the Omega; hence
my description of the trickster as the alpha and the omega without any
religious connotations or overtones. The image is apt because the letters are
interlaced indicating a complex relationship as is Archer’s view of the self

and the person.

Benton (2001, unpaged) describes Archer’s work on identity and self as “a stratified ontology
of selthood” in his review of her book “Being human: the problem of agency” (2000). This is,
indeed, an accurate description because Archer’s social realism introduces a very complicated
and complex, stratified, depth view of the individual whose different personal properties and

powers (PEPs) emerge at each level (Archer, 2000, p. 254).

According to Archer (2000) there are four strata of human being: the self, the person, the
agent and the actor. However, the relationships between these four strata are not simple. I
have decided to explain Archer’s theory of identity by creating a visual representation (Figure
3.6 below) of the four strata as she has explained them in “Being human: the problem of

agency” by drawing on her explanations in different pages of this book.

Thereafter, I take the reader through a detailed explanation of the diagram. Figure 3.6 must be
read from the bottom of the page up to understand the relationships between the four strata.
Archer (2000, p. 256) states that the self may be seen as the Alpha and the person as the
Omega in this stratified view of the subject “whose different properties and powers (PEPs)
emerge at each level” (2000, p. 254). I take this to mean that the self is the start of the process
and the person is the end. However, because identity is such a dynamic process, the end is not

fixed and static, but a new starting point for the process to engage again. Figure 3.6 illustrates
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the process of the emergence of the person through various relationships and processes from

the self through social and personal identity to the person.

PERSON Q Omega

PERSONAL IDENTITY:

emerges at maturity, is SOCIAL IDENTITY
broader than social (a subset of personal
identity & animates & identity) (Archer 2000, 294)
defines it (Archer 2000)

*

Emergence

Emergence

3 ASPECTS OF SELF AGENT + ACTOR = SOCIAL SELF
AGENT _
Exists

(Always plural)

EMERGENCE EMERGENCE EMERGENCE

Continuous sense of self

EMERGENCE EMERGENCE

Our embodied relations with the world

in the natural, practical and social orders of reality (Archer 2000,152)

Figure 3.6: The relationships between Archer’s 4 strata of selthood (PLEASE READ FROM BOTTOM UP)

90



Reading from the bottom of Figure 3.6 up, the process of emergence begins with the
emergence of a continuous evolving sense of self (2000, p. 255) from the way we engage
with the world in Archer’s three orders of reality, viz. the natural, practical and social orders.
This continuous sense of self is the consciousness of one’s uniqueness in the world and the
stability of the conscious awareness that “I am I, and I am not you/ he/ she” (Archer, 2000, p.
7). This means that although my circumstances may change radically over time, I am still the
same being with my own continuous sense of myself over time. In other words, my own
sense of self affords me a stability that allows me to recognise myself in different contexts —
having arthritis, being a mother, cooking a meal, teaching at university, researching. My

sense of self evolves over my life-time.

This notion of the continuous sense of self is not reserved to Archer, but also appears in
Gee’s theory of identity where he refers to the “core identity” (2000-2001, p. 99) as
mentioned above in the section on Gee’s identity. Smith (2010, p. 66) uses a similar notion,
but refers to “centers of durable identity...persons can, must and do have singular identities
that they are capable of generating, knowing, communicating, and sustaining over time and
space”. In essence, these three expressions of an inner sustaining identity (continuous sense
of self, core identity and durable identity) mean the same and are also to be found in
psychology. For example, Erikson (1963, p. 261) defines identity in the following way,
“identity is a complex concept which can be defined as people’s images of themselves,
including the feeling that a thread of continuity runs through their lives, and that their self-

images and the views that others have of them are essentially in agreement” (my empbhasis).

In Figure 3.6, the self emerges from the continuous sense of self and has three aspects,
namely the universal self, the reflexive self and the social self. Archer (2000, p. 124)
differentiates between evolving concepts of the self which are social and the universal sense
of the self and states that the universal self is not emergent nor is it social. Here she draws on
the work of Marcel Mauss*', Durkheim’s nephew, “the self is everywhere present ... there
has never existed a human being who has not been aware, not only of his body but his

individuality, both spiritual and physical” (ibid.). This universal sense of self is then the

* The social anthropologist Mauss’ influence is not surprising because “the work of the Durkheimian school became a
standard reference point in the teaching of social anthropology at Oxford and elsewhere and in many ways has shaped
much research and theoretical debate in the discipline over the last half-century” (James and Allen, 2001, p. 118).
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awareness of one’s own individuality that is common to all human beings. In other words, by

means of my universal self I know that I am an individual.

The agent, which Archer regards as always being plural, exists before the individual actor.
So, for example, parents could be considered an agent and their baby an actor. The agent and
actor together give rise to the social self. (Archer’s use of the term ‘agency/agent’ is plural,
while all other scholars including Bhaskar talk about ‘agent’ in the singular. It seems
confusing to have to read about ‘agent’ and remember that this means a collective/group

rather than an individual).

The individual actor exists in the singular. Hence, a person is an actor. However, Archer
places a caveat on her use of ‘actor’ — there are strict criteria for possessing a unique identity
which rest on the way that an actor personifies her/his chosen role in society (2000, p. 285).
Parentage and social position can influence the kind of actor that one can become and the
roles they can personify. For example, if an impoverished young person from a school in the
deep rural areas of the Eastern Cape, in South Africa comes to university in the city of Cape
Town, he will personify the role of student differently to a wealthy young man from the
urban environment. In this instance the two young men share the same opportunity of coming

to university; however, the opportunity costs are stacked differently for each.

From the social self, social identity emerges which Archer considers to be emergent, but this
emergence does not happen in a single move. According to Archer (2000, p. 260), there are

three developmental phases involved in acquiring a social identity at maturity:

1. “How society impinges on the human self, i.e. the development of primary
agency”. Archer (2000, p. 261) defines ‘primary agents’ as “collectivities sharing the
same life chances” through birth into pre-existent society. Archer (2000, p. 262)
maintains that we are always involuntarily born into a system of social stratification,
e.g. a class system or stratification based on socio-economic levels. An example of
such a collectivity/agency could be particular socio-economic sections of society, e.g.
a group of middle-class families who have similar socio-economic profiles, live in a
specific area and whose children go to the same school. This view makes everyone an
agent because everyone occupies a place within a group sharing resources, whether it

is a position of privilege or disadvantage. Based on this, Archer states that Agency
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always refers to the plural; even when the singular ‘Agent’ is used, it denotes a group

(ibid.).

2. “How primary agents collectively transform themselves in seeking to transform
society, i.e. the development of corporate agency”. If a group of people collectively
decide on action, e.g. protest action, to change a situation, they are termed ‘Corporate
Agents’ by Archer. From this corporate agency (groups, movements and organisations
wanting to transform society) emerge personal powers (PEPs) (2000, p. 263). An
example of this would be parents at a particular school who decide to protest, as a
group, the decision by the local department of Education to close down the school®.

This group of parents are corporate agents. As a group they have personal emergent

powers (PEPs) to bargain with that they would not have as individual actors.

3. “How social reproduction or transformation affects the extant role array and
thus the potential social identities available, i.e. the development of social actors”.
This statement means that either social change or maintaining the status quo impacts
upon the types of social roles® available to build social identity. Archer (2000, p.
284) makes the point that we are agents before we are individual actors (as shown
above — I am born involuntarily into a family group which automatically makes me an
agent; or as a girl is born, she is part of the female corporate agency; a boy would be
part of the male corporate agency. Thus, we are always agents first.). Archer (ibid.)
maintains that corporate agency has twofold importance. On the one hand, by
interacting with others in the same collectivity, agents become more aware and also
articulate about their interests and the roles they would like to personify; on the other
hand, working with other collectivities broadens the scope of roles for agents. For
example, in a family where parents hold university degrees, it would be easier for

their children to adjust to university life than for first generation first-year students.

As shown in Figure 3.6, social identity emerges from the social self. However, social is

considered to be a sub-set of personal identity which is broader than social identity and only

emerges at maturity according to Archer (2000, p. 288). Unfortunately, Archer does not

*2 This happened in 2013 (John, 16/6/2013).

Bt may be useful to distinguish between identity and role at this point. Archer (2000, 313) links social identity to the
acquisition of roles in which we can invest ourselves, e.g. as a parent | fulfil a social role and acquire the social identity of
parent. Thus, role and identity are not the same.
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specifically state what she means by ‘maturity’ or give an age limit. Thus, ‘maturity’ is left
open-ended and could mean 21 years of age, or 35, 40, 50 or even 60 years of age. The only
indication that she gives is that the first cycle of the internal conversation should have been

completed by maturity — again, this is vague.

Figure 3.6 shows that personal identity arises from the reflexive self, which is the deliberative
self engaged in internal conversations. The person emerges from personal identity together
with its subset of social identity. Importantly, social identity is only assumed in society, but
personal identity influences the way in which we relate to the world around us. Archer (2000,
p- 285) makes the point that a dialectical relationship exists between the personal and social
identities. This means that although each identity is emergent and distinct, they are in a

mutually sustaining relationship that does not conflate them in any way.

In summary of the above explication of Figure 3.6, it may be said that in Archer’s stratified
ontology of social and personal identity there are four strata: the agent, actor, person and self.
The continuous evolving sense of self is prior to agent and actor which together make up the
social self which comprises the continuous sense of self, the universal self and the person.
Archer maintains that personal and social identity cannot be conflated as personal identity
regulates one’s relations with reality as a whole while social identity is only assumed in
society by stratified social subjects comprising primary, corporate and social agency.
Moreover, personal identity only emerges at maturity through a process of reflexion on the
three orders of reality — the natural, practical and social — by means of the internal
conversation to determine one’s most important concerns in the world which Archer

maintains are located in the practical world.

Critique of Archer’s theory of social and personal identity

Archer’s theory of personal and social identity has come under critique in various aspects: as
under-socialising the self (Gronow, 2008; Luckett, 2008); Archer’s particular way of thinking
about practice and its priority (Benton, 2001); the importance Archer affords the internal
conversation (Benton, ibid.) and her lack of consideration of intersubjectivity, language and

the complex nature of power (Luckett, 2008).
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I agree with the critique of these writers. While I accept most of Archer’s theory, when
reading “Being human: the problem of agency” (2000), I have the feeling that the questions
of the self and identity have been thoroughly theorised in a social vacuum in which there is
nothing other than theory; there are no people. The self is abstractly theorised; however,
Archer does not demonstrate the self in relationships with other selves to test and demonstrate

the theory.

What Archer’s theory lacks is any element of the spiritual side of human beings. Smith’s
(2010) notion of identity encompasses the spiritual because he talks about ‘an ensouled
identity’ and Bhaskar has expanded his notion of identity in Meta-reality (2002a) to include

the spiritual in terms of the ground state.

A further lacuna, and not only in Archer, is the issue of gender which is not addressed
although society is so deeply gendered that gender attaches to identity. This gives rise to the

question of hidden identities — people who are homosexual, bisexual or transgender.

I agree with Benton’s critique (2007). I cannot come to terms with two aspects of Archer’s
theory: the importance she places on the practical order of reality, especially as she prioritises
it and her elevation of the internal conversation to major importance in understanding human

selves. These two aspects have come to dominate her writing over the years.
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Christian Smith44 and the trickster as ensouled

Figure 3.7 Diagram of labyrinth

(Source: Wikimedia Commons)

I have chosen the image of a labyrinth to represent Smith’s notion of
identity as ‘ensouled’ because the labyrinth has been a symbol of

spirituality for centuries.

Identities are self-understandings derived from occupying particular stable locations
in social, behavioural, mental, and moral space that securely define who and what
somebody is, for themselves and for others. Every normal human animal rejects being
a something and drives mightily to be a someone. Achieving this requires the
successful exercise of forming personal and social identity (Smith, 2010, p. 51)

(original emphasis).

Smith (2010) is a self-named ‘critical realist personalist’ whose identity theory openly makes
room for and advocates the spiritual. The aim of his book “What is a person?” is to
“construct a theoretical model of the ontology of the nature of the human being” (2010, p.
10). To understand Smith’s theory, it is important to understand what it means to describe
him as a personalist. Personalism is system of thought that has many different forms;
however, the one Smith ascribes to is that of Karol Wojtyla (who was Pope John Paul II).
Smith, follows Karol Wojtyla’s definition of personalism as expressing “a belief in the

primordial uniqueness of the human being, and thus in the basic irreducibility of the human

* The American critical realist personalist Christian Smith shared the critical realist Cheryl Frank Memorial Prize for 2011
for his book “What is a person?” with Alan Norrie. This prestigious prize is awarded annually for a book or article that
constitutes, motivates or exemplifies the best and/or most innovative new writing in or about the tradition of critical
realism, including the philosophy of MetaReality, in the previous year (Bhaskar, 2012).
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being to the natural world” (Smith 2010, p. 104). Williams (2004, p. 164) offers an

explanatory expansion on Wojtyla’s definition:
The title “personalism” embraces any school of thought or intellectual movement that
focuses on the reality of the person (human, angelic, divine) and on his unique
dignity, insisting on the radical distinction between persons and all other beings (non-
persons). As a philosophical school, personalism draws its foundations from human
reason and experience, though historically personalism has nearly always been
accompanied by biblical theism and insights drawn from revelation ( p.164) ... the
importance accorded to the person by personalism is not the fruit of arbitrary choice;
it derives from the ontological status of persons vis-a-vis other beings. Likewise, the
decision to focus on the person as the key to understanding all of creation and, indeed,
as the pinnacle of that creation, responds to the demands of intellectual integrity rather

than subjective preference (Williams, 2004, p. 174).

From both quotations above it can be seen that personalism places the human being/ human
animal above all over animals and nature®, which is the biblical view: “And God said, let us
make man in our image, after our likeness: and let them have dominion over the fish of the
sea, and over the fowl of the air, and over the cattle, and over all the earth, and over every

creeping thing that creepeth upon the earth” (Gen. 1:26, King James Bible, 1997).

As with all writers, the thought system, philosophy, beliefs or ideology of a writer colours
her/his research and influences topic of research as well as the chosen conceptual framework
or meta-theory that informs the research, for instance a feminist brings a feminist lens to the
research, while a critical realist brings a critical realist lens. Thus, it is interesting that Smith
who is an avowed personalist has turned to critical realism. In a sense Smith appears to use
critical realism exactly in the way that Bhaskar often speaks of it — as an underlabourer to

clear a path.

In the light of this understanding, we can read Smith’s definition of identity again.
Identities are self-understandings derived from occupying particular stable locations

in social, behavioural, mental, and moral space that securely define who and what

- Personally, | do not subscribe to nor agree with this notion of humans being superior to and having dominion over
nature and animal; however, in the interests of academic research, | have included this section of personalism so that one
may understand Smith’s point of departure and belief/thought system that informs his writing.
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somebody is, for themselves and for others. Every normal human animal rejects being
a something and drives mightily to be a someone. Achieving this requires the
successful exercise of forming personal and social identity (Smith, 2010, p. 51)

(original emphasis).

Unlike Gee, Archer and Bhaskar, Smith does not talk about geo-historicity (place and
historical time), but talks about occupying locations in different kinds of space as illustrated
in Figure 3.8 below which I have depicted as the linear process it appears to be. However,
Smith does not seem to accord space to those people who do not have ‘self-understanding’
and might need therapy to come to a deeper understanding of themselves. I would also
suggest that we do not always occupy stable locations, and often the identity of those who are
in an unstable location reflects this instabil